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T 2 study was to increase understanding of

the - :+ >ns! r-tween student teacher and cooperating
teachs . ne practicum and to enable student teachers
and ¢ - ! —eachers to become more aware of their m.tual
roles - - *ne practicum setting.

- ro:earch was carried out in Papua New Guinea in the

spring of 1992. Three student teachers of the University of
Papua New Guinea and four cooperating teachers to which they
were assigned in one school setting, became the key partici-
pants of this study during the 1992 practicum session.

The data were obtained through a combination of field
techniques which included observation and field notes, weekly
journals, interviews, and informal group discussions.

The study which was qualitative in nature was quided by
five exploratory questions:

How do student teachers perceive the roles and responsibil-

L]

ities of their cooperating teachers
How do student teachers perceive their own roles?

How do cooperating teachers perceive the roles and responsi-
bilities of their student teachers?

How do cooperating teachers perceive their own roles? and
What is the relationship of the roles as perceived by the

student teacher and the cooperating teacher?



1 have endeavoured to present a picture of the role
relationship as experienced by student teachers and cooperat-
ing teachers in the practicum setting. The participants’
views, perceptions and concerns are presented. Four broad
areas emerged: the practicum as experienced in the student
teacher role, the practicum as experienced in the cooperating
teacher role, the perceptions of roles and cooperating
teacher-student teacher relationships.

Eight themes emerged from these four broad areas:
anticipating the practicum: moments of excitement and uncer-
tainty; role definition: living with conformity; caught
between two worlds: living with ambiguity; evaluation: having
to perform before a pair of watchful eyes; living under
constant pressure (stress); working with uncertainty; the
counselor and evaluator: role conflict; and more headaches:
consequences of having student teachers. My understandings of
the findings with respect to the importance of the role
relationship of student teachers and cooperating teachers are
discussed. As well, its implications for teacher education
and further research for Papua New Guinea are presented.

The study concludes with my reflections on the research
process followed in the study itself, the influence it had on

my. own thoughts as a teacher educator, and about teacher

education in general in Papua New Guinea.
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The most crucial moment in the training of any pro-
fessional is the moment when theory becomes practice. At that
moment the budding doctor picks up a scalpel, the young lawyer
stands before a judge, and the student teacher walks into the
classroom (Ciampa, 1975). I first walked into the classroom
on a Monday morning of July 1974. Of the forty-five students
in my class, half were about the same age as I was, while the
other half were older. Came Friday of the first week, the two
oldest boys started a fight towards the end of an English
class. I just didn’t know what to do then, however, luckily
the bell rang for lunch and everyone had to leave the class-
room. These boys continued their fight outside which meant
that the teacher who was on duty that day was responsible for
attending to that problem and I felt much relieved at least
for that moment.

I had no idea of what to expect of myself except to do as

I was told by my supervising teachers. There were no

According to my college supervisor, the supervising teachers
“should” know what to do. Thus, I was of the opinion that my
supervising teachers were well aware of their roles and
responsibilities and hence I had high expectations of thea.
Both my English and Social Science cooperating teachers



provided very little help and I was left on my own most of the
time in a "sink or swim" situation which led to much confusion
and frustration.

My college supervisor visited me only once throughout the
six week practicum period. The house I was sharing with a
fellow student teacher had no electricity and was invaded by
rats every night making it not only impossible to do any work
after dark, but also to get a decent night’s sleep. That was
my introduction to the "real world" of teaching. It was a
frightening and a stressful experience for me. 1 was scared
and nervous throughout because I lacked confidence in many
areas such as classroom discipline, teaching methods and
lesson preparation strategies, human relation skills and
student assessment, to name but a few. My final practicum
phase in 1975 wasn’t any better. Consequently, like the other
student teachers, I ended up putting all the blame on my
cooperating teachers for failing to provide me with all the
help and professional guidance I had expected.

It wasn’t until I became a cooperating teacher myself
that I learnt to appreciate the difficult position they were

in. Usually teachers had no idea they were going to be

assigned to those teachers. For example, the first student
teacher I had was introduced to me halfway through a Social
Science lesson one Thursday morning in July of 1976. The

school headmaster simply instructed me to "take care® of this



student teacher and left the classroom and that was it! I
struggled to work with this scudent teacher throughout the
practicum without any form of guidelines, not even a teaching
practice handbook. The experience could be described as
nothing more than that of confusion and frustration. The
other practica were no different and all the student teachers
I worked with were assigned to me in a similar way. I con-
tinued to work with them in the dark. Like other cooperating
teachers, I ended up blaming the teacher education institu-
tions and their representatives, the supervisors, for failing
to provide me with any form of guideline to enable me to work
effectively with the student teachers. I had no idea of what
to expect from the student teachers and, moreover, of what was
expected of me and of just what kinds of help or advice 1
should give to these student teachers. There was hardly any
communication between the teacher education institutions and
the schools and neither had any idea of what the other was
doing.

After some years with the school system, I found myself
teaching pre-service education students at the University of
Papua New Guinea for which I co-ordinated teaching practice
for three years prior to leaving the country for further
studies.

During my time at university I quickly realized that like
the cooperating teachers and the student teachers, the
university supervisors were not always sure of their own

roles. Many did not know what to expect of themselves as well



as of the other members of the practicum triad. Since my
joining the University of Papua New Guinea in 1983, little has
changed in the teacher education programs. There has been no
collaboration in partnerships, and hence schools and teacher
education institutions continue to work in isolation from each
other making it difficult for any improvement towards solving
that of the confusion of roles and role relationships among
the participants of the teaching practice programs.

There is little doubt the cooperating teachers may be a
key element in bridging the gap between theory and practice
for student teachers (Foster, 1989). MacKinnon (1987) states
that "many student teachers define the practicum as "the real
world’, and are quite susceptible to the practices of their
cooperating teacher” (p.315). This implies that the relation-
ship between the cooperating teacher and the student teacher
is very critical.

Some student teachers have a skillfully guided growth
experience which leads them to an artistic and professionally
effective performance in directed learning, while others have
a continuously frustrating and emotionally disturbing experi-
ence during which they receive little positive direction
(Briggs & Richardson, 1992; Raju, 1990; Tannehill ¢ Zakrajsek,
1988).

The latter part of the above, very much evident in Papua

New Guinea, has been an ongoing issue over the years. Three



concerns among the many raised by the final year education
students at the University of Papua New Guinea during a

debriefing session at the end of the 1988 teaching practice

Teaching Practice Co-ordinator. One student expressed in her
final paper her concerns with these words:

I hardly had any meetings or even long conversa-
tions with my supervising teacher in Social Science
during the whole ten weeks because she always
seemed to be so busy. I felt very uneasy whenever
I asked her to read through and check my lesson
plans because I was made to feel that she hardly
had much free time. She seldom observed my lessons
in the classroom and the few times she came in, she
just wrote a few comments and disappeared.

Another stated:

Things really got hectic for me during the fourth
week. My supervisor never showed up, not only
that, I was facing problems with the family that
was accommodating me in the school, and to make
things worse my supervising teacher in English
started taking over my lessons too frequently
whenever he thought that I was not doing something
right. He even corrected me and told me that I was
wrong in front of the class. That completely made
me lose face with my class and my interest to
continue teaching during the remaining weeks faded.

Whilst the third student wrote:
John, to be honest with you, I didn’t know who I
was for the last 10 weeks. I never felt that I was
a teacher and at the same time I was not a student.
So what sorts of roles, responsibilities or expec-
tations what ever you like to call it do you uni-
versity people and school supervisors expect of us?
The above concerns are representative of numerous similar
reports of negative experiences that student teachers in Papua

New Guinea have had over the years.



Student teachers have generally blamed their supervising
teachers and the schools as a whole for failing to provide
them with much professional guidance. On the reverse side,
schools, in particular the school 1liaison officers and
supervising teachers, have blamed the teacher education
institutions for failing to provide sufficient guidelines for
use by those involved in this experience. Communication
between schools and the teacher education institutions remains
a major problem. This is highlighted by the fact that as many
as a third of the participating schools either have no
telephones or are only accessible by air. To date, there has
been no document from any teacher education institution in
Papua New Guinea clearly illustrating and defining in any
detail the roles of those who are involved in the teaching
practice phases of their teacher education programs. Hence,
all those involved may go in with their own pre-conceived,
conflicting and sometimes impossible and unre :listic expecta-
tions.

Teaching practice programs in Papua New Guinea have been
and continue to be organized and implemented based on a
traditional model. Basically, the assumptions at work in
traditional teaching practice according to Fish (1989) have
been that "learning to teach is a simple process of working in
an apprentice relationship to an experienced teacher with a
college/university supervisor as an overseer with an oilcan®
(p.16S). In this traditional model, therefore, continues

Fish, the relationships between the classroom teacher and the



college/university supervisor are based on the assumption that
each has his own role in the teaching practice: the teacher
with a priority for the best interests of the class, the
supervisor as overseer of the student teacher’s performance,
and both leaving the student teacher to learn from the
practice by some unidentified form of osmosis (p.166).

Within this context of the triad, Potthoff (1993) asserts
that student teachers believe that they learn most from the
cooperating teacher. Studies done by many researchers over
the years corroborate this (Anderson, Major & Mitchell, 1992;
Avalos, 1989, 1991; Foster, 1989; Funk et al., 1982; Grimmett
& Ratzlaff, 1986; Karmos & Jacko, 1977; Koerner, 1992; Mills,
1990; McIntyre & Morris, 1980; Olson & Carter, 1989; Serperson
& Joyce, 1973; Yates, 1981; Yee, 1969). It is also claimed
that the cooperating teacher has the greater influence upon a
student teacher’s overall success or failure in the practicum
(Boudreau, 1993; Garland & Shippy, 1991; Foster, 1989; Hodges,
1982; Posner, 1985; Potthoff, 1993; Reitzammer, 1991; Ryan,
1989; Stout, 1982; Yates, 1981). Balch and Balch (1987) in
support of this claim assert:

Researchers in the area of teacher education indi-

cate clearly that of all the persons in the teacher

training program the cooperating teacher has the

greatest influence upon a student teacher’s success

or failure as a classroom teacher (p.2).
Balch and Balch continue to contend that the influence of
cooperating teachers on the preparation of student teachers is

quite profound. Unfortunately, many researchers indicate that



much of the supervision experience actually is rated negative-
ly as an influence on teaching effectiveness. Many student
teachers become more rigid and authoritarian, more conserva-
tive with less flexibility, and less responsive to meet ing
individual student needs by the end of the student teaching
experience (Turney et al., 1982). This disappointing outcome,
according to Balch and Balch (1987), is only minimally the
result of ineffective or poorly chosen cooperating teachers.
In this regard Fish (1989) states that it is unusual for
cooperating teachers to have received much gquidance in
leadership for these supervisory tasks. Little attention has
been given to those competencies deemed essential for effec-
tive supervision (Koerner, 1992; Wildman et al., 1992).

This is especially the case in Papua New Guinea today.
To date, cooperating or supervising teachers have received no
advance preparation for their supervisory tasks and no atten-
tion has been given to those competencies deemed essential for
effective supervision. No criteria have been set for select-
ing supervising teachers. Whatever criteria have been used by
participating schools in selecting supervising teachers have
too often been unrelated to the goals of the teacher education
programs and have too often been of a more pragmatic nature in
role. While it is expected that supervising teachers must be
certified and experienced with at least two to three years of
teaching to their credit, it is not uncommon to see many

teachers fulfilling the role as early as their first year of



teaching, For example, my wife had to be one of the supervis-
ing teachers in her school during her first year of teaching

as she was the only Home Economics teacher in that school

the schools to which I was assigned during the 1988 teaching
practice were in their first year of teaching. These super-
vising teachers, who themselves had been student teachers the

year before (1987), accepted the assignment because they were

Student teaching is an integral part of all teacher
preparation programs yet its value to the transition from
student to teacher is suspect (Tannehill & Zakrajsek, 1988).
Often when two or more teachers are gathered together in the
name of education, the student teaching experience is heavily
criticized. The complaint most teachers seem to have about
their student teaching experience is that their cooperating
teachers failed to help them, either by too rigorously
restricting their plans, or by not being there at all (Hise,
1989).

Yet the role of the cooperating teacher is probably the
most difficult of the roles involved in teacher education.
Many cooperating teachers complain that they are unclear about
their responsibilities (Anderson, Major & Mitchell, 1992;
Boudreau, 1993; Fish, 1989; Hopkins, 1989; Koerner, 1992;
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Yates, 1381). Hence, we need to understand the perceptions
that the participants have of their roles and of those of
significant others prior to and during the practicum phase of
the teacher education program in order to appreciate the

complexity of the learning experiences in th~ practicum.

The purpose of the study was to increase understanding of
the relationship between student teacher and cooperating
teacher roles in the practicum and to enable student teachers
and cooperating teachers to become more aware of their mutual

roles within the practicum setting.

Reseaxch Questions

This research is intended to address five fundamental
questions on the basis of the purpose of the study. The
following are the five questions to be addressed:

1. How do student teachers perceive the roles and responsi-
bilities of their cooperating teachers?

2. How do student teachers view their own roles?

3. How do cooperating teachers perceive the roles and
responsibilities of their student teachers?

4. How do cooperating teachers view their own roles?

S. What is the relationship of the roles as perceived by the
student teacher and the cooperating teacher?
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Refinition of Terms

For the purpose of this study, the following terms are defined

within the Papua New Guinea context.

Jeaching Practice is the period of guided teaching during

which the student teacher takes on increasing responsi-
bility for the work with a given group of learners in a
school setting. Other terms which are used include
"student teaching”, "field experience", "internship",
“off-campus teaching"” and "practicum". Teaching practice
and practicum are used interchangeably in this study
since the term teaching practice is commonly usei in
Papua New Guinea whilst practicum is used in much of the

literature outside the Papua New Guinea context.

Rarticipating School is a government or church agency

school which provides facilities for student teachers but
which is neither controlled nor supported by the teacher

training institution.

School Liaison Offjicer is the designated staff member of

a school who assumes the responsibility of communicating
with the teaching practice coordinator of the teacher
training institution in the overall organization and

implementation of the teaching practice program(s).

dtudent Teacher is a college or university student who
participates in a program of guided teaching over a

period of consecutive weeks.



o

‘4\

Supervising Teacher is a classroom teacher in the
government or church agency schools who assumes the
responsibility of working directly with student teachers.
The supervising teacher supervises, evaluates and
interacts with the student teacher in the teaching
situation. Other terms which are used include "cooperat-
ing teacher", "classroom teacher®, "directing teacher”
and "sponsor teacher"™. Supervising teacher and cooper-
ating teacher are used interchangeably in this study
since the term supervising teacher is the term commonly
used in Papua New Guinea whilst cooperating teacher is

used in much of the literature outside the Papua New

Guinea context.

tation of the teaching practice program(s).

. is the designated staff

member of a teacher education institution who assumes the
responsibility of supervising a number of student

teachers on teaching practice.
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beneficial student teaching experience, there must be some
degree of working relationship between the university or
college supervisor, the cooperating teacher and the student
teacher. It is firmly believed by people like Bain (1991),
Brown et al. (1986), and Foster (1989) that the duties and
responsibilities of these participants must be known and
clearly understood by all those involved in the student
teaching process if the program is to be a valuable introduc-
tion to the profession.

It is assumed that student teachers go into schools with

different expectations concerning their cooperating teachers.

The way they perceive the roles and responsibilities of their
cooperating teachers and how they perceive their own roles and

responsibilities may not always coincide with how their
cooperating teachers view their own roles and responsibilities
and those of the student teachers.

Since this study is concerned mainly with increasing our
understanding of the relationship between student teacher and
cooperating teacher roles, the findings obtained may provide
a framework useful for a guideline for both cooperating
teachers and student teachers wvhen perforaming their respective
functions. It could also provide strategies for cooperating
teachers and student teachers to come to know each other’s

expectations and further help to improve communication and



14

understanding.

Although much has been written about teaching practice
and problems associated with it elsewhere, 1little or no
attention has been given to this area in Papua New Guinea.
Teaching practice is considered to be one of the most vital
components in any pre-service teacher education program
anywhere in the world and Papua New Guinea is no exception.
While there has been growing concern about the apparent
decline in the educational standards in the country (Kenehe
Report, 1981) it could be stated that teachers play a major
roleo in setting these standards which could start right from
their initial training in which the teaching practice compo-
nent may have a considerable impact.

In this regard then, there is considerable support today
for the assertion that the quality of the student teaching
experience is very much dependent on the professional abil-
working relationship with the student teacher on a daily basis
(Avalos, 1991; Balch & Balch, 1987; Boudreau, 1993; Dyke,
Wiens & McCullough, 1993; Foster, 1989; Potthoff, 1993;
Reitzammer, 1991; Tannehill & Zakrajsek, 1988). Studies done
over the years according to Turney et al. (1982) have indi-
cated that the student teachers’ attitudes tend to move in the

direction of those held by their cooperating teachers during
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teaching practice. Although the 1long term effects of
attitudinal change may not have been effectively examined, the
initial strength of cooperating teachers’ influence in forming
student teachers’ attitudes towards teaching is evident.

For this reason it is important for cooperating or
supervising teachers in Papua New Guinea to be made aware of
the kind of role they may play during teaching practice. It
is equally important for student teachers to be aware of what
the cooperating teachers expect of them in order that they may
go into the schools better prepared. This will help minimize
the frustration that exists today due to confusion, lack of
communication and unrealistic expectations from both sides.

This study should not only help us increase our under-
standing of the relationship of the student teacher and
cooperating teacher roles, but should also enable student
teachers and supervising teachers to become more aware of
their mutual roles within the practicum setting. None of this
vital information is obtainable within the Papua New Guinea
context at present. It may be of great benefit to every
educator in Papua New Guinea, particularly those involved in

pre-service teacher education.
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Nobody really understands me is a complaint that
has rolled down the ages, and it always contains
some measure of truth. The perceptions we have of
others, which form the bases for our interactions

with them, are always incomplete and are also
usually somewhat less than accurate (McCall &
Simmons, 1979, p.66).
It is not uncommon to encounter this and other similar com-
plaints from cooperating teachers and especially student
teachers during the course of the practicum. This becomes
inevitable in situations where each member of the dyad has to
fulfill roles that do not conform to his/her own expectations.
Research suggests that each member of the dyad in the
practicum needs to operate within well defined and agreed upon
limits in order to perform his/her duties successfully (Bain,
1991; Guyton & MclIntyre, 1990; Ryan, 1989; Turney et al.,
1982). It is this definition and identification of boundaries
that seems to be causing some frustration amc:. ; members within
the practicum setting. Garland (1982) contends that it is
most important for all participants in clinical experiences to
examine carefully the role definitions that are applied to
their particular setting. Garland argues that potential
aisunderstanding, conflict and the development of ineffective
role relationships occur because consensus about role defini-
tions is often assumed to exist when in reality it does not.
Since the purpose of this study was to increase under-

standing of the relationship between student teacher and



cooperating teachers and student teachers to become more aware
of their mutual roles within the practicum setting, the study

will adopt role theory for its conceptual framework.

Role The

Role theory has been developed and employed by social
scientists as a conceptual framework for analysis of the
functioning of social systems (Clouse, 1989). Perhaps the
most common notion in role theory, as Biddle (1979) notes, is

Horowitz (1967) notes that "“role theory deals with
interaction between persons who occupy positions in a social
system. Emphasis is placed on the expectations which are held
for the behavior of the position-occupant by those with whom
he interacts” (p.38). The principal, cooperating teacher,
student teacher and university supervisor occupy certain
positions during the practicum and have expectations regarding
their own behavior and the behavior of others with whom they
work (Corbett, 1990; Garner, 1973; McVea, 1992).

When we enter a new setting, we undertake to define the
situation. We attempt to define people’s roles 30 as mentally
to establish the actions we can expect of them and the actions
they can expect of us (Vander Zanden, 1979). Hutton (1992)
who focused his study on the role of the elementary assistant
principal notes that the role of the assistant principal
depends greatly on the principal’s perception of that posi-
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tion. Hutton asserts, therefore, that the role definition of
the assistant principal will be different from school to
school and from administrator to administrator. He continues:

While an orientation to fluidity will make it

difficult to delineate clearly the role of the

typical assistant principal, enough role definition

may be developed to provide consistency and status

(p. 11).

Clouse (1989) asserts that roles are filled by real live
people and no two persons are exactly alike. An individual
performs in a particular role with the unique style of his own
characteristic pattern of expressive behavior. To understand
the observed behavior of a specific individual it is not
enough to know only the nature of the role and of the expecta-
tions, but also the nature of the individual acting in the
of others. That is in addition to the nomothetic behavior,
one must also consider the idiographic aspects of social
behavior (p.40). Clouse further contends that to understand
fully the behavior of specific role incumbents in an institu-
tion one must know both the role expectations and the need-
dispositions. Needs and expectations may both be thought of
as motives for behavior: needs being derived from personal
propensities and expectations being derived from institutional
requirements. Social behavior will result from the interac-
tions between the two sets of motives (p.41).

Clouse adopts the nomothetic-idiographic model froms
Getzels, 1958, pp.156-157 (Figure 1 below) to illustrate his
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point.

Nomothetic Dimension

Ssg,tn;titutian——;inala ——————itxpgctatians%%%‘
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» Behavior
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‘Individual—-pPersonality-sNeed Disposition
Idiographic Dimension

Figure 1. General nomothetic-idiographic model

Bole Acalveis

Role analysis is concerned with the effects of fairly
relationships on the behavior of participants (Clouse, 1989).
Role analysis is not a method of data-gathering per se,
but a conceptual and analytic tool. In action, it is an
excellent illustration of the interplay between theory and
method in research, because its concepts circumscribe the data

to be gathered and direct the analysis (Biddle, 1979).

one in a constellation of related terms used in role analysis

to study the behavior of individuals. These terms are:
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Counter role: A role that is complementary to the
role that is, "completes” the dyadic interaction,
allowing by its existence, the enactment of the
role. Teacher-pupil, parent-child, and clerk-
customer are three pairs of counter roles that
reinforce and make possible each other’s perform-
ance.

Rights and obligations: Every role carries with it
certain actions owed by others and to others.
These are the shared expectations or ideal patterns
of our own and counter role enactments that we
carry in our heads.

Role perception: How one thinks of his social role,
what he thinks he should be doing.

Role behavior: Actual performance in a role.

(Sometimes we fall below our own role expectations,

or those of others. Sometimes we are gloriously

successful - we “"carry it off.")

Role conflict: A situation in which a person finds

that his proper enactment of one role results in

falling below expectations in another. Thus, no

matter what he does, he has some guilt feelings.

(p.85).

Using these concepts as guides for data-gathering and
analysis, the researcher will be able to take the information
he obtains and map out a "role system™ that can in turn be a
useful device to alert the researcher to other areas of
interaction that might be fruitfully investigated (Clouse,
1989).

For example, one way to understand the pressures experi-
enced by a student teacher is first to map out the counter
roles of positions relative to his/hers, such as school
principal, fellow student teachers, cooperating teachers,
university supervisors, pupils and others. Each of these,

though fundamentally in the same "teaching practice world® as
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the student teacher, looks at the student teacher from a

somewhat different ways and has somewhat different expecta-
tions of him/her as well.

Biddle (1979) and Wiseman and Aron (1970) remind us that
the designations "central role” and "counter role” depend upon
the researcher’s interests. One person’s counter role could
be the central role of others. This study was focused on the
interactions of the cooperating teacher and the student
teacher who were seen as both occupying central and counter
roles simultaneously as the purpose of this study was to
increase our understanding of the relationship between student
teacher and cooperating teacher roles in the practicum and to
enable student teachers and cooperating teachers to become

more aware of their mutual roles within the practicum setting.

This study is organized into eight chapters. The first
chapter provides the background to the study. The purpose of
significance of the study along with the theoretical
underpinnings of the study are presented. A review of the
literature related to student teaching together with the roles
and concerns of each member of the dyad are found in chapter
two. Chapter three describes the research approach adopted in
this study and the techniques employed to collect and analyze
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the data. Chapters four to seven deal with the presentation
and analysis of the data. Chapter eight presents a summary of
the study and discusses my understanding of the findings. As
well, implications for teacher education and further research

for Papua New Guinea are included.
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REVIEW OF RELATED LITERATURB

sStudept Teaching

Burstein (1992) writes, "student teaching is typically
considered the most critical component of a teacher education
program. It is the culminating experience of the program and
the principle factor in determining whether a teaching
credential should be awarded" (p. 5).

The student teaching act according to Henry and Beasley
(1989) involves development in the interpersonal, cognitive,
and instructional processes of the student teacher. They
remind us that a student teacher must show growth in atti-
tudes, values and feelings as well as in the thinking pro-
cesses, the selection of content and the determination of
teaching strategies. A cooperating teacher plays a key role
in seeing that these domains are successfully developed
throughout the experience.

Practical experience of teaching in schools has consti-
tuted an essential element in courses of teacher training. It
is one of the most effective ways of evaluating theoretical
elements of the course through practical applications.

Student teaching may be defined as a complex intermingl-
ing of roles and institutions. Few, however, would dispute
that the core of student teaching is the unique relationship

which occurs between two persons - the student teacher and the
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cooperating teacher (Balch & Balch, 1987, p.143). It is a
time when prospective teachers bring the knowledge, theories
and methods learned in disciplinary and teacher preparation
courses to the world of reality. It is a time when prospec-
tive teachers can and should experiment, adapt, and grow while
practicing pedagogical skills under the guidance of a compet-

ent teacher (Tannehill & Zakrejsek, 1988).

seldom been questioned. There seems little doubt that student
teachers need an opportunity to apply their skills in a
practical setting. Borys, Taylor, and Larocque (1991) point
out that in spite of the dissatisfaction that is voiced
concerning teacher education programs, the practicum component
is viewed as "the most appropriate and important experience in
the development of a teacher” (p. 1). Because the practicum
experience is seen as a way to integrate theory and practice,
educators usually believe that it provides an opportunity for
the student teachers to explore a variety of strategies,
teaching styles, organizational patterns and management skills
(Blakey & Everett-Turner, 1993). Many authorities consider
student teaching to be the critical component of teacher
training (Anderson, Major & Mitchell, 1992; Avalos, 1991;

Guillaume & Rudney, 1993; Fish, 1989; Frye, 1988; Gallemore,
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1981; Guyton & Mcintyre, 1990; Kalekin-Fishman & Kornfeld,
1991; Karmos & Jacko, 1977; Koerner, 1992; Smith, 1990,
Tinney, 1993; Webber, 1993).

Burstein (1992) states:
The major role that student teaching plays in
preparing a teacher has been acknowledged consist-
ently and often by a number of teacher educators.
Moreover, teachers generally indicate that student
teaching is the most influential aspect of their
program and frequently question the value of their
other education courses (p. S).
Frye (1988) asserts that student teaching is generally
considered by teacher educators to be the most important
element in the teacher education program (p.54). Mills (1990)
notes that "student teaching has been widely acknowledged,
especially by students, as being the most significant part of
professional education programs®™ (p.10). Tabachnik and
Zeichner (1984) are of the view that student teaching does
have a significant impact on the development of teachers, an
effect that is strengthened during the early years of a
teacher’s career (p.29). This statement is supported in the
study by Richardson-Koehler (1988) in which a group of
cooperating teachers felt that the strongest influence, both
positive and negative, on learning to teach was their student
teaching experience.
Guyton and MciIntyre (1990) also corroborate this by
stating that noted educators over the years have described
school experiences as the most important element in pro-

fessional education and student teaching as the most
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universally approved education course. These assertions are
supported by practicing teachers’ consistently high ratings of
student teaching as the most beneficial segment of their
teacher education programs (p.514).

Ross (1988) similarly writes: "Because of the importance
of role-playing (practicum) in the professional development of
teachers, field experiences are considered the most signifi-
cant events in the preservice teacher’s professional prepara-
tion®" (p.107), and in the same study a student teacher
commented, “Field experiences are the most important because
you are doing it. You learn directly from your mistakes. You
see your mistakes much faster™ (Ross, 1988, p.104). 2zahorik
(1988) reiterates these opinions when he states, ®Student
teaching is seen as being helpful, often to the point of being
judged the most important aspect of teacher preparation®
(p.9). However, as he points out, "The support for student
teaching by teachers and also by teacher educators appears to
be overwhelming, but it is not unanimous® (p.9). Mills (1990)
states that it “"cannot be assumed that just placing students
in practicum sites will automatically provide them with

valuable experiences” (p. 10).

Linitatioss to the Rffactivessss of Practicus

While the volume of research on the field experience

implicitly acclaims its importance as perhaps the most
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influential and effective phase of teacher education, there
is, however, an equal quantity of research which suggests
limitations to this view (Mills, 1990). Borys, Taylor and
Larocque (1991) in this regard state:
However disenchanted many educators, teacher
trainees and school practitioners may be with the
current state of teacher education, few would

single out the practicum component as a primary
source of their disaffection (p. 1).

particularly student teaching, have long been regarded as the
most meaningful and valued component of teacher preparatory
programs. "At the same time, serious concerns are expressed
with regard to the overall appropriateness and effectiveness

of most field experiences" (p. 254). Potthoff further cites

experiences encourage imitation, subservience, and conformity.
Richardson-Koehler (1988) concludes that, because cooperating
teachers are more oriented toward the practical and particular
rather than toward theory and generalizations, student
teachers may not learn more general principles that would
allow them to adjust to different situations. Copeland (1989)
is of the view that student teachers’ ability to use the many
skills they learn during their university training depends not
only on the quality of initial training they receive but on
the environment in which they must practice use of those
skills, their student teaching classrooms.

Within the environment of the practicum classroom, there
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are several variables which can influence the effect of the
practicum experience on student teachers: the quality of
supervision and the resulting inter-relationships amongst the
practicum triad (student teacher, cooperating teacher, and
faculty consultant); the perceived relevance of the university
courses by student teachers; the expected conformity of
student teachers in the practicum classroom to the norm of
that particular room by cooperating teachers and the socializ-
ation of student teachers as they move away from university
learning and spend time in the classroom (Mills, 1990).
Tannehill and Zakrajsek (1988) similarly note that “the
guidance that student teachers receive and the orientation
they are exposed to will vary from institution to institution
and in the internship site from one cooperating teacher to
another® (p.40).
teacher and the cooperating teacher MacKinnon (1989), for
example, notes that the four students in his study all had
different experiences and hence reacted to them differently.
He states:

There was never any doubt about the significance of

the cooperating teachers in the eyes of each of the

student teachers. Some were the brunt of much

criticism for their personal teaching styles and

the way in which they treated their student

teachers; others were praised for exactly these

same reasons. Each of the student teachers felt

that one of the most critical factors for ensuring

4 successful practicum was the development of a

healthy relationship with their cooperating

teacher. While each relationship was unique and

clearly contextual, the cooperating teacher was
very much a part of the daily life of all the
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student teachers. They had a direct effect on the

student teaching experience through their words and

actions, and an indirect impact by the ways in

which they had structured their classrooms. For as

Beth viewed it, this was the "mold” into which each

student teacher stepped, and which served as a

framework for the entire practicum (p.7).
Henry and Beasley (1989) in this regard comment that a student
teacher may possess adequate skills in methodology and be
sufficiently knowledgeable in subject matter, but the experi-
ence is not considered to be a complete success if the
relationship with the supervising teacher is less than
desirable. Others like Avalos (1991), Guillaume and Rudney
(1993), and Kalekin-Fishman and Kornfeld (1991) are also of
the view that success in student teaching is contingent upon
the relationship between a student teacher and his/her
supervising teacher. There are other limitations as noted by
Garland and Shippy (1991). They note that often the perform-
ance of cooperating teachers as teacher educators-supervisors
and the socializing pressures of fieldsites are negative
influences regarding context. The context of the public
school classroom cannot always be viewed positively as a means
of promoting a program’s orientation or goals. Garland and
Shippy also note that the quality of student teaching programs
depends too much on specific classroom sites, which are not
designed to prepare student teachers and are beyond the
control of the institutions. Fish (1989), who seems .> be
well aware of this, contends that although it is often given
scant attention by either college or school because of the
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pressure of other priorities, the very way in which the
practice is prepared for by both institutions is of major

significance.

The omissions often still include: the failure of
school and college together to establish a joint
understanding cf the place of the practice in the
whole course; and the failure to elucidate the
intentions and the focus of the activities of the
teaching practice for teacher, tutor, and student
(p. 166).
According to Fish, this has also meant a resultant inattention

to the respective roles of teacher and tutor during practice.

Rele of the Cooperating Teacher

For many years cooperating teachers have been said by
some to be the "key figure®™ in the teacher education programs
(Boudreau, 1993; Koerner, 1992; MacKinnon, 1989; Mills, 1990;
Olson & Carter, 1989; Potthoff, 1993; Turney et al., 1982).

In examining the role and the assumed influence of the
cooperating teacher it is evident that this person plays a
significant part in the professional growth of the student
teacher (Balch & Balch, 1987; Foster, 1989; Garland & Shippy,
1991; Hodges, 1982; Reitzammer, 1991; Ryan, 1989). Ryan

(1989) asserts:

The classroom teacher who works with prospective
teachers is an extremely important person in the
teacher preparation program. Not only does this
teacher provide the opportunity for the teacher
education student to experience the real world of
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the classroom, he/she also guides the student in

the integration of theory and practice (p.63).

Ryan (1989) notes that the expectations, that is, the
functions and behaviors which constitute the role of the
cooperating teacher, have been prescribed in a number of
Ryan further states that "the role of the cooperating teacher
is to help the student teacher through suggestions, guidance,
and personal expertise™ (p.48). Zalokar and Loguidire (1982)
in fact suggest that consistent evaluation, effective communi-
cation and involvement of the student teacher in the total
functioning of the school will help ensure a positive experi-
ence for the student teacher.

The literature in this area seems to suggest that there
is general consensus about what is being expected of the
cooperating teacher role. Copas (1984) in this regard
asserts:

The job of the cooperating teacher is to help the

student teacher develop a deep and meaningful

concept of teaching, to help the student teacher
analyze the many facets of teaching, to provide the
student teacher with sources and resources, and to
encourage the student teacher’s unique teaching
behavior (p.50).
Those identified by the Faculty of Education, through its
Field Services Division, at the University of Alberta could be
representative of many other sources. Thus, the Practicum
handbook identifies the following as fundamental to the role

of the cooperating teacher in relation to the interactions



with a student teacher:

Familiarise Studeant Teacher with Expectatioas:
The cooperating teacher should familiarize the
student teacher with the expectations held for
the student teacher in the particular program
(in cooperation with faculty personnel).

. Orient Student Teacher to School: The cooper-

ating teacher should orient the student
teacher to the school, the school programs,
and the pupils.

. Structure Teaching Experiences: The cooperat-

ing teacher should structure the student
teacher’s experiences so that there is pro-
gression from simple to more complex activ-
ities within the particular program.

. Demongtrate Teaching Techaiques: The cooperat-

ing teacher should either demonstrate or
arrange for the demonstration of particular
teaching techniques and procedures for the
benefit of the student teacher.

. Assist with Planning: The cooperating teacher

should assist the student teacher with the
planning of teaching strategies and the selec-
tion and design of appropriate instructional
materials.

. Explaia Classroom Managemest: The cooperating

teacher should explain and demonstrate the
implementation of classroom organization,
management, and control strategies.

. Cbserve Studeat’s Lessoas: The cooperating

teacher should analyze the instructional
skills of the student teacher and set goals
and strategies for improvement through regular
conferences.

. Analyse Studeat’s Performance: The cooperating

teacher should analyze the instructional
skills of the student teacher and set goals
and strategies for improvement through regular
conferences.

. Bvaluate Studeat’s Performance: The cooperat-

ing teacher should evaluate the performance of
the student teacher and provide feedback both
oral and written to the student teacher on a

32
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formative basis throughout the round as well
as in a final evaluation.

j. Bacourage a Distinctive Style: The cooperating

- teacher should encourage the student teacher
to develop a distinctive, personal style by
engaging in a variety of teaching tasks and
consistently utilizing self-evaluation.

workshops designed to improve the cooperating
teacher’s knowledge and skills, when such
workshops are available.

1. Cooperate with Program Participants: The
cooperating teacher should cooperate with
other program participants for the benefit of
the student teacher.

It is also clearly stated that "while each student teaching
experience will vary, a number of basic expectations (those
listed above) seem as fundamental to the role of the cooperat-

ing teacher" (Field Services 1992/93, p.17).

teacher has been well documented. Reitzammer (1991) writes,
“the cooperating teacher is the determining factor in predict-
ing whether or not the student teacher has a successful
experience® (p.446). Potthoff (1993) similarly states that
“cooperating teacher performance is one key to effective
utilization of field experiences” (p. 254). And Olson and

Carter (1989) contend that the cooperating teacher often
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teachers come to understand what it means to teach.

Many studies have tended to confirm that the actual
teaching behavior of student teachers seems to be influenced
greatly by that of their cooperating teachers. For example,
Boudreau (1993), Olson and Carter (1989), Kagan (1992), Turney
et al. (1982), and Yee (1969) found that the teaching of most
cooperating teachers rather than those suggested in the
teacher education program., Avalos (1989) discovered that even
in their first year, teachers claim still to be using methods
and materials adopted from their cooperating teachers.

The strong tendency for student teachers to model their
work on that of cooperating teachers is not surprising (McVea,
1992; Karmos & Jacko, 1977). The techniques and methods of
cooperating teachers are explicit in classrooms and are likely
to be successful, if only because pupils are familiar with
them., Student teachers are usually very dependent on their
handle particular lessons (Burstein, 1992; Kalekin-Fishman &

Kornfeld, 1991).

The literature demonstrates that cooperating teachers
have difficulty defining their roles and responsibilities to

the student teacher (Fish, 1989; Foster, 1989; Guyton &
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McIntyre, 1990; Grimmett & Ratzlaff, 1986; Hopkins, 1986;
Koerner, 1992; McVea, 1992; Mills, 1990; Richardson-Koehler,
1988; Yates, 1981). Concern in recent years for the declining
number of cooperating teachers and the quality of their
professional abilities is evident in many educational circles
(Foster, 1989). This has led to the need to increase effec-
tive supervision of student teachers. The role of the
cooperating teacher is poorly defined and teachers generally
are unprepared for the task of student teacher supervision®

(Grimmett & Ratzlaff, 1986, p.42).

and a blessing; practica require more work for the cooperating
teacher, but having the student teacher in the classroom
sometimes affords instructional opportunities otherwise
impossible (Applegate & Lasley, 1982; Fish, 1989; Koerner,
of a burden than a blessing. As problems arise, cooperating
teachers are expected to find solutions that are consistent
with both the needs of the student teachers and the goals of
the teacher education institution while also continuing to
meet their classroom objectives.

In a study that looked at cooperating teachers’ problems
with preservice field experience students, Applegate and
Lasley (1982) identified some general concerns that are common

to many.



Student Teachers’ Orientation to Teaching: Cooperating
teachers have problems when student teachers are not prepared
as they feel they should be for their teaching assignments.
Many do not exhibit some basic understanding of student
behaviour, do not have skills in lesson preparation, or do not

exhibit curiosity about the process of becoming a teacher.

Problems Understanding the Partnership of Teaching: Cooperat-
ing teachers have problems when they sense they are solely
responsible for students’ field work. Cooperating teachers
want to see more active involvement on the part of the college
or university. Cooperating teachers also express concern

about the lack of interest in both the student teacher and the

responsibilities.

Probles with Student teachers’ Attitudes and Skills: Cooper-

ating teachers have problems with student teachers who do not
display a commitment to teaching. Student teachers do not
always assume positive attitudes about doing such tasks as
evaluating students’ work, running errands, or operating

audio-visual equipment.

Problems with Planning, Orzganisation and Eathusiasa for
Teachiag: Apart from being concerned with the lack of
initiative and enthusiasm exhibited by student teachers,

organization and management abilities. They expect student
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teachers to be able to teach lessons. This includes planning
for instruction, organizing materials, asking appropriate
questions and carrying out activities to their 1logical

conclusions as well as managing children.

A study by Hopkins (1987) on evaluating the effectiveness
of a preservice seminar for cooperating teachers presents the

following concerns:

- Cooperating teachers receive no advance preparation for
their supervisory tasks in the way of workshops or sem-
inars. Rather, all they get by way of preparation is a
short phone call from the faculty consultant to nothing
more than receiving the practicum handbook.

- Cooperating teachers find the practicum handbook informa-
tive but difficult to understand.

- Cooperating teachers do not always receive assistance
from colleagues who have had experience with student

teachers.

Discussions, in relation to several of my course assign-
ments, with various graduate students and a number of
pPracticum associates who have also previously been cooperating

teachers also reveals the following common concerns:

- Cooperating teachers sometimes find it difficult to make
student teachers feel part of the staff because some
teachers do not accept the student teacher as a col-

league.
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= Cooperating teachers are not sure what to expect apart
from their own experiences as student teachers.

= Cooperating teachers have no idea of what the student
teacher can or cannot do.

- Cooperating teachers have no idea of what courses the
student teacher has taken and the implications this will
have on his/her field experience.

Cooperating teachers have no idea of just how much help

they should provide to the student teachers.

This review seems to suggest four major conclusions.
First, the role of the cooperating teacher is poorly defined.
Secondly, teachers are generally unprepared for the task of
supervision. Thirdly, cooperating teachers do not understand
the significance or the role that field experiences may play
in the teacher education curriculum. Fourthly, cooperating
teachers do not have input into the overall planning and
implementation of the practicum programs. Garner (1973) in
this regard asserts:

Unless colleges and universities sponsoring off-

campus student teaching programs involve cooperat-

ing teachers in seminars, conferences, graduate

courses, or written publications, explaining the
objectives and structure of their teacher education
program, one wonders whether or not the cooperating
teacher can be expected to understand the program

(p.347).
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For the student teacher, the practicum may be the first

reflection on classroom practice. Student teachers come to

with their cooperating teachers, they will encounter many
events, some familiar and anticipated, others new and surpris-
ing (Clark, 1991).

Like the cooperating teacher, the student teacher is also
quided by a list of role definitions. The Faculty of Educa-
tion at the University of Alberta, through its Field Services
Division, identifies the following as fundamental to the role
of the student teacher:

a) Initiates communication with <cooperating

teacher and faculty consultant as soon as
possible after final placements have been

posted.
b) Observes and studies the process of education
in and outside classrooms.

c) Becomes familiar with the curriculum pertinent
to the student teaching experience (usually in
the major field of specialization).

d) Develops subject matter expertise in relation
to the Program of Studies.

Lesson plans are to be shared with the cooper-
ating teacher well in advance of the time the
lesson is taught. The format should be dis-
cussed with the cooperating teacher.

f) Prepares, refines and teaches at least one
entire instructional unit in his or her area
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of specialization.

g) Evaluates unit (s) of work to the extent feas-
ible within a four-week or eight-week round.

h) Attempts a variety of teaching methods.

i) Practices and tests theories and hypotheses
relative to teaching in order to develop
teaching skills and to begin to develop an
individual teaching style.

j) Involved with co-curricular or extra-
curricular activities.

k) Prepared to assume a full teaching load during
the practicum round. Exact timing will be
determined by the cooperating teacher and will
be based on the student teacher’s progress and
development.

1) Assumes a professional attitude toward school,
teachers and students.

m) Involved in analytical reflection regarding
personal development as a teacher and the
intents and purposes of education.

n) Makes decisions with regard to his or her
teaching career.

(Field Services, 1992/93, p.6)

These roles have been taken as an illustration of other
practicum handbooks in other institutions. It may be worth
noting that roles that are identified for both the cooperating
teachers and student teachers in practicum handbooks by
institutions may not be necessarily defined or seen in the
same light during practice. That is, whilst it may seem easy
for training institutions to define these roles, it may not be
easy to have people understand or accept them and work on that

basis. Guyton and McIntyre (1990) note that national educa-



tional organizations in the United States have similarly
defined these roles and the expectations for people who assume
these roles. However these are very general descriptions in
which statements are freely interpreted. Boudreau (1993)
contends that "hence it is not surprising that agreement among
triad members regarding roles and responsibilities is not

prevalent® (p. 1).

Student teachers according to many like Burstein (1992),
Clark (1991), Kagan (1992), Smith (1990), Raju (1990), and
Ryan et al. (1980) see field experiences/practicum as one of
the most valuable phases of their preparation. They see it as
a time to experience the "real" world. However, many concerns

are raised at that time. Many studies have identified the

(Briggs & Richardson, 1992). One such study lists six major
problem areas for student teachers: lesson planning and
evaluation, discipline, working with pupils, working with
cooperating teachers and adjusting to their classrooms,
student to professional teacher (Guillaume & Rudney, 1993, p.
70).

Student teachers, as Neufeld (1988) contends, are placed
in a stressful situation in their practicum. S/he is no
longer a student but not yet a teacher, and this role con-

fusion can lead to a great deal of uncertainty (Henry &



Beasley, 19689). The student position between the cooperating
teacher (host) and visiting supervisor-appraiser is certainly
not an easy one (Fish, 1989; Turney et al. 1982). Fish
elaborates:

Her dilemmas may arise from the following problems:

1. She is caught between the need to please and
respond to the teacher whose class she has and
therefore must be kept happy daily, and to
impress and please the tutor whose assessment
will be what counts at the end of the practice
but who only samples her work in performance
weekly.

2. She is caught between a sense that there is
far more to teaching than appears on the
surface, and the fact that her final mark can
depend superficially on her performance, and
on her abilities in what s known as
’impression management’ (p.175).

In the MacKinnon (1989) study that focused on the

student had these comments regarding her relationship with her

cooperating teacher.

... & student teacher ... it’s basically,
you’ve got to do what the teacher says.
You’'re stuck. You can’t be your own
teacher; you’ve got to do what the
teacher says so that you’re not looking
like you’re coming in here and saying:
"Well, your program sucks. I’m doing it
my way®. (p.1l1)

Another expretr .ed her feelings in these words:

We get along 0.K. The best words to say
would be "busied®™ or "hurried”, because
she’s always on the run. So we catch
glimpses and pieces of each other here
and there. ¥We haven’t sat down very
often and talked (p. 10).
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All four of the student teachers in his study expressed
similar dissatisfaction. Tannehill and Zakrajsek (1988), in
their study that looked at the expectations that student
teachers had for the cooperating teachers, concluded that "the
expectations of these student teachers for their cooperating
teachers’ performance were not fulfilled® (p.39). Studies
done by Neufeld (1988) and Smith (1990) illustrate similar
results and concerns from student teachers.

For example, some of the following are comments cited
from Neufeld’s study:

- she was really glad we’d be there - to lighten her load,
she made me welcome most of the time but when she taught
subjects she asked us many times to leave, this made me
feel unwelcome, there was little or no preplanning by my
cooperating teacher, the students had been given an
explanation prior to my arrival but there was no place
for me in the class, I was put at a table in the back
corner and was unable to see the entire class, I was
given a box of old Christmas material and was told to
make a unit plan for Language Arts for a 2 1/2 week
period, my cooperating teacher had no interest in what I
was doing, anytime I approached him for comments on what
I was planning, he would tell me that I could do anything
I wanted to, he had no interest in my lesson plans (pp.
196-197).

The above concerns are very common among student teachers.

One does not have to search far to come up with similar lists

of student teachers’ concerns. The following comments from a

long list provided by Hopkins (1987) illustrates this point.

don’t feel I got much out of practicum, other
teachers in school didn’t make me feel welcome, I
didn’t gain experience I wanted, teacher did not
know I was coming until the day I arrived, one of
the cooperating teacher’s classes was a computer
class and I knew nothing about computers, faculty
consultant twisted cooperating teacher’s words to



make it sound like I was failing, the cooperating
teacher had not one clue of what he was to do or
what was expected of him, I didn’t have my own area
to work in, I never had a key to doors, etc. when I
needed them, my cooperating teacher was hesitant to
let me teach in the academic class (math) even
though it was my minor and I felt confident in it,
cooperating teacher didn’t always back me up when
discipline problems occurred, student teachers are
being used for "joe boys", cooperating teacher
expected too much, cooperating teacher needs to be
more understanding on student teacher’s position,
student teachers felt practicum was very stressful,
better explanation to cooperating teachers as to
what student teachers should do and what they don’t
have to do, don’t expect student teacher to give
lesson if it doesn’t fit cooperating teacher’s
program, unit plans done at university are not used
in school because they don’t fit (pp. 74-77).

Dyke, Wiens and McCullough (1993) contend that the
student teacher’s real concern is for himself or herself and
how he or she is doing. Similar results have been reported
elsewhere (Avalos, 1989; Briggs & Richardson, 1992; Guillaume
& Ryan, 1989).

Copas’s (1984) study of student teachers’ perceptions of
critical requirements for elementary cooperating teachers
concludes "...student teachers are concerned with their
supervising teachers’ behavior that directly affects them ..."
(p. 53)

In a study that investigated the student teacher-cooper-

Student teachers and cooperating teachers
differ in their expectations for the role of the
classroom teacher. ««s.Students are more
idiographic and less nomothetic in their expecta-
tions than cooperating teachers are in theirs; that
is, student teachers are more concerned with per-
sonal needs and less concerned with the expecta-
tions of others than are cooperating teachers



(p.322).

Tannehill and Zakrajsek (1988) corroborate this in their

findings and state:
In answering how they viewed the role of the coop-
erating teacher, these student teachers shared
common expectations. They clearly saw the cooper-
ating teacher as a mentor, someone who would direct
and help them. Specifically, they expected their

and information center and to give them construc-
tive criticism, specific feedback, and direction

through observation of their needs. The majority

indicated that they wanted their cooperating

teachers to actively participate in the supervisory
process and in their words; ‘guide me, help me,

show me, direct me, observe me, assist me, instruct

me, and share with me (p.39).

This review seems to present two major conclusions.
First, it seems that student teachers want from cooperating
teachers not only clear and consistent expectations, positive
feedback and careful evaluation but as Turney et al. (1982)
state: "they also want a professional relationship to be
established which includes a generous amount of trust,
support, understanding and consideration" (p.62). The study
done by Love and Swain (1980) further emphasizes this point by
concluding that student teachers desire cooperating teachers
who offer constructive criticism, share ideas and materials
with them and provide such opportunities and support that they
can experiment, innovate and develop teaching strategies on
their own initiative.

Second, student teachers are concerned mainly about their

interpersonal relationships with both cooperating teachers and
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college/university supervisors. In many of these relation-
ships student teachers experience feelings of confusion and
conflict which can detract from effective teaching perform-
ance. For example, student teachers may feel trapped between
their cooperating teachers and the university/college supervi-
sors if these two hold opposing views on some aspects of
teaching. Trying to please and conform to both masters’
beliefs and practices at the same time in such a situation may
not only bring about a lot of confusion and conflict but also
result in having adverse effects on the quality of the student

teachers’ overall performance.
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The purpose of the study was to increase understanding of
the relationship between student teacher and cooperating
teacher roles in the practicum and to enable student teachers
and cooperating teachers to become more aware of their mutual
roles within the practicum setting. Four cooperating teachers
and three student teachers in one school setting were key
informants in the research process as they participated in the
nine week practicum in 1992 in Papua New Guinea. The data
were obtained through a combination of field techniques.

This chapter attempts to discuss the basic tenets of the
conceptual framework which led to the choice of the research
design. This is followed by an account of the different

procedures utilized in the study.

Sheosing a Method

Since this research was undertaken with the intention of
increasing understanding of the relationship between student
teacher and cooperating teacher roles in the practicum and to

enable student teachers and cooperating teachers to become

a qualitative research approach was utilized. Where you want
to get at their relationships between people, you need to
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spend time in the natural setting with the participants to get

a lot of data from their perspective. Borg and Gall (1989)

provide the following advantages for the qualitative research

approach:

1. It provides a very complete picture of the envi-
ronment being studied, and because these studies
usually extend over many months, they give a longi-
tudinal perspective not present in most educational

) research, )

2. It is more likely than other research methods to
lead to new insights and hypotheses,

3. The hypotheses or theories that are developed are
grounded solidly in observational data gathered in
& naturalistic setting. ,

4. Because the observer does not start with specific
hypotheses, the observer is less likely than the
conventional observer to overlook phenomena that do
not fit one’s expectations (p. 190).

Bogdan and Biklen (1992) outline five characteristics of
qualitative research, noting that individual studies will, to
various degrees, exhibit each of these traits. This study was
no exception.

Typically in qualitative research, data collection takes
place in a natural setting. The researcher is the key
instrument in data collection and his or her insight is the
instrument of analysis. "Qualitative researchers go to the
particular setting under study because they are concerned with
context. They feel that action can best be understood when it
is observed in the setting in which it occurs® (Bogdan &

Biklen, 1992, p.29). A second characteristic is that quali-

understanding what is being studied, so that nothing is taken
for granted. Thirdly, an understanding of the process through
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which people negotiate meaning in their day to day lives is of
prime concern rather than the outcomes. Characteristically,
too, data are analyzed inductively so that the picture reveals
itself and a grounded theory results. Finally, the
participants’ own perspectives are the medium through which
meaning is understood; because of this, those perspectives
need to be captured accurately.

It was with this in mind that I entered the world of the
student teachers and the cooperating teachers to see and
observe them in action, to converse and hear their voices, to
experience their worlds, to feel their realities, and to
listen to their stories (Jolly, 1992).

The qualitative approach, with its emphasis on describing
people, places and conversations, was an open-ended and
natural way to explore the complexities of the research
problem. Data were collected within the natural setting of
one Provincial High School in Papua New Guinea and an emphasis
was placed on both (a) describing the actual cooperating
teacher-student teacher practices and processes that occurred
daily during the course of the nine week practicum and on (b)
gaining an understanding of the factors and influences that
might have prompted those involvements. By approaching the
research from an interpretivist perspective, it was antici-
pated that the important issues and themes would reveal
themselves during the collection and analysis of data and
provide a basis from which to understand both why the events
occurred as they did and what this meant to the participants
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in the research,.

Given the basic tenets of role theory and the intention
of this study, I sought a research design which would allow
for an understanding of the role relationships of the partici-
pants focusing specifically on how they perceived their own
and each others’ roles and the manner in which they function
and interact with each other as they go about carrying out
their respective roles within the social system of the school.

Role theory has been basically developed and employed by
social scientists as a conceptual framework for analyzing how
social systems work. Role analysis focuses on the effects of
fairly well-established social structures and their concomi-
tant role relationships on the behavior of participants.
Wiseman and Aron (1970) as cited in the earlier chapter tell
us that the concept "role" is only one in a constellation of
related terms used in role analysis to study the behavior of
individuals. These terms include counter role, role percep-
tion, role behaviour, role conflict and rights and obliga-
tions.

Deleff (1966) states that "people do not behave in a
random manner but that their behaviour is influenced to some
extent by their own expectations and those of others in the
groups or society in which they participate. Deleff also
states that every position is a part of an inclusive system of
positions and no one position has any meaning apart from the
other positions to which it is related® (p. 39). Deleff

further states that "a person cannot enact a role for which he
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lacks the necessary role expectations, which, he says, are
acquired through experience, either through intentional

instruction or incidental learning® (p. 18). Deleff used

these concepts to apply to the problem of defining and
studying the role of the cooperating teacher and served as the

basis for choosing faculty consultants, student teachers and
cooperating teachers as alter-groups to study the role of the

cooperating teacher.

Field techniques that are part of the ethnographic method
have long been considered basic to research in anthropology.
In recent years, ethnography has developed a method of study
most suitable to interpretive research in education. The
researcher takes on the role of participant observer (Borg &
Gall, 1989).

In discussing types of observer roles, Denzin (1970)

suggests four that range from non-participation to complete
participation. Spradley (1980) similarly identifies five

types of participation that range along a continuum as is

illustrated below (p. 58).



52

DEGREE OF INVOLVEMENT TYPE OF PARTICIPATION

HIGH Complete

Active

Moderate

LOW Passive

(No involvement) Nonparticipation

I took on the role of the participant as observer
throughout the study. Denzin (1970) elaborates on this role
by stating that "unlike the complete participant, the partici-
pant as observer makes his presence as an investigator known
and attempts to form a series of relationships with his
subjects such that they serve both as respondents and inform-
ants" (p.190). Spradley (1980) refers to it as moderate
participation. He notes that "moderate participation occurs
when the researcher seeks to maintain a balance between being
an insider and an outsider, between participation and observa-
tion® (p.60). A recurrent objection to the qualitative,
naturalistic approach to research in eduzation relates to
questions of reliability and validity. A discussion of these

issues follows.

Yalidity and Reliability

Hutchinson (1988) notes that quantitative researchers

frequently describe qualitative research as ‘subjective’ and
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therefore inherently unreliable and invalid. They regard the
presence of the field researcher as an intrusive factor which
inevitably influences the behaviour of the participants. They
also maintain that participants may lie, distort the truth, or
withhold vital information, and that in such cases the
researcher is misled by incomplete, inaccurate, or biased
data.

A rebuttal to such assertions according to Hutchinson
would propose that while a participant observer may initially
influence the setting, social and organizational constraints
usually neutralize this distorting effect. Participants will
become more concerned with meeting the demands of their own
situation than with paying attention to, pleasing, or playing
games with the researcher.

Issues of the reliability and validity of the study face
all educational researchers. Judging the "trustworthiness® of
inquiries conducted in the naturalistic mode has posed
particular problems for those accustomed to inquiry in the
positivistic vein (Borg & Gall, 1989). The naturalistic,
qualitative inquiry paradigm results in variations in the ways
problems of reliability and validity are approached in ethno-
graphic and experimental research. LeCompte and Goetz (1982)
who are well informed of this issue summarize the situation as
follows:

Ethnographic research differs from positivistic

research, and its contributions to scientific

progress lie in such differences. These may

involve the data gathering that necessarily pre-
cedes hypothesis formulation and revision or may
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focus on descriptive investigation and analysis.
By admitting into the research frame the subjective
experiences of both participants and investigator,
ethnography may provide a depth of understanding
lacking in other approaches to investigation.
Ignoring threats to credibility weakens the result
of such research, whatever its purpose may be.
However, addressing threats to credibility in
ethnography requires different techniques from
those used in experimental studies (p. 32).

Reliability refers to the extent to which studies can be
replicated. Addressing the issue of reliability in the
naturalistic paradigm s quite different than in the
positivistic paradigm. Though replicability may be a rela-
tively easy task to accomplish in a laboratory setting where
standardized instruments and procedures are used, it may be
difficult to achieve in a natural setting which relies on
participant observation as a primary means of collecting data.
According to LeCompte and Goetz (1982), replicability is
identification and a thorough description of the social role
held by the researcher within the studied group, of the
informants and the decision process invoked in their choice,
of the social context within which data were gathered, of the
theoretical premises and constructs underlying the research
and of the strategies used to collect and analyze the data.
Guba (1981) refers to this process as establishing an ®audit
trail® that will make it possible for an external auditor to
examine the processes used during the study and at the

completion of the study.
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Reliability is also concerned with the extent to which
there is interobserver agreement on the sets of meanings used
to describe the phenomena under study. There are many
strategies a researcher can use to reduce the threat of
problems of internal reliability. Researchers are encouraged
to include in their reports a lot of primary data in order to
substantiate their inferred categories of analysis. The
credibility of ethnographic research depends to a large extent
on providing the reader with multiple examples from the field
notes. LeCompte and Goetz (1982) in this regard state:

Low-inference descriptors, phrased in terms as

concrete and precise as possible, are mandated for
all ethnographic research. These include verbatim

accounts of what people say as well as narratives

of behaviour and activity (p. 41).

Researchers may also guard against threats to internal
reliability by utilizing multiple researchers, enlisting the
aid of local informants, peer examination, and the use of
mechanically recorded data so as to preserve the raw data for
further investigation and confirmation.

In a general sense, validity refers to the accuracy of
the data presented in a research study. As Boyce (1983)
suggests, the criteria and evidence for the validity of the
description and explanation rest in the accurate portrayal of
the subject’s world.

Every effort was made to ensure that this research is
credible, dependable, and as transferrable as possible.
Foster (1989) lists six variables used to evaluate a qualitat-~
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ive study. She states:

Six variables .... should be used to evaluate the
adequacy of a qualitative study. These are time,
place, social circumstance, language, intimacy and
consensus. These relate both to the conditions
under which that data were gathered and the homo-
geneity amongst the information gained from indi-
vidual informants. In discussing the criterion of
time Homans notes that the observer must spend
sufficient time in the setting to enable adequate
contacts to be made and to establish rapport with

informants.
The criterion of place refers to the fact that the
closer the researcher is to the people he studies
the more accurate will be his interpretation of the
situation. However, care must be exercised in that
the researcher must avoid becoming so much a part
of the group that objectivity is lost. The cri-
terion of social circumstance is discussed later
and refers to the variety of reported situations in
which the behavior is observed.

The fourth criterion of language maintains that the
more familiar the observer is with the language of
the participants the greater the accuracy of the
interpretations. Similarly, the greater the degree
of iﬂtiﬁiéy that thi ab:arvar e;tablishea uith ch:
tions until ‘the rc;e::ehar reaches thg azaga of
"going native", which again results in a loss of
objectivity. Thq final criterion is that of con-
sensus, the more the observer confirms the
expressed meaning of the informants with other
informants the greater the accuracy of the inter-
pretations (pp. 47-48).

In order to ensure the above conditions, I spent the nine
weeks of the practicum in the one school with the partici-
pants. The different situations in which I participated and
observed during that time included extensive hours over the
duration of the practicum in the staff room, in the
participants’ offices, school assemblies, staff meetings,

professional development activities, recreation activities,



formal and informal social functions and countless personal
and group conversations with the participants. The partici-
pants and I all conversed in the same language which allowed
for more precise and accurate interpretations and understand-
ing of the situation. Every participant was given adequate

opportunity to discuss issues as well as verify, correct and

Good research practice obligates a researcher to triangu-
late, "that is, to use multiple methods, data sources, and
researchers to enhance the validity of research findings.
Regardless of which philosophical, espistemological, or
methodological perspectives an evaluator is working from, it
is necessary to use multiple methods and sources of data in
the execution of a study in order to withstand critique by
colleagues™ (Mathison, 1968, p. 13). Mathison contends that
triangulation is worthwhile and that research and evaluation
will be improved by such a practice. Miles and Huberman
(1984) similarly note that triangulation is typically per-
ceived to be a strategy for improving the validity of research
or evaluation findings. They continue “triangulation is
supposed to support a finding by showing that independent
measures of it agree with it or, at least, don’t contradict
it® (p. 235). In this study I utilized a variety of data

collection techniques to fulfill this need.



S8

This research was carried out in Papua New Guinea in the
Spring of 1992, Prior to my leaving the University of
Alberta, letters regarding my proposed study were sent to the
Education and the University of Papua New Guinea with copies
Lv all those who were affected. These included the Dean, the
Head, the teaching practice co-ordinator and the education
students of the Faculty of Education - University of Papua New
Guinea and the Headmaster and the teachers of the participat-
ing high school (see appendices B and C).

I spent four months in Papua New Guinea collecting the
data. During the first six weeks prior to the practicum I was
mainly involved with the preparatory aspects of the research
such as negotiating entry and identifying participants. This
included meetings with student teachers, university supervi-
sors, the headmaster and teachers of the school where the
study took place, and other required officials both from the
University of Papua New Guinea and the National Department of
Education. The purposes of these meetings were to follow up
with the letters that were sent from the University of Alberta
prior to my leaving for Papua New Guinea.

The participants of the study were identified during this
initial period. This was done in close consultation with the

student teachers and teaching practice co-ordinator of the
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University of Papua New Guinea and the teachers and the
headmaster of the respective school. Once the participants
were all known, I then arranged to meet with them at their own
convenience of place and time to establish rapport and explain
the purpose of my study as well as to answer any questions
that they may have had then. Lincoln and Guba (1985) note:

Trust is not established once and for all; it is

fragile, and even trust that have been a long time

building can be destroyed overnight in the face of

an ill advised action (p.257).

Throughout the study, I made every attempt to remain sensitive
to issues which may affect the relationship, including
vigilance in making and keeping appointments, remaining
flexible in arranging for times and places for meetings, going
by the participants’ timetables, constant perception checks
and maintaining their anonymity.

The fact that I was a fellow country man of the partici-
pants with the same general kind of background and understand-
ing of the culture made life much easier than it might have
been for an outsider. However, even having said that, I took
care in my interviews and conversations with the participants
not to express approval or disapproval for any particular
statement or action. I strove to play the role of an active
and impartial observer and listener. As well, confidentiality
and anonymity were continually assured. There did not seea to

be any reluctance on the part of the participants to share

other than a fellow country man. As well, social gatherings
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were held on a fortnightly basis in an informal setting such
a8 a restaurant, staff room or teachers’ houses. These social
gatherings proved very fruitful in breaking down any pre-
determined mode of interacting that may have existed between
me and the participants. As the research project carried on,
I believed that a trusting, open relationship had developed

between myself and each participant.

Ihe Participants

The three students from the University of Papua New
Guinea who took up placements at the same Provincial High
School together with the four supervising teachers they were
assigned to become the key informants during the course of
this study. All the participants were selected merely on
their willingness to take part in this study. A couple of
schools were approached and this particular school was
selected on the basis of the willingness of its staff to
participate in the study.

What follows is a brief account of the participants in
the study to provide the reader with basic information on each
of the participant. I have exercised a great deal of caution
in preparing these accounts, because for information such as
these there is always the risk of revealing the identities of

those involved.
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Ihe Student Teachers

None of the student teachers was married. Peter, Chris
and Daniel, all in their twenties, were very pleasant individ-
uals. Peter, who was the most outspoken and the oldest of the
three had spent five years in the army prior to pursuing his
studies. Having had five years of work experience behind him,
Peter seemed more comfortable and relaxed in most of our
conversations and was always quick to compare his previous
training in the army and work experience with that of his
student life, Peter especially enjoyed life in the army
despite the discipline aspect of it.

Peter had never really made a conscious choice to pursue
a career as a teacher. In fact, one of his major reasons for
enrolling in the teacher education program was that both of
his sisters and his fiancee who were all teachers, spoke very
highly of their jobs. Peter always seemed very eager to learn
new things and take on new challenges.

Unlike Peter, Chris had no work experience. He entered
the university straight after the completion of his post
secondary education. Chris was generally a shy person who did
not joke as much as Peter. Neither was he a story teller,
however, whenever he was serious about something that affected
or caused him concern, he would make sure that he is heard and
the conversation lasts as long as it needs to be.

Chris, who had a brother undergoing his initial training

stages in the army at that time, was able to relate to some of
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the issues Peter related to on several occasions. He had
always wanted to be a teacher since his parents (now retired)
had both been teaching in elementary schools.

Daniel, like Chris who had no work experience, also
entered the university straight upon completion of his post
secondary education. He was quiet, very hard working and the
most serious of the three. He hardly ever joked and always
took things seriously. His inputs in any conversation were

always upfront and to the point. Like Chris, Daniel had

experiences he had had over his schooling years with his
teachers. Daniel was quoted on numerous times as saying:

No matter what happens I will always
remain a teacher.

Ihe Cooperating Teachers

Only one of the four cooperating teachers was married.
Mrs. Lama, Ms. Mela, Ms. Ranu and Mr. Java, all in their
thirties and forties were great individuals. Mrs. Lama who
was very outgoing had taught for many years and had had more
student teachers than any of her colleagues. She was a mother

of three and always seemed very busy. During her years in the

years. She had had student teachers for ten out of the

fifteen years that she had taught.
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Ms. Ranu was in her eighth year of teaching. She had the
experience of working with student teachers for five years.
Being quiet as she was, she had little input during conversa-
tions unless she was asked to do so and kept to herself most
of the time. However, she was always the first to ask about
anything that she wasn’t sure of or wanted more information on
regarding her profession.

Ms. Mela, the most outspoken of the four cooperating

teachers was in her tenth year of teaching. Unlike her

colleagues who were housed at the school, Ms. Mela had to be
driven to school every day from her home which took over two

hours of travelling. She had had student teachers in every
year that she had taught.

The youngest of the four cooperating teachers was only in
his third year of teaching. Mr. Java who was head of the
Social Science Department did his teaching practice in the

same school. He had student teachers in his second year of

teaching.

I was well aware of the critical role I played in the
research process. I was sensitive to the need to show empathy
toward the participants while at the same time striving to be
impartial and non directive. As Kerlinger (1973) indicates,
the researcher’s ability to become a sensitive research

instrument can be a strength and a weakness:



The observer must digest the information derived

from his observations and then make inferences

about constructs. .... The strength is that the

observer can relate the observed behavior to the
constructs or variables of a study: he brings
behavior and construct together. .... The basic
weakness of the observer is that he can make quite

incorrect inferences from observations (p. 28).

My role as researcher was clearly spelled out to all the
participants. Rather than adopting any assessing role, I took
on the role of the participant as observer, mentioned earlier,
throughout the study. Thus, my role was simply to observe the
experiences and interact with the participants in an attempt
to understand as much as possible their perceptions of their
own and each others’ roles. It was not in any way my stated
role to make them better student teachers and or cooperating
teachers.

Being the previous teaching practice co-ordinator of the
University of Papua New Guinea prior to leaving for graduate
studies, I was very familiar with the teacher education
program and in particular with the practicum which provided
several advantages. The practicum could be interpreted within

the context of the whole teacher education program and an

understanding of the situation was present that may not have

Ethical Considerations
Informants, as Spradley (1980) asserts, are human beings

with problems, concerns, and interests. The values held by
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any particular researcher may not always coincide with those

held by informants. According to Spradley, the researcher

4 wide range of possibilities which include some of the
following questions:
Should I tape record what an informant says or merely
make a written record? How will I use the data collected
and should I tell informants how it will be used? 1If I
observe someone who engages in illegal behavior, should
I make my field notes inaccessible to the police?
Whenever faced by choices such as these, the decision
will necessarily involve an appeal to some set of ethical
principles based on underlying values (p.20).
Every researcher, whether student or professional, must
consider a number of ethical issues in doing field work. For
this study, as stated earlier, authorization was obtained in
accordance with the guidelines of the University of Alberta.
All participants were selected merely on their willingness to
take part in the study. All information was held in confi-
dence and anonymity was provided by changing the participants’
names in the study. Also, all data interpretations were
shared and negotiated with the participants throughout the
study. Participants were also notified of the freedom to

withdraw at anytime without penalty.

the study. It is my belief that the use of a combination of

data gathering techniques to examine a research question will
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lead to a more accurate portrayal of the phenomenon in
question. This approach as described earlier is referred to
as triangulation. The value of triangulation as Mathison
(1988) puts it "is not a technological solution to a data
collection and analysis problem, it is a technique which
provides more and better evidence from which researchers can
construct meaningful propositions about the social world. The
value of triangulation lies in providing evidence such that

the researcher can construct explanations of the social

phenomena from which they arise® (p. 15).

Bogdan and Biklen (1992) state:
the interview is best to gather descrip-
tive data in the subject’s own words so
that the researcher can develop insight
on how subjects interpret some piece of
the world (p.9%6).

The purpose of interviews in this study was to enable me to

each perceive his/her own role and the role of the significant
other prior to, during and after the practicum. The inter-
views also enabled me to elicit from both student teachers and
cooperating teachers how they define the purpose of teaching
practice and the concerns they have about the supervising
process between themselves,

Apart from the many conversations that took place, there

were three formal interview sessions - a pre-practicum
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interview, mid-practicum interview and post-practicum inter-
view, The questions for the pre-practicum interviews were

designed on the basis of the research questions (see appen-
dices E and F) whilst those for the mid- and post-practicum
were designed on the basis of the pre-practicum interviews and
the emerging questions from the observations and journal

entries (refer to appendices G to J). All the interviews were

dialogical in nature with the participants speaking of those
events and experiences that have taken on significance during

that particular period of time., Every attempt was made to use
open-ended questicns as much as possible. An audio-tape
recorder was used during the interviews which was later tran-
scribed for analysis.

The place and time of all the interviews were at the
convenience of all the participants. Interviews with the
cooperating teachers were conducted at the school during the
noon hours. The headmaster usually made arrangements to have

his office available for this purpose. The interviews with

university during the weekends. There was no predetermined
period of time allocated for each interview session, however
on the average the duraticn of the interview varied from 60
minutes to 90 minutes in length. The tape-recorded material
was transcribed "o obtain 200 pages of hand-written interview
data.

Interview guide questions for the three interview

sessions for both groups of participants are to be found in



Appendices E-~J respectively. All the participants were
pleasant and most cooperative throughout the three interviews
and they made every effort to answer the questions fully and
often did not hesitate to ask for clarification when questions
were not understood or appeared vague. Both groups of
participants wanted to be interviewed in a group and not
individually, hence that was the manner in which all the
interviews were conducted. Participants in both groups
indicated that they did not want to be interviewed alone
because each wanted to hear and learn from what the others in
the group had to say as well as to share their experiences and

concerns with the group.

Meekly Journal

Writing about journalling, Janesick (1981) asserts:
Reflection and self-evaluation remain part of our
lives as teachers in varying degrees at various
points in development. With the simple tools of
pen and paper, keeping a classroom journal is a
straight forward attempt to make us reflect on our
experience and give meaning to it in a positive,
informal, and enriching manner (pp. 8-9).

Mills (1990) similarly states that journals provide pathways

for new discoveries, realizations and awareness. Journals can

be a useful vehicle by which the researcher may discover the
intimate thoughts and opinions of another.

As an integral part of their student teaching, the three
student teachers were asked to write a weekly summary of their

experiences and feelings. The four cooperating teachers were



asked to do the same. In consideration of the pressures felt
by both groups of participants, a daily diary was not
requested. Mills writes:

If journals are to be used in teacher education as
vehicles by which student teachers explore and
learn, perhaps the most important consideration,
when introducing journals, is to allow freedom for
the students to write in order to meet their needs
(p.129).

although some focus questions were given in the beginning to
enable them to begin writing. These focus questions were
developed on the basis of the research questions and the main
aim of this study (see Appendices K and L).

These questions were in no way prescriptive but rather
were meant to serve as posaible guides or cues to stimulate
the participants to recall events and feelings that had
occurred during the week. The participants were told,
however, that they could leave the questions aside and simply
express themselves as they so desired. As it turned out all
the three student teachers but only two of the four cooperat-
ing teachers maintained their weekly journals. The two who
did not keep their journals indicated that they just could not

afford the time to attend to their respective journals.

Az a means of establishing rapport with the participants
as well as obtaining additional understandings, I met with
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each group of participants in an informal setting on a
fortnightly basis. At these sessions, I attempted to let the
conversation take its normal course and intervened as little
as possible. The social meetings provided both groups of
participants being studied with the opportunity to share their
experiences and concerns with their colleagues involved in
similar situations. The participants were eager to relate to
each of the others experiences which they had had during the
previous two weeks. I did not find it necessary to steer the
conversation in the direction of "what it was like to be a
student teacher" or "cooperating teacher". The conversation
would naturally lead to their student teaching and supervising
experiences.

I found these social gatherings to be a most valuable
source of information. Participants wanted to talk, to share
and to describe their experiences and concerns to each other,
more 80 for the student teachers than the cooperating
teachers. Outside the confines of the school setting, and in
the presence of their peers, the three student teachers in
freely. Of most interest was what the participants said to
each other. This information provided me with a more accurate
portrayal of what it was really like to be a student teacher

and a cooperating teacher respectively. Upon returning from

of the conversation and my tentative interpretations of some

of the underlying meanings in my field journal.
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Several attempts to bring both groups of participants
together failed and so the informal sessions pretty much
remained the same way. I would meet with the cooperating

teachers on one Friday evening and the student teachers the

following Friday evening.

Qbservation

Observation as a means of increasing one’s knowledge is
basic to the investigation of almost any phenomenon. Some
types of social action can be truly understood and appreciated
when they are actually witnessed - seen in the flesh (Patton,
1990; wWiseman & Aron, 1970). Observation is particularly
useful for gaining insight into a respondent’s habitual round
of activities. The average person seldom sees these activ-
ities as sociologically significant and rarely reports them to
the researcher during an interview (Bogdan & Biklen 1992).

Observation of the participants in the school setting was
a primary data source in this study. I observed each partici-
pant on a daily basis for the whole nine week period of the
teaching practice. This permitted me to experience part of
the lived reality of both the student teacher and the cooper~
ating teacher. I attempted to link the information gathered
by comparing the following suggestions of Wilson (1977):

a) What a subject says in response to a question.
b) What he says to other people.

Cc) What he says in various situations.

d) What he says at various times.

e) What he actually does in the classroom.
f) Various non-verbal signals.



g) What those who are significant to the person feel, say
and do. (pp. 256=257).
Direct observation allowed the establishment of greater
trust and confidence toward the researcher on the part of the
participants. I was seen as familiar with the situation and

student teacher and the cooperating teacher.

Eield Notes

Field notes as Bogdan and Biklen (1992) suggest consist
of two kinds of materials. Th: first is descriptive, in which
the concern is to capture a word-picture of the setting,
people, actions, and conversations as observed. The other is
reflective -- the part that captures more of the observer’s
frame of mind, ideas, and concerns,

The researcher maintained both kinds of notes. The
descriptive part of the field notes which was by far the
objectively the details of what had occurred daily. The goal
was to capture the slice of life. Aware that all description
to some degree represents cho: :es and judgements -- decisions
about what to put down, the exact words to use, the researcher
strived for accuracy under these limitations (Bogdan & Biklen,
1992).

The reflective part of the field notes contained sen-

tei.ces and paragraphs that reflected a more personal account
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of the course of the inquiry. Here the more subjective side
of my journey was recorded. The emphasis was on speculation,
my feelings, problems, ideas, hunches, impressiors, and
prejudices. Also included was material in which I laid out
plans on my next course of action as well as clarify and
correct mistakes or misunderstandings in my field notes. The
expectation as Bogdan and Biklen (1992) rightly assert “is
that you let it all hang out: Confess your mistakes, your
inadequacies, vyour prejudices, your 1likes and dislikes.
Speculate about what you think you are learning, what you are
going to do next, and what the outcome of the study is going
to be" (p. 121).

By maintaining both kinds of field notes I was able to
have a feel for what was happening and where I was going. The
field notes also proved to be of most value in the later
stages of data analysis. By reviewing the notes, I was often
able to recreate the original mood and setting in which the
events had taken place. As well, by analyzing the interpreta-
tions, recollections and reflections in the field notes, it
became possible for me to stand back and examine in a more

objective fashion my underlying values and attitudes.
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Spradley (1980) notes "that analysis of any kind involves
4 way of thinking. It refers to the systematic examination of
something to determine its parts, the relationships among
parts, and their relationships to the whole. Analysis is a
search for patterns® (p.85).

The actual analysis of these data was a task far greater
in magnitude than I had imagined. Numerous efforts to review
the suggestions by Bogdan and Biklen (1992), Hutchinson
(1988), Patton (1990) and Turner (1982) were made in an
attempt to overcome this nightmare I had on actually how to
physically handle all the pages of written material I had.
All these authors in fact offer use ul accounts of ways in
which large quantities of written material can be put into
manageable form. For example, Hutchinson (1988) describes the
Process of "saturation” as identified by Glaser and Strauss
(1967) . Tuey describe the process as establishing categories
and identifying inter-relationships and Turner (1981) offers
a4 nine-stage model of what MacKinnon (1987) calls prescription
for the manipulation of raw data into refined analysis (the
development of grounded theory). Rather than describe
Hutchinson’s saturation process or each of Turner’s nine
stages, I will attempt to describe how I dealt with my data.
I found Bogdan and Biklen’s (1992) suggestions on the actual
techniques of working with data and Patton’s (1990) strategies

for content analysis as useful techniques to be conducive to
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the nature of my study as well as my own learning process.
These authors describe explicit guidelines and stages of
analysis which appeared clear through my readings. However,
the process of following these authors’ strategies and what
actually happened as a result of my own technique was quite
different.

MacKinnon (1987) followed his own formula, matching his
methodological design to the data which he collected. He was
cautious not to haphazardly accept any form of "qualitative®”
research design, but to let the data speak to the researcher.
He explained that there were many ways to physically handle
the data.

Bogdan and Biklen (1992) similarly assert that having a
scheme to analyze your data is crucial; the particular scheme
you choose is not. Bogdan and Biklen (1992) note that
developing a coding system involves several steps: "you search
through your data for regularities and patterns as well as for
topics your data cover, and then you write down words and
phrases to represent these topics and patterns. These words
and phrases are coding categories® (p. 165). Particular
research questions and concerns generate certain categories
and certain theoretical approaches and academic discipline
suggest particular coding schemes according to Bogdan and
Biklen.

The chronological record I maintained during the course
of my study included descriptive and reflective field notes,

interview transcripts, participants’ journals and observa-
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tional notes. My field notes and interview transcripts were
all handwritten and kept in separate books which already had
pPage numbers. A two-inch margin was left on the left hand
side of each page to allow adequate room for coding and
comments. The text on each page was written to contain many
pParagraphs which were also numbered. As well as that, every
line of each page was numbered to make it easier to retrieve
data during the analysis.

My field notes were analysed first. These included both
my observational and descriptive notes and my reflective
notes. As the pages, paragraphs and lines of each page of the
book were already numbered I was able to assign specific
references to specific units of data for reference and
retrieval purposes. For example, whenever I came across a
reference to DFN-14-3-10->15, I knew that it stood for
“descriptive field notes, page 14, paragraph 3, lines 10 to 15
on that particular page®. By the same token RFN-35-1-1->§
would refer to “reflective field notes to be found on page 35
of the first paragraph from lines one to five".

After the data was numerically ordered on paper, long
undisturbed periods were devoted to reading the data over and
over again to get a sense of the totality of the data.
Preliminary lists of coding categories were developed during
these reading and re-reading sessions. Each paragraph had a
concern. This category was then written at the top of a large

file card and the page, paragraph and line references noted
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below it. A stack of note cards were needed for this exer-
cise. As I read through my field notes and came across
paragraphs which referred to the same category, ! retrieved
that same card and noted the page, paragraph and line numbers
on it. Other paragraphs which alluded to different issues
would receive different labels accordingly, and these were
duly noted on separate file cards.

The analysis of the data from the interviews and the
participants’ journal entries were handled in the similar
manner. As with the previous data, each issue or concern that
I identified was given a category and entered on a large file
card. Different coloured cards were used to distinguish the
participants. Then the coded entry was written below. For
example, an entry that was coded J-12-5-8-19->25 was read and
interpreted as "Mr. Java, interview two, page 5, paragraph 8,
lines 19 to 25 on that page®. Similarly, P-JE-10-4~15->18 was
read as "Peter, journal entry, page 10, paragraph 4, lines 1%
to 18 on that page”. This process was followed for each of
the participants.

The researcher again re-read the material checking the
labelling to ensure nothing had been missed. Once the
categories had been identified they appeared to cluster
together into four broad areas.

The four areas identified are the practicum as experi-
enced in the student teacher role, the practicum as experi-
enced in the cooperating teacher role, the perceptions of
roles and cooperating teacher-student teacher relationships.
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From these four broad areas, eight themes emerged as will be

discussed in chapters four and five.

Summary

This chapter focused on the methodology used in this
research. I described the different techniques employed,
particularly how I used fieldnotes, interviews and journals as
the main source of data collection and how the interpretation
process developed which led to the emergence of the themes to

be discussed in the chapters that follow.



CRAPTER 4
TRE PRACTICUM AS EXPERIENCED IN THEE STUDENT TEACKER ROLE

What a life! So this is what it really
means to be a student teacher during
teaching practice. Constant headaches,
sleepless nights, work, work, and more
work. I have never lived such a life
before .... I mean life these days is
nothing more than that of pressure, con-
fusion and conflict (Peter).

\troduct ;
Student teachers generally live a stressful life during

the practicum phases of their initial training (Calanchie,
1990; McVea, 1992; Neufeld, 1992). Feelings of eager expect-
ancy mingled with those of anxiety and uncertainty normally
become a preoccupation in the final days leading up to the
practicum (Schwebel et al., 1992).

In this chapter, the practicum as experienced in the
student teacher role is discussed in the following interre-
lated themes:

1. Anticipating the Practicum: Moments of Excitement and
Uncertainty

2. Role Definition: Living with Conformity
3. Caught Between Two Worlds: Li.ing with Ambiguity

4. Evaluation: Having to Perform Before a Pair of Watchful
Eyes

5. Living Under Constant Pressure (Stress)
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Theme One -

Teaching practice is very important for
us and let’s face it, for the next nine
weeks we will be living in a very differ-
ent kind of life. 1It’s like going to a
completely foreign place and having to
quickly adapt and adjust to so many
things within that culture in order to
survive. I’m looking forward to it but I
must admit I’m really nervous about the
whole thing (Chris).

The three student teachers in this study who were all
males perceived the practicum as the most important component
of their four-year B.Ed. program as it was to provide "hands
on" experience for them. The following excerpts from the pre-
practicum interview illustrate this well:

It will be more or less to get away from
being a student like 1’ve been a student
all my life and this will be my turn to
stand as a teacher in front of the class
and do the real thing. So 1 see this
event as the most important part of my
whole B.Ed. program (Chris).

Chris admits that it is not going to be easy:

That’s the thing, it’s not going to be
easy and at this time I am still nervous.
I'm one who is always nervous about every
little thing and I think its going to be
a frightening experience at first but in
any case this is the most important phase
of our training where we are going to
have first hand experience of what teach-
ing is all about.

Agreeing with Chris, Daniel views it as a great challenge:
In addition to what Chris has said, I

think it’s going to be a great challenge
in that for the last 15 years or 3o we
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have been sitting as students behind
desks and now, well, we will be actually
standing in front teaching real kids, 40-
50 kids in a real classroom, so that in
itself is going to be a great challenge
and its important because I hope it can
also give us some confidence.

Acknowledging his colleagues’ comments, Peter relates teaching

practice to initiation ceremonies:
I know its not going to be easy when you
are trying to put all or some of those
theories into practice, you know [ can’t
help relating teaching practice to our
initiation ceremonies. Yes, I can almost
see myself going through all those many
different obstacles, being put to every
available test by the village elders to
see if I am fit and able to pass on from
a dependant child to an independent man
to live and survive on my own. [ think
it’s basically the same story with teach-
ing practice but in a different context.

Over seven hundred different initiation ceremonies are
performed in Papua New Guinea. One thing they all have in
common is to pass on the tribe’s secret and mysterious
knowledge to the young men and women when they become adults.
However the actual rituals (songs, dances etc.) may differ
from tribe to tribe, one thing every participant knows is that
only the fittest will survive in the end. It’s a very
difficult test. Many are in fact life threatening. Some acts
for example may include%ce&y severe physical beatings which
result in broken bones and loss of much blood since no medical
treatment is given during these ceremonies. Another require-

ment may be for the participants to go without food and water
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for months to test their real manhood and womanhood strengths.
The three students all have gone through some sort of initi-
ation within their respective tribes and were able to relate
to the practicum when this was mentioned by Peter.

Teaching practice was generally defined as experiencing
the "real" world, putting theory into practice under some
guidance and scrutiny. It was also viewed as a time to learn

about other things beyond the boundaries of the school

classroom,

Teaching practice to me means going out
to the field and actually experiencing
what it is like out there in the “"real®
world because we’ve been learning how to
teach students all this time and so this
teaching experience will enable us to go
out there in "he real classroom and put
into practice what we have been taught,
in other words teaching piactice means
it’s the time to put all or some of those
theory that we’ve been learning into
actual practice (Chris).

And also, okay, all my teaching will be
supervised and assessed by a supervisor
who I think is basically going to groom
me up and put me in line when I actually
graduate and become a real teacher. What
I'm trying to say is that teaching prac-
tice is a time of guided practice
(Peter) .

In addition, I think teaching practice is
a period when we will be getting involved
not only in the sense that we will be
getting first hand experience regarding
teaching, planning, classroom management
and things like that but it is a time
when we will be learning about other
things beyond the boundaries of the
classroom and even the school as a whole.
For example, learning about the inspec-
tion policies, promotions, salary scales
and so forth (Daniel).



83

The practicum hardly came up in conversation prior to the
posting of individual placements, I was quite surprised at
first knowing well that this was their professional year and
this practicum would be the only one of its kind -- the first
and the last for them. However, once the placements were
finalized and made known to the students by the teaching prac-
tice co-ordinator, I promptly realized how important the
practicum was in their eyes; it wasn’t that they were unmind-
ful of its approach, it was just that their time was fully
occupied with academic pursuits on campus.

At the beginning of the week preceding the teaching
practice, the co-ordinator during the final brieting articu-

lated what everybody already knew. If there were any doubts

them by saying: "Your teaching practice results will determine
whether or not you will be graduating at the end of this
year®™. He also defined academic coursework in relation to the
teaching practice, saying: "You can have As and Bs all the
way, but failing teaching practice will mean ....".
Anticipating what would actually occur in the practicum
and how they would make out as teachers on a typical teaching
day became a preoccupation in the final days preceding the
actual practicum. The student teachers expressed feelings of
eager expectancy mingled with those of anxiety and uncertainty
about the forthcoming practicum experience. The following
comments illustrate this well. For Peter, among other things,

it is nervousness and being continucusly on the move:
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Although I’m really looking forward to
it, at the same time I think it’s just
going to be nervousness. Yes nervous, you
know, (we all laugh) and okay, apart from
moving or going from one classroom to
another, uh well, a typical lesson will
kick off after all the students have come
in and settled down in their seats.

And of course you are not quite finished
yet when the bell rings for the next
period and you panic and say, "okay we
will continue next time, close your books
and hurry to your next lesson”. When that
class is gone you quickly try to recuper-
ate or bring yourself together before
starting a new lesson with another class.
If you are not teaching the following
period then of course there are always
more lessons to prepare for or tests to
write, books to mark etc.... You know you
are always on the move.

Chris is more concerned with keeping his self confidence and
besides, he also hopes to see himself working closely with the
supervising teachers and learning a great deal from them:

The most obvious thing I see myself doing
on a typical teaching day is desperately
trying to keep my confidence and not
start shaking in front of 40-50 pairs of
eyes all staring at me and you know you
have to be confident to show that you are
a teacher and I'm afraid I’m not up to
that state yet. Apart from this I hope to
see myself working closely with the
supervising teachers and learning a lot
of new things from them.

As for Daniel it is mainly the time factor, trying to cover so
much in 40 minutes and having to deal with classroom disci-~
pPline at the same time:
I see timing to be a big factor because
everything has to be taught within a

certain time like 40 minutes and I’m not
good at that. Another thing is disci-



pline and class control like you kncw
having to deal with classroom discipline
all day constantly struggling to keap
everything in order.

I mean, don’t take me wrong because I i:an
see myself doing a good job but ic’s
these two factors that I’m really con-
cerned about and I hope I don’t encounter
them anyway.

Other anxieties expressed included possible identity crisis,
not really knowing where and how to start on day one of the
practicum, not knowing who their cooperating teachers were and
not only how they were going to relate to them but also to the
other members of the school staff and to the student body as
a whole.

Peter describes what he terms as identity crisis:

What has been bothering me all this time
is our identity, like okay, this is the
boundary and we will be sitting on a
fence. We are students but at the same
time we are going to be teachers as from
next Monday and so how are we going to
see ourselves and how are the others
going to see us? I can see identity
crisis emerging and this may lead to
conflict of interest in some areas.

Daniel and Chris are more concerned about not knowing where
and how to start on the first day of the practicum and,
moreover, not having the school programs in hand:

Where and how do we start on the first
day of the practicum? That’s what’s been
bothering me all this time. I mean we
don’t even have the programs from the
school we are going to and we have not
done any pre-planning. I just don’t know
what to do next Monday and thank God it’s
going to be an observation week.
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But even after the observation week I
still don’t know how I’m going to plan
individual lessons to teach from the
school program that they are going to
give (Daniel).

I also feel the same way, and what
bothers me is that why didn’t the schools
send in their programs a week or two ago
to give us ample time to plan some of our
lessons with our university lecturers and
if necessary we could have cnntacted the
schools for help ant [ don’t know, but I
think that would have helped cut down on
some of this unnecessary anxiety that
surrounds us (Chris).

All three student teachers were very anxious about who their
cooperating teachers were going to be and how they were going

to relate to them apart from the other staff and the student

body:

I don’t know about you two (referring to
Daniel and Chris), but one other thing
that concerns me is that I don’t know who
my cooperating teachers are and whether
they are going to be helpful and easy to
get along with, males or females, married
or single and you know all these differ-
ent factors can affect our relationship
one way or another (Peter).

Yes, I agree Peter, you know the rela-
tionship factor, I think that’s import-
ant. How are they going to treat us?
Are they going to treat us like little
pre-mature student teachers or as young
colleagues? One way or the other the
success of our teaching practice largely
rests with them (Chris).

Yes, it’s a frightening thought when I
come to think of it and but don’t forget
there are other teachers as well in the
school, how are they going to treat us
and not forgetting the students. Are the
students even going to respect us as
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< I really don’t know and in fact
! <ant to even think about this
se '8 very scary (Daniel).

rerv: . of workparades where students engage in

mar
an
ever - -

su” A

- " - h as lawn mowing and digging ditches, sports
' .ods were anticipated to be the major protiematic
~¢ it has been common knowledge over the years that

sirg these activities for students in the city schools

has not been ,articularly easy. As Peter comments:

Since this is a city school I don’t know
whether it will be easy to supervise any
outdoor activities 1like sports and
workparades, because students in city
schools are known to disobey and question
their teachers. And especially when they
know that we are only student teachers,
they can really give us a rough ride.

Chris agrees and adds:

Not necessarily outdoor activities only,
because when it comes to supervising
study periods, we, I am sure as student
teachers will have a lot of hard time
getting the students to settle down to
study and do their homework because when
the bell rings at the end of the last
period, students’ minds are no longer in
school.

Teaching or coaching some sport or activity that one may not

be familiar with as part of one’s extra curricular duties can

also create problems as Daniel, himself a soccer player, puts

at:

I just hope that for extra curricular
activities I am not asked to teach or
coach some sport that I don’t know about.
Like for soccer, that’s okay. I know the
rules of the game fairly well but if I’m



asked to help out with rugby or basket-
ball, oh boy! I’11 just die (we all
laugh).

Despite all the pessimism, the student teachers also showed

some optimism. For Chris it has to do with what he calls the

as he elaborates:

The rewarding event for me in this
practicum I see will be the "real life"
experience of teaching in a "real life"
classroom and by this I mean by the end
of the pfacticgm I wauld have haﬂ the

full class of 45-50 students for a full
40 minutes. I mean this is real teaching
compared to the 5-10 students we have
been teach;ng fgr 2D mlnutas or less for

It’s the whole process of teaching. You
plan, you teach, you test, you correct
the tests, record marks, discipline stu-
dents and so forth. I mean all this is

“first hand‘ experience and I will feel

despite some difficulties that I m1ght
have to go through.

Daniel agrees with his two colleagues and adds:

I think attending staff meetings and
taking part in school inservice sessions
and taking an active role in similar
activities are all events I see as "first
hand® experience and these can be very
revarding.

Student teachers are placed in stressful, challenging,

wearing and exhilarating situations during the practicum

phase(s) of their program (Neufeld, 1992).
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Student teaching is usua''y the culminating activity
before the awarding of the baccalaureate degree (Briggs &
Richardson, 1992). They continue, "when entering the class-
room, student teachers face many problems that could be
considered harbingers of future conflicts. This is readily
understandable because the first attempt at teaching groups of
children ..... is a traumatic experience® (p.268). Neverthe-
less, the student teaching component of the teacher training
program is perceived by most students as the single most
productive experience in their professional education (Dyke,
Wiens & McCullough, 1993; Funk et al., 1982; Raju, 1990; Ryan,
1989).

Fennel (1992) similarly writes:

Many education students regard the
practicum component of their teacher
education prugram as highly valuable in
the process of becoming a teacher (p.
198).

Likewise, student teaching can be anxiety producing,
Anxiety arises when feelings of self-adequacy and security are
threatened. The experience of student teaching contains
several possibilities for such anxiety. Sinclair (1980)
interviewed teacher education majors and found that most
anxiety stems from concerns abautjfulfilling expectations,
relating to pupils, relating to couoperating teachers and
supervisors, and achieving lesson goals. By the same token,
Henry and Beasley (1989) write:

The feelings of a student teacher prior
and during teaching practice range from a
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series of concerns. The initial feelings
are likely to be a concern for survival
and meeting one’s own needs, including to
be respected, to be liked and to belong
(p.9).

Kalekin-Fishman and Kornfeld (1991) corroborate the above
claims and state that teaching practice does in fact place
student teachers in a disheartening situation. "Justified
fears of incompetence exacerbate anxieties, and students often
have to cope with feelings of inadequacy. Although able to
deal with the responsibilities of adults, they are neophytes
when they reach the stage of practice teaching in a school"
(pp.151-152).

Anderson, Major and Mitchell (1992) similarly write:

. all at the same time, they feel
excitement, discomfort, fear, uncer-
tainty, and eagerness. They are between
the roles of being a teacher and a stu-
dent teacher, and they believe that their
cooperating teachers will be standing
there double checking, ready to override
them (p. 99).

The student teachers according to Anderson and her col-
leagues know that the cooperating teacher’s class is not
theirs and wonder if they will be given a fair chance at
discovering their own teaching style. "They try to please
everyone, while feeling like a guest in someone else’s home.
They know that they are on probation and must watch their
every step and believe this pressure will never end” (p. 100).

Anticipating what would actually occur in the practicum

and how they would make out as real teachers became a preoccu-
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pation in the final weeks and days preceding the actual

tainty about the forthcoming event.

Chris, Peter and Daniel viewed the practicum as a 1ighly
significant event as it was to enable them to have "hands on"
experience -- real teaching, that is, teaching 45-50 students
for a full 40 minute period in a real classroom. Relating
teaching practice to the initiation ceremonies that all three
had some knowledge about, it was generally acknowledged that
it was not going to be an easy exercise, rather it was going
to be a great challenge. Nevertheless, all three agreed that
it was the most important component of their four-year B.Ed.
program because not only was it going to enable them to stand
in front and teach after having been students all their lives
but it was also a time for them to learn about the other
facets of the profession that go beyond the classroom.

The student teachérs generally defined teaching practice
as experiencing the "real" world where theory is put into
practice under some guidance and scrutiny. All three
expressed feelings of eager expectancy mingled with those of
anxiety and uncertainty about the forthcoming event. What
concerned them the most among other things was how they were
going to be taken in not only by their cooperating teachers
who they didn’t know then, but also by the other school staff
and the students. Their anticipated problem events were

mainly in the area of supervising workparades, sports and
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study periods besides being asked to teach some extra
curricular activity with which they were not familiar.

Their main optimism was that by the end of the teaching
practice they would have had experienced the "real world" of
teaching. Attending to staff meetings, school inservice and
playing an active role in other similar activities were also

perceived to be rewarding events.

Theme Two

.... 80 the old saying goes, when in
Rome, you do as the Romans do. So as
student teachers we just have to live
with the existing norms and practices of
our cooperating teachers in their class-
rooms (Peter).

“Puppets, clowns and guinea pigs®. These were terms the
three student teachers used to describe themselves during
their first week of teaching practice. The three felt that
because they were new to the classroom the students would try
to test them, since they did not yet know the rules of the
game -- the school rules, standard classroom procedure and how
fumble along the best they could. S0 they likened themselves
to "puppets®, “clowns" and "guinea pigs®™. These appraisals
arose in part as a result of specific situations in which each

of the three student teachers found himself during his first
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week of actual teaching. Likewise, beyond their individual
cases, it speaks to the issue of the entry of "outsiders" into
an established organization -- in this case, a school setting.
For Daniel, Chris and Peter, one common understanding

centred on the concept of ownership: the classrooms they were
entering were clearly not theirs. As such, they were guests,
and the status of student teachers was consequently defined as
being subservient to that of the cooperating teacher. This
was important, for it meant holding in check all the impulses
and beliefs which might clash with what they perceived as the
existing norms of their situations. During one of our
conversations early in the practicum Chris stated that he
really didn’t have any choice about doing certain things in
his classroom.
He continues:

You know as a student teacher, you dare

not go in and say: well Ms. Ranu or Mrs.

Lama I don’t agree with what you have

been doing so I’m not going to do the

same. You know that you are only a stu-

dent teacher and obviously you are not

the overall boss of the classroom there-

fore you don’t go in and start dictating

what you like and what you don’t like or

else you would be asking for trouble. So

it’s safer to say:Yes Mr. Java, Yes Mrs.

Lama or Yes Ms. Ranu if you want to be on

the safe side.
In saying this Chris had obviously defined his role as simply
incorporating whatever his cooperating teachers asked of him,
whether he liked it or not. Furthermore, by using the general

“you® (instead of "I") he implied that he felt his understand-
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ing w.s generalizable to all student teachers; that it is
common understanding that you don’t just enter someone else’s
classroom and take charge and do whatever you please at
whatever time you want, anymore than you would enter

somebody’s home or businecs and take charge.

Daniel and Peter also shared this understanding, and
although it got to the point of causing Peter a great deal of

irritation, he felt powerless to do anything about it as he

explains:

Everything Chris has said is true and you
know John sometimes I fea2l very .....
kind of restricted. Like there are many
times when I'd like to do things my way
but I can’t .... and so I become very
frustrated. 1It’s like you know you get
tired of being told what to do all the
time and whether you like it or not, the
secret is to be a "yes" person. Sure you
will be teaching almost full time for a
whole term, but the bottom line remains

... it is not your classroor, you’re
just a guest for 9 weeks, so always act
like one.

Danjel also felt this sense of powerlessness in the wvay he
defined the role of student teachers. In his view, his
English cooperating teacher’s classroom was anything but
unstructured. Nevertheless, he felt that he had no choice:

What do you really do as a student
teacher? You’re simply stuck. Whether
you like it or not the rules have been
laid down and you simply go by those
rules. You Jjust have to follow the
leader who is the cooperating teacher,
like it or not, you have to, so that
you’re not looking like you’re going in
to say: Okay Ms. Ranu or Nrs. Lama your
ways of doing this and doing that are
wrong, these are my ways and they are
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right,

Beyond defining the student teacher status as subservient to
the cooperating teachers, all the three student teachers felt
strongly that to deviate from established practices would be
not only confusing and possibly detrimental to the students,
but also put them in confrontation with the students:

Although Mrs. Lama and Ms. Ranu do things
differently in their respective classes I
have to almost do it the same way because
their students are already accustomed to

their different ways.

Chris continues:

Of course I won’t have to do this when I
finally have my own classroom one of
these fine days. I mean, if it’s your
classroom and you set the routine, the
rules and the manner you teach with the
students, they’re used to you and so you
know what I mean. So you have to respect
that and you don’t go in and all of a
sudden start doing things differently
because you could be asking for trouble,
I mean if they don’t like what you are
doing boy, some of these kids can really
put you in line or confront you.

of rationalizing compliance with established procedure.

students in their respective classes were quick to speak out
when they (Daniel and Peter) inadvertently strayed from the
standard routine or practice.
Peter tells of his experience:

It hadn’t occured to me that Mr. Java my
Social Science cooperating teacher had



this peculiar way of arranging group
work. So when I asked the students for
the first time to get into groups of twos
and threes I was told that Mr. Java never
asked them to get into pairs it was
always in threes and fours. So I said
fine let’s get into threes and surpris-
ingly, they all knew who they were with,
boys on their own and girls on their own,
in groups of three of course.

For Daniel it had to do with correcting the homework:

Regarding the correction of homework, we
were told at the University that that'’s
the first thing you do at the start of
every new lesson. So that’s what I did
in my Social Science class but oh no not
for English. I was told by the students
that Ms. Ranu always left that towards
the end of the class so that’s exactly
what I did and I still do. I find it
awkward, but that’s the way it is.

This was the same for Chris because he and Daniel both had Ms.

Ranu as their English cooperating teacher.

in convincing the student teachers to stay within an estab-

lished structure. When asked if any of them were considering

the following response from Daniel while Chris and Peter

nodded their heads in agreement:

You see, John, the simple answer |is
because they are the very ones who are
evaluating you and that’s the bottom line
and let’s be serious here, if they don’t
like you or what you are doing, you are
not getting a good mark, no matter how
well prepared you are, how good a lesson
you teach and that’s the sad truth. It’s

a common story we’'ve heard times and
times again prior to coming out for this
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practicum.

Thus, the student teachers defined their roles according to
established practices in the classroom and explicit or
implicit expectations of their cooperating teachers and
students. They viewed themselves as guests and outsiders in
another person’s domain, hence felt obliged to abide by the
existing customs. Moreover, it was generally felt that to
deviate substantially would not only be confusing and disrup-

tive to the students but that as one of them put it, "you

be confronted by their students. They also rationalized that

getting a good mark simply meant following the leader -- doin

T+ ]

as the cooperating teacher did. None of them had any illu
sions about the importance of the practicum grade.

All of this, obviously, resulted in a strong tendency to
conform and to put aside one’s own ideas about classroom
practice and perform within an existing pattern. This is not
to imply that their individuality didn’t show through, for
surely no role exists entirely independent of its occupant.
However their personal views were, for the time being, largely
suppressed. This conformity took a number of forms throughout
the nine week practicum. Generally it meant abiding by the
established routine of the classroom.

In more extreme cases, compliance involved actually
adopting some of the cooperating teacher’s idiosyncrasies.

Peter was regularly heard as saying "come on you (boys or



girls) sixty” as a way of getting them to move at a faster
pace. Or in the event that he was annoyed at some student he
would say "hey tumbuna man (grandfather) or tumbuna meri
(grandmother) " to cajole the student in front of the others.
These mannerisms were copied from his Social Science cooperat-
ing teacher. Peter felt comfortable doing this because of his
admiration for his cooperating teacher and because the
students were accustomed to it.

Peter and Mr. Java had a very good working relationship.

Peter in fact admired almost everything that Mr. Java did and

one of the greatest teachers I have seen". Peter considered
himself very lucky to have been assigned to him. Adopting
some of his cooperating teacher’s idiosyncrasies was Peter’s
attempt to get closer to being "just like Mr. Java®.

Chris and Daniel did not adopt any of their cooperating
teachers’ habits, or so it seemed to me. If they did, I would
suspect that it may have been more as a result of perceived
expectations and concern for evaluation rather than admiration
for the teachers because they generally had a very poor
relationship with their cooperating teachers throughout the
nine week practicum.

None of the three student teachers negotiated and or were
willing to challenge their cooperating teachers in circum-
stances where they were opposed to a particular teaching
method or content. In some instances they didn’t feel sure

enough of themselves to make an issue of something. In most
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other situations their status as student teachers caused them
to question their competence. Chris was particularly sensi-
tive to this because he mentioned to me that he still felt
"like a student” even after having taught for six weeks. For
him this involved a sense of not being in control and a
tendency to question his own capabilities., Thus, for Chris,

being a student implied feeling like a student. The following

I think until I’m not a student, I'll

continue to feel like a student. I still

don’t feel confident at all times, maybe

because I know that I am just playing the

role of a student teacher and haven’t

totally overcome my nervousness,
And even when he did feel certain of himself in his opposition
to some aspect of classroom practice, he usually chose to
comply rather than make an issue of it. In his words:

You just have to learn to play along.
It’s not worth the time and affcrt to
make issues out of things you’re not
happy with because ycu lose in the end
anngy Afta; all yau re anly an inex-

Even in Peter’s case, in which he developed a warm and
friendly relationship with both of his cooperating teachers,
he chose not to confront either of them on the rare occasions
when he found himself opposed to some teaching method or
detail of pedagogy. Moreover, he made it quite clear that
even if he was opposed to much of what his cooperating
teachers did, he would do what he considered to be wise and

play along.
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Playing along did not come without a price especially as
the weeks went by. Daniel found himself more and more
resigned to doing Jjust as his Social Science cooperating
teacher asked without even so much as a murmur of dissent.
One lunch break during the seventh week he told me how he was
teaching a topic on "The Family®™. He continues:

Well, you know what I have been doing?
Exactly as I was instructed. I had the
students reading, yah, just reading from
page to page straight from the text book
and gosh its been ever so boring but
that’s how she expects to see me teach
these poor kids so that’s what I’ve been
doing.

In discussing the conflict between individuality and
conformity evident in student teachers, Anderson, Major and
Mitchell (1992) state that “student teachers are forced
immediately to decide whether to toe the line, go with the
flow, and say what others want to hear, or whether to sreak
their mind, live their personal beliefs and be their cwn.
From the beginning, they face the dilemma of deciding how 1uch
they are willing to conform in order to survive and graduite®
(p. 137). Anderson and her colleagues note that it s a
difficult decision because student teachers, according to
them, at least in broad terms know what behaviours they would
like to model and what values they would like to teach. They
worry, however, that their cooperating teacher will not accept
what they teach and how they teach {t.

MacKinnon (1989) notes that a dominant theme that arose

again and again in conversation with the student teachers in
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his study, was their sense of having to conform to the
expectations either stated or perceived of their cooperating
teachers. Similar findings are reported in Avalos (1989,
1991, and Raju 1990). For example, Avalos (1991) writes:

.+.. the student teacher is more con-

cerned with survival in the teaching

situation and with building self-confi-

dence; following the safe practices which

he or she observes in the school and as

suggested by the cooperating teacher, is

gg:.best way of securing both aims (p.

According to MacKinnon (1987) there are no Culturally-
dictated directives which clearly delineate the "role” of
someone who has the "status" of student. MacKinnon continues:
"We can’t say with absolute certainty that all student
teachers do this or all student teachers do that. But we can
recognize that the use of the term ’student teacher’ implies
4 status, and a status incorporates a role, that is a set of
behaviours” (p. 167). That these statuses and roles, con-
tinues MacKinnon, may largely be structured by individuals in
specific settings at specific times does not deny the exist-
ence of common understandings.

Conformity was a fact for the student teachers throughout
the nine week practicum. Whether for reasons of status, or
out of concern for the students, or as a result of a pragmatic
self-interest in a good evaluation, all of the three student
teachers felt obliged to abide by the rules and procedures
which existed in their classrooms. This meant following the

established schedule, maintaining the existing structure, and
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even, in some instances, adopting certain of their cooperating
teachers’ mannerisms. None of them would argue that the
experience was a waste of time. All felt it was beneficial in
various ways -- some more s$0 than others. But at the same
time, all of them viewed the practicum as an artificial
teaching experience in some ways. They all doubted that they
could truly be themselves as teachers as long as they were
constantly being scrutinized and asked to perform in a setting
that wasn’t theirs. Perhaps the three student teachers were
not too harsh when they described themselves as puppets,

clowns and guinea pigs.

Theme Three - Caught Between Two Worlds: Living with
Ambiguity

I have been struggling with this .... I
mean what do you do and just how do you
do it to adequately serve and equally
satisfy two masters at the same time?
(Daniel)

The three student teachers in this study found themselves
in many conflicting situations throughout the nine week
practicum. In the first instance, the three of them were
allocated thirteen periods each to teach which was below the
minimum number of fifteen as required by the university. The
university expected schools to allocate between fifteen to
twenty periods a week to each student teacher to teach. MNot
only that, none of thea had an office space to work in and

their timetables and programs were not finalized even by the
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end of their first week. The university had assured them that
these very things were on the priority list and that the
schools were well aware of them hence the student teachers
would not have many problems with them. Not having these
needs met created a lot of anxiety among the student teachers.
The following journal entries at the end of the first week
speak for themselves:

Gosh! this is one week that I’ll never
forget for as long as I live. Nothing
seemed to have worked for me. My time-
table has not been finalized, Ms. Mela
(cooperating teacher to be in English)
screams at me on our first meeting and
among other things, only 13 periods to
teach per week. I just hope the univer-
sity, especially my supervisor doesn’t
penalize me for this, cause clearly it’s
not my fault (Peter).

In fact, Chris and Daniel’s entries read pretty much the same
except that their cooperating teacher (to be) in Social
Science gave herself an extra week’s holiday and was still
awvay from school at the end of the first week.

Nothing has worked out for me this first
week. From timetables, to office work
space, Mrs. Lama (cooperating teacher to
be in Social Science) still on holidays
and I think worst of all only 13 periods
a week. I hope Mr. Atta (university
supervisor) doesn’t blame me and my two
friends for this (Chris).

And Daniel’s entry reads:

This has been the most daunting week I
have had. In fact, my head has been
aching all week because of worry, that's
right yes just worrying about so many
things like timetables not ready, no
office space, not having observed any
Social Science lessons all week because
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Mrs. Lama (cooperating teacher to be in

Social Science) has not shown up to

resume duty and wow! most important, I,

like my friends have been given only 13

periods to teach. I wonder what Mr.

Atta’s (university supervisor) reaction

is going to be. I really am very con-

cerned about this.
The school also expected the student teachers to set and mark
tests for all the groups in a grade, about 150-170 papers in
all, which only added an extra burden considering the teaching
load and all the other daily preparations. The setting and
marking of tests in fact came as a complete surprise. The
university had not mentioned this according to the student
teachers. It was not even written in the teaching practice
handbook as I later came to realize.

The three student teachers became very hysterical in the
fourth week when each of them was asked to develop two tests,
one in English and the other in Social Science. The tests
were to be based on what they had taught so far in the two
subjects. They were seriously concerned, more so for Chris
and Daniel who had the same English and Social Science
cooperating teachers who they felt had not been at all
helpful.

Well guys this is it for me. Just how on
earth do they expect us to develop these
tests? No guidelines, not a thing. 1I
mean we (referring to himself and Chris)
have been trying for the last three days
to get hold of Mrs. Lama (Social Science
cooperating teacher) and Ms. Ranu (Bng-

lish cooperating teacher) to discuss this
and they are just not around (Daniel).
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Chris joins the conversation:

Good heavens, it’s now Thursday and
that’s right our two cooperating teachers
are just not available whenever we need
them. We are completely lost. I mean we
have to have those two tests ready exact-
ly five days from now and we haven’t even
started writing anything. I can feel my
head really starting to ache now.

Peter, though pressured, was in a better position as he had
consulted with both of his English and Social Science cooper-
ating teachers. Although he didn’t have a so called
guideline, he did obtain old copies of the tests from his
cooperating teachers.

Gee, I can understand how you guys feel,

yah that’s too bad your cooperating

teachers are acting the way they are.

And you’re right we only have five days

from today. I really haven’t started

writing anything either but I think the

old test copies I obtained from Mr. Java

and Ms. Mela are going to be of great

help. 1In fact they both have instructed

me to go ahead and come up with a kind of

a draft and then we are going to go

through them together and make any

changes before a final one is written so
I don’t feel that bad.

When I approached them at the end of the fifth week to find
out how the preparations of their first tests went, I learnt
that Peter had obtained considerable help from both of his
cooperating teachers, while Chris and Daniel got practically
no help. They wisely had sought help from other teachers who
were very sympathetic towards them. The three all said they

learned a great deal from devising these tests.
Among other conflicting expectations that each had
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experienced in his specific situation, three stood out for the
student teachers. First, some of the teaching skills which
the university expected them to demonstrate were found to be
inappropriate in some specific situations in the school.

Chris writes in his journal:

Gee, this MICE (motivate, inform, chal-
lenge and excite) concept that our lec-
turers kept on emphasising does not seem
to work in every situation as I had
expected. I mean just trying to motivate
and getting the students’ attention on a
typical Friday afternoon in one of these
usual boring English grammar lessons is
hard enough especially when you know that
weekend is approaching and obviously, the
students are looking forward more to the
weekend than to be paying any attention
to a boring grammar lesson.

Secondly, the school wanted the student teachers to teach
subjects independent of one another while the university
advocated integrated teaching. Daniel who was the most

concerned of the three made the following journal entry:

I am confused, maybe more confused than
my two friends about this school’s idea
of teaching subjects independently
because while our lecturers advocate for
integrated teaching, teachers in this
school generally don’t seem to see any
connections at all. I personally can see
the relevance in integrated teaching but
I guess I just have to play along like my
friends just to be on the safe side.

The third one which the three were very vocal about had to do
with dressing. While the university had strict instructions
that student teachers should be neatly dressed during teach-
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ing, teachers in the school were often poorly dressed.
Peter articulates:

You know my two friends and I have been

quite confused at times regarding the

standard of dress. We’ve observed and

discussed among ourselves about this for

the last eight weeks. This is week nine

(last week of practicum) and it has not

changed. Whilst it is a must for us to

come in our best, half of these teachers

have been coming in sports pants, ‘T’

shirts and thongs. Is the National

Department of Education making two dif-

ferent rules for regular teachers and

student teachers?
Punctuality and the chewing of betelnut received the same
criticisms from the student teachers. Whilst the university
encouraged the student teachers to be punctual at all times
and strictly refrain from chewing betelnut (a nut chewed for
refreshment purposes) during school hours, the teachers in the
school were doing the opposite.

Another contributing factor to this role ambiguity has to
do with the university supervisor. Like their cooperating
teachers, the university supervisor was a significant person
in the practicum experiences of the student teachers. The
three student teachers felt that the university supervisor was
just as important as their cooperating teachers. Although he
only visited briefly once or twice a week, he was the one
solely responsible for compiling the final reports after
having received the school’s report at the end of the teaching
practice. This is further highlighted in the teaching

practice handbook which reads:
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At the end of your practice, schools will
submit a report on you to the university.
Your university supervisors will compile
your final report on the basis of school
and university supervisor’s ratings and
comments, and you will receive a copy of
this report (p. 12).
Experience has shown that on a number of occasions in the

past, supervisors have failed students for reasons known only

received very good final reports (B grade average) from the
aschools. Chris, Daniel and Peter were well informed of these
situations as they had heard from their friends prior to the
practicum,

The supervisor usually visited once or twice a week for
a short period of time and provided oral and/or written
feedback to each student teacher after each lesson observa-
tion. Not surprisingly, each student teacher’s relationship
with the same supervisor was unique. The quality of the
relationship depended on two factors: how the student teacher
and the supervisor defined the latter’s role, and whether the
suggestions and criticisms of the supervisor meshed with those
of the cooperating teacher and existing practice in the
classroom.

The role of the supervisor first became an issue, in fact
4 concern, to Peter. It wasn’t because the supervisor had
annoyed him in any way; it was the person’s ideas respecting
the teaching of Social Science concepts to the students that

were contrary to the ways that Peter was taught by his Social
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Science methods lecturer at the university and approved by the
Social Science cooperating teacher. The supervisor in this
instance was a Mathematics specialist. Peter explains:

+2e.s you know, it’s like this is my
:ubjiet area and I think I exactly know
what I am doing. I mean that’s the way I
was taught by my Social Science methods
lecturer at the university and Mr. Atta
(supervisor) who only specializes in
Maths thinks he can just walk in here
anytime and tell me what to do? I think
there is something wrong.

Even Mr. Java, my Social Science cooper-

ating teacher approves of what I have
been doing. I in fact discuss with him
p:iar to teaching many of my lessons. I
don’t see how Mr, Atta can tell me that
he wouldn’t do this and do that if he was
me. I mean, he may be a great person.
He seems like he is interested in helping
us learn no doubt but I still think he
has some funny ideas.

This created a situation that made Peter feel like he was
being pulled in different directions. He felt obliged to
adhere to the standard practice as he defined it in his
classroom, but he felt that the supervisor expected something
significantly different. Both his Social Science and English
cooperating teachers sympathized with his predicament and
advised him to give the supervisor what he expected on the
Jdays he visited. Peter elaborates as he articulates on the

ing teachers:

The supervisor obviously suggested his
way and said: “Okay, this is the way I
want you to plan. Do it this way or you
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don’t do as well as if you do it the
other way," which is basically what he
said. That was the bottom line and it
was clear. "Fine Sir, if that’s what you
want, that’s what you get," you know this
sort of thing. It’s an utter nuisance
but he made it very clear I’m afraid.

By the sixth week Peter had developed a personal dislike for
the supervisor. He described him as “egocentric® and someone
who lived in his own little world. Peter received a good
evaluation report from the supervisor. Although he had been
prepared to make changes to his plans for his visit, he found

that the supervisor was not adverse to the situation as it

existed in his classroom.
supervisor, but found his visits stressful.

.++o I mean I don’t know. 1It’s really

frustrating. He gives me Cs and Bs

everything seems okay but everytime he

visits I end up leaving the school at the

end of the day with a headache and I'm

not kidding. And he made Ms. Mela, my

English cooperating teacher, angry the

other day about something.
This was how their relationship remained. The supervisor
continued to give Peter a lot of praise, and Peter continued
to dislike him intensely. There were similarities in Daniel’s
case. His relationship with the supervisor was uncomfortable,
although his situation was slower to evolve than it did with
Peter. Like Peter, Daniel also felt as though he was always
being pulled in two different directions. But unlike Peter,

he didn’t have the same degree of support from his English and
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Social Science cooperating teachers, and the tension of
feeling that he had to satisfy diverse expectations grew as
the weeks went by.
Daniel regularly complained about the supervisor for not

being available more often. Actually it irritated him.

The most annoying thing is that he’s just

not available to come out to the school

to observe us more often. And it’s not

only that he is seeing other student

teachers, it’s that he has got other

commitments outside of his supervisor’s

role ....

I feel that is not right, because if they

are serious about training young

teachers, then every supervisor should

devote his or her total time to the

practicum for the entire nine weeks

supervising and helping us along.
To further aggravate things, Daniel felt that even though he
had conformed to the expectations of both of his cooperating
teachers, his English cooperating teacher had, during one of
those very rare occasions when they happened to meet, sided
with the supervisor on some classroom management issue.
Consequently, Daniel was confused because the expectations of
his supervisor were quite different from those of his cooper-
ating teacher. Hence, after the discussion Daniel didn’t know
where he stood in the eyes of either of thea.

As for Chris, his relationship with the supervisor was
decidedly neutral compared with his two colleagues. HNe was
initially apprehensive about wvhat he defined as the
supervisor’s lack of knowledge of the subject matter. As wvas
stated earlier, the supervisor’s speciality wvas in Maths and



Chris, Daniel and Peter were all teaching English and Social
Science. Chris elaborates:

At first I was & little worried about a

non English and Social Science specialist

supervising us but I think my worries are

unfounded. I think he doesn’t mean what

he says a lot of times, I mean it may

seem like he is against what we are doing

but I also think that he is trying to

help us ....

We also have to understand that he is

supervising in two subject areas which he

has little knowledge of and that’s not

his fault. It’s the system .... we don’t

have enough supervisors to allow for all

students to be supervised by their sub-

ject specialists.
Chris did not feel that he had to deviate from what he was
doing to satisfy the expectations of the supervisor. In fact,
these expectations were never clearly defined in terms of what
he should be doing, and at no time did the supervisor ask that
Chris deviate significantly from standard practice. Chris
found the supervisor to be very helpful and any concern he
might have had proved to be unfounded.

Socially, student teachers may be only a few days avay
from college or university life. Student teachers Bay appear
at the school looking like teachers, but these appearances do
not guarantee maturity. They are merely college or university
students who are dressed up, painfully aware that some of the
students in the school are not much younger than they are.
The problem may be compounded by some unclear perception of
role clarification. The students may call them teachers, the

university personnel regard them as students and the cooperat-
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ing teachers may consider them to be teachers one moment and
students the next (Henry & Beasley, 1989).

In discussing the student teacher’s role during teaching
practice, Fish (1989) states that the student’s position
between the class teacher (host) and visiting tutor --
appraiser is certainly not an easy one. Her dilemmas,
continues Fish, may arise from the following problems:

1, She is caught between the need to please
and respond to the teacher whose class
she has and who therefore must be kept
happy daily, and to impress and please
the tutor whose assessment will be what
counts at the end of the practice but who
only samples her work in performance
weekly.

2. She is caught between a view that learn-
ing to teach merely involves copying
(conforming to) a good teacher-model
together with repeated practice (which
automatically will make near-perfect),
and the requirements of her college,
which via her file lead her to plan ahead
and to write an appraisal of (reflect
upon) her work (p. 175).

Raju (1990) reports that students in his study which
focused on the myths and realities of the effectiveness of
teaching practice in the South Pacific had the following
comments to make regarding the college expectations, actual
school expectations and their own experiences:

= They were given more periods to teach (than pre-
scribed by the College) because there were not
enough teachers. Students were asked to teach
subjects they were not qualified/trained for as
there were no teachers in the school to teach
certain subjects (example: agriculture, technical).
In some subjects there were more teachers than
required, thus each student teacher getting fewer
periods than expected.

- 8Schools expected the students to set and mark
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tests for all the groups in a grade which made it
hard considering the heavy teaching load for a
trainee teacher.

~ Some of the teaching skills which the College
expected them to demonstrate were found to be
inappropriate in particular schools and subject
situations.

=~ Students were asked to teach grades 9 and 10,
although the College expected them not to teach
beyond grade 8.

= Schools wanted the students to teach subjects

independent of one another while the College advo-

cated integrated teaching (p. 13).

Raju also reports that whilst the college does encourage
extra curricular activities for student teachers, he found
many were urged by schools to take on too many responsibil-
ities for extra curricular activities and many accepted for
fear of receiving unsatisfactory reports. He further notes
that while the college had strict instructions that student
teachers should be neatly dressed during teaching, teachers in
schools were often found to be poorly dressed and this placed
student teachers in considerable confusion. Similar comments
or concerns by student teachers have been reported by Briggs
and Richardson (1992), Lipke (1979), Neufeld (1988), Saith
(1990) and Thies-Sprinthall (1990).

The three student teachers in this study were no excep-
tion. On numerous times they articulated that at times they
felt trapped between the university supervisor and their
cooperating teachers. They described their supervisor as
holding opposing views from their cooperating teachers on |aany
aspects of teaching. They sensed that their cooperating
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teachers felt that academics at the university didn’t have a
good understanding of what was going on in the schools and
that their supervisor felt that many classroom teachers vere
out of touch with recent developments in the field of educa-
tion. This is highlighted by the following journal entry:

Our supervisors always seem to hold
opposing views about many things and this
is confusing. The cooperating teachers
tell us that University people may have
all the theories but don’t know how to
pPut them into practice and our university
supervisor seems to imply that these
classroom teachers need to update their
knowledge in the recent developments with
research and education .... so whose
advice do we take? (Peter).

In the end, for their part, the student teachers simply agreed

with whomever they were talking to at that time.

Theme Four - E

Yes, we all need evaluation and feedback,
however, the only times I feel like a
real teacher and do things my way are
when there is no one observing me.
Otherwise, I feel that I am always put-
ting on a show or better still performing
under a pair of watchful eyes (Chris).

Chris, Daniel and Peter all knew that they had to pass
teaching practice in order to graduate at the end of the year.

They were reminded of this during the final briefing session
by the teaching practice co-ordinator. Consequently, the
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practicum was viewed by all parties involved as the students’
final major performance prior to graduation. Such has alwvays
been and continues to be the understanding in Papua New Guinea
especially for those students who enter the program at the
Waigani campus of the University of Papua New Guinea.

Unlike some programs in other countries such as Canada
and the United States where two formal evaluations are
provided, a midterm assessment and a final assessment at the
end of the practicum, student teachers in Papua New Guinea
receive only one final assessment report prepared by their
university supervisors. The supervisors compile each report
on the basis of the school’s final assessment and their own
ratings and comments over the duration of the teaching. The
final assessment from the school is usually compiled by the
school liason officer or the headmaster or headmistress after
having collated all the individual final reports from the
heads of departments and the cooperating teachers concerned
including his or her own. Thus, throughout the practicum the
cooperating teachers specifically are expected to observe and
provide oral and written feedback on a regular basis, a
ainimum of ten to twelve observations and written reports are
expected from each cooperating teacher for each student
teacher by the end of the practicum. Department heads and the
school 1liason officers are also expected to observe and
provide oral and written feedback for every lesson obeserved,
but there are no specific requirements with regard to the
nuaber of times they must observe.
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The evaluations in this case were prepared on forms
provided by the university. The student teachers were judged
on six dimensions: planning and preparation, knowledge of
subject, presentation, teaching skills, pupil learning
activities and classroom management. In each category the
evaluator provided written comments and at the bottom of the
form assigned a letter grade from A - excellent (distinction)
to F - fail to indicate his/her total impression of the
lesson.

However, evaluation was much more than this. It had a
pervasive quality that, while not always mentioned, was always
present. Whether in regular interactions with cooperating
teachers, during visits from the university supervisor, in
comments by school students, other teachers and support staff,

through ongoing self-criticism or the behaviour of all those

feedback of some sort which contributed to the development and
modification of perspectives on themselves as teachers. They
felt as if they were always the centre of attention or in
Daniel’s words, as if they were "the new kids on the block®.

Thus, the three student teachers strongly felt they were
being assessed for everything they did. These included the
way they dressed, the way they walked, talked, prepared their
lessons, presented in class, approached teachers, students, to
name but a few. All that they did and said inside the class-
room, around the school boundaries, during and after hours
were being assessed. This is highlighted by Peter’s journal
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entry in week two of the practicum:

I feel like the whole world is watching

every move I make and so every day is

like a judgement day because wherever you

are and whatever you do or say is being

judged by someone, except of course for

Saturdays and Sundays when I feel being

left alone temporarily from the watchful

eyes of the eagles and owls.
Chris and Daniel also shared the sentiment and made similar
comments when we were discussing feedback and evaluation in
general.

The intention here is not to focus specifically on the
content of these evaluations but to attempt to examine the
process of being evaluated as it was experienced by the three
student teachers. Of course, while these two dimensions are
no doubt interrelated, the latter seems more pertinent to the
present discussion.

Again there were different experiences; a result, in part
of the idiosyncratic elements inherent in each situation.
Yet, there were also similarities, especially when the
evaluation experience is viewed in light of certain
situational factors. The most important determinant affecting
the evaluation experience was the way in which the student
teacher-cooperating teacher relationship was defined. 1In the
Raster-apprentice situations, such as Chris, Daniel and Peter
with his English cooperating teacher, the scrutiny created a
degree of tension, especially as the weeks went by, more so
for Peter than for Chris and Daniel. Where the relationship
vas not as strongly defined in this manner such as Peter with
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his Social Science cooperating teacher, the tensions were less
apparent. According to Peter, his relationship with Mr. Java
was never defined as a master-apprentice one. They were both
teachers in the classroom and Peter felt that he was as much
the teacher as was Mr. Java. Peter and Mr. Java worked
together and, according to Peter, Mr. Java always encouraged
and gave him all the freedom to experiment and try out new
ideas and do things his way if he pleased, but Peter thought
it was wise to stick by what Mr. Java was doing to be on the
safe side, and that was what he did.

The student teacher-university supervisor relationship
was also a factor, though the reduced frequency of contact
made it less salient than the relationship with the cooperat-
ing teacher. The same could be said for the school liaison
officer and the heads of departments who also observed the
student teachers.

The student teachers generally felt that the process of
evaluation prevented them from being free to do as they wished
in their respective classrooms. Chris in particular saw this
as the principal factor which defined him as a student. He
expresses this feeling in his journal in the following manner:

Having a pair of eyes looking on, or
knowing that you are being evaluated is
not always easy. This in fact holds me
back because I know that I’m not free to
do the things my way, the vay I feel is
right. So until I’m not a student one of

these fine days, I still feel 1like a
little student.

Daniel was especially distressed at being evaluated when



120

things didn’t go the way he expected. Students were unpre-
dictable, and if they misbehaved or did not participate fully
like answering as many questions as he expected them to when
someone was observing, Daniel felt it reflected negatively on
him. He comments during the fifth week:

I prefer when no one (observer) is there.
You know, in the sense that I feel I'm
more in control, I don’t feel that I have
this pair of owl’s eyes staring at me. I
think that’s because you know things
don’t always work out the way you expect.
Actually I must admit, what I'm trying to

say is I don’t want to admit being a
failure.

Becoming tired of being observed regularly, Peter makes his
feelings known with these words:

Try me out and give me a chance for God’s
sake let me teach one whole week just for
myself. I just want no one observing. I
might make mistakes, but that’s how I'm
going to assess myself and lets face it
who doesn’t make mistakes? After all we
all learn from our mistakes, do we not?

Chris who at that time had a brother training in the army
writes:

I’'m glad I'm not going to Laloki (a men-
tal hospital), well I hope not! Wow!
come to think of it, being a student
teacher must be even more stressful than
an army recruit. After listening to my
brother, gosh! he is having a good time
despite the strict discipline .... and
for me it’s been nothing else but head-
aches and sleepless nights. Anyway, it
will soon be all over.

It wvasn’t that any of them disagreed with the assessments they
received, or that they objected to being evaluated. In fact,
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their evaluations were generally all quite positive. It was
just that the frequent visitations or inspections made them
all, especially Peter, feel like they were always performing
in order to live up to an unknown agenda.

Daniel believed that his sense of coming to understand
himself as a teacher mainly depended on the comments of his
cooperating teachers and the university supervisor, though he
was not really on good terms with any of them. At the same
time, it added extra pressure, for he definitely felt as if he
was constantly performing. In Daniel’s view evaluation was a
two way thing: it is important to have some kind of feedback,
but it would have been nice not to be constantly perforaing
under a pair of watchful eyes. This situation was aggravated
by the fact that some of the comments he received, especially
from the university supervisor were, in his opinion, negative.
He was also generally uncomfortable during feedback sessions
with his observers. These sessions were made even more
difficult because he had been more complimentary in his self-
evaluation than his teachers and the university supervisor
were in their evaluations of him. Another teacher from a
nearby school, his cousin, had advised him that it was wise to
evaluate yourself highly in order to demonstrate self-confi-
dence.

Peter had two different experiences with his two cooper-
ating teachers. Ms. Mela, the English cooperating teacher who
was very friendly and caring, treated Peter as though he were
& younger brother who did not know right from wrong and hence
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had to be shown how to do a lot of things "the right way".
Peter commented that she was hardly out of sight, she observed
him a lot but provided little feedback and this became so
stressful that it even irritated him at times. The following
journal entry in the fifth week attempts to express his
feelings:

I don’t know when it’s ever going to

change, every day seems to be the same.

Just when is Ms. Mela going to leave me

alone? She tries to be very helpful

indeed but I think she is trying to be

too helpful, and gosh! she is no differ-

ent to that old nun who used to teach me

in grade 7 back in high school. I wonder

if she’s been to a church school herself.
He commented on innumerable occasions that he wished Ms. Mela
would leave the room so that he could "feel a little relaxed®.
This rarely happened, however, and Peter, as expected,
complained that this practice prevented him from "being a real
teacher”.

Interestingly, when Ms. Mela suddenly stopped observing
and evaluating his lessons as regularly as she had been in the
sixth week with no explanation, Peter saw this as cause for
concern. Consequently, he comments:

Ms. Mela hasn’t been evaluating me
anymore and gosh! I don’t know why and I
don’t know whether that’s good or bad for
me. That’s been really bothering me
lately because now I really don’t know
how I am doing and believe me it worries
e a lot.
On the other hand, his relationship with his Social Science

cooperating teacher, NMr. Java, was totally different.
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Although Mr. Java was in the classroom most of the time, their
relationship was never defined as a master-apprentice one.
Consequently, according to Peter, he never had the sense that
he was under close scrutiny all the time. Instead, he felt he
had the freedom to do as he wished although he rarely deviated
from established practice and he and Mr. Java worked together
in the classroom. Peter, of course, had most of the instruc-
tional load on his shoulders, and clearly there was never any
doubt that Mr. Java was evaluating him, However, their
relationship was never defined on this basis. They were both
teachers in the classroom and Peter felt that he was as much
the teacher as was Mr. Java. This sense was reinforced Ly
daily “evaluation®, evaluation in the form of complimentary
“asides”, affectionate handshakes and compliant students.
Apart from Ms. Mela, the only other tension associated with
evaluation came as a result of his poor relationship with the
university supervisor. Although the supervisor’s assessments
were highly complimentary, Peter found his weekly visits very
stressful. He didn’t enjoy having him in the classroom and
frequently thought that his comments, as positive as they
were, were without foundation.

As was mentioned earlier, each of the three student
teachers taught English and Social Science and had two
cooperating teachers, one for each subject. 1In this 1se
Chris and Daniel had the same English and Social Science
cooperating teachers. Consequently, their overall relation-
ships and experiences were understandably similar and quite
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different from Peter’s. They both felt extra pressure from
evaluation though not necessarily from their cooperating

teachers alone. Although they expressed concern that their

the pressure when something went wrong: and in Daniel’s words,
"oh, my goodness, she’s marking that one down®" to which Chris
agreed wholeheartedly.

As the practicum progressed they both became sensitive
that their cooperating teachers were not giving them very much
feedback on their lessons. They both expressed concern that
neither of them knew where he stood. Surprisingly, this was
reminiscent of Peter’s situation, especially with Ms. Mela,
his English cooperating teacher, in which he was sensitive to
being observed but equally sensitive to sparse feedback.

From this discussion and from their other comments and
journal entries, it is apparent that the student teachers were
often ambivalent, expressing their need for security and
direction on the one hand while seeking autonomy and indepen-
dence on the other.

Evaluation of student teachers is an integral part of
teacher education programs. Guyton and McIntyre (1990) assert
that “final evaluations, in particular, purport to distinguish
among competent and incompetent, effective and less effective,
talented and less talented, outstanding, average and below-
average students regarding their potential as teachers"
(p.525). They further contend that feedback and evaluation
are also a mechanisa for helping the student teacher identify
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strengths and weaknesses in order to improve teaching.

Hoover, O’Shea and Carroll (1988) state that during the
practicum, student teachers are expected by many to demon-
strate their highest level of performance. The focus is on
who is to pass the practicum and thus be eligible for certifi-
cation. Such is the case in Papua New Guinea and the student
teachers in this study were well aware of this fact and
performed accordingly.

MacKinnon (1987) defines human ’‘performance’ as: "all the
activity of an individual which occurs during a period marked
by his continuous presence before a particular set of
observers and which has some influence on the observers® (p.
237). 1In so defining performance, he laid the groundwork for
an elaborate description of the way individuals attempt to
control the impressions others form of them.

Student teaching among other models according to

ance. Education students are placed in a field situation
where they are expected to practice and refine their pedagogi-
cal skills before the watchful eyes of an experienced practi-
tioner. They undergo formal assessments at the end of this
experience, and are well aware that the outcome of this
evaluation can significantly influence their budding careers
as teachers. In these circumstances, the sense of performing
may be intensified beyond the everyday situations described by
MacKkinnon, because student teachers are being formsally evalu-
ated.
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In this study, the sense of performing was intricately
interwoven with the sense of being evaluated. Consequently,
the concern about “having to perform® cropped up many times,
both in conversation and in the student teachers’ 3journal
entries.

The most important determinant affecting the evaluation
experience was the way in which the student teacher-cooper-
ating teacher relationship was defined. Peter, Daniel and
Chris generally felt that the process of evaluation prevented
them from being free to do as they wished (to feel like real
teachers) in their respective classrooms.

It wasn’t that any of them disagreed with the assessments
they received, or that they objected to be evaluated. It was
just that the presence of someone in the room made them feel
like they were always having to perform before the watchful
eyes of their university and school supervisors.

Having stated that, I think the bottom line was that the
three student teachers didn’t really know how to accommodate
the feeling of being evaluated. Consequently, their actions
were often internally contradictory, expressing their need for
security and direction on the one hand while seeking autonomy

and independence on the other.



I have never in my entire life lived
through this amount of pressure, even my
five years in the army where there is
much discipline, life was fairly flex-
ible. I mean we are just overloaded with
work, yes we are really overworked and
there is hardly any time for anything
else in life (Peter).

“Overworked®”, “"constant headaches"™ and “sleepless
nights®. These words not only kept coming up in my regular
conversations with the three student teachers but were also
noted in their journal entries time and time again. They vere
the words Daniel, Chris and Peter used regularly to describe
the way they felt about the life they were then living.

As discussed earlier, having to conform to the existing
patterns and practices of the classrooms, serving two masters,
the cooperating teacher and the university supervisor at the
same time, and being continuously scrutinized all led to
considerable stress. As Peter puts it, "life these days is
nothing but pressure, pressure, pressure®. The practicum did
indeed provoke high levels of anxiety and stress for the three
students, more so for Chris and Daniel than for Peter because
Chris and Daniel received very little help and guidance from
their cooperating teachers. Nevertheless, they all lived
through a very stressful nine week practicum. Chris and
Daniel, for example entered the following in their journals:

The University doctor must be thinking by

nov that I’ms an unhealthy person because
of my regular visits due to this head-
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ache. But it has got nothing to do with
my health and I know it, its worry, yes
constant worry and many late nights of
lesson preparations, markings and more
worries (Daniel).

Since this teaching practice started,
there was not one night that I have slept
before 4 o’clock in the morning. I mean
how can you when there is all this work
that has to be done? 1Its bad enough when
you have 150 - 170 test papers to correct
on top of all the preparations. Believe
in sleepless nights and morning head-
aches? I didn’t before but I sincerely
do now! (Chris).

Conversing with the three student teachers and reading
their journals, it became apparent that time was a major
contributing factor towards much of the anxiety and stress
they experienced. It seemed that they just didn’t have the
time to do everything they wanted.

It is a known fact that schools are very much governed by
clock time. The school assembly and classes start and end at
specified times, morning tea, lunch breaks, afternoon study,
sports or work parades all occur between certain hours. A
typical school day is divided into time slots and one of the
teacher’s responsibilities is to see that the school’s
timetable is adhered to and certain tasks are completed on
schedule (Jackson, 1968).

Being no different than any other school, this one was
basically organized by clock time. There was staff briefing
time, asseambly and roll call time, instruction time, recess
and lunch times, study time, sports or work parade times and

"knock off" or dismissal times. Clock time became very
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important. Students were generally penalized for being late
for morning assemblies and classes, and teachers had to watch
the time so as not to exceed their allocated 40 minutes of
instruction designated for that particular lesson.

It did not take long for Chris, Daniel and Peter to
realize how important it was to have a watch, for by the end
of the first observation week, I realized they all had brand
new watches -- none of them had watches prior to that.
Although a school siren was utilized for the purpose of
assisting those who didn’t have watches, the student teachers
felt it more appropriate to have their own watches to help
Plan effectively how they were going to divide their time
between their school work and the other social activities that
they were normally engaged in after school hours.

Daniel elaborates:
I think we really need to plan our time
especially after school so that we can
still have some time for other things in
life and not necessarily devote every
minute to lesson preparations and this
sort of stuff. So that’s why its good to
have watches.

Chris picks up the conversation:
And yes, especially when we agree o meet
+++.. I mean the three of us will have to
meet together at certain times to plan
our work together and its important to
turn up on time so that no one is wasting
someone else’s time.

Peter continues:

Gee! guys this is the first time ever in
my life to own a watch (we all laugh)



yah, you know time never meant anything

to me all these years, even at the uni-

versity I just simply stroll along and

whether I’m late for this or that made

very little difference .... you know what

I mean? But for the next 8-9 weeks I see

my life has to be planned according to a

timetable and so its important to have a

watch.
The intention here is not to focus on the student teachers all
buying new watches, but according to Chris, Peter and Daniel
owning your own watch will enable you to plan your time
better.

The importance of time in the organization of a school
can be illustrated by the following incident involving Peter
and his Grade 7 Social Science class.

Peter had taken his Social Science class on a field trip
to the National Museum in the morning. They were to return by
the lunch hour to enable the students to buy their lunch
cheaply from the school canteen, however, it did not turn out
that way. They got into the school five minutes before the
end of the lunch hour and the canteen had closed by then and
the rest of the school was getting ready to proceed to the
next set of activities according to the school timetable.
None of Peter’s students had any lunch that day and he could
sense that the whole school was not impressed. Peter
expresses his feelings in his journal entry:

Oh my goodness, what did I do today? I
just feel like calling it quits! I know
the whole school is mad at me but it is
not my fault. I tried my hardest to
speed the kids up to move from one sec-
tion to the other in the museum so that
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we could complete the trip and return
during the lunch hour ....

And who would have believed me if I told
them that we got held up in the traffic
because there was an accident at the
university turnoff? Maybe the only per-
son may have been Mr. Java but unfortu-
nately he was not in school today.

Peter didn’t organize or get involved in any more field trips
after this experiences.

Time was all-important particularly in lesson prepara-
tions as Peter, Daniel and Chris articulate in their own ways:
I’m really starting to believe that this
lesson planning stuff can be real time
consuming, I mean for goodness sake 60 -

90 minutes to plan just one lesson. Is

this normal or is it just me? (Peter).

I have stayed up many late nights to com-

plete my university assignments, but hey,

this is nothing like it. Talk about

sleepless nights, well believe me you

have to go through this to get your les-

sons planned (Chris).

Nothing has caused me more headaches than

having to plan lessons because they take

you so long and boy, it is frustrating

(Daniel) .
Because of all the work pressure and the amount of time it
took to attend to the many different activities, the three
student teachers sav time very much as a commodity. How to
make the best possible use of the time and how they could
accomplish the most within a given period of time became the
focus of many of their discussions. Bverything they had to do
like lesson preparations, setting and marking test papers,

collecting and marking students’ workbooks, organizing and
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supervising extra curricular activities demanded so much time
and effort. All three of them felt at some point that there
was never enough time to really get everything they wanted
done.

There’s never enough time to really get
everything done the way you wish. Like
if I spend the whole night marking test
papers or some homework exercise, there’s
no time for preparing the necessary
teaching materials (Chris).

If I spend time marking 50 workbooks,

there’s very little time to think about

my lesson plans and they are both import-

ant so I don’t know, I guess it comes

with experience (Daniel).

I find that if I spend the Saturday

photocopying or shopping for materials,

there’s little time left to clean my room

and do my laundry and other things like

that (Peter).
All three generally expressed the common feeling that if they
tried to do all they thought they should have been doing, they
would have little or no time for their families or friends.

Chris, Daniel and Peter each struggled with time in

different ways. From the commencement of the teaching
practice, Peter who was socially very outgoing, consciously
attempted to set time for himself. He commented one day:

I am one who can’t go for too long with-

out socializing with my friends like

spending a good part of Saturday evening

dancing away at the Moonlight (a night

club) and so if I work late all week,

then I feel I should be able to take the

weekends off (Peter).

He frequently reiterated this statement as if to convince
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himself of its validity. Even though he was most adamant
about insuring that he had time for himself, he too often
found his weekends encroached upon:

Gee, I seem to be spending my Saturdays
either marking workbooks, photocopying
materials or marking test papers
(Peter) .

Chris who had the tendency to spend all his weekends with his
uncle’s family found that he could no longer afford to do this
on a regular basis. He writes the following in his journal:

I'mn beginning to feel bad because my
uncle and his family drove all the way to
see me last Saturday and expressed con-
cern about my not having to visit them as
regularly as before. I mean I felt
guilty about it but I couldn’t help it, I
had so much work and I did try to explain
but you know it’s difficult for them to
really make any sense of what I was talk-
ing about.

Daniel who was a key player, a full back, on his soccer team
also found himself in a very difficult position. It so

anything to do with Education, and hence it took a lot of
explaining as to why he was not fully participating:

I really have to go out of my way to
explain to my fellow players and the
Ranagement about why I am not participat-
ing as fully as I was prior to the pract-
icum. You know none of thea can really
understand what I’m talking about and so
you can’t really blame them. I think its
my problem and I will have to solve it
myself and find time to attend at least
some of my training sessions and play as
many of our games as possible besides
doing my school work.
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Neufeld (1988) asserts that "student teachers are placed
in a stressful situation in their initial teaching practicum"
(p. 196) . Neufeld’s claim is supported in this regard by many
like Avalos (1991), Clark (1991), Fish (1989), Kagan (1992),
McVea (1992), Raju (1990) and Turney et al. (1982) who state
that teaching practice can indeed provoke high levels of
anxiety and stress. Emotional reactions form a large part of
the behaviour of the student teacher under stress, and
frequently according to Turney et al., in these circumstances,
student teachers perceive the actions of their students,
teachers and supervisors as threatening.

Stress is often expressed as anger, fear, depression,
apathy or extreme self-criticism. There may also be physical
signs such as excessive sweating, rapid breathing, tears, a
pale or flushed face (Turney et al., 1982, p.62).

Except for extreme self-criticism, all the other factors
mentioned by Turney and his colleagues above relating to
stress were very much evident at different times throughout
the practicum. Chris, Daniel and Peter all at different times
throughout the nine week practicum showed signs of anger,
fear, depression and apathy.

Being well aware of this, Briggs and Richardson (1992)
concur with the fact that "stress is a natural reaction to the
student teaching experience” (p. 268). Everett-Turner (198S)
notes that while many educators experience a lack of time
throughout their careers, the beginning teacher is especially
vulnerable. The many procedures that are taken for granted by
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an experienced teacher, require time and practice to become
familiar. There are so many clerical and procedural things to
attend to in addition to teaching responsibilities. However,
the prevailing attitude in schools according to Everett-
Turner, is that "if they are to run smoothly, everyone must
conform to clock time constraints, and little allowance can be
made for the new teacher to have extra time to become familiar
with all those bewildering procedures. Often the only way a
new teacher can survive is to stay late and come in early.”
(p. 216).

In her study that focused on understanding the lived
world of beginning teachers, Everett-Turner relates to a
three-ring circus in an attempt to illustrate the time
constraints experienced by beginning teachers. She writes:

If you have ever been at a three-ring circus, you
will have some idea of how the beginning teachers
in the study felt. Remember how you just became
totally engrossed in the events of one ring when
those of another caught your attention and drew you
away from the first. Then ring three commanded
your attention. What should have been an exhilar-
ating experience turned into one of frustration.
There is just not enough time to take everything in
and you are left pulled in many directions. Simi-
larly, a beginning teacher may just begin to plan
her program when she realizes that she must come to
understand her children better if she is to plan
suitable experiences. As she switches her atten-
tion to getting to know her class, a memo from the
office reminds her of a meeting, a parent confer-
ence, or some clerical task to be done. How diffi-
cult it is to find enough time to keep "every” ring
running smoothly. She feels pulled in many
directions and finds it hard to accomplish all
those things educators must do (p. 217).

Time was also a recurring theme in the accounts given by the
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participants of their practicum experiences in Tardif’s (19084)
study and in MacKinnon’s (1987) study of student teaching.
The present was no exception. Time constraints were a reality
for all the three student teachers.

Each of them was initially overwhelmed with all the
things he had to do and how much time they all took. There
was a tendency for each to spend all the time he had on school
work, especially preparations and corrections, in an effort to
get things as close to perfect as he could. Peter seemed most

able to set priorities related to his own personal well being.

keep his weekends for himself. If he were able to give his
best to teaching Monday through Friday, he had to feel rested
and rejuvenated through setting aside time to do things for
himself like going out with his girlfriend, socializing with
other friends or just sleeping.

After taking a weekend off from all the school work and
spending time with his uncle’s family, Chris admitted he felt
& lot more rested and ready to face the week. Even though he
experienced some advantage in taking a complete break from
school related activities, he seemed either unable or unwill-
ing to do it on a regular basis. The same could be said about
Daniel who was very committed to his soccer games.

Like all student teachers, Chris, Peter and Daniel were
placed in stressful, challenging and wearying situations.
Stress was always present both in a positive form of exhilira-

tion as well as in the negative forms of tension. Throughou



the practicum, the three student teachers spoke of extreme
weariness at the end of the teaching day or week and, at the
same time, of a positive feeling that the experience was well
worth it. Perhaps there is a lot of truth in the way Peter,
Chris and Daniel described the stressful lives they lived
throughout the nine week practicum, that of not only being
"overworked®”, but also having to put up with *“constant

headaches” and "sleepless nights®,

SMBRALY

Situations in which individuals strive to follow in
someone else’s shoes, evaluate and be evaluated, be assertive
and directive in front of students while deferring to their
more experienced mentors, and act as though they know what
teaching is all about while learning about teaching are
difficult.

In this chapter I have attempted to describe the nature
of the practicum in the student teachers’ world -- what
student teachers go through or experience prior to and during

the practicum. I tried to describe that for Chris, Daniel and

ously having to conform to the established patterns and

practices of the classrooms, striving to meet sometimes
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conflicting expectations of two different supervisors and
generally having to work in the proverbial goldfish bowl,
under a pair of observant eyes. Although the three student
teachers may have learnt much from the nine week practicum,
this learning did not come about without having to pay the

price of living under constant pressure and stressful moments.
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During teaching practice, you are stuck
with one or two students teachers for 9
to 10 weeks whether you like it or not.
You get no help or advice from the uni-
versity regarding what they expect of you
and what you can expect from their stu-
dents, so basically, you just do what you
think is best for the student teacher.
No one really seems to care and acknowl-
edge what you do so I don’t know, it’s
really a time of much confusion and frus-
tration (Ms. Mela).

Zotroduction

In teacher education the cooperating teacher often
appears to be the most important person in helping student
teachers come to understand what it means to teach (Olson &
Carter, 1989; Potthoff, 1993; Tinney, 1993). They are well
trained and prepared for their role as teachers, but they
usually have little or no formal training with respect to
their role of cooperating teacher (Anderson, Major & Mitchell,
1992; Mills, 1990; Hopkins, 1986). This may lead to a lot of
frustration, confusion and conflict as was evident among the
cooperating teachers in this study.

Thus, the practicum as experienced in the cooperating
teacher role is being discussed in this chapter in the follow-
ing interrelated themes:

1. Working with Uncertainity
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2. The Counselor and Evaluator: Role Conflict

3. More Headaches: Consequences of Having Student
Teachers

Theme One -

Well, to me, teaching practice, practicum
or whatever you call it means nothing
more than just another lot of university
students going out to schools to have a
crack at some real teaching and we are
here to help along blindly, because of
the seven years that I have had student
teachers, believe me I have not seen a
copy of the so-called teaching practice
handbook so like Mrs. Lama, I’ve been
simply doing my own thing and if they
(student teachers) wish to adopt my ways,
good! and if not that’s fine too (Ms.
Mela).

Like all cooperating teachers in Papua New Guinea, Mr.

Java, Mrs. Lama, Ms. Ranu and Ms. Mela had no formal or

with student teachers. It may be worth noting that these four

have become useful because the skills they have in working
with their students presumably could be used to work with the
student teachers.

ing teachers in this study. Consequently, it became evident
right from the beginning that all of thea did not fully under-
stand the purposes to be accomplished and what was expected of
them in the practicum. Thus, some viewed teaching practice as
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nothing more than just another lot of university students
going into schools to have a crack at some real teaching. The
following excerpts from the pre-practicum interview illustrate

this well:

Oh, teaching practice doesn’t really mean
anything to me apart from working with a
couple of student teachers and I mean I
really don’t know, it’s something that
happens every year and so what? The dis-
turbing thing is, well, of all these
years that I’ve been working with student
teachers, not one year or not once did I
receive anything in writing from the
college or the university clearly stating
my duties, you know like what they expect
me to do in terms of helping the young
teachers, s0 I’ve been just doing things
my own way and I tell them to first
observe me and then try and do as I do
basically (Mrs. Lama).

Mr. Java who works with student teachers in the same way
his cooperating teachers worked with him when he was a student
teacher picks up the conversation:

Yes, I agree with everything you say.
This is only my third year of teaching
and I have no idea of what the university
wants from us. I tell you I had a hard
time last year when I had my first exper-
ience of working with a student teacher.
Being a student teacher myself not too
long ago in this very school, I was able
to refocus on what my cooperating
teachers did to me and it was on that
very basis that I worked with my student
teacher last year and no doubt it’s
going to be the same this year.

I've been relating to my own student
teacher days and it was on that basis
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I’ve been working with my student
teachers and this round will be no dif-
ferent unless of course some miracle
happens.

Teaching practice was generally defined as the time when

at the univc:iity and pu: it to prgctic-
and give them a feeling of what teaching
is all about under some type of supervi-
sion over a period of time (Ms. Mela).

Yah .... and it’s a time when they seek
the opportunity to do it on a day to day
bliii and bi vicu-d as part of ﬁhl ltl!f

there is much more than just t-lehing and

it’s a good opportunity for them to see
what it really involves (Ms. Ranu).

Yes, of course, exactly, and to take full
responsibility as a teacher, not just in
the classroom but also in everything that

goes on outside the classroom like extra
curricular activities (Mrs. Lama).

The practicum hardly came up in conversation prior to the
allocation of classes and selection of cooperating teachers to
work with the student teachers. However, once the allocations
were completed and made known to the cooperating teachers by
the deputy headmaster I quickly realized how important it was
in their eyes; it wasn’t that they were unmindful of its

approach, it was just that there was no form of communication
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forthcoming event. For example, there was no evidence of any
formal or informal meetings between the university supervisor,
the school liason officer, the cooperating teachers and/or the
student teachers prior to, during or after the practicum.

None of the cooperating teachers were consulted to find
out whether or not they wanted to have student teachers.
Instead, they were simply instructed to take on the student
teachers by way of a memo from the deputy headmaster of the
school at the end of the observation week.

Not really knowing what was expected of them, the
cooperating teachers felt that they had nothing new to look
forward to and hence showed little enthusiasm about the whole
thing. When asked to work through a typical day and describe
and explain some of the things they would normally see
themselves doing with a student teacher, I received the
following comments:

Well, what’s new? ... it’s basically the
same things we have been doing with pre-
vious student teachers like besides sigh-
ting their lesson plans before they go
into the classrooms to teach, we also
have to make sure that any materials that
they may need are available and things
like that (Mrs. Lama).
Ms. Mela picks up the conversation:

Yes and you go in and observe if you have
to after they go in to teach and if not
you just simply go about your own busi-
ness of the day and just be available in
case any of them need your help in any-
thing.

And Mr. Java adds:
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Yes, and also besides all these things,
you know during morning tea and lunch
hour breaks if I have time I would sit
down and discuss other things like, how
they are getting on with the students and
the other teachers in the school and
other matters relating to the teaching
profession.

The concerns or anxieties they had at the beginning of the
practicum centered mainly around the manner in which they were
chosen to be cooperating teachers, the extra work on their

shoulders and the idea of giving away their classes for nine

weeks .

Ms. Mela was disgusted about the manner in which she like

her other three colleagues had been chosen to be a cooperating

teacher:

I am sick of this system. Why don’t
people have the simple courtesy to con-
sult me first before giving me a student
teacher. I don’t mind having student
teachers, but can’t I even have any say
in how I feel because after all its me
and my students who are going to be
affected at the end of this nine week
teaching practice.

Mrs. Lama was more concerned with giving away both her

grade 7 and 8 classes for the whole nine weeks. She articu-

lates:

When I resumed duty I was told that both
of my classes will be taken over by the
student teachers. I wasn’t too happy
about that idea and I even indicated that
to Mrs. Pala (school liason officer) and
she has done nothing about it. She said
she was only doing what Mr. Hada (deputy
headmaster) instructed her to do.
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Mrs. Lama further explains why she feels the way she does:

I didn’t like the idea of giving away
both classes because I have to mould them
up and they are now starting to behave in
class and like I said earlier, we have
discipline problems in this school and
now that somebody new is taking them,
they are going to go back to square one
and I have to start all over again when
the teaching practice is over and gosh
who wants to have to go through all that
again?

Ms. Ranu shares Mrs. Lama’s concerns and adds:
I also have a particular way of intro-
ducing a new topic and the students are
already used to it and although I have
had a talk with the student teachers on
this, I don’t know whether or not they
will be doing the same.

Mr. Java was more concerned about altering his relationship

with his class:
I feel that when a student teacher takes
over my class for a good nine weeks, he
may spoil or damage the relationship that
I have established with the class and I
may have a hard time rebuilding this
relationship after nine weeks of not
seeing thenm.

All four cooperating teachers did not anticipate any real
problems with having the student teachers and the general
indication was that they would be basically doing the same
things they had been doing with previous student teachers, to
use Ms. Mela’s words "it’s just the matter of sticking to the
old routine®.

In fact, none of the four cooperating teachers were

anxious about who their student teachers were going to be and
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how they were going to relate to them. According tc one of
the cooperating teachers, it was too early then to be discuss-
ing such issues. Mrs. Lama elaborates:

I think it 8 too c::ly to agk thil ques-

tan:hg:; at this lthc because whatever
events Oor processes we engage in will
obviously involve our student teachers
and its going to be a two way thing.

The others agreed with Mrs. Lama’s comments and the conversa-
Learning something new from the student teachers and the
satisfying feeling of helping someone pass through this
difficult stage in his training successfully were viewed as
rewarding events.
Although it means a lot of hard work, it

can pay off because we can also learn a
lot of new ;h;nq: frgn our ;;udgnz

(Mr. Javn)

And to know that you have been one of
those who made it possible for a young
and upcoming teacher to pass through one
of this difficult phases in his training
can also be a very rewarding feeling
especially if you happen to be teaching
in the same school 3-4 years down the
line after he has graduated and is a
certified teacher (Ms. Mela).

Upon receiving a student teacher, a teacher is required
to take on an additional work load on top of what he or she
already has. These among other commitments may include
assisting the student teacher with lesson preparations,
helping to locate certain materials, checking and commenting
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on lesson plans, observing and providing feedback and
organising and holding conferences almost on a daily basis.
Balch and Balch (1987) in this regard state that accept-

ing a student teacher is a big commitment. The implications
have a life long impact on many young people. They elaborate:

The role of supervising teacher requires

a commitment unlike that in any phase of

teaching. Involving hours of patient

preparation and weeks of tedious pro-

gression in classroom technique, student

teacher-supervisor relationships are an

investment in the education of tomorrow.

Like financial investments, some of these

experiences yield excellent interest

while others result in what seems to be a

deficit (p. 3).
One can appreciate the fact that this must make the cooperat~
ing teacher the most important individual in the eyes of the
student teacher (Olson & Carter, 1989). Henry and Beasley
(1989) contend that the influence of a cooperating teacher on
student teachers has always been considered to be significant.
They cite the works of Karmos and Jacko (1977) in this regard
state that cooperating teachers have been far and above the
most significant professionals who influenced student
teachers. McVea (1992) contends that the greatest apparent
need is for empathy, understanding, and release from the
pressures and anxieties presented by student teaching,
Student teachers, according to McVea, have strong needs for
social and emotional support and this apparently is given by
cooperating teachers.

However significant they may be, many cooperating
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teachers are said to have received little or no training to
prepare them for the supervision of student teachers (Apple-
gate, 1985; Garland & Shippy, 1991; Grimmett & Ratzlaff,
1986). 1In their role as cooperating teachers, the teachers
are involved in many activities they were not prepared for in
their formal teacher education program. These activities may
range from simple items, which may almost seem like common
sense, to complex human interactions. For example, having a
workspace or desk ready for the student teacher on his arrival
can set the tone for the student teaching experience by making
the student teacher feel welcome.

Hopkins (1986) writes, "teachers in the role of cooperat-
ing teacher are given very little preparation in terms of the
skills needed to work with student teachers” (p. 4). Balch
and Balch (1987) concur with this and note that it is unusual
for cooperating teachers to have received much training and
guidance in leadership for these supervisory tasks.

The cooperating teacher is thought to be a very important
person within the practicum setting because of the significant
influence he or she has upon the student teacher. The
cooperating teachers in this study have received no formal
training to equip them to work with student teachers.

It was also evident that there was a lack of choice in
participating on the part of the supervising teachers. Each
was simply instructed to take on a student teacher as part of
his/her professional obligation. It may be worth noting that
like other schools throughout Papua New Guinea, this school
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had no set criteria for selecting cooperating teachers.
Whatever criteria used to select these cooperating teachers
may have been of a more pragmatic nature and unrelated to the
goals of the practicum or the general teacher education
program,

All of the four cooperating teachers expressed some
degree of confusion and uncertainty not only about the
purposes to be achieved in the practicum but also what was
expected of them and in turn what they would expect from the
student teachers. As a result of their uncertainty, Mr. Java,
Mrs. Lama, Ms. Ranu and Ms. Mela all showed little enthusiasm
about the forthcoming event. In fact, they were more con-
cerned with the additional work on their shoulders and having
to give away their classes for nine whole weeks more than they

were with anything else.

Theme Two -

I’'m afraid I fail to see the logic here.
How can you be a friend and an enemy at
the same time? You can’t be both, you’re
either one or the other. I don’t know, I
find it contradicting to be helping and
assessing at the same time. No wonder
it’s difficult (Mr. Java).

All of the four cooperating teachers were well aware of
this role conflict. They generally felt that they were doing
an injustice to the student teachers since, on the one hand,

they were helping them and on the other assessing thea.
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Consequently, the cooperating teachers preferred to concen-

trate only on the counseling role and let someone else take on

the evaluator’s role.
They were divided on who this "someone else" should be.

One of them suggested that the heads of subject departments

take up this role.

I think that it is more appropriate for
the heads of subject departments to eval-
uate since they have been doing just that
to the teachers in their respective depa-
rtments and evaluating the student
teachers would be basically the same
thing except that they would be using the
evaluation forms supplied by the univer-
sity (Ms. Ranu).

Mr. Java who was himself the head of the Social Science

department was opposed to that idea.

I have enough headaches trying to evalu-
ate five of my fellow colleagues all of
whom I get on very well with in the
Social Science department. Adding two
more student teachers besides Peter whom
I'm already working with will be a night-
mare. It’s just something I don’t look
forward to and enjoy doing.

The two other teachers wanted to leave evaluation entirely to
the university supervisor since in their view, student
teachers were the university’s students and not the school'’s.
Moreover, the university supervisors have been with their
student teachers long enough to know of their strengths and
veaknesses to enable them to give a fair evaluation. MNrs.

Lama elaborates:

The bottoa line is that these student
teachers are not our students. We have
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our own school students to worry about so
let the University take care of evaluat-
ing its own students. The university
supervisors should know their students
better than any of us, so it only makes
sense to leave all this evaluation stuff
to the university supervisor and we just
concentrate on helping them to live up to
whatever expectation the university has
of these student teachers.

If any evaluation was to come from the school, it should be
the sole responsibility of the school liaison officer who is
the school’s direct link with the university. Ms. Mela
explains:

If the school is required to provide any

form of evaluation, then it makes more

sense if this is done by the school

liaison officer since she is the school’s

spokesperson who has the direct link with

the university on all matters including

that of the supervision and assessment of

these student teachers.
Although there was some division as to who exactly should
assume the evaluator role, the one thing they all agreed on
was that this person should not be the cooperating teacher.

All four cooperating teachers agreed that their major
role should be to help the student teachers to as Mr. Java
puts it, "learn the art of teaching and become confident in
the process, and not scaring thea with this evaluation stuff.”
According to the four cooperating teachers, these student

its strict sense. Consequently, they all felt it more
appropriate to be concentrating on just helping them get

through the practicum experience and leave the assessing part
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to someone else. One of them attempts to explain:

Generally speaking you would not go to
someone and ask him or her to do you a
favour by knocking you on the head with a
block of wood. Of course not, life isn’t
like that. You narm:lly seek for help
and advice if you’re in need of some-
thing, not trouble .... and this is what
the student teachers come to us for, to
be helped, not to be assessed (Mrs.
Lama) .

Mr. Java who did his teaching practice only three years ago in

that same school picks up the conversation:

ttam ny caapurltinq tﬂithlfl wh-n I did
my teaching practice in this same school
three years ago. I needed help and
advice more than anything else and 1
think that’s what the student teachers
generally expected s0 we should just
concentrate on helping them and not be

bogged down with the assessing aspect.

There were several reasons for their not wanting to take
on the evaluative role. The first had to do with the diffi-
culty they had experienced in trying to evaluate someone who
has been a very close friend and a colleague for a period of
time. They express these feelings in their own words:

Evaluation, yes, oh that’s what we’ve
been hanging over the last couple of
weeks. I mean you know once you get real
close to them like socially, it becomes
very hard to evaluate them .... in one
way you treat them ‘ike your close
friends and colleagues and yet you still

have to evaluate them and that’s hard
(Ms. Mela).

Ms. Ranu picks up the conversation:
We treat them exactly like our colleagues
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but the bottom line is they are still
student teachers and we have to evaluate
them and that’s a difficult task and I
wish we didn’t have to do that, you know
we are always in a conflicting situation.

Mr, Java adds:

And it’s almost easier if you don’t get
close, it’s easier to evaluate if you
didn’t get close. But on the other hand,
sometimes I think when you get close, a
little closer to them, you might be get-
ting to know a little more about them,
you get to know the inside of them and
that can help in your relationship too
and more important they get to see a lot
of the inside of you and so you can give
them a lot of more personal thoughts on
how you teach and what you do and things
like that you know.

Secondly, it was felt that the student teachers would never
trust them. The cooperating teachers felt that no matter how
hard they tried, they would have a hard time winning the
complete trust of those very people they try to help on a
daily basis simply because of the evaluative role imposed upon
them. One of them explains:

And maybe that’s one of the big problems
of maybe winning the student teacher’s
trust. How can they really trust us
their so called colleagues, counselors,
mentors, facili-tators, helpers or what-
ever you like to call it, when deep down
they know that we, the very ones they
rely for help and advice are going to
assess them in the end, where is the
trust? (Mrs. Lama).

Ms. Mela relates this to the role of the heads of subject
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It’s no different to us teachers as one
relates this to our heads of subiject
departments and the school inspectors who
on the one hand are trying to help us
grow professionally and yet on the other
are frequently assessing us. I mean
let’s be honest, who in his or her right
frame of mind would really trust either
of these two? I don’t and never will, so
I guess it'n thq same with us and thl

ative teli impa;:d upon us.

Another reason for the cooperating teachers not wanting to
take on the evaluative role had to do with the credibility of
their reports. From past experiences, they were not always
sure if the school liaison officer would believe and take the
school reports. Mrs. Lama who had been a school liaison
officer for four consecutive years in two different schools
shares some of her past experiences:
I know that school liaison officers may
not always take any note of the cooperat-
ing teachers’ reports when they are com-
piling the school’s final reports on the
student teachers, especially if the coop-
erating teacher’s reports contradict with
the school liaison ﬂftle-t'l own observa-

tions and reports. I have actually done
this myself a couple of times.

It may be worth noting that it is common for cooperating
teachers not to read the final school evaluation reports to
see if these reports do reflect some of their impressions of
the student teachers they have evaluated. The cooperating
teachers felt that if their evaluations were not consulted by

the school liaison officer when compiling the school’s final
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reports then in Ms. Ranu’s words, "we would be just wasting
our time and energy having to evaluate and report on these
student teachers”.

The cooperating teachers also expressed similar doubts
about the university supervisor when he writes up his final
reports on the basis of his own observations and the final
reports from the school. One of them elaborates:

During my four years as a school liaison
officer, I have on several occasions
learnt about student teachers failing
their teaching practice despite the fact
that they had excellent school reports.
So whose reports are more credible? (Mrs.
Lama) .

Mr. Java reflects upon one of his fellow student teachers
three years ago:

Of the four of us in this school, this
person was just simply the most outstand-
ing. He was well liked by the whole
school and not surprisingly he had an
excellent report from the school, but we
all knew that he didn’t get on well with
our university supervisor and consequent-
ly he ended up failing the teaching prac-
tice.

Ms. Ranu who was still trying to make sense of how the student

teacher she had worked with the previous year failed her

I almost had a heart attack last year
when I learnt that the poor student
teacher I had failed her teaching prac-
tice. She was one of the best young
teachers that I’ve worked with and all my
reports on her were excellent, In fact 1
gave her a straight ®"A" and how she



156

failed remains a mystery which only the

school liaison officer and the university

supervisor can solve.
Although the cooperating teachers may have experienced this
role conflict in different ways, one thing they all had in
common was that they found it difficult to communicate to
student teachers when carrying out formative evaluations,

particularly when they had observed areas of weakness in

student teachers’ instructional practice. One of them
describes how frustrating this can become:

When you see something in the classroom
that you find is not the way it should
be, and when you ask student teachers
about it, or tell them about it, or try
to bring them around to seeing that, it
is seen as a put-down, a negative com-
ment, a negative evaluation, and there-
fore they feel that they are not good at
what they are doing (Ms. Mela).

Despite the conflicting situation the cooperating
teachers found that they still had to evaluate the student
teachers. Mrs. Lama, Ms. Ranu and Ms. Mela all agreed that
the best they could do and had been doing is no different to
what Mr. Java articulates and has been doing.

I find it quite difficult but I try to be
more honest with the person I evaluate,
after all you can’t be too sympathetic
and give a false impression because that
will be wrong and it won’t do any good to
the student teacher in the long run.

Mr. Java actually revealed that he was very frequently
compelled to struggle with the choice between providing true
but potentially discouraging feedback or strengthening much
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needed confidence by witholding negative comments. His three
colleagues shared similar feelings and the four of them agreed
that they were well aware that each choice they made or would
long-range consequences. When the "truth®™ is withheld in
order to allow the student teacher time to achieve greater
mastery, but no progress is later observed, the supervisor or
cooperating teacher may feel it unfair to counsel out a
student who has already invested several years in teacher
preparation (Katz, 1986). Katz continues and states that in
many such cases, the supervisor (cooperating teacher) faces
the choice between the error of discouraging or even failing
4 student teacher who might have become good at teaching, or
of retaining a student teacher who might turn out to be {11l

suited to it. “"To my knowledge there are no data to guide

any supervisor in the choice or error in cases of this kind®
p.9.
Anderson, Major and Mitchell (1992) who recognize this

trust their instincts. As long as they want their student
teachers to have honest and realistic experiences and encour-
age them to be the best student teachers they are capable of
becoming, they should trust their built-in guidance system.
“Something as complicated as being a cooperating teacher
cannot be cookbooked” (p. 102).
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up: "yes, but how about evaluation of the teacher? How can a
supervisor be expected to develop an open, supportive, and
trusting interpersonal climate when he or she is also expected
to evaluate the teacher?” (Blumberg, 1980, p. 163).

The very same questions could be asked or directed to the
cooperating teacher who takes on a student teacher within the
practicum setting. Avalos (1991) writes:

One of the constant criticisms made
against the supervisory process concerns
the confusion between its role of guid-
ance and support of the trainee and the
function of assessment of the trainee’s
ability to teach (p. 39).

Of the many roles that cooperating teachers play within
the practicum setting such as planner, instructor, observer,
provider of feedback, two stand out as directly contradicting
each other. These are the counselor role and the evaluator
role. Turney et al (1982) provide us with a sense of what is
involved in each of these two roles. The counselor role they
state is based on a sensitivity and concern for the student
teacher as a person and as a developing teacher. They
continue:

It embodies those supervisory skills that
help the student develop positive atti-
tudes, resolve concerns, clarify behav-
iours and co-operate with others. This
role is a central one which underpins the
operation of all of the other roles since
it deals vith the affective and interper-

sonal aspects of the student teacher’s
work (p. 6).
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The evaluator role on the other hand is concerned with
making sound judgements about the level of the students’
development as a teacher in relation to the aims of the
practicum. These judgements they say “"are made on the basis

of evidence accumulated from successive feedback sessions with

conveyed to the student teacher and the teacher education
programme. The evaluator role, if not sensitively and
supportively played, could potentially conflict with the
counsellor role since the making of judgements about their
teaching progress almost inevitably poses something of a
threat to student teachers" (p. 7).

Katz (1986) labels these conflicting roles as "desands®
more than anything else in order to convey the sense that
“they are aspects of the role that seem to "push® and "pull®

the role-taker in different, if not opposite directions® (p.

4). Thus in the practicum setting, cooperating teachers are
expected to evaluate student teaching performance as well as

providing student teachers with feedback in a warm, supportive
atmosphere that will encourage their development (Foster,
1989; Mills, 1990).

Calanchie (1990) who no doubt is well aware of this
dilemma writes:

The great dilemma for the cooperating
teacher is balancing the conflicting role
as evaluator and helper. On the one hand
there is an expectation to develop an
open, trusting and supportive interper-
sonal relationship with the student
teacher, wvhile also being expected to
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make Jjudgements regarding the student
teacher’s effectiveness (p. 75).

It has been observed that in the interaction between
supervisors (cooperating teachers included) and their student
teachers, despite attempts to reconcile their role behaviours,
the evaluative role tends to predominate (Avalos, 1991; Henry
¢ Beasley, 1989; Nias, 1976; Tinney, 1993). This conflict
seems unrelated to the personality of the supervisor, and
occurs as a consequence of the organizational constraints of
the practicum (Blumberg, 1980; Joly, 1992; Ord, 1990).

Katz and Raths (1992) who also recognize this dilemma
suggest that one way to overcome this role conflict is to
separate the formative and summative evaluation roles and have
different members engaged in the supervisory process take on
these different roles. For example, the cooperating teachers
in this study suggested that they should concentrate on the
formative aspect only while someone else, like the school
liaison officer and the university supervisor, focus on the
summative role.

The great dilemma for cooperating teachers is balancing
the conflicting role as evaluators and counselors. On the one
hand there is an expectation to develop an open, trusting and
supportive interpersonal relationship with the student
teacher, while also being expected to make judgements regard-
ing the student teacher’s effectiveness.

All the four cooperating teachers in this study were well
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aware of this role conflict. Consequently, they preferred to
concentrate only on the counseling role and let the heads of
the subject departments or someone else take on the evalua-
tor’s role.

There were several reasons for not wanting to take on the
evaluator’s role. First, they experienced great difficulties
in trying to report on someone who had been a close friend and
a colleague for a period of time. Secondly, they felt that by
evaluating, they were losing the trust of their student
teachers which was an uncomfortable feeling. Thirdly,
relating to their past experiences, the cooperating teachers
felt that their reports may not always be consulted when the
final school reports are being compiled and hence viewed the
evaluation process as a waste of time and energy on their
part.

This duality of role is not peculiar to the practicum
setting. It is part of life in all organizations where
holders of various hierarchical positions are responsible, not
only for the growth and development of others, but also for
the evaluation of their performance. The impression I got as
I conversed not only with the cooperating teachers in this
study but generally with other teachers and people in educa-
tion, was that the issue is largely ignored. In most cases it
seemed that the cooperating teachers, like other supervisors,
would talk about the problem among themselves and thea shrug
their shoulders knowing that the game will be played. Student
teachers also talked about the problea and played their own,
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often elaborate, game. It is another supervisory problem that

typically is not dealt with and is being avoided.

«¢esss &8 I have always maintained, work-
ing with student teachers simply means
adding on more work on our shoulders,
yes, just more headaches. You really
have to be prepared to sacrifice a lot of
your own time when you work with these
young student teachers (Ms. Ranu).

As was mentioned previously, the four cooperating
teachers had no say in whether they wanted to take on a
student teacher or not. All cooperating teachers in Papua New
Guinea have little or no say. They are simply instructed to
take on student teachers by the head of the school or his/her
deputy as a sense of professional obligation. The four
cooperating teachers generally believed that instruction was
Three of the cooperating teachers expressed strong feelings
about the direct effects of the student teachers’ instruction
on their students’ learning. The cooperating teachers knew
that they would ultimately be held responsible for their
students’ academic progress. As one of them (Ms. Ranu) puts
it, "you know if anything goes wrong with our students like if
all of a sudden they are scoring low marks in tests and things

like that we are the ones that are going to be answerable to
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their parents and the authorities alike”. The cooperating
teachers also felt displaced and almost unwanted with the
student teacher’s presence. It was generally felt that the
arrival of the student teachers had an adverse effect on their
relationship with their students. Two of the cooperating
teachers stated that their students "liked® the student
teachers better than them hence this caused them to feel
unwanted and they began to feel displaced from the central
pPosition in their own classrooms. Three of them, with eight,
ten and fifteen years of teaching experience respectively,
somet imes felt threatened when their student teachers made any
attempts to propose new ideas for instruction. Two of them
actually admitted discomfort and a vague jealousy. They
thought they should be the source of ideas for instruction
because they had a wealth of teaching experience behind them.
One of them elaborates:

Yes, it’s true that sometimes I feel that

after having taught for 15 years now [

don’t need to accept any advice from a

young student teacher but I don’t know, I

have mixed feelings, like I should be the

one telling him what to do and yet some

of his ideas may be worth trying out

(Mrs. Lama).

The student teachers were generally held responsible for
the disruption of normal classroom routines. Although all
three student teachers in this study made it very clear that
they, as visitors or outsiders, had no choice but to simply
conform to the existing culture, which included routines, of

their cooperating teachers’ classrooms, the cooperating
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teachers, on the other hand, articulated that their student
teachers often disrupted the normal classroom routine. MNr.
Java stated that "the student teachers had to get used to
routines and fit into them and had a lot of difficulty in
making sense of how the classroom worked®. Ms. Mela who was
aware of the confusion that student teachers go through in
trying to find order in this complexity explains:

Well personally I think 4in the first
instance these young inexperienced

teachers are overwhelmed by the enormity
of the day to day routine when so many
things seem to be happening during a
typical school day in a self-contained
classroom.

The cooperating teachers generally found it unsettling to
have their classroom experiences changed and sometimes
challenged in the substantial ways that occurred with the
arrival of the student teachers. For instance, the student
teachers often handled classroom management problems differ-
ently from them in that sometimes they were far more punitive
than their cooperating teachers. At other times the student
teachers ignored misbehaviour and spent time on very trivial
matters. The cooperating teachers many times had to re-
establish boundaries, manage the classrooms from a peripheral
position, or attempt to work around the student teachers’
actions, while trying not to undermine their young colleagues.
All four coope ating teachers resented the disruption to
routines. However, because they were committed to helping the

student teachers as well as teaching their students, they had
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to make a lot of compromises.

Despite these tensions, all four cooperating teachers
found ways to integrate the student teachers into routines.
The student teachers were often regarded as coming in with too
many “"university ideas" that the cooperating teachers who had
been in the classroom for many years, regarded as irrelevant
to the world of the classroom. For axample, the cooperating
teachers did not really believe in integrated teaching, thus,
these teachers wanted the student teachers to teach subjects
independent of one another ana did not really see any rel-
evance in integrated teaching as advocated by the university.
Thus, these teachers wanted the student teachers to teach
subjects independent of one another as Mrs. Lama elaborates:

Maybe I have been in the profession a
little too long to easily buy into any
new ideas, but I fail to see how you can
effectively integrate two different sub-

jects to improve your teaching. For
instance, what teaching skills in English
do you employ to relate to say, the con-
cept of “"Family” in Social Science?
There may be ways, but not any that I can
think of.

Although, the student teachers did not challenge the
cooperating teachers about long-established practices, these
teachers worried that they might not be able to answer them
adequately in the event that one of the student teachers did
80. As Ms. Ranu explains:

Yes, the two student teachers teaching my
English classes have been really into the
MICE concept (motivate, inform, challenge

and excite) .... you know its another one
of these university ideas again. I just
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hope one of them don’t question me on
this concept or why I'm not using it

answer them,

Two of the cooperating teachers, who especially felt that
they had spent too much time with their student teacher,
worried about the indirect effects on the students of shifting
time and energy to the student teachers. These teachers often
talked about teaching as hard work. They ended the school day
tired and exhausted. Working with student teachers only added
more responsibilities to an already busy typical school day.

In a typical school day where teachers complained there
was never enough time to do everything that needed to be done,
there was more to do. Mr. Java who keenly felt the loss of
this time states:

Well, working with student teachers is
certainly very tiring. I can see how we
cooperating teachers spend 80 much time
with these student teachers on a one to

one basis. Compare this with the amount
of time we give to any of our students’

needs.
It was generally felt that student teachers can direct a great

amount of teacher energy and attention from the students.
This dilemma unfortunately remained unsolved even by the end
of the practicum.

All the cooperating teachers expressed concern over the
lack of communication between them and the university or its
representative, the university supervisor. These cooperating

teachers found the university’s support insufficient and
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seldom clear or well defined. This lack of communication
created adversarial feelings toward the university and
questioning of the expectations that came from the university.
Ms. Mela speaks of her concern:

There need to be regular meetings between

the university supervisor, the school

liaison officer, the student teachers and

the cooperating teachers right from the

start to iron out any differences and

misunderstandings so that we can all work

towards a common goal.
Mr. Java picks up the conversation:

My main problem is not knowing when Mr.

Atta (university supervisor) is making

his trips here, no idea of his schedule.

And in the event that we happen to meet

its just "hello” one minute and "goodbye”

the other and he is gone.
All the teachers expressed the concern that the school liaison
officer and the university supervisor should be taking the
leading role in organising regular meetings between them-
selves, the student teachers and the cooperating teacher.
Sadly, no such meetings took place all throughout the practi-
cum,

The communication issue came up very frequently during
our discussions accompanied by unanimous criticism of the lack
of two-way communication prior to and during the teaching
practice. All four cooperating teachers thought that the
student teachers were equally uninformed about the student
teaching experience in general and the university’s expecta-

tions in particular. The teachers agreed that the university
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as represented by the supervisor, not only affected them
negatively but was almost totally indifferent to their
schedules, needs, and priorities. They were not listened to
and almost always felt demeaned by this process. What they
wanted was a simple two-way communication in which their
voices were heard equally. An example one of the cooperating
teachers offered was that messages about when Mr, Atta would
visit were relayed through the student teacher with no
apparent regard for the cooperating teacher’s schedule or

convenience. Ms. Ranu describes an actual incident:

Oh, I won’t forget that Thursday when me
and Mr. Atta met at the door to go in to
the same class to observe the same stu-
dent. Realizing that, I turned and
returned to my office .,... I thought Le
was going in to observe and he thought I
was going in. In the end none of us did
as I learnt from the poor student teacher
later .... and I could see all the frus-
tration in his face.

Other concerns raised by the teachers had to do with the
absence of the practicum handbook, not always getting or
receiving assistance from colleagues who have had the experi-
ence of working with student teachers before and not knowing
exactly how much help they were expected to provide to the
student teachers. For example, Mr. Java who had had his first
experience of working with a student teacher only the previous
year comments:
Come to seriously think of it, this time

last year was a living hell for me, in
fact all throughout the nine weeks of
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teaching practice. I simply did not know
what to do with that student teacher and
moreover, I got no assistance from
teachers who had had student teachers
before. There were three senior teachers
who had worked with student teachers
before and whenever I approached any of
them, they simply commented that they
were too busy and did not want to have
anything to do with the teaching practice
and so I was entirely on my own.

Ms. Mela, who was the most outspoken of the four cooperating

teachers, was more concerned with not even having a chance of

seeing the teaching practice handbook. She expresses her

concern:

Like I said during the first interview
(pre-practicum), the most annoying thing
over the years for cooperating teachers
has been working with student teachers
without the so called teaching practice
handbook.

Ms. Mela continues:
I mean I have been doing things my way

all these years in an effort to help
these poor student teachers. What else

can you do without consulting what'’s
suggested in these teaching practice
handbooks?

The practicum handbook issue came up a couple of times

with other information to each school. The expectation is
that this one book will be made available to every teacher in
the school, especially those working with the student

teachers. All four teachers asserted that none of them had
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seen a handbook during all those years they had worked with
student teachers because according to them, the handbook never
went beyond the headmaster’s office. In the event that it
did, it found itself on some school liaison officer’s shelf
collecting dust. This implies that there were no meetings
between the liaison officer and the cooperating teachers to
share whatever materials and information were sent from the
university. This practicum was no exception. No meetings or
conferences of any sort took place between or among any
participants and the practicum handbook was not seen in the
staffroom nor with any of the cooperating teachers.

All these concerns, as Ms. Ranu put it, were "causes for
bigger or more severe headaches®. Consequently, this led the
other three cooperating teachers to agree wholeheartedly with
Mrs. Lama’s comments of being "unacknowledged, overworked and
underpaid” in their capacities as cooperating teachers.

The cooperating teachers felt that they rightly deserved
some kind of compensation for all the extra work and energy
invested in working with student teachers. The issue of
compensation came up a number of times not only in our
conversations but also in the journal entries of those
teachers who maintained their journals. For example, Mr.
Java’s journal entry reads:

Supervising teachers in Papua New Guinea
have been working with student teachers
every year without any proper preparation
in terms of the necessary training and
guidelines needed to enable them to per-

form their roles more effectively. Many
like myself have been and continue to
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work in total isolation and confusion.

Moreover, no one seems to acknowledge the

hardships we have been going through so I

think it’s about time we are compensated

either by money or some kind of pro-

feasional training.
By way of compensation, the cooperating teachers chose to be
revarded with either monetary rewards, professional develop-
ment or public recognition. All agreed for an amount between
K100.00 and K200.00 honorarium which is equivalent to $130.00
and $230.00 Canadian dollars. Failing that they wanted the
bearing first degree or graduate level courses dealing with
the supervision of student teachers in order to broaden their
knowledge of supervision theory, learn effective supervisory
techniques and keep with the current changes that are occuring
in teacher education. With regard to public recognition, they
wanted letters of recogiition from both the university and the
National Department of Education for their files and, more-
over, they wanted that to be a factor considered ir their
personal inspections for promotions and further advancement.

Many cooperating teachers willingly volunteer to take on
student teachers despite the fact that most receive little
compensation (Korinek, 1989). Other reasons for accepting
student teachers include a sense of professional obligation
and the hope that a "new face” might prove to be a "revitaliz-
ing force® in the classroom (Koerner, 1992, p. 47).
Unlike other teachers in the school who basically go

about their unchanged daily routines, the cooperating teacher



172

has to make a lot of re-arrangements and re-adjustments in
order to accommodate an extra person in his or her own little
world. This means being willing to sacrifice extra time and
enerqgy to take on added responsibilities and commitments and
knowingly or unwilling to be interrupted from his/her normal
daily routine.

Koerner (1992) argues that the expectation that the
classroom teachers have the time or energy to add this task to
all their other tasks and do an adequate job in teaching both
the pupils in the classroom and the student teacher may be
unrealistic. She notes that adding a new person to the
classroom has both positive and negative consequences. The
cooperating teachers in her study reported that this addition
affected the instruction of the children, the routine, the
materials and the activities. "More fundamentally, from the
cooperating teacher’s perspectives it changed the status of
the teacher with the children and in turn changed the
teachers’ view of themselves as central in their classrooms®
(p. 53).

Yates (1981) corroborates this and states that "although
cooperating teachers recognize the importance of teaching
pPractice, they feel it can still disrupt the working of a
class® (p. 46).

Anderson, Major and Mitchell (1992) discuss similar
concerns of cooperating teachers:

Possibly the most common concern of

veteran cooperating teachers is related
to the big picture regarding the student
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"What kind of person will I be working
with?® they ask. "I have read the infor-
mation supplied by the university but it
is pretty generic - an autobiography and
& list of the classes in their major and
minor fields. I want to know the kind of
person I’'m getting."

A second concern of veteran cooper-
ating teachers is the skill level in
pedagogy and the knowledge level in sub-
ject matter that their untried and
untested student teacher brings to the
assignment. Cooperating teachers ask all
sorts of questions: “"Does my student
teacher have any experience with our
reading series?” "Will my student
teacher, who has a broad background in
social studies, be able to handle a unit
on Latin American geogcaphy?® "Will they
be able to relate to my below-average
Classes?” “"Will they be able to under-
stand student questions, motivate the
slower ones, and teach at the students’
level of comprehension?”

A third concern is whether student
teachers can relate to students. “Will
my student teacher remember what it was
like to be gangly, have braces, and be
clumsy?® "Will they remember what it was
like to be a boy in the wmiddle school -
pPimples, hormones out of control, trying
to be ‘cool’, Jjust trying to survive
puberty let alone learning much?® “When
I have just begun to get this class mov-
ing and working cooperatively, and am
just now getting them to make progress,
will my student teacher be able to con-
tinue this or will I have to start all
over again when my student teacher
leaves?”

A final concern deals with the per-
sonalities of student teachers. W¥We have
heard cooperating teachers say the fol-
lowing: “What can we expect from this
student teacher? The last one never
visited the teachers’ lounge, never
attended staff meetings or teacher in-
services. I got the impression that he
was more of an aid than a student

173
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teacher. I want someone who is inter-
ested in teaching, involved and profess-
ional. I would not waste my time with
the others."

But we have also heard cooperating
teachers say: "Last year, two student
teachers took over the teachers’ lounge
and acted as though it were the univer-
sity student union. They were loud,
boisterous, and, most of all, critical of
our school. They made us feel like out-
siders. Our problem is that we took it.
But no more!" (pp. 133-134).

The four cooperating teachers in this study generally
felt that instruction was at risk because of the "take over"
of the student teachers. They also felt they were being
displaced and almost unwanted. It was generally felt that the
arrival of the student teachers had an adverse effect upon
their relationship with their students and some even felt
threatened when their student teachers made attempts to
propose new ideas for instruction. The student teachers were
generally held responsible for the disruption of normal
classroom routines and the cooperating teachers further found
it ungettling to have their classroom experiences changed and
sometimes challenged in the substantial ways that occurred
with the arrival of the student teachers. All of the four
cooperating teachers resented the disruption to routines.

According to the cooperating teachers, the student
teachers were often regarded as coming in with too many
“university ideas” that they who had been in the classroom for
many years, regarded as not necessarily relevant to the world

of the classroom. Two of the cooperating teachers who
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especially felt that they had spent too much time with their
student teachers worried about the indirect effects on the
students of shifting time and energy to the student teachers,

All the cooperating teachers understandably expressed
concern that working with student teachers only added more
responsibilities to an already busy school day. All four
expressed concern about the lack of communication between
themselves and the university as represented by the supervi-
sor. They were particularly critical of the lack of two-way
communication and wanted communication in which their voices
were equally heard and valued.

Other concerns raised included the absence of the
pPracticum handbook, not always receiving assistance from
colleagues who have had the experience of working with student
teachers before and not knowing exactly how much help to
provide to the student teachers.

All agreed to the label of being “unacknowledged,
overworked and underpaid® in their role as cooperating
teachers. And being "unacknowledged, overworked and under-

paid® were the consequences of having student teachers.
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sumpagy

The discussion in this chapter focused on the cooperating
teachers, what they experienced and the kinds of concerns they
have as a result of working with student teachers. Though
they were influential, all four cooperating teachers found
themselves working with uncertainty due to lack of communica-
tion and insufficient guidelines from the university. Among
others, the lack of two way communication and preparation of
cooperating teachers to assume their supervisory responsibil-
ities remain key problems in the practicum. The university
relies heavily on handbooks, most of which in the first
instance do not get to the cooperating teachers and do not
convey at all effectively the numerous understandings and
skills requirqd of cooperating teachers.

The supervisory requirement for evaluation of the student
teachers’ performance made the cooperating teachers feel like
a breaking of trust and an unkind act. The very act of giving
critical feedback felt negative, contrary and in direct
opposition to their supportive role. The point I’ve tried to
express is that while the professional role of the evaluator
is clearly understood and accepted, the human experience of
acting in a manner that feels like being an ogre is not
comfortable and acceptable.

The consequences of having student teachers meant having
to put up with a lot of interruptions to their normal everyday

routines and sacrificing long extra hours working with these
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young teachers. Realizing that they were alone in their
struggles, the cooperating teachers labelled themselves as
"unacknowledged”, "overworked® and "underpaid". By way of
with either monetary rewards, professional development or

public recognition.
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CHAPTER 6
THE PERCEPTION OF ROLRES

One aspect influencing the success of the
student teaching experience could be
found in attitudes of each of the members
of the teaching triad toward each other
as they relate to role expectations and
responsibilities (Bain, 1991, p. 2).

[Nt roduct jor

While many education students have stated that the
practicum experience is the most valuable of their coursework,
critics, according to Bain (1991) have often expressed their
fears that the value of such is questionable with the pro-
cedures and goals open for debate. Bain asserts that “one
might be found in the attitudes of each of the members of the
teaching triad toward each of the other members of that triad
specifically or generally” (p. 3).

Speaking of the research on the triad members, Guyton and
interviews and observations indicated that role behaviors are
influenced greatly by the way one conceptualizes or thinks
about that role" (p. 524). Bain (1991) also tries to bring to
our attention that the perceptions of all involved concerning
their own and the roles of others within the practicum setting

will also affect their interactions within that setting. For



179

instance, Boudreau (1993) who focused his study on how
cooperating teachers define their roles reminds us that this
group of people play a major role in the success of a practic-
um, The definition they give to this role orients their
behavior and interactions with a student teacher.

Bearing these thoughts in mind, cooperating teachers’ and
student teachers’ perceptions of their own and each others’
roles prior to, during and after the practicum are explored in
this chapter. As well, the relationship of these roles as

perceived by both groups of participants is discussed.

Ihe Student Teachers'’ Perspectjive

Wel', apart from the little that is writ-
ten in the teaching practice handbook, my
understanding is that the cooperating
teachers are basically there to help and
guide us get through to the end of this
important phase of our training (Daniel).

The three student teachers generally perceived the role
of the cooperating teacher as more of a helper, someone they
could turn to for help and advice. However, this didn’t come
about until much later during the pre-practicum interview. As
indicated earlier, these students had had no teaching practice
experience prior to this one, which would be the only one
before they graduate and seek employment the following year.
Consequently, they were very anxious and did not articulate
much about what they expected of their cooperating teachers at

the beginning of the interview except to perceive them to be
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there for advice and guidance apart from their evaluative
role, as is illustrated below:

The roles of cooperating teachers, well,
we have been told basically that they
will be observing some of our lessons and
will be available for advice and guidance
apart from evaluating us (Daniel).

The specific kinds of advice and guidance and the manner in

which they would be evaluated were never elaborated by the
student teachers. Nevertheless, they all perceived evaluation
to be one of the cooperating teachers’ roles. As our conver-

sation continued, it became apparent that the terms "advice

and guidance” 1led the student teachers to perceive the
cooperating teacher to be more of a helper and facilitator or
mentor than anything else. They articulate in their own
words:

Yes, I think more than anything else I
see them as helpers. They are there to
help us and guide us in learning every-
thing about this new profession. They
are the first people in the school that
we are going to turn to for help and
advice s0 I would say that helping us in
whatever way possible should be their
major responsibility (Chris).

Peter who saw the role of the cooperating teacher as that of

Mostly a guidance kind of a role, let you
do your own thing but if you go way out
of track they would bring you back on
track.
Daniel takes the "helper” role a little further than just

helping the student teachers with things like lesson prepara-
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tions:

Yes, besides helping us with lesson plans
and things like that I expect them to be
standing by our sides and supporting us
in times of trouble or disagreement
either with the school staff or among
members of the community because you
know, who else can we turn to?

Daniel’s comments prompted or led the three to go into a kind
of brainstorming session which resulted in a number of
specific roles that the student teachers identi®ied as
expectations of their cooperating teachers. These include:

"Help us and show us where to locate certain teaching

materials"”
"Tell us more about the education system®

"Tell us about the school’s philosophy"
"Be available to help us at all times”
"Warn us about the problem staff"

“Tell us or show us how to approach the senior staff like
the heads of departments, and the headmaster or his

deputy®
“Tell us about the problem kids in the class and how to

discipline them"
"Help us with our lesson preparations"
Most importantly, according to them, the student teachers
expected the cooperating teachers to be kind and understanding
and treat them like young members of the same team. As Chris
puts it, “"we just want to be treated as friends".

The following specific requests to help the cooperating

Daniel and Peter:

*Please be honest, natural, and open in our
discussions."

“Be candid in discussing your own shortcomings
or lack of success in ideas you have tried."”

“Introduce me to other staff members, and make
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me feel at home."

"Give me the freedom to choose whether or not
I want you in every class when I have assumed full
responsibility.”

"Gather students’ reactions to my teaching and
then pass them on to me."

"Give me confidence in myself."

"Let me know that you are available if I need
help."

As regards their own roles and responsibilities, the student
teachers were left in the dark. Apart from observing their
cooperating teachers teach during the first week of the
practicum, planning their lessons in advance and taking part
in extra curricular activities, as was stated in the handbook
and articulated by the coordinator, they didn’t have the
slightest idea of what else to expect of themselves except to
wait until they were in the schools. They would then find out
from their cooperating teachers what was expected of them.

And as for us, well apart from doing some

observations in week one, planning our

lessons in advance, taking part in extra

curricular activities and other general

things like dress and punctuality, we

really don’t know. We are told that we

quickly have to find out from our super-

vising teachers what they expect us to do

and I guess go on from there (Danjel).
This left them in a state of panic and frustration as Peter
who was the more outspoken of the three elaborates relating to
his earlier career in the army:

Yes, the training, well that was hard

stuff, but at least we all knew exactly

what was expected of us and I think

that’s the main thing. In this situ-

ation, we are just left in the dark and

I'm starting to panic and that's very
frustrating. This training is even



183

harder than that in the army under these
circumstances.
Peter ended by stating that he thought there was some communi-
cation problem somewhere between the university and the
schools,

He was right, there was no evidence of any effective
communication between the participating schools and the
university. Even :: .ugh this school like a number of other
schools was only five minutes by car from the university,
these three student teachers didn’t even have any pre-practi-
cum visits and moreover they didn’t know who their cooperating
teachers were going to be until the first day of the practicum
when they arrived at the school. One of them didn’t know who
his cooperating teacher was going to be until the end of the
first week when the reluctant cooperating teacher was required
to take on this student after having received strong instruc-
tions from the deputy headmaster.

All three student teachers thought the university through
the teaching practice handbook would provide a clear and
explicit outline of their roles and responsibilities as well
as those of their cooperating teachers. They were disap-
pointed because the university failed to meet that expecta-
tion. Consequently, Peter, Chris and Daniel had gone into the

practicum with their own pre-conceived notions, apart from

The way in which the student teachers perceived their own
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e cooperating teachers’ roles remained consistent

- the practicum. For example, when I enquired to see

'me >f these expectations had changed over time in the

! v .eek during the mid-practicum interview, I got the
“n’  4ing responses:

Well, nothing really has changed so far
in terms of what we expect of ourselves
and our cooperating teachers. It’s still
the same as before, above all things, we
still expect them to help us get through
the remaining four weeks of the teaching
practice. As for us, well, we have
already been told what to do, so we are
sticking to that (Chris).

Peter picks up the conversation and elaborates:

If I recall correctly we told you during
our first interview that we were not too
sure of our own roles except to come here
and find out from our cooperating
teachers. So now as we had expected, our
roles have been defined by them and as
Chris has said, we are sticking by those.
As for our cooperating teachers, well,
apart from their evaluative role, we
still see them as our big helpers in
every possible way.

The responses I got from the post=-practicum interview were
similar in nature:

Thank goodness it’s all over, but nothing
has changed from the way we had perceived
our own and the cooperating teacher’s
roles. I basically still see us doing
things the way we are told to do and the
cooperating teachers helping us on a
daily basis (Daniel).

And Peter comments:

That’s right, if we were to start all
over again it would basically still be
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the same kinds of expectations of our-
selves and our cooperating teachers. We
being told or our roles being defined by
them and they being there to offer help
and advice.
Similar comments were also noted during our many informal

conversations throughout the practicum.

Ihe Cooperating Teachers'’ Perspective

Well, basically the student teachers are

expected to observe during week one and

then start teaching and taking on full

responsgibilities from week two onwards

(Ms. Mela).
Not having consulted the practicum handbook, the cooperating
teachers had no idea what the university expected of these
student teachers and how they were going to relate their own
expectations to that of the university. Consequently, the way
they perceived the roles and responsibilities of the student
teachers in this study was based on their past experiences of
working with student teachers. The cooperating teachers
generally agreed that they didn’t expect much from the student
teachers during the first week as this was normally devoted to
observation and orientation. However, beyond that week they
expected the student teachers to take on full responsibil-
ities. They articulate in their own words during the pre-

practicum interview:
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Without the teaching practice handbook,
it’s difficult to know what to expect
from these student teachers, however,
from expe. ence, they observe, fix up
their timetabl.s and things like that
during the first week. They start teach-
ing and taking on full responsibilities
both inside and outside the classroom
environment from week two onwards (Ms.

Ranu) .

Mrs. Lama picks up the conversation:

That’s right, it’s difficult to relate
our expectations of these student
teachers to the university’s without
consulting the handbook to see what their
own expectations are of their students,
80 we just have to wa:k with these stu-

with the others in the past. Like we
will expect them to observe and prepare
themselves during the first week and then
take up the maximum teaching loads as
required by the university as well as
other responsibjilities from week two
onwards.

And Mr. Java adds:
The student teachers, well, it’s hard to
say but they should know what their roles
and responsibilities are so they should
be able to take on full responsibilities
both inside and outside the classroom
after the observation week.

That was generally how the cooperating teachers perceived
the roles and responsibilities of their student teachers. One
can understand why the cooperating teachers perceived the
they did. Not having played any part whatsoever in the

organization of the practicum or better still not having had
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teaching practice, the cooperating teachers out of total

ignorance were of the impression the student teachers would

out for teaching practice and hence expected them to take on
full responsibilities from both inside and outside the

classroom beyond the observation week. When I asked for some

got the following response from one of them:
Oh, honestly I don’t know, just about
everything an ordinary teacher does
daily, from planning, teaching, disci-
plining students, taking part in extra

curricular activities. Come on John you
should know all these things (Ms. Mela).

»

teachers to plan their lessons ahead of time, take on teaching
responsibilities, deal with classroom management and be

willing to take an active part in extra curricular activities,

like the student teachers were left in the dark. They didn’t
really know what to expect of themselves except to be avail-
able to provide any "help" that may be needed. As one of them
elaborates, “"assisting with preparing lesson plans if

required, showing where teaching materials are kept, observing

lesson plans and other general needs® (Mr. Java). As Ms. Mela
puts it, "you know the same old stuff that we have been doing
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with other student teachers over the years." It became
apparent that apart from these efforts, the cooperating
teachers expected little else of themselves because in the
first instance they had no idea what was expected of them.

Like the student teachers, all of the cooperating
teachers thought the university would provide a clear and
explicit outline of their responsibilities, and all were
disappointed because the university not only failed to meet
that expectation but at times turned out to be a source of
conflicting or unclear directives and unstated, unspecified
goals. Because the university’s expectations for the cooper-
ating teachers were so vaguely defined, these teachers drew
upon their past experience as a student teacher and their own
teaching expertise to construe or define their own roles and
responsibilities to empathize with the student teachers and to
plan what to do as cooperating teachers.

Mr. Java who did his student teaching in this same school
not too long ago recalls his first day as a student teacher:
It’s a haunting experience. My first day
in this very school as a student teacher
on that rainy Monday morning in July of
1989 will never be forgotten. I was
scared, lost, confused, everything, you
name it. I just felt like a young piglet

being led to the crocodiles.
Ms. Ranu remembers and then holds for her student teachers the
expectations imposed on her as a student teacher some years
back:

Just like we stated earlier, this teacher
wanted all my lessons prepared in advance
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and he was very strict about classroom
management and things like that and I had
no choice but to make sure I kept up to
those expectations.

Mrs. Lama and Ms, Mela also recalled similar accounts in their

Like the student teachers, the way in which the cooperat-
ing teachers perceived their own and the student teachers’

roles remained consistent throughout the practicum. The

this well:

Although we are now in week five of the
teaching practice, nothing has changed in
the way we generally perceive our own as
well as our student teachers’ roles. To
cut the long story short, we are here to
generally offer help and advice and they
are here to basically perform as they
have been instructed (Mrs. Lama).

And as Ms. Mela adds:

Yes, I don’t think these basic role ex-
pectations are going to change any way
because student teachers we expect are
going to be told what to do by us, and we
as cooperating teachers although, not
always sure of our own roles basically
are here to help them along.

The responses from the post-practicum interview were not any
different:

Even though we have now come to the end
of another teaching practice, the way we
cooperating teachers perceive our own and
the student teachers’ roles still remain
the same as before the start of this
teaching practice. Please correct me if
I'm wrong (referring to his colleagues)
but as long as we remain cooperating
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teachers and take on student teachers
these same sorts of expectations will
remain (Mr. Java).

Ms. Ranu picks up the conversation and relates to her own
student teaching experience:

Yes, even during my student teaching some
years ago, there have been generally the
same sort of expectations. Student
teachers don’t know what to expect of
themselves until they arrive in schools
and are told what to do. As for the
supervising teachers, they are not always
really sure of their own roles, but they
have been the ones providing most help
and advice.

Due to lack of communication, the members
experience intra- and interpersonal role
confusion during student teaching and
divergent role expectations of themselves
and others (Guyton & MclIntyre, 1990, p.
523).

The uncertainties expressed by both student teachers and
cooperating teachers regarding their own and each others’
roles and responsibilities were largely due to the lack of
communication. As indicated earlier, there were no pre-
practicum visits despite the fact that this school was only

two kilometers from the university. Neither were there any
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meetings between the university supervisor, the school liaison
officer, the cooperating teachers and the student teachers
prior to, during or after the practicum to discuss and clarity
issuea of common concern such as going through the teaching
practice handbook prior to or at the start of the practicum to
enable each person to get a better sense of understanding of
what it contained and how to relate to it in their own
specific situations.

This explains why both cooperating teachers and student
teachers in this study each perceived their own and each
others’ roles in the way they did. Both groups had expected
the university to provide clear and explicit outlines of their
functions. When the university did not fulfill that common
expectation, they went about their own efforts to construe
their own roles and the roles of the significant other. This
was more applicable for the cooperating teachers as they had
teachers and their own teaching expertise. This was however
not so for the student teachers who had had little personal
experience to refer to except from what was vaguely written in

ordinator.
Both groups generally perceived the role of the cooperat-

ing teacher to be more of a helper. Surprisingly, whilst the
teachers did not mention anything about evaluation. Although
they all ended up evaluating, none of them mentioned evalu-



192

ation anywhere in our conversation as one of their roles.
When I enquired later, I was told that although they knew
about it, none of them wanted to mention or talk about it
because that was something they did not enjoy due to its

The cooperating teachers assumed that the student
teachers would be well acquainted or informed of their roles
and responsibilities and hence expected them to take on full
responsibilities. On the contrary, the student teachers were
counting on the cooperating teachers to define their roles for
them.

The student teachers’ roles were indeed defined for them
as I learned. However, these roles were not necessarily
defined by their cooperating teachers alone. The deputy
headmaster and the school liaison officer according to the
student teachers had spelled out some of these responsibil-
ities during their first meeting with them. These included
general expectations such as being punctual, neatly dressed,
friendly but firm to students, obtaining permission from the
headmaster or his deputy before leaving the school grounds
which according to the student teachers were already articu-
lated at the university. Although the specifics, in terms of
wording and the tone in which these were articulated, may have

been slightly different, the following according to the



193

cooperating teachers view them before teaching
- participate fully in extra curricular activities

- attend to all school functions and meetings (formal or
informal)

- teach and take full control of their classes

Most importantly, according to Chris, Daniel and Peter,
they were all advised by their cooperating teachers "to simply
observe what their cooperating teachers did and follow their
footsteps”™. Understandably, the student teachers took the
advice from their cooperating teachers much more seriously
knowing well that they were the ones with whom they were going
to be interacting on a daily basis for a whole school ternm.
their performance.

Two of the three student teachers who were left to work
on their own with very minimal help and guidance throughout
the practicum articulated very strongly that their cooperating
teachers completely failed to meet their expectations. On the
contrary, all the cooperating teachers spoke highly of the
three student teachers expressing the view that all three had
fulfilled their roles exceptionally well.

One interesting difference was that the cooperating
teachers stated that they sav similarities in the way they and
the student teachers performed some of the basic roles like
lesson preparations, teaching, handling classroom discipline
and attending to extra curricular activities. The student

teachers on the other hand sav no match as one of theam
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explains:

Sure, we all plan, teach, take part in
outdoor activities and things of that
nature, but the bottom line is we are two
different people. One experienced and
the other just learning and so the expec-
tation in terms of time and energy
invested and the end result has to be
different (Chris).

Finally, whilst all the student teachers felt obliged to abide
by the roles as defined for them by the cooperating teachers,
their cooperating teachers on the other hand did not attend to
some of the expectations held for them by the student
teachers. For example, the cooperating teachers felt that it

was not in the line of their duty to inform the student

teachers about the school philosophy, the education system,

warn them of problem staff, demonstrate to them how to

approach other senior staff and to support and stand by them
in times of disagreement or trouble with other school staff or
the community at large.

According to the cooperating teachers most of the above
expectations should be fulfilled by the headmaster and his

Our major responsibility is to help and
ensure that student teachers are up to
date with their lesson preparations,
teaching, maintaining classroom control
«ss+ Yyou know the nitty gritties of
everyday teaching, not be bogged down
with general stuff like telling them
about how our education system works, the
school’s philosophy, who the problem
staff are and things of that nature.
That’s the school administrator’s job,
not ours (Ms. Ranu).
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elaborates:

Sure we are here to help, but there will
be no babysitting and so the student
teachers should not expect to be spoonfed
(Mrs. Lama).

ships. In the dyadic relationship, the cooperating teachers
are clearly in the position of authority (MacKinnon, 1989;
McVea, 1992). This power relationship was evident in the
interactions between the two groups of participants in this
study as discussed in the preceding chapter. 1In fact, prior
to and all throughout the practicum, the student teachers were
always concerned about the relationship factor whereas the
cooperating teachers took no note of it at all. Clearly,
there was no doubt that the student teachers were the ones who
would be the most affected in these relationships and both
groups knew that. Consequently, throughout the practicum the
student teachers ensured that they strictly kept in line with
the cooperating teachers’ expectations. The cooperating
teachers on the other hand did not make any real attempts to
perform according to the student teachers’ expectations. The

cooperating teachers’ general attitude was that it didn’t

expectations because these cooperating teachers had nothing to

lose in the end as one of them elaborates:
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student teachers’ lives are at stake, not
ours. We’ve all had our turns and so
now, if they want to make it through,
then obviously they have to follow our
agenda. We don’t have to follow theirr.
I mean we have nothing to lose in the end
of this process (Mrs. Lama).

It is customary to assume that it is necessary to
establish clarity and consensus about differences and similar-
ities in role expectations among the members within the
practicum setting in order to substain a viable teacher
education program (Brown et al., 1986). Preservice teachers
enter teacher education with perceptions of the teaching
environment based on years of experience as students (Lortie,
1975). Classroom teachers and university supervisors also
enter each of their student teaching encounters with their own
perceptions and expectations. According to Bain (1991),
"perception involves the use of previous knowledge and
experience in order to interpret the environment® (p. 4). The
way members of the practicum triad interact with each other
may be very much determined by how each perceives his/her own
role and the roles of the significant others within that
particular setting. There is a great deal of concern over
whether these perceptions and expectations interfere with the
actual growth of a student of education during this portion of
the education process (Bain, 1991; Calderhead & Robinson,
1991; Cochran-Smith, 1991; Wildman et al., 1992).

In her study which examines the factors that contribute

to the effectiveness of the cooperating teacher as a mentor,
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ating teachers fulfill their professional obligations through
the supervisory processes initiated with the student teacher.
"To be effective as supervisors, they must be prepared to
examine their intrapersonal and interpersonal perspectives of
this role relationship. While personal perceptions of one’s
behaviour and the perceptions of others in what we say and do
may at times be incongruent, the extent of this difference in
perception is primarily due, not to a conflict between roles,
but to a lack of clarification of the role expectations” (p.
11).

Getzels and Guba (1955) support the importance of role
clarification of participants. They proposed that the
functioning of role relationships is dependent upon the amount
of overlap in the perception of expectations by the members of
complementary roles. That is to say, when perceptions of role
expectations overlap the participants are more apt to be
satisfied with their work which leads to learning; conversely,
when their expectations do not overlap, they feel dissatis-
fied.

Roles and responsibilities for each member of the dyad
are normally outlined in practicum handbooks however, agree-
ment among them regarding roles and responsibilities is not
prevalent (Guyton & Mcintyre, 1990). The members bring role
conceptualizations and expectations of each other to the
student teaching experience that are often divergent and/or
confused in the context in which they operate. Even when
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contacts among them were pleasant, the relationship did not
constitute a genuine working partnership and it evidenced some
wariness and distrust among the participants (Cope, 1973,
Guyton & McIntyre, 1990). Due to lack of communication, the
members, as Guyton and McIntyre note, experience intra- and
interpersonal role confusion during student teaching, uncer-
tainty about their own roles and others’ roles, and divergent
role expectations of themselves and others. "These phenomena
contribute to the disappointing outcomes of the student
teaching experience and the lack of achievement of objectives"®
(p. 523).

Problems expressed by members are indications of unful-
filled expectations and desires (Fish, 1989; Guyton &
McIntyre, 1990; MacKinnon, 1989). Communication seems to be
a recurring problem. For example, Yates (1981) reports that
cooperating teachers in England and Wales were unsure of what
was expected of them and expressed a need for better communi-
cation. This problem also has been and continues to be a
majo. concern among teachers in Papua New Guinea.
responsibilities among the participants. Although none of
these perceptions was enough to destroy the practicum, some
did affect the value of the experience for the student
teachers and more importantly, did indeed have negative
effects on the student teacher-cooperating teacher relation-
ship which will be discussed in the coming chapter.

Anderson, Major and Mitchell (1992) who have had years of



experience working with both student teachers and cooperating
teachers state that student teachers have not changed over the
years. They still want to do a good job, do not want to fail,
and are concerned about the impressions they are making. They

continue to want to develop habits and attitudes that lead to

growth,
Summary
How the cooperating teachers and student teachers

perceived their own and each others’ roles and the relation-
ship of these roles as perceived by both groups was explored
in this chapter.

Both cooperating teachers and student teachers alike
thought that the university would provide clear and explicit
outlines of their responsibilities, and were disappointed
because the university failed to meet that expectation.
Consequently, the cooperating teachers drew upon their past
experience as student teachers and their own teaching expert-
ise to construe their own roles. Having had little past

teaching experience to relate to, the student teachers counted

and hence simply conformed to that. Both groups perceived the
cooperating teacher to be playing the role of "helper” more
than anything else. However, some cooperating teachers felt
that the students expected a little too much when it got into
the specifics and stated that the student teachers should not
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be expected to be "spoonfed”™. The cooperating teachers
generally perceived the student teachers to be taking full
responsibilities both inaside and ocutside of the classroom.
Two of the three student teachers felt that their
cooperating teachers failed to live up to their expectations.
On the contrary, all of the cooperating teachers spoke highly
of their student teachers. According to them, all three
student teachers fulfilled their roles exceptionally well.
Both groups remained constant in the way they perceived
their own and each others’ roles throughout the practicum.
The power relationship factor was clearly evident. Given
their positions of authority, the cooperating teachers did
have significant influence in terms of how they related to
their student teachers and whether or not they performed
according to the student teachers’ expectations. The cooper-
ating teachers’ message was that if the student teachers
wanted to go through successfully, they had to follow the
cooperating teachers’ agenda. The student teachers who had no
choice did precisely that throughout the practicum.
The approach underlying the discussion in this chapter
was based on the assumption that initial perceptions of the
practice teaching situation are crucial in predicting the

success or failure of this aspect of teacher training. For a

the cooperating teacher are highly visible and salient role
partners. They meet in a framework that is a kind of limbo,
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set. Yet task demands are great. In the delimited period
allotted to practice teaching, student teachers are to apply
their preparatory studies to actual teaching while the
cooperating teachers are called upon to demonstrate that their

personal and practical knowledge can contribute to the

students’ professional development.
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CEAPTER 7
COOPRRATING TREACKER - STUDENT TRACEER RELATIONSEIPS

Yes, that’s the thing that has been
bothering me the most. The relationship
factor, like how are they going to treat
us? Are they going to be easy to get
along with? I mean you know, our success
basically depends on just how we get
along with our cooperating teachers
(Daniel).

dntroduction

This chapter addresses the issue of cooperating teacher-
student teacher relationships. From our early discussions,
especially prior to the practicum, the student teachers all
indicated that among other things, they were all most con-
cerned with the relationship they would be able to establish
with the cooperating teacher. As was discussed earlier, they
were basically looking for reassurance, guidance, support and
most of all wanted to be treated as friends. The cooperating
teachers on the other hand were not too concerned about the
relationship issue or the kinds of student teachers that they
would be working with. The discussion in this chapter
attempts to make the point that the cooperating teacher,
however experienced he or she was, was central and the
deciding factor to each student teacher’s daily circumstances.
The cooperating teacher was there either directly in physical

presence and verbal interaction or indirectly in the structur-
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ing of each student teacher’s daily experiences.

As indicated in Chapter four, the student teachers
expressed mixed feelings about the role they anticipated their
cooperating teachers to actually play. They were often
contradictory, expressing their need for security and direc-
tion, on the one hand, while seeking autonomy and indepen-
dence, on the other.

There was never any doubt in the minds of the student
teachers about the centrality of their cooperating teachers
during the nine week practicum. Chris, Daniel and Peter all
considered right from the start that a healthy relationship
with their cooperating teachers was a critical factor in
making the experience a worthwhile one. While each relation-
ship was slightly unique, the cooperating teachers one way or
the other, became very much a part of the daily lives of the
student teachers during the duration of the practicum.

As stated earlier, Chris and Daniel had the same cooper-
ating teachers, Ms. Ranu for English and Mrs. Lama for Social
Science, whilst Peter had Ms. Mela for English and Mr. Java
for Social Science. The three student teachers fashioned
relationships with their cooperating teachers that were almost
unique. The nature of these relationships could be captured
in several key relationship phrases:

Peter describes Mr. Java as "a great teacher, a good
friend and a senior colleague®. He describes Ms. Mela as
“*hardworking, friendly and caring®. Chris and Daniel both
describe Mrs. Lama as "hurried” and Ms. Ranu as "forgetful®.



204

Both Mrs. Lama and Ms. Ranu were further described as “unpro-
fessional” by Chris and Daniel.

Perhaps it’s fair to say that relationships develop over
time. While each individual in an association contributes to
the way in which it is defined, I do not think there is much
doubt that the principal shapers of these particular relation-
ships were the cooperating teachers, given their positions of
authority and power. In Peter’s case, his "bubbly® nature
undoubtedly influenced the direction of their relationship,
but the willingness of his Social Science cooperating teacher
to allow and encourage this type of association to blossom was
a critical factor.

Peter’s English cooperating teacher, on the other hand,
and to the same extent Chris’s and Daniel’s, defined their
rclationships'mOEQ as teacher-student or master-apprentice
ones. I do not wish to imply that they were not on friendly
terms -- in fact they were, more so for Peter and Ms. Mela
than it was for Chris and Daniel with Mrs. Lama and Ms. Ranu.
In any case, it was more of a professional friendliness, one
confined to the workplace. When I observed Peter and Ms. Mela
and Chris and Daniel with their cooperating teachers at work
or in conversation there was never any doubt in my mind as to
who was the principal authority, whereas in Peter and NMr.
Java’s situation this distinction blurred.

Peter in fact told me that he and Mr. Java became friends
on the third day of week one. There is no real reason which

I can offer for this association other than to say they just
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ests in their personal lives which may have likely contributed
to their attraction or bonding. Peter made this journal entry
regarding his relationship with Mr. Java:

Mr. Java is not only a great teacher, but
a very good friend and a senior col-
league. I really like the way he t~eaches
and the way he deals with discipline
problems. No wonder his students have a
great regard for him. He even takes his
own time to photocopy and prepare our
teaching materials. I mean whatever he
does, he does it for him and me. He even
bought me a shirt two days ago. Wow! how
about that for a cooperating teacher?

I don’t recall any one time when Peter mentioned Mr. Java

was overtly missing. Peter likened it more to a team

approach. He elaborates:

Even when he is observing in the class-
room, he just doesn’t sit there and write
comments about my teaching for the whole
40 minutes, instead he actually gives me
a helping hand .... for example, he helps
supervise when students are working in
groups and helps to distribute or collect
textbooks and handouts and you know
things like that. This makes me feel

might mistake them for colleagues working together, rather
than a student teacher with a cooperating teacher. Peter
stated that he was Qquite at ease with the way Mr. Java

conducted his classes. There were minor irritations that he
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mentioned during the first couple of weeks, like much time
devoted to general current affairs questions and not enough
time reserved for group work, but these never bothered him
enough for it to be an issue throughout the practicum.

Peter didn’t describe his relationship with Ms. Mela in
the same manner. They got along well without a doubt, but the
master-apprentice relationship was more readily apparent as is
illustrated in this journal entry:

She is great and we even share our
lunches together sometimes but I wouldn’t
say real close, no way near Mr. Java but

kind of), hardworking and caring. She is
always observing me and concerned about
how she can help me better and whenever
she gives me feedback, it’s factual stuff
and that’s good, I like that. A lot of

not a lot of personal .... but very prac-
tical. I feel comfortable asking her any
sort of question or even asking her for
personal feedback.

Ms. Mela describes the relationship in much the same way. Her
journal entry reads:

We get on very well with the three stu-
dent teachers, particularly with Peter
who is teaching my English classes. He
is not only a good listener but a hard
worker too who takes my suggestions and
advices seriously in all aspects of
teaching such as lesson preparations,
classroom management and student disci-
pline and things of that nature.

Chris’s and Daniel’s relationships with their cooperating
teachers were strikingly different from that of Peter and his

cooperating teachers. It can’t be likened to Peter’s and Mr,
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Java’s, although they managed to get along together; nor can
it be compared with Peter’s and Ms. Mela’s, for they never
received the sort of attention and tutoring from their
cooperating teachers as Peter did from his which they
regretted very much. Not only did their cooperating teachers
spend very little time in their classrooms, there was not one
time during the nine week practicum, that I remember seeing
any of them in some real conference such as planning together,
discussing Chris’s and Daniel’s teaching or just involved in
some real conversation for that matter.

Mrs. Lama always seemed to be on the run, always busy
doing other things and doing them in such a way that Chris and
Daniel never felt that she really cared about them or what
went on in their classrooms. Chris specifically describes her
as hurried and unprofessional in his journal:

Because Mrs. Lama is always on the run

and seems to be 80 busy me and Daniel

feel very uneasy to approach her for

anything because we are made to feel that

she hardly has much free time for us.

She like Ms. Ranu has hardly been observ-

ing our lessons and providing feedback.

The one time she came in to observe me

last week, she just stayed for the first

20 minutes and then disappeared and I'm

still waiting for some feedback from her.

¥We’ve been hardly sitting down and talk-

ing about our teaching and I think that’s

very unprofessional on her part.
Mrs. Lama was busy attending to one thing or another and was
hardly seen spending any time with the student teachers. Her
perceptions are captured with these words:

Well, I’m a busy person and people must
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understand that. Chris and Daniel 1I
think are doing fine, if they have any
real problems they should come and let me
know but they haven’t so I presume that
they are just okay.

Ms. Ranu on the other hand worked in isolation in her
office most of the time. Her office which was in the Home
Economic block was in isolation and not easily accessible
according to Chris and Daniel. The door to the main entrance
was always locked even if there were people inside and this
made Chris and Daniel feel very uneasy to go knocking on the
door, even more so after some embarrassing incident as Daniel
explains:

You know it’s very embarrassing from the
start because the Home Economic block ia
where all the girls and their five female
teachers spend most of their time. So to
see Ms. Ranu we first have to knock on
that golden door and if there is a class
in there, well, we literally have to walk
through that class to get to Ms. Ranu’s
office and the other time when we were
checking on her I bumped my knee against
the edge of one of those benches and Mrs.

and all the girls laughed at me.
Gosh! what a feeling!

Daniel who by the third week started calling Ms. Ranu, -- Ms.
Forgetful, made the following entry in his journal:

I don’t know, she must have a short mem-
ory. She certainly has trouble in remem-
bering because of the four times we
agreed to meet with her, me and Chris
turn up each time and she is not there in
her office. Twice she said she wvas going
to observe me and both times she never
showed up. Her reasons? “"Oh, she simply
forgot®. Well, Ms. Forgetful, I think
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your attitude and actions towards me are
very unprofessional.
As was mentioned earlier, there was not much interaction
between Chris and Daniel and their cooperating teachers. They
really didn’t talk much, at least, not about teaching. They
just managed to get along well enough, but both cooperating
teachers hardly provided any feedback, and Chris and Daniel
both finished the practicum, feeling that they had gained
little and the little they gained according to them came as a
result of seeking help and advice from other teachers. As
Chris states, "we got nothing whatsoever from our two cooper-
ating teachers”.
As for the cooperating teachers, Mr. Java and Ms. Mela
were both generally impressed with Peter’s performance. MNr.
Java simply referred to him as a "good guy” who would make a
wonderful teacher some day and Ms. Mela referred to him as "a
hard worker” and “"a willing learner®. Both commented that
whilst he had his weaknesses especially in the areas of
planning and classroom management, as was expected from a
student teacher, he was a great person to work with as Mr.
Java explains:
He is a wonderful young man to work with.
We, myself and Ms. Mela both get on very
well with him,

Ms. Mela picks up the conversation:
Yes, the main thing is he is willing to
learn and he doesn’t stop asking ques-

tions and I think that’s a credit to him
because that’s the only way you can
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improve and find out new information by
asking, not that we will provide all the
answers but all the same it’s important
to communicate and it starts by one per-
son asking another.

Mr. Java and Ms. Mela also had similar comments to make about

planning together or even observing some of their lessons when
they realized that their colleagues, Mrs. Lama and Ms. Ranu,

were not fulfilling their roles. The following excerpts from

their weekly journals illustrate this:

These three young men are really fun to
work with. We plan together sometimes
and I'm learning a lot from them too
about some of their new ideas like this
MICE concept thing they always talk
about . It’s a shame Ms. Ranu and Mrs.
Lama aren’t working closely with Chris
and Daniel but I’m happy working with the
three of them (Ms. Mela).

young gentlemen are going to be great
teachers. They all try hard and are
willing learners. It only makes me sad
to see that two of my colleagues are not
helping and encouraging as much as me and
Ms. Mela are doing (Mr. Java).

Indications from both Mrs. Lama and Ms. Ranu were that
their student teachers, as far as they were concerned, were
doing fine. When I commented on observation in the sixth
week, Mrs. Lama bluntly stated, "Oh, I’ll go in and cbserve
when I feel the time is right®. And Ms. Ranu similarly
commented, "Well me to0o, I want to give them time to settle in

first before 1 decide to go in and start observing®. MNeither
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Chris nor Daniel had any observation from Mrs. Lama and Ms.
Ranu even by the end of week six. The observations they did
have were made by other teachers like the respective heads of
subject departments and the school liaison officer. It may be
worth mentioning that during the whole practicum period Chris
was observed only twice by Mrs. Lama and once by Ms. Ranu
whilst Daniel was observed three times by Ms. Ranu and once by
Mrs. Lama. Mrs. Lama did her observations in week seven
whilst Ms. Ranu did all hers in week eight. Neither cooperat-
ing teacher provided any form of feedback from their observa-
tions. Consequently, Chris and Daniel were both left to
speculate on how realistically their cooperating teachers were
going to compile their final reports given the few observa-
tions that they had made.

Their cooperating teachers were hardly ever around when
they needed them for help and advice. A frustrated Daniel
writes the following in his journal in week six:

I've never been so confused and frus-
trated in my entire life. Six weeks now
me and Chris have been left all alone
lost in the dark. No observations and
feedbacks, no help whatsoever from our
cooperating teachers. We plan and teach
but we just don’t know whether any of us
are doing the right thing or not.

Chris made an almost identical entry:

This is week six and me and Daniel have
been working on our own without the help
of our cooperating teachers. ¥We have
been able to survive because of some very
understanding teachers like Ms. Mela, Nr.
Java and one or two other experienced
teachers who have gone out of their way
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to work with us because Ms. Ranu and Mrs.

Lama never seemed to be around. Gosh! I

don’t know why we were ever assigned to

them!
Like his colleagues, Peter also favored a student-centered
pedagogy, but he seemed able to reconcile problematic aspects
of his situation by reasoning that what worked for his
cooperating teachers, especially Mr. Java, was fine with him.

Moreover, after the first couple of weeks I only ever heard

He claimed that they saw eye to eye on most issues of peda-
gogy. Whether this was truly the case, or whether their
flourishing friendship caused him to gloss over areas of
disagreement, was not evident.
Peter’s only major criticism was directed towards Ms.

Mela for not providing a key to the office he shared with her,
Daniel, and Mrs. Lama. He expresses his frustration in his
journal:

It’s been very frustrating for the last

seven weeks and I don‘t see it getting

any better. Everyday me and Daniel are

either locked out of the office or if we

come in early we have to stand and wait

around for a considerable length of time

before Ms. Mela comes to open the door.

Mrs. Lama is hardly around so we don’t

really count on her.
The teachers that Chris shared an office with understandably
provided him with a spare key but that was not the case for
Daniel and Peter. Throughout the weeks, Daniel and Peter

continued to be locked ocut sometimes between five to six times
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in one day including lunch hours. In fact they were locked
out ten times during the lunch hour throughout the practicum,
and being locked out during the lunch hour for Daniel and
Peter meant no lunch. Their lunches were always kept in their
office.

Upon enquiry I learnt from Daniel that Mrs. Lama and Ms.
have an extra key because one of them was always bound to be
in the office., Clearly, that was not the case. The truth of
the matter for not issuing an extra key according to Daniel
and Peter was that they were only student teachers and hence
may be a little careless and lose the key.

Apart from those concerns discussed in chapter S, all
four cooperating teachers had no criticisms of the three
student teachers. Surprisingly, even Ms. Ranu and Mrs. Lama
commented that they got on very well with their two student
teachers and praised them for what they were doing. Chris and
Daniel, on the other hand, told a totally opposite story and

left me wondering who to believe after hearing completely

cooperating teachers.

When anyone praised their cooperating teacher, they
usually focused either on a special human quality or an aspect
of pedagogy. Understandably, Peter was by far the most
complimentary when he spoke about Mr. Java, his Social Science
cooperating teacher. He always had something kind or admir-
able to say about him. Peter was immensely happy; according
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to him, he was experiencing no major discipline problems, and
he had a very close relationship with Mr. Java. Whenever I
asked him how things were getting on, the answer hardly ever
varied:

Like I have always said, I'm so lucky to

have been assigned to Mr. Java. He is a

great teacher, a role model, a good

friend who really helps both pro-

fessionally and personally. I really

admire everything about this teacher.
Peter also complimented Ms. Mela, his English cooperating
teacher. Although he didn’t concur with structural elements
in the classroom or appreciate this teacher’s dominance in
discussions, he was able to isolate certain qualities which he
considered praiseworthy. For instance, he felt that her
“affective" emphasis in dealing with the students was
especially commendable. He comments:

Her caring and motherly attitude is ever

80 present. And you can tell she really

cares, you know this kind of motherly

care that I always keep referring to.

Like she puts a lot of emphasis on feel-

ings and things that are being kind.

Things that are rude, she uses the term

rude, like she is really trying to make

the students aware that what they’re

doing and saying is affecting others.
Peter also felt that he personally gained from the practicua
experience. He considered himself “"very lucky" to have been
assigned to Mr. Java and Ms. Mela and considered both his
cooperating teachers excellent, and described them as having

their own "unique qualities®.
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Chris and Daniel didn’t have any praise for their
cooperating teachers though this must be understood in
context. As related earlier, they didn’t have a close
relationship, either as friends or as masters-apprentices.

Chris and Daniel were left largely on their own, and hence,

from other teachers from whom they sought help. As stated
earlier, unlike Peter, Chris and Daniel and their cooperating
teachers hardly ever worked together, either in lesson
planning or instruction. Chris and Daniel instead spent
Whenever they needed help, they were seen getting help from
teachers other than their cooperating teachers.

Moreover, neither Mrs. Lama nor Ms. Ranu would be
available to review and comment on their lesson plans each
morning before any of them would go into the classroom and
teach. Their cooperating teachers were simply just not
available most of the time. According to Chris and Daniel,
they were in and around the school but simply kept their
distance to avoid any contact with them for reasons known to
them only. In fact, right from the beginning, Chris and
Daniel spent no time observing Mrs. Lama because she had not
reported for duty during the observation week and they each
observed Ms. Ranu one time as she was avay from school during
most of that observation week, due to personal reasons.

Few would dispute that the core of student teaching is
the unique relationship which occurs between two persons --
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the student teacher and the cooperating teacher (Blach &
Blach, 1987). The crucial role of the cooperating teacher in
the student teaching experience cannot be diminished when
interpreting the practicum event. To a great extent, the
experience of the student teacher is influenced by the
cooperating teacher (Anderson, Major & Mitchell, 1992; Avalos,
1991; Garland & Shippy, 1991; Kalekin-Fishman & Kornfeld,
1991; Koerner, 1992).

The student teachers realize this fact and act according-
ly. It does not reduce, however, the concerns that this
situation creates for the student teacher as is revealed in a
number of studies (eg., Avalos, 1989; Kalekin-Fishman ¢
Kornfeld, 1991; MacKinnon, 1987; Tardif, 1984).

In a rav;cw of the Education Index since 1950, Morris and
Morris (1980) reported that relationships with supervisors wvas
one of four main areas of stress in student teaching.
Specifically, the finger has been pointed at poor communica-
tion in relationships as being the source of much of the
stress associated with student teaching (Hoover, O’Shea &
Carroll, 1988).

Calanchie (1990), who also acknowledges the importance of
this relationship, is of the view that within the practicum,
the student teacher-cooperating teacher relationship should be
similar to one emphasizing peer relationships. She further
notes that the cooperating teachers’ interpersonal perspec-
tives regarding the nature of the student teaching process can

have a major influence on their supervisory behaviours and
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this relationship.

Each of the student teachers in MacKinnon’s (1987) study
felt that one of the most critical factors for ensuring a
successful practicum was the development of a healthy rela-
tionship with the cooperating teacher. The same finding is
reported in Kalekin-Fishman and Kornfeld (1991), Ryan (1989)
and Tardif (1984). Cooperating teacher-student teacher
interactions in fact emerged as the greatest potential source
of conflict in Tardif’s study. The findings of the Israeli
atudy of Kalekin-Fishman and Kornfeld (1991) confirms the

premise that "human relationships are more obviously important

Even with beginning teachers, the personal relationship
issue is very critical as one participant commented in the
Jacknicke and Samiroden (1991) study which focused on begin-
ning teachers’ perceptions of a one-year internship program:

It’s a very personal sort of relationship
between teacher and intern -- it becomes
that personal relationship that deter-

mines what the internship will be like
(p. 107).
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SUDTALY

Although there are many indications that the situation of

misunderstandings, interpersonal variables should not be

service teacher education. The way a cooperating teacher
defines the relationship with the student teacher has a
significant impact on how that student experiences the
practicum.

In this chapter, I have attempted to make the péint that
the cooperating teacher, however experienced he or she was,
was central and the deciding factor to each student teacher’s

daily circumstances. The cooperating teacher was there either

indirectly in the structuring of each student teacher’s daily
experiences. Of course the cooperating teacher was perceived
by each student teacher as someone who counts and or who can
make a big difference in the total experience.

The cooperating teachers cdid appear to play a pivotal
role in defining the relationship with their student teachers.
In situations such as Daniel’s and Chris’s, and also Peter’s
with his English cooperating teacher, the relationships were
shaped along master-apprentice lines, where one was clearly
the senior teacher and the other clearly the student teacher.

In other instances, notably Peter’s with his Social Science
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cooperating teacher, the relationship was defined more as a
collegial, amicable one.

Peter, Chris and Daniel experienced different kinds of
relationships with their cooperating teachers. Peter’s
relationship with his English and Social Science teachers were
indeed unique. According to him, the relationships were very
enriching and hence he felt that he personally gained from the
practicum experience.

Chris and Daniel who had the same English and Social
Science teachers basically had similar experiences. They did
not have a close relationship either as friends or as master-
apprentice. They were largely left on their own and hence
were forced to seek help from other teachers. Consequently,
they ended up being very frustrated and felt that they got

very little from the practicum experience.
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SUMMARY, DISCUSSION AND IMPLICATIONS

The need for clearer definition of roles
and better communication is universal.
.+.. the student teachers and cooperating
teachers particularly find this an area
of difficulty, possibly because both are
aware that each other is constantly being
evaluated by the other (Lipke, 1979, p.
32).

This chapter presents a summary and discusses my under-
standing of the findings with respect to the importance of the
within the practicum setting. As well, its implications for
teacher education are presented. The chapter concludes with a
brief reflection on the research process and the influence
which this study has had on my thoughts as a teacher educator
and on teacher education in general in Papua New Guinea.

ANERAXY

The rationale of this study is based on *“e assumption
that student teaching includes a system of soc -L interaction
in which the behaviours of the participants, in .uis case, the
cooperating teachers and the student teachers are influenced
to some extent by their own expectations, that is, how they
perceive their own roles and responsibilities and those of
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others. It is therefore assumed that student teaching may
fulfill its objectives if the role expectations for the

members of the interacting positions are clarified and
delineated, and if the roles are mutually supportive.

Thus, the purpose of the study was to increase under-
standing of the relationship between student teacher and
cooperating teacher roles in the practicum and to enable
student teachers and cooperating teachers to become more aware
of their mutual roles within the practicum setting.

Five exploratory questions guided the study:

1. How do student teachers perceive the roles and
responsibilities of their cooperating teachers?
2. How do student teachers view their own roles?

3. How do cooperating teachers perceive the roles and
responsibilities of their student teachers?

4. How do cooperating teachers view their own roles?
5. What is the relationship of the roles as perceived by the
student teacher and the cooperating teacher?
This research was carried out in Papua New Guinea in the
spring of 1992. Three student teachers of the University of
Papua New Guinea and four cooperating teachers to which they
were assigned in one school setting, became the key partici-
pants of this study during the 1992 practicua session.
The data were obtained through a combination of field
techniques which included observation and field notes, weekly
journals, interviews, and informal group discussions.

Summary discussions are presented to each of the five
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initial exploratory questions that guided this investigation.

They clearly saw the cooperating teacher as a helper and

facilitator or mentor, someone who would direct and help them

one of the cooperating teachers’ roles. It was expected that
the cooperating teachers would observe and evaluate their
teaching performance. In their helping and assessing roles,
the student teachers expected the cooperating teachers to be
kind and understanding and to work empathically and harmoni-

ously with them as young members of the same team.

As regards their own roles and responsibilities, the
student teachers felt abandoned by the University. Apart froa
observing their cooperating teachers teach during the first
taking part in extra curricular activities, as wvas vaguely
stated in the handbook and articulated by the teaching
practice coordinator, they didn’t have the slightest idea of
what else to expect of themselves except to wait until they
were in the schools when they would find out froa their
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cooperating teachers what was expected of them. When they
were at the school Jduring the practicum, they considered their
roles to be taking full responsibilities both inside and
outside the classroom as expected by their cooperating

teachers.

The four cooperating teachers shared common expectations.

They expected the student teachers to take on full responsi-
bilities both inside and outside the classroom after their
first week of observation and orientation. Full responsibil-
ities according to the cooperating teachers meant doing just
about everything ordinary teachers did on a daily basis
including advance planning, teaching, disciplining students,
attending staff meetings, taking part in extra curricular
activities to name but a few. These cooperating teachers had
been encouraging student teachers to do all of the above tasks

during the previous practicums.

DOEWNE. A EAE =y ] L (AR DYl LEOL ?

As regards their own roles and responsibilities, they,
like the student teachers, were left in the dark. They didn’t
really know what to expect of themselves except to be avail-
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with preparing lesson plans if required, showing the student
teachers where teaching materials are kept, observing lessons,
providing feedback and viewing and commenting on lesson plans.
As Ms. Mela puts it, "you know the same old stuff that we have
been doing with other student teachers over the years.” Apart
from these efforts, the cooperating teachers expected little
else of themselves because in the first instance they had no

idea what was expected of them.

Mhat_is the xelationship of the roles as perceived bv the
atudent teacher and the cooperating teacher?

Both groups generally perceived the role of the cooperat-
ing teacher to be that of a helper. Surprisingly, whilst the
student teachers were well aware of this role, the cooperating
teachers did not mention anything about evaluation. Although
they all ended up evaluating, none of them included this
anywhere in our conversation as one of their roles. When I
enquired later, I was told that although they knew about it,
none of them wanted to mention or talk about it because that
was something they did not enjoy doing due to its conflicting
nature with their helping role.

The cooperating teachers assumed that the student
teachers would be well acquainted or informed of their roles
and responsibilities and hence expected them to take on full
responsibilities. On the contrary, the student teachers were
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counting on the cooperating teachers to define their roles for
them. Each seemed to have fairly clear role expectations of

the other but somewhat vaguer expectations of themselves.

Both student teachers and cooperating teachers lived

80 for the student teachers than the cooperating teachers.

More than anything else, the cooperating teachers’ major
role as perceived by the student teachers was that of a helper
and facilitator or mentor. This coincides with the findings
of Boudreau (1993), Fennel (1992), Lipke (1979), Neufeld
(1992) and Ryan (1989). Evaluation was also perceived to be
one of the cooperating teachers’ major roles by the student
teachers.

The literature is limited in reporting the precise role
expectations that define the student teachers’ role. It is
assumed that most offices of student teaching produce a
handbook which describes the objectives of each practicum
offered (Ryan, 1989).

The student teachers in this study did not know what to
expect of themselves. Apart from observing their cooperating
teachers teach during the first week of the practicum,
planning their lessons in advance and taking part in extra
curricular activities, as was vaguely stated in the handbook
and articulated by the coordinator, they didn’t have the
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slightest idea of what else to expect of themselves except to
wait until they were in the schools when they would find out
from their cooperating teachers what was expected of them.
Student teachers are expected by their cooperating
teachers to assume total responsibility from both inside and
outside the classroom during the practicum (Bain, 1991;
Neufeld, 19688; Ryan, 1989). The data from this study supports
this assertion. However, it must be noted that, not having
pPlayed any part whatsoever in the organization of the practi-
cum or even having had any communication with the university

on any aspect of teaching practice, the cooperating teachers,

the student teachers would have known of their roles and

Hence, they expected them to take on full responsibilities
from both inside and outside the classroom.

As regards their own roles and responsibilities, they,
like the student teachers, were left in the dark. They didn’t
really know what to expect of themselves except to be avail-
able to provide any "help®™ that may be needed. They knew of
the evaluator role but shied from mention of it.

The findings in the present study regarding how the
cooperating teachers view their own roles and responsibilities
is consistent with the findings of a number of other studies.
For example, Grimmett and Ratzlaff (1986) concluded that the
cooperating teacher’s role is not well defined and that
generally cooperating teachers are not prepared for the



supervision of student teachers. Similarly, Garland and
Shippy (1991) note that in a summary of studies by Applegate
and Lasley dealing with the perceptions of cooperating
teachers, Applegate (1985) reported that cooperating teachers
and their role in them. Similar reports are cited in Fish
(1989), Foster (1989), Hopkins (1986), Koerner (1992),
Richardson-Koehler (1988) and Yates (1981).

Both groups remained consistent with the way they
perceived their own and each others’ roles throughout the
practicum. Having stated that, one thing which seemed clear
was that over and above all things, the student teachers were
generally concerned with themselves, their own well being and
how they would be affected in the supervisory process. This
is consistent with the findings of people like Johnson (1977)
and Copas (1984). Horowitz (1968), who specifically investi-
gated the student teacher-cooperating teacher relationship,
concludes that student teachers and cooperating teachers did
in fact differ in their expectations for the role of the
classroom teacher. According to Horowitz, student teachers
were more idiographic and less nomothetic in their expecta-
tions than were the cooperating teachers in theirs.

One interesting difference was that the cooperating
teachers stated that they saw similarities between themselves
and the student teachers in the performance of some of the
basic roles like lesson preparation, teaching, handling

classroom discipline and attending to extra curricular
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activities. The student teachers, on the other hand, saw no
match in their performances. The student teachers believed
that although they planned lessons, taught and did just about
cooperating teachers, the bottom line was that they were two
different people, one experienced and the other just a learner
and so the expectation in terms of time and energy invested
and the end result according to the student teachers has to be
different.

Whilst all the student teachers felt obliged to abide by
the roles as defined for them by the cooperating teachers,
their cooperating teachers did not attend to some of the
expectations held for them by the student teachers. For
example, the cooperating teachers felt that it was not in the
line of th:ir'duty to inform the student teachers about the
school philosophy and the education system, warn them of
problem staff, demonstrate to them how to approach other
senior staff and support and stand by them in times of
disagreement or trouble with other school staff or the
community at large. Two of the four cooperating teachers
of them.

This clearly indicates that there was a difference of

perceptions concerning role responsibilities among the two

roles of the cooperating teachers as perceived by the student
teachers.
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Although none of these differences in perceptions were in
them may have affected the value of the experience and more
importantly, may have been the cause for the poor relationship
that existed between Daniel and Chris and their cooperating
teachers.

Apart from differences in role perceptions, there was a
difference in the participants’ conception of the practicum.
The student teachers’ view involved a sense of apprenticeship.
You tell me what to do and I will gladly do it. The cooperat-
ing teachers seem to be implying that they will give their
do what they have to do to gain the experience. The univer-
sity appeared to focus exclusively on seeing how well the
student teachers can put into practice the theories they have
learnt at the university with little or no regard for the
school contexts the student teachers find themselves in or the
kinds of cooperating teachers they are assigned to work with.

All conceptions of the practicum on the part of the
university, the cooperating teachers as well as the student
teachers seem to limit its usefulness as a learning experi-
ence. The university doesn’t seem to give any consideration
to the schools and the teachers who will be working with their
students. The cooperating teachers, on the one hand, are
washing their hands of the learning aspects of the practicum,
except to say gain the experience. On the other hand, the
student teachers while they may quite rightly be asking for
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what their cooperating teachers expect them to do, certainly
don’t have much of a conception of actively learning in the
experience. Consequently, there needs to be a different
conception of practicum that will bring the student teachers,
cooperating teachers and the university together to make it a
worthwhile learning experience for the student teachers which
should be the major intention of the practicum.

It is difficult to deny the potential influence of
cooperating teachers on student teachers. The cooperating
teacher, defined by the student teachers as the most signifi-
cant of the significant others involved in the practicum, is
in a position to influence substantially the nature of the
experience (Haberman & Harris, 1982; Karmos & Jacko, 1977;
Lasley & Applegate, 1985). Whether they have any long-lasting
impact is still open to debate. Some argue that in many cases

perspectives that student teachers hold of teaching have

experiences (Lortie, 1975; Tabachnick & Zeichner, 1984).

and the supervisory styles they :dﬂpt; have a significant
impact on how student teachers experience the practicum.
Castillo (1971) notes that the cooperating teachers’

ence their performance. He continues:

zicilhiﬁ. t!an f.hsy viu be inclined to cﬁnjiﬁr
themselves as master teachers and their tendency
will be to encourage the student teachers to imi-
tate the classrooa routines or the teaching prac-
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tices which they believe to be effective. On the
other hand, if they look upon student teaching as a
laboratory experience for student teachers, they
will tend to stress the creative application of
fundamental principles, the analyses of generaliz-
ations, and the continuous exploration of new
teaching techniques (p. 71).

Based on the results of this study, a relationship that
the student teacher work together with the student gradually

assuminy more and more instructional responsibility, may

are clearly drawn. In the master-apprentice situations in
this study the students’ sense of being continually scruti-
nized created stressful situations and exacerbated their sense
of having to perform for the cooperating teacher. In these
one "team™ situation including Peter, the student teacher felt
like a full-fledged teacher in the room. It is interesting to
note that Peter’s sense of feeling like a student only came to
the fore whenever someone other than Mr. Java, his Social
Science teacher, was observing him.

Because roles are associated with social positions which
are hierarchically organized, one could assume a certain pover
relationship to be evident as was the case in this study. As
indicated earlier, given their positions of authority, the
cooperating teachers did have a significant influence in terms

of how they related to the student teachers and wvhether or not
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they performed according to the student teachers’ expecta-
tions. The cooperating teachers’ message was that they had
nothing to lose in the end but if the student teachers wanted
to complete the practicum successfully, then they had to
adhere to the cooperating teachers’ agenda. The student
teachers who knew this well and had no choice did precisely
that throughout the nine week practicum.

Hutton (1992), who reports on the power relationship
between the principals and assistant principals, quotes one of
his participants as saying "in your position as assistant
pPrincipal you feel like being a principal without having any
power® (p.41). The same could be applied to the student
teacher working under a cooperating teacher in the practicum
setting when it comes to the question of who was in the
position of power and authority. There were numerous times
when the three student teachers in this study expressed
uncertainty about their positions in the school. It was clear

that as student teachers, Peter, Daniel and Chris all felt

any power.

1 44
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isplicationa for Teachar Rducation

The implications for teacher education in Papua New
Guinea will be discussed in terms of four concepts of collab-
oration, reflection, the use of journals and the empathic
kinds of relationships.

Many of the existing problems discussed in the preceding
pages, including the planning, organization and implementation
of the practicums, are largely due to misunderstanding among
the parties involved or the lack of empowerment. It is worth
noting that some of the issues discussed like that of student
teacher anxiety about supervision and assessment, and cooper-
ating teachers’ role conflict between the helper and assessor
roles may seem very difficult to solve. lHowever, for those
that can be solved, at least to some extent, one needs to
consider seriously the need for closer liaison between the
teacher education institutions ard the schools in order to
facilitate the education programs, particularly that of
teaching practice. This is very important as it will enable
the student teachers to work hand in hand with the staff in
the school, and the senior and experienced teachers can assist
them in their teaching methods in the classroom.

The problem with the teacher education institutions in
Papua New Guinea is that the only time they come into coatact
with schools is when they send letters informing thea of the
teaching practice schedule and requesting them to take part.
Thus, until now teacher education institutions and schools
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have been working in isolation from each other (Goodlad,
1988). Hence, the hearts and minds of Papua New Guineans
involved in teacher education should now be focused towards

collaborative partnerships.

Sollaborative Partnerships

Clift and Say (1988) define collaboration as "the joint
design and provide opportunities to improve teaching and
teacher education® (p. 2).

Collaboration between institutions and schools in teacher
education is not a new idea. Many universities and schools
outside of Papua New Guinea have begun to work in
collaborative partnerships in teacher education. For exasple
in many parts of Britain the co-ordination of teaching
practice arrangements are no longer regarded as solely the
responsibility of colleges of education alone. They are
arranged in partnership by the Area Training Organisations or
teaching bodies including the colleges of education and the
Local Area Authority. This idea of partnership is also
evident in many institutions throughout the United States and
Canada.

In any discussion of partnerships in teacher education,
an understanding of the various important roles which individ-
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uals and groups may play is necessary. These roles are
important for all to understand and the failure to communicate
and understand one another’s roles may be a major reason for
a breakdown in any partnership arrangement (Tams, 1991).
study was a kind of cooperation in the traditional preservice
model (Clift & Say, 1988) where the school and the university
established agreements that provided the field site for the
three student teachers to observe, assist in classroom
activities and teach under the guidance and supervision of
their cooperating teachers. However, a partnership model
involves a different planning to that of the traditional
model.

Borys, Taylor and Larocque (1991) summarize the problems
with the traditional model of practicum as follows:

when the practicum assumes an apprenticeship model

and operates as a process of socialization to the

prevailing culture of teaching, there is a marked

tendency to immerse prospective teachers in an

environment which promotes isolationism, individ-

ualism (rather than collaboration), pattern main-

tenance, behavioural uniformity, uncritical accept-

ance of the status quo, survival-oriented concerns,

and a utilitarian approach to teaching such that

primacy is given to that which “"works" as solutions

to "here-and-now” problems (p.5).

aspects of teacher education but in particular for the
practicum. As Salzillo and Van Fleet (1977) have pointed out,
"when student teaching is allowed to become simply an exercise
in adapting new personnel into old patterns .... teacher
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education institutions are, at least partially, defeating
their own purposes™ (p. 28).

Guyton and McIntyre (1990) in this regard state that
"there is no agreed-upon definition of the purpose and goals
of school experiences or student teaching and that much
variety exists in the ways these experiences are
conceptualized, organized and actually implemented, even
within the same institution” (p. S514).

The intent of collaborative relationships, in other
words, is to establish a symbiotic relationship among
teachers, school administrators and teacher educators with the
intent of improving substantially the quality of teacher
education as well as the quality of learning in schools
(Goodlad, 1988). In essence, the primary purpose of such
partnerships according to Borys, Taylor and Larocque is to
"learn from one another to do better what we already do.
Hence, through this special relationship both partners’ needs
are served®™ (p. 15). Borys and her colleagues continue:

if the ultimate goal is to prepare future teachers

who are not only proficient instructors but also

reflective, collegial, experimental and inquiry-

oriented, then these qualities must be modeled and
nurtured within the practicum settings to which
these candidates are assigned. In our view, the
likelihood of this happening increases significant-

ly wvhen the design and implementation of field

experiences are collaborative undertakings involv-

ing university personnel, school adainistrators and

their teaching staff (pp. 16-17).

These arrangements, they continue, hold the proaise of

providing dynamic, organized learning experiences, not only
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for practicum students, but also for the teachers who engage
with them in this school-based learning process. This may
have implications for roles as well, certainly in developing
roles that are more appropriate among the participants. In
particular, the isolated, insular learning environment that
typifies the conventional practicum is replaced by one which
and autonomous decision making are greatly enhanced when
collegiality, collaboration and experimentation are the norms
governing teaching behaviour. The results of this
collaborat.ve effort may pay off well for all the parties
involved.

Smith and Auger state, that “"Collaborating groups in
teacher education partnerships need to feel that each has
gained something from the joint effort®™ (p. 6). Student
teachers feel that they have "hands on”" experience from the
classroom in which they can utilize the techniques they have
learned. 1In addition they can evaluate what works and what
does not work with specific cases. For classroom teachers,
having the opportunity to work with other professionals in an
intellectually stimulating environment provides a renewal of
enthusiasm and commitment to the profession (Takacs & McArdle,
1984). For the university staff, the opportunity to work in
the field provides a challenging experience for excellence in
teacher education. Moreover, students in the classroom of
prospective teachers find their learning more stimulating to
have someone new for a change (Clift & Say, 1988). Maclennan
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and Seadon (1988) similarly state:

For all parties concerned there is an opportunity
to share collaboratively the process of teaching
and learning. No one party is only teaching or
only learning, each will be seen to be learning
from the other three parties involved, and in turn
will be seen to have something to teach. 1In this
way in addition to and beyond the more quantifiable
practical advantages of closer mutual contact, the
project looks for a growing understanding of the
way in which teacher and learner are not fixed
roles but growth lies in the interaction between
teaching and learning (p. 390).

Smith and Auger (1986) indicate that the records of
success in collaborative teacher education have not been
conflict-free. However, according to Smith and Auger,
"Successful collaborative programs are those which are able to

harnes

the energy of potential conflict into interaction,

communication, innovations, and excellence® (p. 7).

The practicum phase of teacher education programs in
Papua New Guinea seemed to be the only part that includes the
schools. Phase I requires a three week teaching period for
elementary and a four week period for secondary student
teachers. Phase Il requires six weeks for those in the
elementary program and eight weeks for the secondary. Phase

II requires another six to eight weeks for both the elemen-

I
tary and the secondary programs. During each phase of the
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practicum most student teachers reside in the schools in which
they are placed for the whole duration of the field experi-
ence. As for the three student teachers in this study and
their colleagues who go through the University of Papua New
Guinea, this opportunity comes only once for nine weeks in
their final year of education.

This idea of working in partnership could equally be
applied in Papua New Guinea in that teacher education institu-
tions could work out their teaching practice programs through
a co-ordinating body. The tradition of institutions develop-
ing and implementing their own teacher education programs in
isolation from each other should be changed. The attitude
that schools are junior partners in teacher education should
diminish and a satisfactory full partnership should be
developed. The teacher education institutions must recognize
as a primary responsibility the task of better preparing
cooperating teachers to work effectively with student
teachers. A quality student teaching experience cannot be
provided unless the supervisor with whom the student teacher
is placed is fully aware of the purpose of the practicum and
of what is expected of him or her, feels qualified and has a
high degree of expertise in the supervision of student
teachers. As the findings of this study illustrate, none of
these qualities exist in Papua New Guinea. The institutions
must also place high priority on the recognition of supervis-
ing teachers as professional colleagues, and as much as

possible, provide access to campus facilities and resources to
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the extent that these facilities are available to the regular
campus staff.

If the partnership is to fulfill all expectations,
cooperating schools must recognize their responsibilities and
take on their role in teacher preparation. The cooperating
schools can help by encouraging and participating in research
related to teacher education and be open to innovations which
promise to provide for continuous improvement of teaching. 1In
addition, they should provide and encourage supervising
teachers to participate in meetings, seminars and workshops
related to student teaching and other types of clinical
experiences. Ideally, cooperating schools should provide the
college/university supervisor with adequate office space, a
suitable room for seminars, space for library materials and
inter-school mailing services.

There is clearly a need to rethink the goals of teacher
education, specifically that of the practicum phase. The
ultimate goal should be to prepare future teachers who will
not only be proficient instructors but as Borys, Taylor and
Larocque (1991) point out, teachers who will also be reflec-
tive, collegial, experimental and enquiry-oriented. These
qualities should be modeled and nurtured within the practicum
settings to which the student teachers are assigned.



Ratermination of Practicum Policy

While the responsibility for practicum policy may finally
rest with the teacher education institution conducting the
total program, it is suggested that institutions establish
policy-oriented committees comprising representatives of
various groups associated with the practicum. These commit-

tees should be seen as having at least two main interrelated

programs closer together by ensuring that the former are
genuinely involved in the formulation and evaluation of
practicum policy, and second, to open important channels of
communication between practicum participants to promote mutual
understanding and good will.

In Australia, for example, a number of teacher education
institutions have practicum committees which, while they do
not necessarily formulate policy, monitor the implementation
of policy and offer advice on its improvement (Turney et al.,
1982).

The school experience or practicum committee may consist
of heads of participating schools or their nominees, school
liaison officers nominated by the heads of schools, cooperat-
ing teachers nomimsated by schools -- at least one from each
participating school where applicable, student teachers
nominated by the institutions and, in the case of teachers
colleges, at least one student teacher from each of the first,
second and third years. Also on this committee would be the
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Dean of the Faculty of Educaticn or the Principal of the
teachers college or their nominees, university/college staff
members (or a representative group) involved in the practicum
and finally, the teaching practice co-ordinator of that
institution who is to play a leading role such as chairing
meetings and other administrative duties. This may all seem

very idealistic, and may not work out for every institution in

Papua New Guinea because of geographical factors, however,

On a larger scale, a National Teacher Education Council
may be formed with offices in each of the twenty provinces
throughout the country. These councils may be composed of
cooperating teachers, school and provincial education adminis~-
trators, nominated members from the National Department of
Education, Teaching Service Commission, the Papua New Guinea
Teachers’ Association and college and university supervisors.
In general, the role and function of any teacher education
council should be, first, to improve student teaching and
teacher education, second, to serve in an advisory capacity to
education institutions and the schools involved, third, to
serve as a clearinghouse for any recommendations concerning
programs or practices and finally to aid the cooperating
school personnel to supervise student teachers, by providing
materials and equipment to facilitate understanding.

As was mentioned earlier, while there has been a growing
concern about the apparent decline in the educational stan-
dards in the country (Kenshe Report, 1987) could mean that
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teachers play a major role in setting these standards result-
ing from their initial preparation which may have a consider-
able impact on the teaching practice component. It is there-

fore very important to have members from the National Depart-

New Guinea Teachers’ Association on this council so that the
importance of the practicum phase of the teacher education
programs may be recognized not only as a university or college

responsibility but as a collaborative effort by the various

bodies.

Education Council should clearly be outlined and agreed upon
by all the participants. For instance, one of these responsi-
bilities might be to encourage, help, or sponsor provincial or
area workshops or inservice activities designed to provide
understanding and improved skills for those who work with
student teachers. Another might be to organize and run Pre,
Mid and Post practicum seminars for student teachers and
cooperating teachers alike and to have these groups of people
participating in discussions of major issues and concerns
regarding the practicum. The purposes of these seminars would
be to familiarize student teachers with a broad range of
practical approaches to major classroom issues and to provide

cooperating teachers with an opportunity to share their

student teachers. More importantly a goal would be to
negotiate, define and clarify the roles of each participant in
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the practicum setting. Another important task might be to
develop cooperating teacher and student teacher handbooks
specifying each participant’s roles and responsibilities, and
other student teaching materials to ensure that prospective
cooperating teachers and other school personnel have an under-

standing of the program and the responsibility involved.

Eromoting Reflective Practice

The three student teachers in this study didn’t really
have any conception that they should think and make sense out
of the experience, rather they were basically saying, tell me
what to do and I will do it, if you don’t I will grumble.
Since this study found that the student teachers were just
trying to do what they were told without confronting them-
selves in a critical examination of their beliefs, values and
reflect on their practices, one of the implications is the
need to look at promoting reflecting practice.

Field experiences should develop teachers who are
reflective as well as proficient (Borys, Taylor & Larocque,
1991). Reflective practice has become a basic philosophy or
guiding principle of preservice teacher education programs in
order to promote professional growth (Calanchie, 1990). The
findings of this study suggests that this is one area that
needs attention in the pre-service programs in Papva New
Guinea.
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Grant and Zeichner (1984), among others, have noted that
nonreflective teachers characteristically engage in what Dewey
(1933) referred to as "routine action®. In other words, their
"behaviour .... is guided by impulse, tradition, and author-
ity" and they accept uncritically the "taken-for-granted

definition of everyday reality in which problems, goals, and

ways"” (Grant & Zeichner, 1984, p.4). Indeed, they envision no
alternatives to this everyday reality. Accordingly, they
adopt a technocratic orientation, a preoccupation with
attaining goals which are defined by others. Not surprising-
ly, "they tend to forget the purposes and ends toward which
they are working®” (p. 4).

In contrast, reflective teachers are said to be teachers
who subject beliefs and practices to careful scrutiny,
rigorously examining their underlying rationale and contem-
pPlating seriously their probable consequences. In particular,
they "actively reflect upon their teaching and upon the
educational, social and political contexts in which their
teaching is embedded" (Grant & Zeichner, 1984, p. 4). 1In
other words, reflective teachers seek to understand the nature
and purposes of schooling in relation to the broader societal
context, for such insight underpins the decisions they make in
the course of their daily work (Edmundson 1990, p. 718).

The development of reflective teachers is a systematic

process that must begin at the preservice stage of teacher
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education. As Edmundson (1990) comments:

The skills and habits of reflection and inquiry

should be deliberatively taught, consistently

nurtured, and rigorously applied. Students should
receive assistance in learning to tolerate ambi-
guity and in seeing the greater benefits of knowing

how to solve problems rather than knowing a finite

number of solutions to specific problems (p. 722).

The development of reflective beginning teachers who also
possess decision-making skills is best facilitated when all
components of teacher preparation programs are designed with
a view to achieving these ends, and the practicum component is
no exception. Indeed, given the unparalleled opportunities it
affords for students to engage in inquiry, reflection and
decision making within actual school and classroom sites,
field experiences are indispensible to this developmental
process. In particular, it is crucial that the practicum

vigorously discourages student teachers from "quickly adopting

tors with whom they work .... in the hope of securing
favorable evaluations” and encourages them rather to assume a
much more “active control over their education as teachers®
(Grant & Zeichner, 1984, pp. 4-5) as was clearly not the case
with the three student teachers in this study. What is
certain is that, for this to occur widely, the apprenticeship
approach to practicum must give way to a more reflective
model. Guillaume and Rudney (1993) contend that one way
researchers and teacher educators explore student teachers’

concerns and ideologies is through practices of reflective
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see value in reflective teaching as a means of improving
practice. "The definition of reflection is to look back over
what has been done to extract the net meanings which are the
capital stock for dealing with further experience” (Guillaume

¢ Rudney, 1993, p. 66). Guillaume and Rudney further cite the

the turning of thought back on action and the knowing which is
implicit in that action®" (p. 66).

Reflective practice or reflection-in-action certainly
shouid be encouraged during the practicum in Papua New Guinea.
Students should be taught to reflect, as a matter of fact this
should be a major focus of the cn~campus courses too. This is
one area that has long been neglected by teacher educators in
Papua New Guinea and student teachers have not been taught to
reflect on their practices. For instance, it never occurred

to the three student teachers in this study that thinking

of learning. Student teachers have to make sense out of the
experience and moreover, these future teachers are going to be
faced in their professional lives with problematic situations
and they won’t necessarily have people there to tell thea what
to do or how to solve their problems so0 the university
classroom is the first place to start to teach these future
teachers to reflect. Promoting reflective practice would

represent a change not only in what the university does but
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In promoting reflective practice in a teacher education
preparation program in Papua New Guinea, I suggest a need to
stimulate practitioners to reflect through “freedom® and
"empowerment " . As Houston and Clift (1990) put it, *to
reflect, an individual must not only be free to think but also
feel empowered to think" (p. 213).

Student teaching practice that supports inquiry and
problem solving may help the students, like the three in this
study, define their roles as teachers and think more critical-
ly about schools (Guyton & M~Intyre, 1990). This perspective
can become a key ingredient of the practicum experience
provided by the teacher education institutions in Papua New
Guinea. Courses designed to serve this need would focus on
the problem-solving techniques and experiences that character-
ize best practice in the classroom. As Zeichner (1983) puts
it:

The inquiry-oriented view of teacher
preparation encourages student teachers
to be active agents and to take a greater
role in “"shaping the direction of the
educational environments® in which they
find themselves (p. 55).

In discussing the same issue, Calanchie (1990) is of the
view that consideration must also be given to the selection of
cooperating teachers for this important role. Although it may
be a frequent practice among administrators to select the most
effective classroom teachers, it should not be assumed that

these teachers make effective and reflective cooperating
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teachers. That the focal point of the student teacher’s
professional development during the practicum exists within a
framework of learning to reflect about one’s teaching is not

questioned. However, Calanchie (1990) contends that "because

becomes critical that coopcnt'inq teachers not only have a
good understanding of the art involved in reflective practice,
but that they have also established a personal comfort level
in making conscious underlying assumptions and intentions® (p.
86). Calanchie continues to state that it is safe to assume
that if the cooperating teacher feels uncomfortable with
disclosure of this nature then the extent and depth of
reflective activities between these colleagues will certainly
be limited. This certainly coincides with the findings of
this present study. There was hardly any evidence of any
reflective activities between the student teachers and their
cooperating teachers. If there was any at all, it would have
been between Peter and Mr. Java who had a wonderful relation-
ship throughout the nine weeks of the practicum. Unless
cooperating teachers are given the opportunity through
inservice and workshop sessions to evaluate their personal
value systems in this regard, they are not likely to be able
to go beyond personal attitudes once they have become engaged
in the practicum. What becomes critically evideant as
Calanchie (1990) notes is that the cooperating teachers who
are limited in their personal explorations and reflections, as
was the case in this study, are even further limited in
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channeling the analysis of teaching to the most productive

limits for the student teacher. It thus seems desirable to

necessary preparation in the analysis of teaching along with
supervision techniques. This preparation would be especially
helpful to encourage the support for norms of experimentation
and development of collegiality. 1In addition, if the school
culture supported the norms of experimentation and collegia-
lity it is likely to be comprised of teachers who would be
willing to analyze rigorously both their own practices and
those of others. These teachers with little doubt would make
effective cooperating teachers. Within the school context,
student teacher-cooperating teacher collaboration would serve
to strengthen, not only the bonds of collegiality, understand-

ing and appreciation of each others’ roles but the improvement

of teaching practice as well.

One obvious method of being reflective is through the use
of journal writing as was utilized in this study and was found
to be very rewarding for both the researcher and the partici-
pants who took an active part in maintaining their jour-
nals.

Keeping a journal can lead to better self-understanding

(Kite, 1991) and journal writing plays an important role in
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inquiry-oriented programs (Mills, 1990). Using journals may
not only enable each participant to reflect on what he/she is
doing but also provide every opportunity to communicate freely
with each other if they choose to do so, as in dialogue
journals, at a very personal level expressing their thoughts,

fears, strengths, weakness, anxieties and so forth. All three

study kept journals, although they did not share their
journals with each other.

All the participants in this study who kept journals
spoke very highly of the experience apart from acknowledging
the fact that it was extra work and time consuming. The
participants basically wrote of their concerns, frustrations
and successes in their journals.

Two factors were evident. First, although student
teachers were required to keep journals, which was a fairly
new idea just being introduced, none of them knew how to keep
one, that is, what sorts of things to write in their journals.
According to the three student teachers, there were no
guidelines whatsoever, as one of them elaborates:

These university people expect us to keep

journals .... what is a journal? We've

never kept these things before and where

do we even start without any guidelines?

(Chris).
This suggests that there is an urgent need to introduce
journal writing in the introductory courses where students can

be encouraged to maintain personal journals and consequently
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extending this to the practicum experience.

Secondly, it was also evident that the cooperating
teachers, like the student teachers, were not too sure of
keeping journals until after the sessions I had with them on
how to keep journals. I also had sessions with the three
student teachers on how to keep journals and both student
teachers and cooperating teachers were provided with suggested
focus questions as guidelines to give them some idea of what
to write about as discussed earlier in Chapter 3. Like the
student teachers, there is a need for cooperating teachers to
be introduced to journal writing through seminars and workshop

sessions.

real meaning then I think it is worth repeating the advice of
Mills (1990) as quoted earlier:
If journals are to be used in teacher education as
vehicles by which student teachers explore and
learn, perhaps the most important consideration,
when introducing journals, is to allow freedom for

the students to write in order to meet their needs
(p. 129).

training workshops or seminars.

Relating particularly to the student teachers in her
study, Mills (1990) notes that at the beginning, student
teachers write mostly in a descriptive manner. As they
proceed, the type of writing changes, their thoughts develop
and evolve, and the writing becomes more introspective. As

well as using journals to make connections between theory and
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practice, student teachers also use journals as stress
releasers when the pressure builds. Discovery and learning,
through the use of journals, is a process which moves through
its own stages and if writers are given freedom to explore
these stages, the journal can be a powerful tool in the
classroom.

In order to assist student teachers to gain maximum
benefit from their journals, response from another individual
such as a fellow student, cooperating teacher or university
supervisor s important. If the partner poses careful
questions and comments as a dialogue develops, this individual
is able to encourage the writer to be thoughtful and to listen
to his/her "underground stream of images and recollections"
(Mills, 1990, p. 130). Apart from the feeling that someone is
interested in their ideas, and that they are not writing in a
vacuum, student teachers are able to solve problems and
receive answers to their questions through their journal
partners. When the partner such as cooperating teacher or
university supervisor rarely or never responds, writing in the
journal may not be a useful learning activity, though the
process will fulfill other needs for the writer. Therefore it
is important to have regular and quick responses to keep the
ideas in perspective and the conversation flowing.
Consequently, dialogue in journals, should be regular and
consistent in order to be the most effective.

If, as mentioned above, student teachers are given
freedom in their journal writing, then journals should not be
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evaluated for grades. Grading in journals takes away the
creativity and spontaneity of writing. If the journal is to
fulfill the goal of assisting the student teacher to discover
and learn, then when a mark is attached to this, freedom is
lost and writers will work towards a grade rather than towards
personal discovery in their writing. If, for university
requirements, a mark of some sort is required, then appointing
a credit/non-credit value is sufficient, and this leaves the
student teacher with freedom to write spontaneocusly.

The danger, when writing in journals, is whether the
writers will write to the readers’ agenda or to their own.
This is why it is essential that instructors do not impose
specific topics on journal writers so that the writing will
proceed in their chosen direction.

It could be difficult to know whether journal writing is
the truth as the writer sees it, or if it is something written
to please the reader as might have been the case with the
student teachers in this study. However, if the reader such
as the cooperating teacher or university supervisor works to
build trust and honesty throughout the process, together with
allowing freedom for the writer, then there is a good chance

of success.



The relationship of roles to empathy in this study is the
way in which people act out the role rather than to describe
the role itself, although the success of it may depend upon
the characteristics of how they fulfill their respective
roles. An empathic relationship between cooperating teachers
and student teachers helps ensure that the cooperating teacher
shows deeper understanding of the difficulties as well as the
strengths that the student teacher is demonstrating.

Empathy is a critical component of human interaction.
“Cooperating teachers tend to model for their student teachers
predominantly content and pedagogical strategies, often
neglecting to model effective communication skills, such as
empathy, which are critical to teaching effectively" (McVea,
1992, p. 2). McVea notes that the degree of empathy which
exists very early in the relationship is usually predictive of
later success or lack of success of student teachers.

Cooperating teachers have a strong influence on their
student teacher’s self confidence, a quality indicative of
future teaching success. Empathic cooperating teachers
according to McVea (1992) can guide discussions about feelings
and communicate openly and in a flexible way. Similarly,
student teachers experiencing an empathic relationship are
open and flexible in their commitment to their cooperating
teachers and are able to communicate with understanding and
respect, as was the case in this study between Peter and his



256

cooperating teachers, especially his Social Science cooperat-
ing teacher, Mr. Java.

McVea (1992), in her study that focused on empathy in the
practicum relationship, conducted a series of workshops for
both cooperating teachers and student teachers. She notes
that both groups found the sessions very rewarding. The
sessions, which included how the participants perceived their
own roles and responsibilities and those of significant
others, provided opportunities to share concerns, frustra-
tions, and successes. Both cooperating teachers and student
teachers perceived the experience as improving their communi-
cation. McVea therefore concludes that her study shows the
importance of developing an empathic relationship between
cooperating teachers and student teachers in the education

practicum. With a better understanding of the impact an

for their students that encourages open sharing. Likewise
this should be encouraged in Papua New Guinea and similar
workshops could be designed for both student teachers and
cooperating teachers.

McVea (1992) argues that in order for people to grow
emotionally, they must first be accepted as they are.
Cooperating teachers who are accepting of student teachers,
who feel the student teachers are worthy as people in their
own right, and who think the student teachers have a contribu-
tion to make, are likely to find those beliefs confirmed. She
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continues: "If we believe that empathy is central to the
learning-teaching relationship, then that belief must underlie
all of our efforts. By ‘getting inside another’s world’,
perhaps we can understand that person’s needs, concerns,
frustrations, and successes better and thus improve the
learning process” (p.6). Therefore it seems reasonable to
suggest that a program focusing on active listening and
empathic responding could be made available to ccoperating
teachers in Papua New Guinea prior to their taking student
teachers. The program could ideally be implemented during the
National Inservice Training and Provincial Inservice Training
weeks that are held every year where teachers throughout the
country are involved, and when university and college person-
nel (where applicable) who are engaged in the practicum
programs throughout the country should be conducting these
sessions or taking them.

As well, teacher education institutions should include in
their respective programs learning activities that are
specifically designed for interpersonal relationships in the
student teacher and cooperating teacher roles. Kalekin-
Fishman and Kornfeld (1992) support this and state:

Our data show that it is not enough for lecturers

in methodology to emphasize professional skills

exclusively in order to improve the practice teach-

ing experience. The capacity for establishing

human relationships suitable to the needs that

arise in the school situation is of central imsport~

ance as well. The role partners’ coastructs of

wvhat makes for success in practice teaching indi-

cate that judgements of the performance of both

students and cooperating teachers are likely to be
highly coloured by the peeliminary perceptions that
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the student teacher and the cooperating teacher

have of the relevant roles. Therefore, the train-

ing program should be designed to include prepara-

tion for interpersonal relationships in these roles

(p. 160).

According to Kalekin-Fishman and Kornfeld, monitoring the
relationship between the student teacher and the cooperating

teacher by the student, the cooperating teacher, and the

of the experience.

Further research must be made to obtain increased under-
standing of the role relationships of cooperating teachers and
student teachers in the practicum and to enable these two
groups of participants to become more aware of their mutual
roles and perhaps to re-develop those roles within the
practicum setting. Hence, there is a need to replicate this
study by involving student teachers and cooperating teachers
in other school settings. Only one urban school was included
in this study. Further studies can, therefore, include
schools from the rural and suburban settings. The findings
would indicate similarities or differences in regard to the

relationship of the roles as perceived by the student teachers

Role theory clearly needs to be explored in a variety of

contexts to increase our understanding of the explanatory
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aspects of that particular theory. Moreover, it may also
increase our understanding of the personalities of particular
individuals and the contexts in which they work, as all these
factors may affect their understanding of how they perceive
their own roles and the roles of those with whom they inter-
act. As well, the impact of reflective practice on role
perception may be of interest in future research.

Anderson, Major and Mitchell (1992) interestingly note
that many individuals like things planned in advance, speci-
fics identified, and few exceptions made to the rules. Such
people, they say, should probably avoid working with student
teachers. What is needed when working with student teachers
is flexibility, understanding, and a degree of empathy for
those who are about to make mistakes. Those who work with
student teachers need to know, continue Anderson, Major and
Mitchell, that their proteges are in the process of learning
the profession and, as such, will make errors in judgement and
mistakes in management, and will even fail to use suggestions
offered by cooperating teachers and university supervisors.
University supervisors and cooperating teachers need to recall
their own student teaching experiences and keep in mind the
frustrations, overreactions, and even the regrettable things
that happened. All those not only involved in the practicum,
but in the course designs and teachings of both preservice and
inservice should bear the above thoughts in mind when perform-
ing their respective duties.

Finally, there is much need for collaborative partner-



ships in teacher education programs in Papua New Guinea.
While it may not be possible to include every school and
teacher education institution, there is room for some involve=-
ment of schools and institutions, especially those within

travelling distance from each other.

mﬁ 7;;3, m

In the discussion that follows, I wish to reflect briefly
on two areas: the research process itself, and the influence
which this study has had on my thoughts as a teacher educator

and about teacher education in general in Papua New Guinea.

The description of reality from the point of view of the
"insider" requires a research process which is structured from
the "emic" or "insider’s" view.

According to this view, cultural behavior
should always be studied and categorized
in terms of the "“inside-view" -- the
actor’s definition -- of human events
(Tardif, 1984, p. 195).

To this end, three student teachers and four cooperating
teachers became key informants in describing the reality of
the practicum as they experienced it. I attempted to bring
out the insider’s view of reality through the use of field

research techniques which included observation and field
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notes, weekly journals, interviews and informal group dis-
cussions. In analyzing and reporting on the data gathered, an
attempt was made to make explicit what was often implicit or
tacit to the participants involved.

In looking back from the time of first contact with the
participants to the final stages of data analysis after
completion of the field work, many thoughts and feelings
surface about the research process. Experiences of the
researcher have been ones of stress, learning and personal
growth,

The stressful experiences were generally related to the
nature of this type of research. 2Zigarmi and Zigarmi (1980)
identify six aspects of ethnographic-type studies which may be
sources of stress for researchers: stress related to gaining
and maintaining access; stress related to work overload;
stress related to their degree of participation; stress
derived from the need for acceptance and identity; stress
rel. ted to data presentation and distribution; and the stress
related to the autonomy of fieldwork and the problems of doing
credible research. All of these were sources of stress for
me.

There are no standardized procedures or instruments to
fall back on. There are no specific questions or hypotheses
to be confirmed or refuted. Although it is possible to
identify the attributes of good qualitative research in
education, there is no one right way of defining and approach-

ing the problem or of collecting and analyzing the data
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(Bogdan ¢ Biklen, 1992).

I had initial feelings of doubt and insecurity: "What
happens if the information I gather is meaningleas?" "will I
ever get enough information, and how will I krnow that?" *"wWhat
do I do if no overriding patterns or themes emerge from the
data?®” As well, I was always confronted with methodological
considerations: "What happens if some of the participants
suddenly decide to quit?" “Are the participants giving me
‘authentic’ information?" "How are my biases intluencing what
I am seeing and recording?"

In the early stages of data collection, I was often
unsure as to what to observe and what questions to ask. I had
to learn to trust the informants to give me the information
that would allow for further questioning and probing.

In the later stages of the research process, the overrid-
ing concern was related to the organization of the data.
Faced with many pages of written material obtained from the
transcribed interview sessions, weekly journals, my cbserva-
tions and my own field notes, I was faced with the task of
making sense of the mass of data. As the final stages of data
analysis came to a close, I was beset with problems of how to
report the data. Just how to present a description which

would provide a complete picture of the two groups of partici-

Notwithstanding the stress that accompanied this type of
study, rthe experience was very worthwhile and satisfying.

When attempting to get at cultural meanings held by partici-



pants in a particular social setting, researchers become
learners and participants become teache.s. Involvement in
this type of research proved to be a learning experience for
me and for the informants., As both groups of participants
became more at ease with me, they were eager to share confi-
dences and to describe their experiences of their own worlds.
They became the "knowledgeable ones", The qualitative
understanding of the practicum as experienced in both student
teacher and cooperating teacher roles as described by seven
informants. It also was a means for personal growth by the
researcher.

Inherent to this type of research is the need for the
researcher to be attentive to personal feelings and actions
and to their possible effect on people in the research setting
and on data collection. This constant introspection involved
the examination of the researcher’s inner world. With this
reflection came the realization that, as researcher and
teacher, many underlying assumptions, values and biases were
largely unexamined and taken for granted. This, to say the
least, was unsettling. Tardif (1984) tells us that “the
individual has to be jolted into awareness of his own percep-
tions, into recognition of the way in which he has constructed
his own life-world” (p. 203).

This jolting of awareness generated reflection on the
underlying assumptions and perceptions held by the partici-

pants regarding their own and each others’ roles in the whole
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process of teaching and learning within the practicum setting,
teacher education in general, and my role as teacher educator.
Case study researchers are always plagued with questions
about whether their findings apply beyond their own immediate
context. The question, however, should not be one of whether
what I have found applies to all other education students and
practicing teachers, but whether there is anything to be
learned about teacher education from a study of a few student
teachers and cooperating teachers. MacKinnon (1987) provides
one possible answer:
The notion that unless a cultural phenom-
enon is empirically universal it cannot
reflect anything about the nature of man
is about as logical as the notion that
because sickle-cell anemia is, fortunate-
ly, not universal, it cannot tell us

anything about human genetic processes
(p. 339).

I have undertaken this study assuming that human behavior

| gad
[

context-dependent. This is isn’t to say that every episode
of interaction is s0 unique as not to bear similarity to other
situations in other places. But, if we wish to gain a fair
appreciation of human experience, we need to understand it in
the situations in which it ozcurs.

Thus, I believe that for all the possible drawbacks, 1
have been able to provide a deeper look into the practicum as
experienced in both the student teacher and the cooperating

teacher roles as they participated in the teaching practice

research designs would have allowed in Papua New Guinea,
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be re-examining their approaches to the preservice and
inservice experiences of teachers, The literature clearly
states that the practicum is the single most important part of
teacher preparation and development. This being the case, it
is incumbent upon teacher educators in Papua New Guinea to

ensure that a . iality practicum experience is provided for

student teachers by knowledgeable and sensitive cooperating
teachers. An empathic relationship between cooperating

teacher and student teacher is critical to this learning
experience,

The problem with the present model, as I see it, is the
difference between what the programs are intended to accom=-
plish and what students may actually be learning while they
are in the schools, There is little doubt that the practicum
programs are designed on an apprenticeship model, where a
novice is sent to the field to observe and learn from an
experienced practitioner. In fact, Salzillo and Van Fleet
(1977) challenge that "no study has shown conclusively that
student teaching has any unique educat.onal component other
than assimilation® (p. 344). Cruickshank and Armaline (1986)
list a number of specific purposes of practice teaching which
include offering an opportunity for prospective teachers to
receive feedback on their performance, adding meaning and

realism to preservice preparation, providing an opportunity
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for novices to gauge whether they’ve selected the appropriate
career, and affording an opportunity for student teachers to
learn the "elements of a profession® (p. 36). But if the
experienced practitioners are practicing a style of teaching
that does not conform to current pedagogical thinking, or if
their practices are at odds with the philosophy of university-
based instruction, if any exist, then the value of the
practicum is questionable.

If teacher educators in Papua New Guinea accept that the
dominant purpose of a practicum is to socialize prospective
teachers uncritically into their profession, I suggest that it
is ill-placed in their teacher education programs, Goodlad
(1984) adopts a similar position:

The success of professional preparation, it seems

to me, depends on the degree to which programs are

able to separate beginners from the primitive or

outworn techniques of their predecessors. If we

were to set out to provide the most advanced prep-
aration for future doctors, surely we would not
intern them with those whose solution to every

illness is blood-letting (p. 316).

The experiences associated with carrying out this study
led me to reflect on my role as teacher educator. The study
became a mirror in which I could see reflections of self.
Underlying taken-for-granted assumptions, beliefs and values
which had rarely been questioned surfaced. There was a
realization that the research act is based to a large extent
on personal knowledge. The understanding acquired from having
attempted to understand reality from the vantage point of

another is a personal understanding.



Information may be public, but each human
makes sense of it in a different way.
Threads may be common, but people weave
their unique fabrics ... (Tardif 1984,
p.220).

Reflecting upon one’s reflections led to the following

concerns:

- How do I address the issue of roles and role relation-
ships within the practicum settings in my teaching?

- How do T promote and establish empathic relationship at
both the individual and the institutional level to
improve the quality of teacher education?

education programs?
- How do I encourage prospective and serving teachers alike
to confront themselves in a critical examination of their

beliefs, values and reflect on their practices?

teaching in the Papua New Guinean culture?

To some of these questions, no answers could be given --
only further questions. Though the reflective process did not
provide definitive answers, it did generate a new awareness
and further insights. The dialogue with self which arose
through confrontation and examination of these fundamental
questions will engender a personal move to consider alterna-
tive ways of looking at the teacher-learner relationship in

teacher education courses for which I will be responsible.
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A gap clearly exists between the classroom practice of
teachers and their theoretical knowledge base. In order to

bridge this gap it is necessary for both teacher education
institutions and schools to collaborate to meet the challenge
of providing classroom teachers with professional development
activities that are relevant to their classroom practice yet
continue to build their professional knowledge base. By
linking teachers in the field with researchers at the univer-
avolve. Thus, the practicum can be further strengthened. In
a4 sense what is being advocated is a form of institutional

empathy. That is, an empathic relationship needs to be estab-

improve the quality of teacher education in Papua New Guinea.
The importance of providing a successful practicum
experienc * for student teachers as well as satisfying the

programs are to occur. The parallel of effective teachers and
learners with cooperating teachers and student teachers in the
practicum is not lost, if we as teacher educators strive to
ensure that benefits should emerge for both cooperating
teachers and student teachers. By understanding how both
groups perceive their own and each others’ roles and by
recognizing the importance of empathy to the relationship
between student teachers and cooperating teachers, teacher

educators in Papua New Guinea may be better prepared to



provide strategies that will enhance the development of all
teachers.

Having completed this investigation, I realize that this
study is not an end in itself but an inquiry which suggests
more exploration of the practicum as experienced in the

student teacher and cooperating teacher roles in Papua New
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APPENDIX A
Situational Context



Papua New Guinea, the second biggest non-continental
island in the world, lies to the north of Australia with its
three and a half million people scattered over two million

square miles of land and sea. The country includes six

a variety of ethnic groups. Much of the land is extremely
mountainous, with peaks rising to 15,400 feet. Road systems
are few, and the country is heavily reliant upon expensive air
transport (Troy, 1991).

The geography of Papua New Guinea has divided its
indigenous people, who are basically Melanesian, into numerous
tribal groups, diverse in appearance and in their ways of
life, Many of the indigenous people speak English and

Melanesian Pidgin as a second or third language. The country

Formal education started in the late 1870s and early
1880s with the coming of missionaries. Prior to World War
Two, the schooling offered was almost entirely elementary, and
was provided by the missions. The schools tended to be
modelled on the German, Australian or American pattern
(Barington, 1976). The first secondary schools opened their
doors only thirty-one years ago (1962). The educational
system covers all levels of education from pre-elementary to

higher education.
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level. Goroka Teachers’ College which was amalgamated with

the University of Papua New Guinea in 1975 and the university
itself are the only institutions that cater for the prepara-
tion of secondary school teachers. Teacher preparation at the
elementary level consists of a three year program beyond high
school. The preferred entry level for initial training is
grade 12 although grade 10 applicants are still being
accepted. All subjects of the curriculum are studied during
the three year program. The opportunity for teaching practice
is provided each year, three consecutive weeks in the first
year, six weeks in the second and six to eight weeks in the
final year. Successful students obtain a diploma in primary
teaching. Teacher preparation at the secondary level offers
a three year program for students at Goroka Teachers’ College

and a four year program for those at the University of Papua

New Guinea beyond post secondary education. At Goroka
Teachers’ College the opportunity for teaching practice is

provided every year; four consecutive weeks during the first
year and six to eight weeks during each of the second and
third years depending on funding. For the University of Papua
New Guinea students, teaching practice occurs only once for
ten weeks during the fourth (education) year. Students at the
University of Papua New Guinea spend the first two and half
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years studying in the Arts and Science fields, followed by one
and a half years of professional studies in education in which
the first half of the final semester is devoted to teaching
practice. Those who successfully complete the three year
program at Goroka Teachers’ College are awarded a diploma in
secondary teaching, while those who successfully go through
the four year program at the University of Papua New Guinea

graduate with a Bachelor of Educartion degree.

The teaching practice component receives a very high

priority in the teacher education programs in all teacher

year to allow for immediate evaluation and feedback for all
the participants. Both student teachers and college/univer-
sity supervisors have an opportunity to assess themselves in
their respective roles upon returning to their respective
campuses., This is when debriefing sessions are held to allow
both staff and students to share their experiences and discuss
areas of concern. In Papua New Guinea, preliminary visits to
all schools are seen as an impossible task due to the unique-
ness of the country geographically and the lack of resources.
It may be worth noting that for colleges and universities the
academic year extends from the second week of February to the

end of November while for schools it starts at the beginning
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Thus, preparation for the whole teaching practice program
begins in early February with a letter to selected secondary
and elementary schools or community schools (as referred to in
Papua New Guinea) in the country respectfully requesting their
participation. Secondary schools, in particular, look for

students who can teach certain subjects, however, both

a particular gender or religion because of accommodation
problems or because of the type of school it may be (a church
or government school). Students are allowed to indicate any
particular schools in which they are interested, but if that
choice conflicts with the needs of the school, another school
is chosen.

To compensate for the preliminary visit, on arriving at
their schools, the first week is usually given to the student
teachers for observation. This is when the student teacher is
the administration and the organization of the school, its
staff and students and any other characteristics within the

school environment.
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APPFENDIX B
Letter to the Secretary for Education
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The Secretary for Education 514 Row House
Department of Education Michener Park

P S A Haus Edmonton, Albarta
Private Mail Bag T6H 4MS

P.0O. Boroko, NCD CANADA

Papua New Guinea January 22, 1992
Dear Sir,

I am John-Baptist Kiruhia, a Papua New Guinean currently
pursuing my Doctoral Studies here at the University of Alberta
- Canada. I am on study leave from the Faculty of Education

at the University of Papua New Guinea.

My research proposal,

Philosophy has been approved by this University. The purpose

of the study is to increase our understanding of the relation-
ship between student teacher and cooperating or supervising
teacher roles in the practicum (teaching practice) and to
enable student teachers and cooperating teachers to become
more aware of their mutual roles within the practicum setting.
The findings obtained may provide a framework useful for a
guideline for both cooperating teachers and student teachers
when performing their respective functions. Although much has
been written about teaching practice and problems associated
with it elsewhere, little or no attention has been given to
this area in Papua New Guinea.

vital components in any pre-service teacher training pregram
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anywhere in the world and Papua New Guinea is no exception.

This study will not only help us increase our understand-
ing of the relationship of the student teacher and cooperating
teacher roles, but will also enable student teachers and
cooperating teachers to become more aware of their mutual
roles within the practicum setting. None of this vital
information is obtainable within the Papua New Guinea context
at present. It may be of great benefit to every educator in
Papua New Guinea, particularly to those involved in pre-
service teacher training.

Approval of the study is the initial step. Gathering the
necessary information and data becomes an important step in
actually carrying on the study. Qualitative methodologies
will be adopted for the purgpyse of this study. On-site
observations, interviews, weekly conversations and journalling
will be used as principal data gathering devices. The study
to be conducted during this year’s (1992) teaching practice
from July to September will be staged at one particular school
setting (preferably Gerehu High School). All the student
teachers from University of Papua New Guinea placed in that
school and their cooperating teachers will be requested to
participate in this study.

My purpose for writing to you at this early juncture is
to request your permission to work with your teachers by way
of involving them in this study. I should be home in Papua
New Guinea by the first of June and during the first six weeks
prior to the practicum I will be mainly involved with the
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preparatory aspects of the research such as negotiating entry
and identifying participants. This will involve meeting with
student teachers, university supervisors, the Head Master and

teachers of Gerehu high school and other required officials

Department of Education.

I have written to the Vice Chancellor of the University
of Papua New Guinea with copies to the Dean of the Faculty of
Education, Head of the Education Department and the Teaching
Practice Co-ordinator on the same matter requesting to work
with their student teachers.

Please find attached a supporting letter from my research
supervisor and chairman of the department.

Thanking you for your assistance.

Yours Sincerely,

John-Baptist Kiruhia

cCc : The Teaching Service Commissioner

cc : The Assistant Secretary - Provincial Education Office,
Konedobu

The Headmaster - Gerehu High School

\n\
0
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Letter to the Vice Chancellor
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The Vice Chancellor 514 Row House
University of Papua New Guinea Michener Park
P.0. Box 320 Edmonton, Alberta
University Post Office T6H 4MS

Papua New Guinea CANADA

January 22, 1992

Dear Sir,

submitted in partial

fulfillment of the requirements for the degree of Doctor of

Philosophy has been approved by this University. The purpose
of the study is to increase our understanding of the relation-
teacher roles in the practicum (teaching practice) and to
enable student teachers and cooperating teachers to become
more aware of their mutual roles within the practicum setting.
The findings obtained may provide a framework useful for a
guideline for both cooperating teachers and student teachers
when performing their respective functions. Although much has
been written about teaching practice and problems associated
with it elsewhere, little or no attention has been given to
this area in Papua New Guinea.

Teaching practice is considered to be one of the most
vital components in any pre-service teacher training program
anyvhere in the world and Papua New Guinea is no exception.

This study will not only help us increase our understand-
ing of the relationship of the student teacher and cooperating
teacher roles, but will also enable student teachers and

cooperating teachers to become more aware of their mutual



297

roles within the practicum setting. None of this vital
information is obtainable within the Papua New Guinea context
at present. It may be of great benefit to every educator in
Papua New Guinea, particularly to those involved in pre-
service teacher training.

Approval of the study is the initial step. Gathering the
necessary information and data becomes an important step in
actually carrying on the study. Qualitative methodologies
will be adopted for the purpose of this stuay. On-site
observations, interviews, weekly conversations and journalling
will be used as principal data gathering devices. The study
to be conducted during this year’s (1992) teaching practice
from July to September will be staged at one particular school
setting (preferably Gerehu High School). All the student
teachers from the University of Papua New Guinea placed in
that school and their cooperating teachers will be requested
to participate in this study.

My purpose for writing to you at this early juncture is
to request your permission to work with your student teachers
by way of involving them in this study. I should be home in
Papua New Guinea by the first of June and during the first six
weeks prior to the practicum I will be mainly involved with
the preparatory aspects of the research such as negotiating
entry and identifying participants. This will involve meeting
with student teachers, university supervisors, the Head Master
and teachers of Gerehu high school and other required offi-
cials from both the University of Papua New Guinea and the
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National Department of Education.

I have written to the Secretary for Education with copies
to the Teaching Service Commissioner, the Assistant Secretary
- Provincial Education Office, Konedobu and the Headmaster of
Gerehu High School on the same matter requesting to work with
their teachers,

Please find attached a supporting letter from my research
supervisor and chairman of the department.

Thanking you for your assistance,.

Yours Sincerely,

John-Baptist Kiruhia

cc : Dean - Faculty of Education
cc : Head - Education Deptartment

cc : Teaching Practice Co-Ordinator - University of Papua New
Guinea



299

APPENDIX D

Supporting letter from my Research Supervisor aand
Chairman of the Department
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Department of Elementary Education
Office of the Chair

University of Alberta

Edmonton

Canada T6G 2G5

January 28, 1992
TO WHOM IT MAY CONCERN

re: John Kiruhia
Graduate Student
Department of Elementary Education
University of Alberta

John Kiruhia has successfully defended his Candidacy
Examination and it is expected that he will complete his
course work at the University of Alberta by April of the
1991/92 academic year. John plans to travel to Papua, New
Guinea to conduct his research from June to September, 1992.

I understand that he has written to a number of offi-
cials, both from the University of Papua, New Guinea and the
National Department of Education to seek permission to work
with student teachers and cooperating or supervising teachers
during this year’s teaching practice session at a Provincial
High School.

John’s study is of vital importance not only in the
Papua, New Guinean context but also towards teacher education
as a field of study.

Every assistance that you can provide towards the
completion of Mr. Kiruhia’s study would be greatly appreci-
ated.

Respectfully,

R.K. Jackson, Ph.D.
Professor and Chair
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Pre-practicum interview guide for student teachers
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What picture do you have in your head about what this
teaching practice experience will be like?

does it mean to you or how would you define teaching
practice?

Work through a typical teaching day and describe a:.J

doing.

How do you perceive the roles and responsibilities of
your cooeprating teachers?

How do you perceive your own roles? What does being a
student teacher mean to you?

Describe how you feel now, that is state any concerns or

What events or processes do you think will create or
cause problems for you in this practicum experience?

What events or processes do you think will be rewarding?
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Pre-practicum interview guide for cooperating teachers
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How many years have you taught?

How many years have you had student teachers?

What is the total number of student teachers you have had
so far?
Tell me a bit about how you view teaching practice? What

does it mean to you or how would you define teaching
practice?

Work through a typical day and describe and explain some
of the things you would normally do, with a student

teacher.

ch do yeu perceiva tha roles and responsibilities of

How do you perceive your own roles? What does being a
cooperating teacher mean to you or what does it involve?

Describe how you feel now, that is state any concerns or
anxieties you have at this time about the practicum,

What events or processes do you think will create or
cause problems for you in this round of teaching prac-
tice?
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APPENDIX G
Mid-practicum interview guide for studeat teachers
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Questions/Concerns about the transcriptions. Are there
things you wish to change, discuss or add to?

Describe how you feel at this point of time.
What events or issues have created problems for you?
What events or issues have been particularly rewarding?

Have your cooperating teachers been performing according
to your expectations?

How about your own roles? How do you feel about the
roles and responsibilities that you have been performing?

Has anything new and unexpected been imposed onto you?
If s0 how did you go about fulfilling these roles and
what are your feelings regarding these?

Do you see any conflicts in your roles? Describe some of
these.

Do you see any of your roles matching with that of your
cooperating teachers? Describe some of these.

Describe your relationship with your cooperating
teachers. How have you been getting along so far?
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Questions/Concerns about the transcriptions. Are there
things you wish to change, discuss or add to?

Describe how you feel at this point of time.
What events or issues have created problems for you?
What events or issues have been particularly rewarding?

Have your student teachers been performing according to
your expectations?

How about your own roles? How do you feel about the
roles and responsibilities that you have been performing?

Has anything new and unexpected been imposed onto you?
If so how did you go about fulfilling these roles and
what are your feelings regarding these?

Do you see any conflicts in your roles? Describe some of
these.

Do you see any of your roles matching with that of your
student teachers? Describe some of these.

Describe your relationship with your student teachers.
How have you been getting along so far?
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Post-practicum interview guide for student teachers
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Questions/Concerns about the transcription. Are there
things you wish to change, discuss or add to?

What turned out the way you had anticipated? What did
not? Describe some significantly rewarding and down
moments.

Having gone through this experience, how do you now
perceive the roles and responsibilities of your cooperat-
ing teachers?

How about your own roles and responsibilities?

Have you noticed any changes from your initial percep-
tions regarding the roles and responsibilities of your
cooperating teachers?

How about your own roles and responsibilities?

Describe some general concerns you have regarding the

supervisory process between you and your cooperating
teachers,

What events/processes caused you most concern in this
practicum experience?

What events/processes were most rewarding for you in this
practicum experience?

What part did keeping a journal play in this experience?

Anything you would like to add?
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Questions/Concerns about the transcription. Are there
things you wish to change, discuss or add to?

What turned out the way you had anticipated? What did
not? Describe some significantly rewarding and down
moments.

Having gone through this experience, how do you now
perceive the roles and responsibilities of your student
teachers?

Have you noticed any changes from your initial percep-
tions regarding the roles and responsibilities of your
student teachers?

How about your own roles and responsibilities?

Describe some general concerns you have regarding the
supervisory process between you and your student
teachers.

What events/processes caused you most concern in this
practicum experience?

What events/processes were most rewarding for you in this
practicum experience?

What part did keeping a journal play in this experience?
Anything you would like to add?
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Suggested focus questions for weekly journal
for student teachers
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Describe how you feel at this point of time. How did you
get on (today) this week? What turned out the way you
had expected? What did not? Describe some significantly
rewarding and down moments.

State the number of times you had interacted with your
cooperating teacher (s) and describe what happened during
those times that you met. (Both formal and informal
meetings).

Do you feel that your cooperating teacher(s) fulfilled
his/her/their roles exceptionally well? If yes, please
elaborate and give some examples. If no, what do you

think could have been done to improve the situation?

How do you feel about the roles that you played? Were
they all as you had anticipated? If yes, please elabor-
ate and give examples. If no, how did you go about
performing those unexpected roles and responsibilities
imposed on you and how do you feel about this?

Describe your relationship with your cooperating
teachers. How have you been getting along so far?

Have you noticed any conflicts in your roles? Describe
some of these.

Have you noticed any of your roles matching with that of
your cooperating teachers? Describe some of these.

Anything else (concerns/fears/anxieties) you wish to
write about?
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APPENDIX L

Suggested focus questions for weekly journmal
for cooperating teachers



316

Describe how you feel at this point of time. How did you
get on (today) this week? What turned out the way you
had expected? What did not? Describe some significantly
rewvarding and down moments.

State the number of times you had interacted with your
student teacher(s) and describe what happened during
those times that you met. (Both formal and informal
meetings) .

Do you feel that your student teacher(s) fulfilled
his/her/their roles exceptionally well? If yes, please
elaborate and give some examples. If no, what do you
think could have been done to improve the asituation?

How do you feel about the roles that you played? Were
they all as you had anticipated? If yes, please elabor-
ate and give examples. If no, how did you go about
performing those unexpected roles and responsibilities
imposed on you and how do you feel about this?

How have you been getting along so far?

Have you noticed any conflicts in your roles? Describe
some of these,

Have you noticed any of your roles matching with that of
your student teachers? Describe some of these.
Anything else (concerns/fears/anxieties) you wish to
write about?






