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ABSTRACT

The purpose of this study was to examine and des-
cribe early teacher development as it related to the
Ed.C.I. 352/Ed.Pr. 353 courses, anh early professional:
experience. In order to study this development, a self-
growth experience was provided during Ed.C;I. 352, using
dialogue and a problematic approach to’the presentation of
course material. Provisions for expressions of student
self-growth were made in the fofm_of journal reporting,
course,assiénments and semi—strqcturedvihterviews.

The Ed.C;I. 352 class consisted of 25 students of
which 'eight volunteered to participate in three semi-
structured interviews; at the beginning of E4d.C.I. 352;
,at the end of Ed.C.T. 352; and du;ing the final week of the
practicum experie?ce. All studeﬁts agreed to participate 1in

!
journal reporting which was monitored at regular intervals

by the researcher, ;ith written comments in each journal.
The students also participated in a Curriculum Orientation
Profile,‘which roughiy coincided with the interview schedui—
ing.

The results of the curriculum profile indicated that
self-actualization of the child and the development of cog-

nitive processes were the preferred orientations. 1In the

former case, students entered the course with this



orientation; but in the latter, students were influenced by
the Ed.C.I. 352 course. i

The results from course assignments offered student
reflections on teaching, what it means Fo(be a teacher, and
their present development with respect to teaching. Various
stages of development, from survival through subject mastery,
to concern over pupils, were identifid.

Journal reportlng provided an added dimension to

dialogue 'bh@@ﬂ?gkhe researcher and student, and gave a v1ew
: R L

of student self ‘growth as 1y’ As well, it provided
an effective monitoring of Ed.C.I. 353 frém a student/
teécher perspective.

Student—volunteer interviews were content analyzed
for three themes: development of a personal teaching style;
integration of theory and practice; and, a critique of
Ed.C.I. 352/Ed.Pr. 353. Self-growth through the develop-
ment of a personal teaching style waé observed in each case
but the lével of preparedness, compared to that of a first-
year teacher, varied.

A weakness irléﬁe presentation of Ed.C.I. 352 was

o ,
recégnizéa'with respect to the integration of theory and
practice and was perceived, by the students, to centgé
around the problem of maintaining classroom discipline.

Generally, the students felt that they had been pre-

pared adequately, for the Phase II experience, by

EQ.C.I..352.

vi
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CHAPTER 1

THE PROBLEM |

N " i .
Introduction \»

Ed.C.I. 352 is the first of the required three
Ed.C.I. courses for secondary education students. It is de-

)

signed as a course leading students into curriculum and

Yok

instructien at?thejsecondary-school level. Since it is an
introductioﬁQtefcﬁgfiCulum'anq instruction, it is netes; |
sarily genefalistfc:ih;approach. Succeeding Ed.C.I. courses
are lncrea51ngly subjectwspecific in their orientation.'
Companlon to Ed C 1. 352 is its practicum experience Ccom=-
ponent——Ed.Pr. 353 (Phase II). This is the second practicum
'expe%ience'fer~secdadary education students and’representS'
the first full-time teaching experience. |
The bresent organizational ffamework of the under-
gragyate program for.sxwpndary students evolyed f{om .
directives of the Undeféraduatg Studies Review Committee
(USRC, 1977) and the Committee: on Ba91c Skllls and Knowledge
2y
(CBGK, 1978). These Faculty of Educatlon Committees and the
" responses from the Department of Secondary Educatlon formu—
lated the program as it now exists.

Influentlal varlables durlng an educational process

1nc1ude maklng productlve use of time, eff1c1ently

e

e
//4 T i N



utilizing space,‘and perfecting teaching skills, but people
still remain the most important\;ngredient in teaching. The
significance of human priority and tﬁe important guality of
human uniqueness, potential and dignit? is recognized. Con-

cerns dealing only with the effectiveness of teaching skills

and techniéues is not enough. It is important to attend to
the interaction between individuals and groups--the nature
of relationships between human beings.

The purpose of this program is to provide the
evolving teachers with several approaches to
teaching—--approaches that make human beings
pivotal to the learning process, and that en-
courage joint interaction of students and
teachers with their .environment. An over-all
goal is a kind of teacher education which
theorizes, practices, probes, questions,
challenges, analyzes, and reflectgs«1f
teaching is to be considered a personal ex-
perience, then it must seek to increase
self-awareness and self-acceptance through
organized experiences which encourage self-
reflection. (Jacknicke, ed., 1980)

Statement of the Problem

<

Ah examination éf the,purpose of the program leads
initially to ﬁhe question of teacher development. Is \there
evidence of a growth pattern émerging during the initial
stages:of .professional development? Subsequent to this is
the question of the degree to which self-growth (self-
aWareness, self-acceptance and self-reflection) are developed

£

in the Ed.C.I. 352/E4d.Pr. 353 experience.



The Purpose'bf the‘Study

The purpose of the stuay is:

1. To examine and describe professional deyelopmeﬁt within
the EA.C.I. 352/E4d.Pr. 353 courses;

2. To pgovidé a self-growth experience, in terms of critical
reflection, for Ed.C.I. 352 students; .and

3. To provide a vehicle for the expression of self—growthl

in the form of journal reporting and interviews.

Definitions and Conceptual Framework
“of E4A.C.I. 352

Multidimensional

Teaching involves a network of experiences, meanings

and approaches which implies a multi—dimenSiQQality to the

o ~
’

process. Teaching should be dynamic, never compiete, but
,' ' \\ SN
constantly under review, striving for' understanding. Teg\p—

S
[

ing is not a "recipe" implemented by a technician. \\\\\

Ed.C.I. 352/Ed.Pr. 353 provides opportunitigs to experience a
variety of curriculum orientations and teaching experiences,
whiéh should result in the development of a pergbnal teaching

style (Jacknicke, ed., 1980).

Interaction

The learner and the environment interact in meaning-
ful learning situations. The greater the frequency, variety

> and intensity of the interaction, the more meaningful will be



the learning. Each 1nd1v1dual Qﬂlngs to the interaiction a

D

framework of experiences and meaniﬁgsu As these are shared,
they'help build genuine participatien, personal decision
making, commitment and, therefore, responsibility (Jacknicke;

ed., 1980).

Self-growth and Understanding

Teaching is a social actiVity which centres around
human relationships. Dialogue with other human beings 1is
necessary if self—growth_through interpretation and under-
standing of teaching expériéﬁces is to be made. Coming to
understand what it means to be a teacher is something every-
one must do for him/herself. Since there is no all—imposing
reality, formula, recipe or plan of teaching, educators
should attempt to become aware and conscious of the many

alternatives of being a teacher (Jackaicke, ed., 1980).

Skills and Techniques ) : -

The successful mastering of the rudlments of teach-

ing skills enables the teacher to engaq@ in hlgher levels of
; e

cv #r 27

thought and in conceptuallzlng about the teachlng act. The
acquisition of skills and techniques 1is only‘a means by
which certain teaching goals can.be accdomplished (Jacknicke,

ed., 1980).



.

i

Sequential Growth

|
Self-growth requires a sequential de%slopment of
theory, practfee and reflection which stimula%es increasing

levels of analysis and awareness (Jacknick@, ed., 1980) ..

Shared Reflection of Theory and Practice

{
"There is an interaction between theory’&nd practice;
one always influences the other. During teacher development,
opportunities should be provided to examine theory and

practice interactions (Jacknicke, ed., 1980) .

Potential to Ghange

The potential to chahgevis a function of society,
education and the individdals.operating_within this frame-
work (Ehe téachers, studen£s, parents, administrators,
governments, etc.). The following,points.should be con-
‘sidered:

i. Society

a) Canadian society has been created by the efforts of
human beings inter?cting daiiy;

b) Society remains ©or changes depending upon the values
and actions of the citizens who are members of par-
ticular institutions; and R

c) These institutions are socially created and, tﬁgfe—

fore, retain the potential to be changed by the human

beings making them up.



2. Education
d) The reality of education has been socially created;
e) Schools are what they are because human beings have
made them thagu;gi} and .
f) Whatever school life is (or becomes)vaéééhééLden“h .....
values, beliefs, assumptions, skills and meanings
thch teachers, students, etc., bring to the inter-
actiéns and experiences of education.
3. Teachér Developmént and Potential to Change
g) If education is the result of human thought and effort,
then it remains within the power and potential of the
teacher (and others involved in the teaching act) to
alter or construct new forms of education; and
h) Student teachers should be made aware that what has'
been educationally constructed over Eée@gggerations
- need not be Lhought of asla static and unché%&@ngagw
reality (Jacknicke, ed., 1980).

Delimitations

The proposed{study will centre around the Ed.C.I. 352/
»Ed.Pr. 353 teacher education courses of the Department of
Secdndary Education, University of Alberta. The reseafcher
will instruct, interact, conference and interview students
enrolled in these courses. Teacher development is an ongoing
process involving pre-service and in—service periods. It 1is
beyond the scope of this study to consider either the

totality of teacher development or the progression of a



first-year teacher or other phases in teacher preparation.

Assumptions

The study is based on several assumptions:
That the scopeiof the study, involving a particular .
s£ége of teacher training, will yield meaningful re-
sults;
That teacher déveIOpment ig“gsﬁ"a”éﬁe=“onntwoqu9{ .
process, but rather is ongoing and dynamic;
That the étudy will provide a deeper understanding of
tﬁe development that occurs during these early required -
Fd.C.I./Ed.Pr. (or professional) courses; aﬁd

That members of the study group and student-volunteers

will be able to recall and relate their thodghts rela-

“tive to their pre-practicum (Ed.C.I. 352) and practicum

.
(Ed.Pr. 353) experiences.

Limitations

’

The following limitations are inherent in this study:
The data for this study were gathered from the percep-
tions of 25 members of the study group and eight stu-
dent-volunteers while the analysis and discussion were
based on researcher intuition and interaction;
The data and analyses were bound in and relative to the
individual participants of this study;)and
The student teachers in this study may be too content-
oriented to perceive the importance and relevance of

critical reflection in their development.



CHAPTER II

{VIEW OF SELECTED LITERATURE

N

To beli 3iv’?‘jﬂthat one has had a positive influ-

ence . ln o life of another is the reward of
teachlngfﬁyIt is thlS belief that stimulates,

__ tha ‘pro
LR A lve-’r_lator, a facilitator, a manipu-
Wako ,&f%:‘jgﬁand envidbnment. . . . teachers
i & Z,Y for no one knows where their
influence ends, (Weber, 1982, p. 14)

Introductlon

From Plato to Piaget and beyond, gquestions have been
a;ked to give an understanding of teaching and learning~—
what is "teaching" and what is "learning" and what relation-
ship exists between these Fwo phenomena? Before studying the
historical relationships of teaching and leafning, an
account of the meanings of key terms should be considered.
These terms will necessarily include the following:

educate (L.ﬁ From L. &ducatus, pp. of &ducare,
to educate; allied to L. &dicere, to bring
out.--L. &, out; dicere, to bring. (Skeat,
1963)

knowledge (E.) M.E. Knowledge, Knauleche; from
knowlechen, ub., to acknowledge. Here--
l8chen = A.S5.--1l0ecan (as in M.E. néhléchen,
A.S. neahldecan, to approach). And--loé&can
is from the A.S.--1l3c, the same word as
A.S. lac, a game, sport, play. (Skeat, 1963)

know, to be assured of (E.) M.E. knowen. A.S.
cn3awan (pt.t. cnéow, pp. cnawen). +Icel.
knd, 0.H.G. chn3dan. Further allied to Pers.’
far-zan, knowledge; O. Irish gnath, know,
accustomed, W. gnawd, a custom. (Skeat, 1963)



. learn (E.) M.E. lernen. A.S. leornian + G.
lernen, to learn. Teut. type lizndn; from
liz(a)noz, pp. of leisan-, to trace out,
of which the pt.t. lais occurs in Goth. -

with the sen 1 tnow', i1.e. have found
out. Hence alsc i+ut. laizjan-, to teach,
as in A.S. lderan (G. lehren), to teach.
(Skeat, 1963) '

teach (E.) M.E. techen. A.S. tdecan to show

how to do, shew, pt.t. tcoehte, pp. toeht.

Formed from td3c--base of tdc-en, a token.

Allied to GK. I shew, cognate with.

(Skeat, 1963)

An etymological consideration of these words shows
the interconnections of their root-meanings. Learn has "to
teach" contained in its meaning and teach derives. "cognate"
within its meaning. Cognate and its derivative cognisance
(not included above) leads back to the root meaning "know"

t

and "knowledge." Educate, "to bring out," perhaps links the
others in a common rootedness. Since this?interrelationship
can be seén, some suggestion of the difficulty in completély:
describing each separately can be appreciated. }t.Qould,

therefore, be meaningful to trace teaching and learning from

an historical perspective.

Historical Framework of
Teaching and Learning
Answers to‘questions in education which focus on
teaching and learning have often been sought in psychology.
Historically, psychologists have focused more on theories of
learning than on theories of’teaching. Educators and philo-
sophers round out the theory base and Johh Dewey.bnce sug-

gested that "philosophy in action” describéd theory



{(McDhaniel, 1979).

Early learning theories were based on the assumption
that the "hind" has certaigﬂinnate qualities that determine
what a pefson "knows." This mind-centred notion influenced
learning theory from Plato to the twentieth ”5““3*”. Morse
and Wingo (1962) state that probably "more teachers hayé
accepted it as a guiding psychological idea than have
accepted all other psychological concepts put together.”

‘The Socratic Method historically is the first teach-
ing and learning theory. It is the deriQed theory of teach-
ing frém the Socratic-Platonic concept of learning. The
teagher,in Plato's view, is a midwife to knowledge, who
helps another recall innate -abstract knowledée which the
immortal soul has but forgets in the trauma of birth
(McDaniel, 1979). Systematic questioning,. thé cornerstone
of the Socratic method, is used bﬁ'the teacher to help the
sghdent to recall kngwldge, to remember ideas conéerning
intellectual and moral truths about man and the universe and
to exercise the faculty‘of reason that is "the eye of the
soul" to Plato. 1In this way, moral knowledge and'ihtellec—
tual knowledgé become inseparable in the educated, har-
moniocus soul. .

Class;oom practices of the past two decades have
been affected profoundly by the'Enquiry Method--a modern
version of thé Socratic Method. One of the main proponents

of this method was Joseph Schwab who outlined its teaching

component:



_ the processes of data gathering, analysis,
and experimentation are under the control of
the learner himselfl, . . . {[L]learning is under
the autonomous:control of the learner, who not
only finds out for himself but also determines
how he will go about finding out for himself.
(Seifman, 1971) "

Schwab (1969) describes what happeds in the . -student-centred,
enquiring classroom with respect to the new role for the
teacher:

Now his role is to teach the student how to
learn. His responsibility is to impart to the
student an art, a skill, by means of which lthe
student can teach himself. This art eonSLQts
in knowing what questions to ask . . . yhen to
ask them, and where to find the answers. This
kind of skill is learned by doing, by exercise o
and is taught by guiding the doing.

Hence the enquiring classroom is one

which the questions . . . exemplify to the
student the sorts of questions he must ask . . .
(Emphasis mine) (p. 34)

'

Central to the Socratic Method is the idea that the
student pursues hlS own path to learnlng through a process of
questioning. Within the Socratic/Enquiry theory, teaching
is viewed as an activity dependent upon a teacher's skill in
asking the kinds of questions that arouse student intefest v
and perplex1ty in the student's mind and answers are arrived
at through dialogue, dlscu551on and lndependent research
The goal in this form of instruction lies in the student's
ability to perceive principles and concepts and assign
meaning to them.

Jean Jacques Rousseau'e education of the ";ataral

man" is a departure from the Socratlc Method. ;Rousseau's

__ideas in educatlon can be. traced in his works of the early

"1760s: Emile, The Social Contract and The New Heloise.
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Rousseau's impact was so profound that his cducational
thought can be traced to John Dewey in the early twentieth
éentury and to the open education movement in the 1960s
(McDhaniel, 1979).

Rousseag's theory of légrninq and teaching is like

Plato's on the following éoints:

1. Learning was an active process of developing certain
innate powers (essentially experience) ;

2. The teacher was a guide who confronted, the student with
problems and perplexities which wouzld stimulate educa-
tional growth; and

3. Education was a process which incorporated the mental,
moral and physical devélopment of the individual.

Rousseau aiffered from Plato on two key points.

First, "natural'man: (man uncogrupted by artificial and dis-

torted social and educational practices) was the goal of

education. Second, he formulated one of the earliest deve-

lopmentaI psychologies as follows (McDhaniel, 1979):

Age Stage Power Education
0-2 Infancy Feelings Good' habits
2-12 Boyhood Senses Games and drawing
12-15 Pre-adoles- Reason Geography, astro-
cence nomy, environ-
) ment
15-20 Adolescence Desire and Reading, travel
‘ ' emotion
20-25 Maturity Will Social, politi-
- ‘ cal, family
life

4

Fach faculty or power within the growing child
emerges in turn with education experiences
arranged by the tutor to correspond to the
given power. (McDaniel, 1979)



Rousseau views knowledge as self knowledge which

-

enables the student to know who he‘és and that learning 1is

through experience which dlrects the developmental sequence.

B

Knéwledge first comes through the senses and only. later
through reason, and thus the object 60f education--the deve-
lopﬁent'of manhood——is aohleyed. |

The teacher's role‘is to determine the readi ess of
'the student; to structure the envlronmeht, to ‘stfmulate

awareness for each lYearning experience.

Dewey's "New Education," at the turnwof the twen-
tieth century, was quite compatibleowith Rousseau's theories

on educdtion. For Dewey melded aspects of Darwinian Evolu-

tionary theory with the Romantic Naturallsm of Rousseau to

' formulate'thisbnew or progressive education. Subscribers to

this'theorykfollowed'three tenets:

1. A child;oehtred‘curriculum that revolved around per-
ceived learner needs; - . | |

. .
. 2.° An approach to learning that was based on the scientific

3

method and reflective thinking; and

3. A theo§§ of teaching in which the teacher's roﬁe@was to
o
-provide actlve learnlng experlences SO the learner would

solve the problem(s) by employing the sc1ent1f1c method.
Dewey (1938)° describes the learner:

His senses are avenues of knowledge not because
external facts are somehow ‘conveyed' to the
‘brain but because they are used in doing some-
thiing with a purpose. . .. . . As & matter of
v+ . fact, every perception and every idea is a ‘
' sense of the bearings, use, and cause of a thing.
(pp. 142-~143) ' ' )



Knowledge, then, comes to the learner through the external
world of things, ahd .

problems are the stimulus to thinking

[for] growth depends upon the presence
of difficulty to be overcome by the exercise
of intelligence. (Dewey, 1938, p. 79)

. In the 1960s, a neo-progressive movement called "open
B ?j,, :
Y T

" education" was developed with much assistante frxom the works

of Piaget (1952, 1963) and Bruner (1960) . During this periéd
.ﬂ",‘) ' B . y
iﬁ\&?e United States, social upheavals were evident as indi-

cated by the Vietnam War, urban riots and student revolu-
tions. For Rousseau, in eighteenthﬁcentury'France, and’

Dewey, in early twentieth éentury America, the focus for re-

form centred on social institutidns. The school was‘viewed
as' being dehumaniéing, impersonal, bureaucrétic and rigid
(McDaniel, 1979). The reformers (Dewey et gi;) called for-
\ a revitaﬁization of teaching énd learning by opening the
‘school and classroomé; Open school advocatés of the 1960s
voiced their qissatisfaction with the boring-formélism of
traditional schooling. |

'.Don Tunnell (1975) defines oéen edgcation as fol-
lows: | h

Open education is that form of educational
practice which is characteristically regqulated
by the following rules?
1. Students are. to pursue educational activi-
ties of their own choosing;
2. Teachers are to create an environment rich
"in educational possibilities;
3. Teachers are to give a student individual-. '
ized instruction based on. what he/she is
- interested in but they are also to guide
the student along educationally worthwhile
lines; '
4, Teachers are to respect students. The fol-
lowing count as exhibiting respect for the

n



student: _ ‘

"(a) the student is granted considerable
freedom; he/she is for the most part
autonomous,

(b) the students' interests and ideas are
considered to be important . . .,

(c) there is considerable interaction bhe-
tween teacher and student . . .y

(d) students are rarely commended . . ., )

(e) students' feelings are taken seriously. (p. 17)

Open educators, John Holt (1976) and Herbert Kohl
(1970), echo Rousséau's words and conténd that the child is
'natﬁrally‘gqod, exploratory and innately curious, and learns
by.doing. The connection between choice and, intelligence
was expressed by John Dewey; ‘ ’
A chbice whicﬁ intelligenkly manifests indivi-
~duality enlarges the range of action, and thisx
enlargement in turn confers upon our desires
greater insight and foresight, and makes choice -
more intelligent. (Richard Bernstein, 1960, p. 276)°
The mbdern version holds éhat léarning results only when the,
student is ledmto make sense out of his/hervown experience.
Tﬁis&is recognized as the discovery/problem—solving/_
experience?based approach to feach&ng and learning. | .
Juxtaposed to the student-éentred and studeﬁt—
initiated opén theories of teaching and learning is behavior-
ism, one of the most influential theories in modern educa-

tion. Historically, thelconditioning theories of learning

can be traced to John Locke, a sevgnteenthHcenturquhélish

philosopher and his great work, An Essay Concerning Human

Understanding. Locke did not subscribe to the human mind as

"a repository of innate ideas or "primary notions." He
“assumed that thé human mind should be "considered only as

a white paper, or wax, to be molded and fashioned as one



pleases"Q(Gay, 1964) . Locke felt that the goal of the
teacher is “to settle iﬁ them [students] ﬁabits; not
angrily to‘inculcate rules" (Gay, 1964). For Locke, ali
-knowledge comes to the'ﬁind——the 'tabula rasa'--from ex-
perience, and a skilled teacher can usg the power'of re-
wards\andfpunishments to develop "good" habits of thought
and eotion. He does not reject the existence of intention
or innate capacities; rather, he. emphasizes thelpervasive'
power of the external environment in shaping Qhat men Know
and do and who: they are. He argues thiat all knowledge comes
through the senses as an individual interacts in the world
" and knowledge builds from eimpletto.mdre complex concepts.
In the early part of the twentieth century, the
philosophical ioquiry into teaching and learning proposed
by Locke and David Hﬁme was transformes into scientific
experimentation to elucidate the stifiulus-response
mechanism. Learning then became defined as "conditioning."
Teaching theo.wae regarded as controlling and manipulating
ehvitonmental stimuli to facilitate learning.
John B. Watson, in 1920, followed Ivan Pavlov's
"classical conditioning" experiments on dogs with its‘effect
_i%%on human learning. Wateon‘conditioned an eleven-month
bIinfant, Albert; to feag_white rats by pairing this substi-
. J .
'tute stimulus with the initial stimulus; fear of loud
. foises. Watson concluded that most learning--especially
emotione like fear, hate and love--could be explained by

classical conditioning (McDaniel, 1979). The implication



for teaching is that failure and‘frustration can have
negative effects on future ability to learn.

Edward L: Thorndike tl913),‘the "father of educa-
tional'measurement," extended behaviourism with his theories

in the Psychology of ‘Learning: . ' -

Learning is connecting; and teaching is the

arrangement of situations which lead to de-

sirable bonds and make them satisfying. (p. 55)
Thorndike perceived learning to be a process of‘haﬁg% for-
mation and conditioned respense that he objectified through
scientific experimentétion. Tha teacher mereiy'gtntrolled
tne ehvironmental stimuli to affect learning.

Pedagogically ehere is a short distance between
Thorndike and Watson, the‘distinction'beiné that Locke and
‘«?horndike heid that man had certain natural tendencies,
innete’abilities, and genetically predetermined powers, .
whereas Watson (1928) and, laeep,-B.F. Skinner (1971) re-
jected‘these. The latter held that man is the sum total of
his conditioned responses and thefeby.;dentified‘the en- |
vironment as the key factor in learning.

Skinner coined the term "operant" and developed a
concept o} behaviourism based on the notion that the or-
ganism acts in the environment and thus spentaneensly\
generates the response. "Emerging fromlthis were the prin-
ciples of positive and negative reinforcement which could be
manipulated to strengthen or elihinate behaviours identified
by the conditioner."The teacher (as cOnditioner) can shape

%

- behaviour in small steps towards pre-determined goals.
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Programmedﬁinstruction serves ‘as an example of
operant conditioning. Goals are stated as behavioural ob-
jectives, and learning iS»defingd as "any obéervablg change
in behaviour" (Skinner, 1971). ‘ @

The final educational theory to be considefed stems
from a reaction against behaviourism and is baséd’on gestalt
psychoiogy. In this approach tb learning, the learner per-
ceives and develops "cognitive maps" to order realityT ‘
Gestalt doc;rineiwas dev%loped in\Germahy during the early |
yeérs of the twentieth déntury. Prominent in =7is regzrd»

was Kurt Koffka's Growth of the Mind (1924) and Wolfgang

Kohler's Mentality of Apes (1925), which challenged the

stimulus-response mechanisms and the trial-and-error learn-
ing of the behaviourists. ~Kohler's (1925) wérk with apes
;howed that they could use insight tolsolvé problems, ?each
goals and secure rewards. |

Man was regarded as a thinking ofganism who could
'di§pover and understand relationsh;ps by structuring and
Aarganizing tﬁe field in which he found himself.” Gestaltists
developed the law of Pragnanz which held that perception of
events moved toward a state of equilibrium in which the
field is‘characterized b& regularity, simplicity and
stability (McDaniel, 1979). Since Iearniﬁg is a matter of
seeing a total pattern (not unrelated stimuli), the learner
attempts to discover, or create, those relqtionshipé and
connections in his/her experience with his/her environmént

that result in the most complete and meaningful pattern.



Intrinsic motivation by the learner to obtain
closure and develop gestalts (patterns) is the key in this
learning theory. The rolé‘of the teacher is to create for
the learner a state of disequilibrium and then assist in the
devélbpment of meaningful patterns by selecting and érrang—
ing what is perceived which promotes learning through cog-
nitive change. Teaching is, thefgfore, the presentation
of problems, the examination of data for cause-effect rela-
tions and‘hypothesizing about the consequences of certain
actions. What the teﬁche" aluss in this approach to teach-
ing and'léarning is not memory or practice, but the process
of cognition énd the act of student diséovery of existing
relationships ahd-ideas.

The notions of active learning perception and in-

trinsic motivation of .the learner are central to the inquiry

L3

method and the open school approach to teaching and learning.

~ .

Carl Rogers and Jean Piaget are among the many educators ‘who -’

subscribe to theories of teaching and learning based on
gestalt psychology. Carl Rogers (1969) defines significant
learning: |

It has a quality of personal involvement--
the whole person in both his feeling and cog-
nitive aspects being in the learning event.
It is self-initiated. EVen when the impetus
or stimulus comes from the outside, the sense
of discovery, of reaching out,.of grasping
and comprehending, comes from within. It is
pervasive. It makes-a difference in the be-
haviour, the attitudes, perhaps even the per-
sonality of the learner. It is evaluated by
the learner. He knows whether it is meeting
his need, whether it leads toward what he
wants to know, whethéer it illuminates the
dark area of igrorance he is experiencing.

19



The locus of evaluation, we might say, re-=
sides definitely in the learner. Its
essence 1is meanlng When such learning
takes, place, the element of meaning to the
learner is built into the whole experience.
(empha51s Rogers, p. 5)

\v

This approach to teaching and learning has led to curriculum
design% that are more holistic and humanistic in their |
approach to instruction.

The developmental eplstemolog;st Jean Piaget, has
also contributed much to learning theories. His" concepts are
pased on an assumption that there are internal mental pro-
cesses oper <:ive within an individual and that cognition is
a process of organization and adaptation to the perceived
environment——hence itsfrootedness}in gestalt psychology.
Piaget (1952) held that the mind had cognitive structures oOr
schemata which enable the learner to organize the environ-
ment and thereby to adapt to it. The learner develops ,

schemata from experiences with concrete things--the elements

of experience. Through the process of assimilation the

learner integrates new perceptual matter into these existing _

cognitive structures. When a learner is forced by experience
to create a new schemata to explain what is experience, the

jearner has undergone a developmental cognitive process that

Piaget calls accommodation. Assimilation and accommodatieh
are essential to cognitive growth. When these'processee are
kept in balance, the intellectual state of the learner is in

equilibrium.. The purpose df education is to promote cogni-

_tive growth by coordination and integration of assimilation

and accommodatioh; primarily by the teacher's structuring of

20
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experience in terms of the developmental stage of the
learner aad the related intellectual operations that best
promote them. |

Piaget (1952) summarized:

intelligence is adaptation in its high-
est form, the balance between a continuous
assimilation of things to activity proper and
the accommodation of those assimilative sche-
mata to things themselves. . . . All 'intel-
ligence is an adaptive process. (p. 158)

As McDaniel (1979) points out:

There has been no shortage of educational

theories in Western education. . . . no

single theory can claim to be the best theory

of teaching or learning, for theories concen-

trate on different aspects of learning.

. To be an effective teacher one must

base his instruction on those theories which

best explain the art and science of educa-

tional practice, in all of lts complex forms. (p. 149)

To develop a deeper understanﬂlng of the "art and science of
/{

educational practice" and how theory reﬁates to practice, it

is necessary to consider Erax1§ and the formulatlon of cri-
{
tical theory.
\ \
‘\ /'L/
7
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Prax1s/and Cr1§*cal Theéry
‘/ . \ /

- \
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Praxis is a Greek word that defies the use of a
single English worF to translate it. To explaln it as

"putting theory inro practice" does not suffice. Many con-
temporary writers use praxis to ofgset the dichotomy between

theory -and practlce so prevalent in the Western mlndset

To understamd praxis requires a shift in con-
sciousness away from dichotomizing theory and
practice, ﬁbward seeing them as twin moments

of the same act1v1ty that are united

/
i



dialectically. Instead of theory leading to
practice, theory becomes or is seen as the
reflective moment in praxis, and articulated
theory arises from that praxis to yield fur-
ther praxis. (Groome, 1980, p. 152)

Historically, praxis began_thh Aristotle and was
~ brought back into the mainstream of Western philosophy by
Hegel, Marx and Habermas. For Aristotle, the free person

had three different ways of relating to life to gain under-

standing: theoria, praxis and poiesis. The three ways of

life they represent are the speculative life, the practical
life and the productive life, respectively (Groome, 1980).
They represented for Aristotle three different forms of

human intelligence, or ways of knowing.
A theoria way of knowing is the search for truth by

-

contemplation and reflection. A praxis way of knowing is by
reflective interaction in a social context. A poiesis way
of knowing is the production or "making" of a concrete

entity.

Aristotle uses the term praxis in a number of dif-
ferent but related ways:

In its broadest possible meaning praxis re-
fers to almost any kind of intential and
deliberate outward activity that a free per-
son is likely to perform. In a more re-
stricted sense it describes 'rational rand

purposeful human conduct.' Finally, praxis
in its most technical sense describes ethi-

cal conduct in a political context. (Groome,
1980, p. 154) : ’

In this context, theory (theoria) and practice (praxis) are
dichotomized so that it became a "from theory to practice"'-

way of knowing (Groome, 1980).



It was not until Hegel (1770-1831) used the term
praxis to describe a way of knowing that it was re-,
established in Western philosophy. Hegel realized the im-
portance of critical reason to praxis and also its histori-
cal rootedness and, as Groome (1980) points out:

.'taking up what went pefore and trans-
cending it to shape the future toward the de-
velopment of human freedom. In that ongoing
unfolding of history, theory and praxis are
dialectically united rather than dichotomized
from each other as Aristotle left them. (p. 162)

The relationship between theory and praxis 1s cen-
tral to Hegel's philosophy. Hegel introduced the notion
of Geist as an organizing theme to his philosophy which
means an all-powerful and encompassing "Spirit" that is the

guiding force of all creation. For Hegel all praxis 1s the

.praxis of Geist as it realizes itself in history and all

knowing is a consciousness of life's praxis which he for-
mulated by rejecting the epistemological assumption that
underlies a from-theory-to-practice way of knowing.

Although Hegel remained caught in a Greek theore-
tical mode of anWing, or what Dewey called the spectator
theory of knowledge, he did gdide wgstern epistemology to a
consideration'éf a praxis way of knowing united with theory.
The weak point in his argument is that it is Geist's praxis
that is brought to human consciousness. If human knowing
is merely consciousness of Geist's praxis, £hen it does not
arise from a self-initiated, active-reflective engagement in

w
"

the world. . . -

“

&,



Karl Marx moved beyond a spectator theory of know-
ledge when he replaced Hegel's Geist witin humankind. As
Groome ' (1980) describes:

Karl Marx moved us a step closer to a criti-

cal human praxis that demands the reflective-

intentional action of humankind within history.

In dialectic with Hegel's position, Marx put

humankind in the place of Geist as the self-

constituting agent of historical becomlng (p. 165)
For Marx, emancipation and freedom can only be brought about
by human praxis within history. A praxis epistemology is
central to the concept of knowing. Marx saw labour as mediat-
ing between subject and object and that labour is a way of
engaging and knowing the world.. In ‘his analysis of Marx's
praxis way of knowing, Groome (1980) states:

“We came to know the world by a crltlcal re-

flective activity that transforms the world.

In consequence knowledge is not knowledge un-

less it is 'done,' and it is only in being™

reconstructed that the world is apprehended

or known. For Marx theory is the articulation

of the consciousness that arises from such A

human praxis, and it must return to inform S

further praxis. (p. 167)

Jirgen Habermas, one of the most influential philo-
" sophers in modern Germany, has gone beyond Marx on two im-
portant points. First, he expands Marx's understanding of
the active moment of praxis beyond the reification of
labour. Know1ng, for Habermas, is by human prax1s in which
.the actlve momenthﬂncludes all intentional human activity
whether instrumental, interpretive or critical.

Second, Habermas re-establishes the importance of

critidal reflection that is grounded in self and the socio-

political structure. Groome (1980) comments:



By proposing a critical, self-reflective,
social praxis, he requires critique of the
whole spectrum of interests, symbols, atti-
tudes, 'assumptions, technologies, and
ideologies that suspend doubt and control
people by distorting communication and re-
pressing dialogue. (p. 173) : '

To summarize, Habermas goes beyond Marx in his notion of
praxis in that action is more than just labour, reflection
is more than production feedback, and interest is more than
just class interest. For Habermas, the imporﬁance of the
critical reflection of the knowing subject is central to
emancipation (of the subject). According to Habermas, this
reflective moment, in some scientific modes for investig%t—
ing reality, is not critical enough togcause §m?ncipation.
He, therefore, proposed a three-fold division of the sciences
to investigate reality--the empirical-analytic sciences, the
historical-hermeneutic sciences and critical sbience. With”
respéct to the first two orientations, Habermas says:
Empirical-analytic sciences disclose reality
in so far as it appears within the behavioral
system of instrumental action . . . nomologi-
cal statements about this object domain . . . 1

grasp reality with regard to technical control
that, under specified conditions, is possible

everywhere and at all times. The .hermeneutic
sciences do not disclose reality under a dif-
ferent transcendental framework. . Rather, they .-

are directed toward the transcendental struc-
ture of various actual forms of life, within

- each of which reality is 1ntergreted according
to a specific grammar of world Views and of
action . . . . They grasp interpretations of
reality with regard to an intersubjectivity of
action-orienting understanding possible from a
given hermeneutic starting point. (McCarthy,
1981, p. 74)

According to Habermas, K these first two divisions of

sciences and their praxis ways of knowing.are not capable

l



of being emahcipatory because they fail to be aware of and
(.
to be critically Feflcctive‘of their own knowledge-consti-

tutive interests.

The knowing they promote fails to critique
ideology and will not promote critical con- .
sciousness to see things as they are cons..-

tuted and create them as they might be.

(Groome, 1980, p. 172)

The critical-theoretic orientation,only,is‘capablé-

of human freedom and emancipation,, according to Habermas,
1

since the praxis way of knoﬁing is a truly critical one.
?gmelucidate this orientation, Habermas religs on psycho-
analysis and in particular tﬁe work of Sigmund Freud, but
when sufficiently critical, social sciences (ot hgman action),
that attempt a critique of‘ideology, can be included.

The key ingredient of the critical sciences is
a critical self-reflection that uncovers the
persona.l and social genesis of one's attitude
and unmasks the intereést of one's present
action, within”the context of societal action.
. . . Critical self-reflection within one's
socio-historical context is essential if
emancipation, the interest of these sciences,
is to be realized. (Groome, 1980, p. 172)

Habermas' three—fol? division of the sciences has
exciting implications with respect“to viewing the reality of
teaching and léarning. Embedded within this reality is a
praxis way of khowing and the emancipation and deeper‘under—

4

standing inherent within it.

»
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Teacher Education and the Relationship
~between Thec~ v and Practice

Recent literature has focused on the development. of

1
t

the beginning teacher. Themes such as "Teaching: The First .

Year" (A.T.A., November, 1980) and "The Making of Super- ~
o . . . ~ R .

teacher" (A.T.A., January, 1982) in the Alberta Teachers' RS

Association Magaziné, and "The Socialization of the Begin- .5

ning Teacher" (Journal of Téache®Education, May-June, 1981)

/ .
reflect this focus. g S ' ‘
Pataniczek and Iéaacson {1981), in their studies on,
. . o ¢ \ -
teacher preparation in Oregor, indicate that pre-service

training érovides‘inadeéuate préparation.for handling dis~-

cipline problems and that education course work is too

-

heavily weighted in theory and insufficient in practical
application. Most secondary education students, as stated

by Pataniczek and lsaacéon, report strong area preparation

1y
-

andﬂclaim»fhat student teaching is the most valuable ex-

perience of the pre-service\program. g

three findings related to perceived effectiveness of teacher

preparation programs:.

{ ) . u s

of respondents’ rated their preparation. 'p
poor." Only three skills were given a mean
than Wadequate"——specifying objectives, questioning and

[}
utilizing media.
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2. The preparatign program was perceived to have many
';trengths perhaps, the greatesé being its strong know-
7  11edge dimension. Sd%e indiviaual programs, many'codfses
and certain'pfofessoré were considered to be outstand{ng.
3. Respondenti idéntified a number of weakﬁesses in the
program. These génerally pertained to: étandards of
academic scholarship} impersonaiity inithe program; frag-
-mentatién of thevprogram; integration betwéen théory‘énd‘
préctice; linkages byeen the Faculty and schQ‘ols, and
Between Faculty and ’ er educational bodies; the“neéd
for more Jdnnovative approaches to instruction;‘the need
for_mo;e attention to-teaching skills; the need for more
researéh emphasis by professors;'the need to improve some
. aspects of‘practidﬁm; and the heed to set up a procedure
for §§stemati¢ally evaluating tﬁe courses and program of
the Faculty. | | e
| Although the need for more innovative approaches to
instruction seems té be a small part of the identifiéd heeds,
it may offer a satisfactory,starting.po%nt, It iS'possibleﬁ
that other perceived‘weaknesses could bé atﬁended to by such
innovative approaches. Preservice teachers should be cég-
nizant of their own development and encoufaged to be reflec—
~tive and should be encouraged to change their perspect}ve
Mfrém "what éan the Program do'for me?" to "What can I do to

«

makeﬁﬁhe_prograg_better for me." Teacher responsibility is
: ‘ ; A .

a necessary requisite for teacher development.

In the proééss of teacher developﬁent, varying
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concern-based orientations has led to the recognition of
definebie developmental stages. The wo: < of Fuller (1969),
\Fuller and Parsons (1972) and Fuller and Bown (1975} has

L3

led to a concern-based developmental sequence, or stagesé

Stage I: survival;

Stage II: mastery, (mastery of subject matter
and how to teach it);

Stage III: impact; concerns regarding recogniz-

ing social and emotional needs of

pupils, fairness, tailoring content

to individual students, etc.
Ideally, it would be meaningful therefore, to aim at having
the student-teacher progre551ng toward Stage III as a begln—
ning teacher. Possibly, by the students belng aware of their
own development and by encouraging'reflection on it, some»of
the needs idéntified by Ratsoy, McEwen and Caldweil (1979)
could be rectified.

Kass, Nay and.Jacknicke (1980) have stated .that:

‘ 1ncrea51ng,attentlon must be glVen both
in E4d.C.I. classes and in the schools to the
concerns that student teachers have about
student teaching. Techniques. must be found
or developed for identifying these concerns
and strategies must be dev1sed to help stu-
dents overcome them. These strategies
should be developmental so that student
teachers move as quickly as possible from~
concern with "self" to concern for the needs
of their students (p. 8)

‘Although it is generally belleved that cooperatlng
teacﬁgrs have the greatest influence on_studéent teachlng
(Richards and Robinson, 1961; Karmos anleaeko, 1977), it
may well be.that C.I. inetructors have a major inflﬁence'of
the novice teacher (Kass, Nay end Jacknicke, 1980).

Wilson (1979) and Favaro (198l) have addressed them-

selves to the question of improving teacher education
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practices and teacher preparation. 1In each case, the cri-
tical perspective was employed.
Aoki (1980), in "Toward Curriculum Inquiry in a New

Key," suggests alternate orientations in curriculum research

based on Jirgen Habermas' three-fold division of the

sciences which he used to 1nvest1gate reality. Aokl rejects
the folIOW1ng curriculum centering attempts--teacher- centre@t
childécentred,‘society—centred——as narrow 1nithe1r con-
structs. He suggests a broader frame of reference, that of
"man/world relationships" (Aoki, 1980).

Basil Favaro (1981), in Recastlng a Program in,
s - A,

Teacher Education from a Critical Perspectlve, reflects

this orientation into actlon with the aim of elevatlng

-teacher education to an emancipatory level For Aoki, this

would permit the probing of a deeper meanlng of what it is

for per

-

(teachers and students) to. be human, to become

“and to act humanly in educational situations.

‘rFavaro (1981) states:

"To aim at elevating a curriculum to an eman-
cipatory level is not to suggest abandoning
the objectivist and hermeneutic levels. On
the contrary, it is to recognize that in any
program there are several parallel develop-
ments which specific courses, units, and
‘even daily class sessions should undertake
to fulflll (p. 1) :

The recasting of the "Creative Arts Inservice‘Program" at the

College of Cape Breton,. as Favaro explains,.is in terms of

moving the program beyond the emplrlcal analytic orientation

"£o both the hermeneutic (51tuatlonal 1nterpretat1ve).and

emancipatory (critical) orientation levels.
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No consideration of educationalkemanc;pation would
be complete without reflecting upon the liberating effects
of "consciehtizagéo" enunciated so well by Paulo Freire
(1970, 1973, 1978). The“uﬂifying concept in his work is
‘critical—consciousness ("conscientizag&o") aé the force of
cultural emancipation. Freiée's notion of fereedom has always
been dynamic and structured.in the historical process by
which the oppreésed struggle to "extroject" the slave con-
sciousness which oppressors have "introjected" into their
being.

_Freire (1973) perceives education as the practi%e of
liberty because it frees the educator and educatee from
monologue ahd'from the culture of silence. Both partners
are liberated as they begin to learn, the educatee in - the
knowledge of self as a being of worth (self-actualization)
and the educator gsvcapable of aialogue in spite of the im-
pqsed role as‘dne who knows. The key to this liberation
resﬁé in Freire's progressién of consciousness with respéct
to reality. Critical consciousness is integraﬁed with
reallty, naive consciousness superimposes itself on reallty,
and fanatlcal consc1ousness, whose pathologlcal naiveté
leads to the irrational, adapts to reality.

Freire's central ﬁessage is that one can know only
to the e;tent tﬁat one "problematizes" the natural, cultural
and historiéél reality in which sﬁe/he is immersed. "érob-
lematizing" is the antithesis of problem—solving._ The

latter, according to Freire, distorts the totality of human

It
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experience by reducing it to those dimensions which are
amenable to treatment as mere difficultigs té be solved.
"problematizing" is to associate an entiré populace to the
task of codifying tOtal reality into symbols which can
qenerate critical consciousness and empower them to alter
their relations with natural and social forces. Partici-
pants must therefore be thrust into a dialogue with others
whose historical "vocation" is to become transforming agents
“of their social reality. Onlyvthén do péople become sub- |
jects, instead of objects, of their own history.

L3

Favaro (1981) cites twoyrequirements in Recasting a

Program in Teacher Education from a Critical Perspective,

which can possibly elevate that program to an emanéipating

level: ' . &

o

i) to 'provide the means for all partici-
pants to see themselves in radically
. different ways; T
\ ii) to enlighten them in a manner that par-
' ticular relationships can cause their
‘situation to be repressive and how they
can change aspects of that situation so
that it becomes emancipatory. (p. 28)°

N

Gwyneth Dow (1979) describes the problematic approach

that was used in Course B at the University of Melbourne.

Although the.word problematic was not Qsed in her descrip-
tiéns, Dow nevertheless applies it. This can be appreciatéd
when considering the course postulates. They are as
gollows:

Postulate 1: :
That students had to discover an appro-
priate teaching style. In doing so, each
had to ask the gquestions "Who am I?" and
"How do others, especially children, see
me ?" This sort of personal knowledge




could best be fostered by feedback from
children and sensitive support from uni-
versity and school staff, as well as from
fellow-students. (p. 8) :

Postulate 2:
That for teachers to be effective, they
had to face the task in a scholarly man-
ner . . . it was also necessary to be
informed and thoughtful about the role of
education in a particular society, about
the-social pressures that affecfed various
children's.responses to formal education,
about the way in which children learn, and

. about the moral basis of a teacher's

authority. Some of these issues meant,
for each student, [an] introduction to a
complex world of thought . . . . (p. 9)

Postulate 3: : .
That graduate students 'can and should
play a major part in constructing their
own professional studies' and that they
would be responsible for self-evaluation.
(Dow, 1979; emphasis mine) (p. 11)

Dow (1979) further describes the course tenets:

The course was a total reconstruction of

teacher education based on integrating theory
itself and relating it to . action, on working
towards a close partnership with schools,

and on experimenting with student autonomy,. (p. 12)

Dow and the course instructors used the vehicle of "diaries"

to sustain a dialogue between themselves and their student

teachers. Her book, Learningﬁto Teach: Teaching to.Learn,
is an exciting compilationvof these dialogues and struggles
inherent with a.problematic approach.

Valerie Suransky (1982) described how "?roblematiz—
ing" as an approach was used with student-teéchers at the
Uni&ersity of Michigan.: She focused on an area of know- .
ledge (. . ; what it means to be a teacher, for example),

asked the students to write an essay on the topic and
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critiqued'the essays as a class exercise - In this way, the
t0pic and the students' approach and feellngs (anxiety, etc.)
to it were dealt with in order to "debunk the myths that
exist around knowledge." r -

Two recent phenomenological studies (Campbell, 1982
and Tardif, 1985) have analyzed student;teacher growth as it
related to a practicdm'experience. Campbell (1982) re-
ported:

1. Student teachers make decisions regardinﬁ*
their behavior which they can recall, re-
late and justify; and

2. Teacher behavior is a complex phenomenon

which no single variable can explain. (p. 59)

One implication, as cited by Campbell (1982), centres around
the use of introsoective techniques (self-reflection) as an
analytic tool which could potentiallyAaid student teachers,
cooperatlng teachers and faculty consultants in a deeper-
understanding of student-teacher behavior.

Tardif (1985) found that when the student teachers
in her study experienced "the self as teacher," they often
were accepting the definitions of a teacher that were im-
posed by others. This led to:

coping mechanisms—--taking tgg class
through the lesson, finding a happy medium,
taking the path of least resistance, secur-
ing control and justifying behavior. In
some instances, to the participants,.becom-
ing a teacher meant renouncing parts of

their personal selves while acting as a

teacher in the school setting. (p. 146)

Tardif (1985) concludes by sayidg:
Studies which focus on uncovering knowledge

about what is learned in becoming a teacher ‘ s
offer possibilities for understanding the
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existential reality of being a teacher.
This area of inquiry is a potentially good
source for enriching the knowledge base of
teacher education programs. (p. 147)

It is probable, then, that a tri-paradigmatic orien-
tation to curriculum inguiry (Aoki, 1980) has éreat poten-
tial in consideration of its application to teachér deve-
lopment. if a critical orientétion, based on "problematiz-
ing" as an approach, could be satisfactorily incoréorated
and coupled with the empirical-analytic and the situational~-
interpretative (historical~hermeneutic) perspectives,
student teachers may develop a more profound emancipatory
humanism. They would then be able to achieve a man—iﬁ~bis—
world/with-his-world relationship which would have a posi-

tive effect on the students they teach. A praxiological

reality could thus be achieved.
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CHAPTER III

EXPERIMENTAL DESIGN

-
[} i

Introduction

The problem of identifying and describing self-
growth during the initial stages of professional develop-
ment, relative to the Ed.C.I. 352/Ed.Pr. 353 experience,

was both challenging and stimulating. The conceptual

framework of Ed.C.I. 352 was followed in order to provide
. . A“

a self-growth experience for the students.

Dialog;e between students and instructors was iden-
tified as a neceséary antecedent to self-growth. The learn-
ing environment was also a key factor, forbmeaningful
dialogue cannot and does not take plaée'in an atmosphere
of.tension and apprehension. Furthérmofe, the sharing of
'experiences, among the participants, ‘generally occufred when
the classroom environment was non-threatening. It was,
“therefore, nécessary to create a classroom environment con-
ducive to dialoguing.

The identification and description of student self- -
growth was made pgssible by course assignments, regular'
journal reporting and personal interviews.

‘Professional growth during the early teacher deve-

lopmental stages should be recognizable by an increase ‘in-
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self-awareness and self-accentance through orqg:nized ex-
pefiences‘which encouraged self-analys.s; and self-reflection
on the part of the student. A key factor ih the provision)
of organized experiences leading to self-reflection was the
presentation of course material in such a way as to make the
choice of content problematic ("problematizing" as an
approach stimulates critical reflection [Suransky, 1982]) in

order to stimulate dialogue.

Pilot Study

A series of three free response questions were ad-
ministefed (at the beginning and end of the ten—weekw
E4A.C.I. 352 course) to 21 étuaents enrolled in Ed.C.I. 352/
_Ed.Pr. 353, January to April, 1982, in theADepartment of
Secondary Education, University of Alberta.

The first in a series of free response gquestions was
in the form of an assignment (Assignment 1l). The students
were asked to describe characteristics that an "ideal
teacher" would have and these were to be compared with "how
you currently picture yourself a#a teacher." This assign-
ment was administered during the first week of the ten-week
boursé, (For a more complete descrigpiénaof the assignment,
see Appendix>B.) The students were %Lsé.asked why they éhose
.teaching as a career. R

During the final week of the course the students

reflected upon concerns that they had prior to practice-

teaching (Ed.Pr. 353). As an adjunct to these concerns,



Y
N

the studenté were asked to ro '>rd their concerns arter oné
week of the practicum experieﬁce, i.e. during their first
call-back session.

Té complete this survey of stﬁdent concerns, atti-
tudes and characteristics, the results from question number
four on the fihal exam, E4d.C.I. 352, were used. The gques=
tion asked the students to:

Describe what you perceive to be three of your
greatest strengths as a teacher and three
areas [that] you need to improve. Discuss how
you hope to act on this self-knowledge when
you are on practicum.

The.purpose of the pilot study was, first, to become
acquainted with areas df concerns that student-teachers have
* at this stage of teacher professional development; second,
to compare these concerns with concerns expressed in the
study group; and third, to become familiar with the coursé
in order to develop a format for making_units in the course
outline problematic and,-thereféie,'critically exahine the
conqeptuai framework of Ed.C.I. 352 as a measure Of earlff

teacher professional growth. (See Appendix C for the pilot

study ~esults.)

The Study Group

The étudy group consisted of 25 students taking

"
Ed.C.I. 352/Ed.Pr. 353, from September to December, 1982, in

the'Department of Secondary Education, University of Alberta.

From'this group, eight students volunteered to participate

in three semi-structured interviews.
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In order to identify and describe self-growth
during the Ed.C.I. 352/Ed.Pr. 353 exper ‘ence, the study
group participated in the following:

1. Journal reporting; ' |

2. Course assignments one and six (as a focus for growth);
3. Curr;culum Orientation profiles; and Bl
4. A problematic approach to the presentation of course

materials and methodology.
Fach of the above aspects will be dealt with in the follow-

ing quantitative and qualitative designs.
/

Quantitative Design

Quantitative data were obtained from the administra-

tion of a five-point Likert scale, Curriculum Orientation

Profile (Connelly EE al., eds., 1980). (A copy of the Curri-
culum Orientation Profile and its conceptual framework ia
referenced in Appendix A.) This prefile was repeated during
three intervals of Ed.C.I.352/Ed.Pr. 353 as follows:
1. Profile 1 - September 16 (Beginning of Ed.C.I; 352) ;
5. profile 2 - November 10 (End of E4.C.I. 352); and
3. profile 3 - December 10 (Final Call Back, Ed.Pr. 353) .
The data were tapulated and analyzed using a One-way Analy—
sis of Variance with Repeated Measures. The Fortran IV(H)
program was processed on an AMDAHL 470 v/7 in the MTS
operaklng system, University of Alberta

Ccurriculum Orientation Profile graphs were set up

for the class based on student-means, as well as
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individually for each participating member of the student-
volunteer group. A table of student-r 1ns for the class was

also set up.

Qualitative Design
Journal Reportihg g 'f
| , i
Gwyneth Dow (1979) based her book, Learning to TeacH:
,,,?"
Teaching to Learn, on student "diaries." She pointed oufy,« ;
¥ o
that:

e

the value of diaries lies not only in the
record they provide for those who want to eva-
luate a course such as ours--the sort of record .
that no hard-nosed evaluation can provide--but:
also as a memory of each student's way towards
self—knowledge.‘(p. 15)

)

In the present study journal (or log) reporting was selected

- :
for the reasons given by Dow above- as well as for providing
%

3

a means of keeping a formative evaluation Qf the cerse.Qié
It aiso allowed for adjusﬁments’to be madé‘!n the presenﬁé—
tion of course’material, as well as providijg another dimen-
éion to dialogue between students and instructors.

During tﬁe first meeting of our EA.C.I. 352 class,

the students were introduced to the concept of journal re-

porting and its proposed place in the course '(as an ongoing

Ty
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personal reflection :f each day's proceedings). As a group,. -

4

they agreed to participate in the journal writing aspect of
the course and were made aﬁare that it would form a minor
part of their final grade. Each member of the study group
was then provided with a journal (log) bbok and given in-

structions on how to make entries that would be analyzable
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intervals were:

by the instructors (see Appendix D). That is, .the distinc—
t;on was made between making chronolog® -al entries versus
peksonal reflections on various aspects of the day's events.
The study group was also aware thathrL Jéhn Jazo@zinski‘
(my course co4present§T) andfmyselflwere ;150 keeping a .

journal recOrd

To ensure that members of the study group consis-

“tently reported in their fjournals, a two-week interval (four

iclasses), approximately, was selected”forlcollecting and

Y

commenting.in the ournglsf The reperting periods and time
1. September 14 to 21 (7 days);
2. September 22 tc October <7 (.6 days);

3. October 8 to 21 (J4 days); and

4. October 22 to November 9 (19 days).

The first reporting period was short, by design, to
provide-~initial.motivation for the Study group to write in.
their jodrnals.

Y

Further to the written comments {feedback) that each
. X {, . .
student received in their journals, a class synopsis was
also glven, which combined both. p051t1ve and negative stu-~

dent Commenﬁs, taken from the journals. Four synopses were

presented during the d@ﬁrse (see Appendix D). The purpose

‘of the synopses was to provide interim stimulation for jour-

nal réporting and further dialoguing to help clérify points

-

of mutual q!’cefs

The ~journal reportlng was prlmarlly used to provide

N

12
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follows:

(b _
a first-hand contact with expressed student'perceptions of

Ed;C.I;J352'coursé content and the way :n-which it was pre-
sented by John and this writer. That is, the student jour-
nals disclosed meanings éhat individual students placed on
events in the course methodology. Secondarily, student

perceptions and their relationship to the conceptual frame-

work of Ed.C.I. 352 could be obtained.

Assignments One and Six

.

7 . -
Student concerns. and their perceptions of self-

growth were gthered from these two assignments.. The former

was the first'Ed.C.I. 352 assignment, wherea§ the latter was
practicum-based. Both aésignments gave 1lmportant insights
. : ! .

with respect to individual self-growth as well as recogniz-
ing potential for growth. .

Since these assignments were iﬁclﬁ%éd iﬁ tﬂe per-
ceptionS'of.growﬁh in thé pilot study, the pilot study re-
sults (se; Appendix C)iwere éompared;to the study group.

For a more complete description of each assignment,

refer to Appendix B.

Interview Study

Each of the eight student-volunteers participated in

three semi-structured interviews over a three-month period.

The interview dates and course reference points were as

»

<&

1. Interview 1 - September 29, 30, Octobet 4 - Béginning'of

Ed.C.I. 352;
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2. Interview 2 - November 15, 16, 17 - End of E4d.C.I. '352;
3. Interview 3 - December 15,116, 21 - Close to completion
of Ed.Pr. 353. 2

The interview dates and course refereAce points were chosen
so that individual growth, peréeptions of theory and pracf
tice agd the relationship of these to the conceptual frame;
work éf the course could be‘determined for each student-
volunteer.

Each interview was tape recorded and transcribed.
Points that were unclear from previous interviews were
clarified orally at the beginning of the subsequent inter-

view and noted. The transcribed tapes were analyzed for the

following themes:

1. The development of a personal feaching style;
2. Student perceptions of theory and practiCe;'ané
3. Critique of Ed.C.I. 352/Ed.Pr. 353 under:
tipn for teaching; (b) journal4feporting}
perééptions and conéerns;
A sample i%%erview was analyzed (séehﬁppendix F)..
. The interviews were semi-structured in that a number
of previogsly determined questions were used as a format,
'bu£ the order of these queséions and thé strict phraseolcgy
of each question was not rigidly adhered to. This allowed
for a mofe conversational approach which had the effect of
-easing interviewee'tension‘gnd providing a measure‘of‘flexi—
bility. :This was useful in order to probe personal growth'

' SN .
patterns and attitudes toward course content as they arose.

AR



(See Appendix Evfof interviéw questions.)

The question of validity. was rpéognized,iﬁs was the
Heisenberg effect--the inéerviewer's presence affecfs the
responses. As Mouley (1978) pointslout:

The validiﬁy of the interview tends to be

directly proportional to the competence of
the interviewer. (p. 207)

N

An aﬁtempt to reduce\bias was maintained during the inter-

views by employing ﬁhe following ériteria:‘

1. Opinions were not expressed by the interviewer as they
related to the stated questions;

2. Interviewer—interyiewee diéloguing was kept to a minimum
and referred only to points of‘questionqclarification;

3. Interviewer responses to intervieweé statements were

. T,
kept short in an attemp

‘o reduce interviewer effect;

X

4. The interviewee was made
' o

o feel as comfortable as
possible;'and
5. The}neéd for interviewee anonymity was recognized and
adhered to. N
Due to the length of the‘iﬁterv;ews (60 minutes)
and course planniﬁg commitments; validation was not made in
the form of a transcribed tape. bRather, the interviewee
:esp@nded to'quéstions raised, for clarification, by the
interviewer (aftervauditory playback of the tape) prior'to
the next interview. Points of clagification were the% re-

-~

corded.
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Personal Profiles of the Student-volunteers

The group of eight studgnt—volu‘ceers was formed
N

during the first week of the course in response to a request

that was made, which explained the course and the intents
of the study

Theanonymity of each student was guaranteed
and

"for this reason, modified Chrlstlan names only were
used.»

The student-volunteers submitted resumés whlch will

serve as a meaningful background to introduce each student
o Petra.

Female, born 1962.

"In the summer of 1981
I spent my summer monthsgin Yucatan, Mexico, while being en-

rolled in an Educational Expedition

The summer training
prograf was designed as an experience in cross-cultural

orientation and total immersion in language learnlng
Donnah. Female,

a2

born 1962.

"I have been introduced
to education becaute of the family atmosphere

. My mother is
an EFarly Childhood Teacher and my sister is in her final
&

vear of Education.

' !
I have enjoyed .my experiences working \
with children and youﬁg adults and am looking forward to
making a career of teaching

Pam. Female,

born 1961.

"Throughout my school

years I have been actively involved in debating clubs and
speech- competitions.

I enjoy public speaking and debating
and have excelled in this area.

1‘301ned the Tuxis Parlia-
ment of Alberta in January, 1981 (the first year for girls)

I became a member of the National Youth Parliament

this summer and was allowed to debate in the Senéte Chambers
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in Ottawa for one week; 1t was a very rewarding experience."

Alia. Female, born 1961. "On of my summer em-
ployment positions . . . gave e the unique opportunity of
. \
working on a one-to-one basis with mentally handicapped

children. A very rewarding experience."

Nanci. Female, born 1962. "Due to my upbringing
I have had extensive exposure to the outdoors agd to church
camps. I have spent a considerable amoﬁnt of time counsel-
ling and working with young people in these areas. I find
that. both areaé allow me to work one-to-one relationéhips

"

and small group interpersonal relationships.

Donalda. Female, born 1930.. "This past summer I
spent taking Art and Drama in . . . Scotland. The prev;ous
summer (1981) I took an Art and Design course with the
University of Alberta, travelling throughouE Europe for
six Qeeks. Schooling for me has never stopped, and I*parf
ticularly enjoy learning about dﬁfferent ways to use Art

and Drama as a communicative tool’, bringing togéther all ~

races, creeds and religions."

Kent. Male, born 1952. "I have played music

actively as a professional drummer since I was sixteen years

old, with most of my experience being in the pop/rock field.

From 1976 to 1979 I lived in . . . and played on the pop
country circuit with . . . Sylvia Tyson and the Great
Speckled Bird. . . . In 1981-82 I was Vice—presidentgof the

Music Education Students' Club."



Tom. Male, born 1951. No personal baquroundpavail—
able. 1966-69 - Harry Ainley Composite High School,.Sr.
Matric; 1970-75»— Employed in phe graphic arts field;

1975-77 - ReturAed to U. of A.; 1977-81 - Employed in print
field; and 1981 - Returned to U. of A.

Dialogue and Problematic Approach
to EA.C.I. 352 Methodology

The course methodology, as presented, was centred
around the overall goal of Ed.C.I. 352, that of providing
the kind of teacher educatfﬁ£ "which theorizes, practices,
prbbes, questions, challenges, ahalyzes, reflects dnd

. .

applies" (Ed.C.I. 352, coug&e outline; see Appendix B).

Dialogue was the pedagogical method chosen to

~approach the attainment of this goal. Ann Wood describes
classrooms where this method was used:
In such classrooms, both students and faculty
would engage in genuine communication with
each other with goals of critically analyzing,
understanding, and changing the world. -Dia-
logue would necessitate and generate critical
thinking. Each member of the dialogue would
be a teacher/learner. (Suransky, Wood & Day,
eds., 1981, p. 45) :

As Freire (1978) reminds us: "Thosé who are called to teach
3 must first learn how to continue learning when they begin
" to teach."

In order to dialogue in the Freirian .sense, it was
~acessary to present the unit topics using a problematic

proach or "problematizing," as Suransky (1982) described’

.. A brief overview of topics, presented in this way,
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began with .the following questions:

1. What does it meaﬁ to be a teacher;

2. What values are important to the classrbom;

3. What are the imﬁlications of writing behavioural objec-
tives for students;

4. Is there one right way to plan a lesson;

5. What pole does the learnér play when a variety bf
instructibnal techniques are used (The Cone of Exper-
ience, Rogers, 1975); amd |

6. How important are questioning strategies to lesson plan-
ning? |

Various resources, such as reprinted articles, over-
head transparencies, simulation éames, video-cassette re-
cordings, were used to augment the dialogue. These resources
'Qere obtained from the EA.C.I. 352 course resource files.

~ Guest participants, Dr. Wally Samiroden and Mr. Dan

Leis, presented topics on the Cone of Experienéé and the

Student Teaching Experience, respectively, which was -

greatly appreciaéed.

Co-presenter, co-facilitator and co-teacher/learner:
to Ed.C.I. 352/Ed.Pr. 353 was Dr. John Jazodzinaki, who not
only shared w1th the writer the underlying phllosophles that
the course embodled but, also, enthusiastically stimulated
dialogue in our class setting. We shared all responsibili-
ties for the course and in turn attempted to create a
climateéagéreby critical analysis and deeper understanding

would be attained through dialogue.

~
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A flnal word concernlnq dialogue centres around
what appears to be the dominant notion »f education in uni-
versities, that 1is anti-dialogic, and what Freire (1970)
termed "baﬁking" education. Anti-dialogic points to be
considered are:

(a) The teacher teaches and the students are
taught; -

(b) The teacher knows everything and the stu-
dents know nothing;

(f) The teacher chooses vand enforces hlS
choice and the students comply; n

(h) The- teacher chooses the program content,
and the students (who were not consulted)
adapt to it;

{3j) The teacher 1is the Subject of the learn-
ing process, while the pupils are mere
objects; . . . . {(p. 59) '

Freire (1970) notes that:
Education must begin with the solution of
‘the teacher-student contradiction, by recon-
ciling the poles of the contradiction so that

both are simultaneously teachers and students
(p. 67)

Finally, "problematizing,f or a problematic approach,
through questioning and dialogue, enables myths around know-
ledge to be debunked.} For example, asking the guestion,
"What areithe implications of writing behavioural objectivés
for sﬁudents?," immediaéeiy renders the writing of be-
haviodral objectives "problematic" for the student.
Diéloguing would lead to an awareness that Bloom's taxonomy
was taken on to raise support and money in the field of
education and, further, that this method of recitation, with
its main operator--the lesson plan--had its origins in in-
dustrial‘Germany (Apple, 1982). Thus, myths surrounding

behavioural.objectives could be clarified through dialogue
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and their present intents--student, teacher and course com-
petencies;—more fully understood. iy
As a result of this problematic approach, a class .

dynamic was developed which centred around dialoguing.
Questions which arose spontaneously in class, as a result,
were‘either dealt with immediately or during special sessions
that were arranged to discuss them. An example focused on
a_question’concerningv"Who.decides what kids learn," which
led to a special session on the Hldden Curriculum. A dyna-
mic was therefore\created and malntalned through dialogue
and the use of a problematic approach to the course conten£.

~ The effects of this course dynamic can be seen in
the student journals, the coﬁrse'assignments and semi-

structured interviews which form the basis of the following

results and discussions.



CHAPTER IV

RESULTS AND DISCUSSION OF CURRICULUM
PROFILES AND ANALYSIS OF
STUDENT GROWTH

Introduction

The study involved the implementation of three para-

digms: empirical-analytic; situational-interpretative; and
, -

critical theory. Both qualitative and quantitative results
3
were obtained.

Quantitative results stemmed from a forced-choice

(Agree or Disagree) test which examined student orientations to curri-

culum as proposed by Connelly et al. (1980, eds.) in

Curriculum Planning for the Classroom.. The test wégxad@inis—
terea to the study g?oup on three separate occasions,\ag <
~illustrated in Table 1. These result§ were graphically
shown in Figure 1. Individuél student-volunteer proibies
were illustrated in Figures 2, 3 and 4. These results em-
bodied 20 completed student profiles for the three test ad-
ministrations. There were three incomplete prof;les and
two students did not participate either through absence or ‘
choice.

Qualitative results were obtained through a pilot

study, journal reporting, course assignments and semi-

structured interviews.

51



Pilot Study Results

Twenty-one studenks participated in the pilot study.
The results shown in Appendix C (Tables IV, V, VI and VII)
are based upon an analysis of sE‘ﬁénts' free response state-
ments relative to the following: the "ideal".teacher and
"self"; reasons for ch@@sing teachiﬁg as a career; teaching
concernsirelated to the practicum experience; and teaching
strengths as they ?elate to teaching cohcerns;

The results indicated that students were either in
Stage'I,or Stage I1 of teacher professional growth, as out-
lined by Kass and Wheeler (1975). During Stage I, initial
student concerns focused on curriculum mastery, communica-
tion skil ~lassroom management, and self;adequacy. In
Stage II ‘lopment, this concern over self gave way to‘\IQ

. N »
concerns over instructiona%ﬁﬁﬁ?¥ers. Motivating students to
learn indicated concern overh%%eﬂcontent—structure period,
as did the application of teaching strategies. y

In Appendix C (Table 1IV), there was an indication of
Stage III teacher development, or the studént-centred period,
as shown in the categories of understanding and caring for
student needs and improving the educational system. a

Overall, the teacher was portrayed as a caring
helper of students. The students generall? rega:ded the
cbncept of the "idealf teacher as a myth, but still some-

J

thing that should be sought in teachef'professional growth.
. 7

The recognition of developmehtal stages within

teachers could have significance with respect to the



Appendix o (Table

gy

instruction teachers receive during qrowth and development
as a professional. Kass and Wheeler (1 *75) point out that
"Stage I.teachers may need and welcome somewhat different

in-service work than would the Stage I[II teacher.” This.
. W e

has implications for the planning and design of in-sdkvice
courses.

Conceptually, it is often stated that the cooperet4
inq teacher has the greatest influence on'the student
teacher. It must be kept in mind, however, that practicum
evaluations typically occur immediatel? after completion of
student teaching rounds. Kass, Nay and Jaoknicke (1980) in-

dicate that:
Over a more extended time span, it may well be
that other influences or other instructional
personnel (e.g. Ed.C.I. instructors) may be
percelved as having a major influence on the
novice teacher'. (p. 42)

Student concerns ‘regarding the refﬁtlonshlp and

\»,‘

evaluation of the oéoperatlng teacheg,were indicated in

f@)."%ﬂarly cogyern ( ﬁyntlons) related

to thlS toplc,xfeflected?a*ﬂecfease when aompareﬁ tow}ater

. -

‘tudeh ﬁeachér hads mét

e

~w “7

concerns. (4 mentlons) 7after,€he

Y

with the cooperatlng teache -

e ‘,u‘-J .

It Ls clear that a‘concerned and profe561onal attl—

n\;

kY w ‘8

4irt of tﬁb cooperatlng teacher, is essential

fre

prhctlce«teachlng round Also, there is a

have on th&{prbfeSSLOnal growth of student teachers. The
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present study has addressed these influences relative to

the

1d.C. L. 352/Ed.Pr; 353 cxperience.

) Results and»Discussion

of Curriculum Profile Data

-

Class Results

In their bock, Conflicting Concepéggasnof Curri-

culum,‘Eisner and Vallance (1974) describe a conceptual

framework which Connelly et al. (1980, eds.) fobllowed in the

development of the Curriculum Orientation Profile. It 1s,

perhaps, useful to briefly consider each coﬁcept as it

applies to the study results.

1.

Cognitive Processes (CP)™~ Development of cognitive pro-
cesses is concerned with "how" rather than "what" a stu-
dent learns. Cognitive skills are seen as being trans-

ferable to any number of new sef@®f’circumstances.

Curriculum as Technology (CT). 1In this concept, the

\

processes of curriéulum planning and teaching method are
most important. This is an endé-meahs orientation as
illustrated by the vocabulary u§édﬁ such és, input, out-
put, entry behaviour, stimulus and reinforcement, and
systems to produce learning. ‘ &

Self-Actualization of the Child (SA). In this view, the

school must provide a personally enriching experience

)
for the child. It should help each student grow zfrough
natural experiehces, discovering her/himself and evolv-

ing toward persdnal autonomy. It is believed that,

o4
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through the personal power of discipl;neg thinking;k g

"self—actualiiafion“ sets';he stude t" free. -

. \‘\\J\

. f . \\
4. Social Reconstruction (SR). The purpose of curriculum,
in this concept, is to orient children to the social

issues of the dayL-multiculturélism, unemployment, pol-
lution, sexism, consumer rights, to name a‘few. Two

¥

versions are inherent in SR:,vadaptation and qhange.

in the forme;,.schools should help'children by adapting
‘to meet ‘changing condit%onsl In the latter, schools
should provide leadership by edﬁcéting children to be-

come critically aware citizens concerned with social v

.

change.

5. Academic Rationalism (AR). In this final concept,

schools are'seen to exist'toApass on what is most
wof?hwhilé from tﬁe grea£ thinkersuof the past. Aca-
demic rationalism, thus,szcuseé on sélect knowledge, »
and how kﬁowledge is-acqyire\ throuéﬁ{inquiry.-

The Curriculum Orieﬁtatibn Profile contaihed 57
qﬁestidns ksge Appendix A). ?hé:diétributioﬁ'of these'qﬁﬁs—
';ions relativefto each orienta£ibn»was as fbllows: Cp = 11,
CT = 12, SA = 13, SR'=-IZ,-and AR = 12. There were three
over;apping choices, each inleQing two.categories,-whiqh
gave 60 choices overall., o ‘  "gk

After the Curriculum Orientation Profile WﬁS ad- .l
ministered bn‘thfee separate occasions (sée Tableli‘for’the
dates of admihistratibn), the stUdent éelection means wére

_caiculatéd (see Table 1). Unadjusted reliabilities are .

-~
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-%Aso given.

a %

§ 4

the Class Curriculum Orientation Profiles (see Figure 1).

~

The means for each profile were‘plotted to generate

The results of.the Single Factor Anova with re-
peated measures for the CurriculumﬂOrientation Profiles
(means) gfe pfesénted in Table 2. lThe~reSults tested for
a variation in the meaPs for each curriculum‘érientation

(Cp, T, 8A, SR and AR) relative to each profile (i.e. when

~
4

administered). Statistical significance indicated a change
had occurred bgtﬁeen respective,profilefadministration

. N L
periods. , : : : R SR

' B

The results shown in Table 2 indicated that Cogrii-
tive Processes (CP) oﬁly»wés statiStically significant

(o < 0.05). Furthermore, it was significant to the a < 0.01
B ( - . . :@

level. Results for T, SA, SR and AR, were not significant,

5

D v | | |
since P > 0.05 in each case. . : LR

The unadjusted reliability value for theé means of

the CP measures was 0.53, as illustrated in Table 1.

Post Hoc Test for CP

The resul£S~of the‘quevaSD,
'aré showg'in Table 2. 'The critical Qalug observed, between
éomparison of Profile 1 means vs. Profile 2 wag 4.69; which
was the.onlygbomparisonJexcéeding the critiqal valuéa(3.46),
These resﬁlﬁs indicste, therefore, that the signifiéaﬁce 

observed in CP resglted from differénces betweefi Profiles

| *

1 and 2. |

‘The Tukey’'HSD, Post Hoc Test, tested -for signifi-

cance between curriculum orientations as follows: the

|
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Table 3 V h ) '
Tukey "HSD v

Post Hoc Test for Cognitive Processes

Critical value Critical Value

Curriculum Profiles Observed for DF = 38%*
Profile 1 vs.

Profile 2 4.63
Profile 1 vs.

Profile 3 1.69 | 3.45
Profile 2 vs.

Profile 3 3.01
* Ferguson (1981)

Sample Calculation:
C = X7 ~ X - B8.15-9.40 = .
obs = 21 T 73 . L2 - 4.69
Y1.42720 o

YMSe/n



5éginning of Ed.C.I. 352 vs. the end of Ed.C.I. 352
'(Profilé 1 vs. Profile 2); the beginnin: of Ed.C.I. 352 vS.
the end of Ea.Pr. 353 (Profile 1 gg; Profile 3); and the
end of Ed.C.I. 352 vs. the end of Ed.Pr. 353 (Profile 2 vs.
’Profile 3). It may be expected‘that the greatest signifi-
cance might resuﬁ}ybetweeﬁ the beginning of E4A.C.I. 352 |
(Profilé 1) and the end of the practicum experience (Pro-
file 3), since this.period“was'represenfaﬁive“of the
greatest time frame in which change could také:placeb* The
only significant value, however, was betWéen the beginning
of Ed.C.I. 352 and the end of\thisdcourse-—a ten-week time
frame. Thus, the Ed.C.I. 352 experience itself was respon-
sible for the charige in the claés curriculum- orientation
as it telated to the development of cognitive proceéses (CP).
The study group was moved to a éoncern with "how" rather
than "what" students learn. These cognitive skills were
recognized as being transferable to, any number of new sets
of circumstances, 6r learning situatiOn;m

_ Since T, SA, SR énd AR were not statistically sig-
nifié%ng, then it can be concluded that 'E4d.C.I. 352 had no
major influé;ce on class attitudes toward these o;ienta—
tions. It may be assumed that the students éntered.(and
left) the coursendiég“these dispos}tions~for the garticular
curriculﬁm,orientations intact. Thus, a high regérd was
placed on SA, as shown iﬁ-Figure l;\”Cthe;sely, the stu-

derts did not regard T and SR orientations wvery highly.

7 . FE A
FOTR W . N .
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Overall, it may be said that the study group con-
sidered the SA orientation as the most iméortant because it
holds that the school must provide a personally enriching
experience for the éhild. Thus}_teachers should help each
student grow through natural experiences, discovering her/
himself and evolving toward personal autonomy . Furthermore;
it is held that through' the personal power of disciplined
thinking, "selflgctualizatibn" sets each student free. The
members of the study groué would, therefore, favour this

kind of teaching experience. It shQuld be noted that this
view wés held by theystudé%ts throughout the courée, and
was not the result of the course gxperience per se.

The change brought about in the study group, with
respect to the CP orientation, was a result of Ed.C.I. 352
instruction. It was significant that the teaching of cogﬁi—
tive skills, which can be transferred to new teaching
;Situations, was valued over the teaching of content material.
This change demonstrated an overall class growth in a curri-
culum orientation‘in which student-teachers, in their first

professional experience, might be expected to espouse the

"what" that a student learns. . The concern with "how" a

e

studgnt learns, which was espouséd by the study groﬁp,
illustrated significant growth in a key area of curriculum.
A question was raised, however, with respect to’the‘CP
orientation--why were student perceptions .of the importance
of "how"\rather than "what" students learn lower after the

practicum experience? >



Student VOlaageer Results

Curriculum Orientation Profiles for each student

3}

volunteer are illustrated in Figureé 2, 3 and 4. Althohgg ,
statistical significance cannot be tested for in individual
results, student perceptions of their graphs are meaningful
to consider with respect to the question, "How do I see my-
self in this curricular framework?z" | ,
In Figure 2(a), Pam showed little change between CP,
T, SA and AR, during the testing period. A notable change,
however, was seen with respect to SR. Pam was negatively
influenced by this orientation at the beginning of Ed.C.[..
352 (Profile 1), more positively influenced by the end of
Bd.C.I. 352, and %@derated between these two extremes by
. . , § ’
the end of the practicum experience. From the results, Pam
slightly favoured AR, but this preference ié‘only slightly‘
greater'than the first three, CP, T and SA, .respectively.
pam commented on the differences between the three
graphs:
I was not aware in the first one [Profile 1]
of the social constryctioq‘[reconstruction]
relevance. 1In all thxee [profiles] the aca-
demic realization [rationalism] was the most -
important job for the school. 1 agree with
this conclusion. I believe that the school
has to be concerned most importantly with
what they teach and what the students learn.

All of the other aspects can be taken care
of out oﬁ%class, whereas academics cannot.

aFs e
Donn%%%@see'Figure 2(b]) showed a slight preference
S Yy .

Ik

for SA and QE,

% ' SR was low in all three Profiles, whereas AR

5 o

was seen to increase in preference when Profiles 1 and 2
& : ’ -

were comﬁared with Profile 3. Donnah''s comments were as
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follows:

. no real differences between Profiles 1,
2 or 3. . . . I think it is important to re-
member the classroom is made up of 1ndLV1duals
with separate needs and interests. Course
content should take this into account, it
should be relevant to the needs of each stu-

dent. '

Donnah's final comments seem to lean more toward Self-

Actualization of the Child than her profiles illustrated.,

Her comment on the overall exercise was that:

It confirmed what I already knew. I already
‘ had formulated an opinion on education for

this exercise . . . the opinions I had for-

mulated matched exactly the scoresheet.

Alia (Figure 3[a]) indicated that: *

There is a distinct ‘change in my concept #1
in the development of cognitive processes.

This identified change occurred during brofile 2, at the end
.of Ed.C.I. 352. However, after Ed.Pr. 353 (Profile 3), the
CP value was the same as in Profiie 1.
Alia stated that:
. . . my highest peak was self-actualization.
I feel that all things in life should help

each individual to grow and continue to grow.

Alia's SR scores were lowest at the end of her practicum and

the SA value was highest at this time.

Donalda's comments with respect to her three Pro-

files were as follows:

. « « looks like I lean heavily into deve-
loping cognitive process and self-actuali-
zation . . . . I agree with the highest
peak’ [SA"in all three Profiles]. It seems
that I haven't changed my thoughts much be-
cause there is not much difference between

Profiles 1, 2 and 3.
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Petra's profile results are shown in Figure 4(a)

and most closely resemble the averaged class results, from

this volunteer group. Petra states that:

. . . there are differences between Profiles
1, 2-.and 3, but the general curve in each
graph follows the same pattern. '

b

In each Profile, however, Petra's highest peak was SA and
the lowest were T and SR. Petra indicated that:

. . . the study was worth it and I appre-
ciate the fact that we have been given the
results of these exercises.

Kent's comments with respect ttiigure'4(bé were:
that:

. . the general shape of each of my pro-
files is quite similar--with cognitive pro-
cesses and self-actualization claiming the
highest peaks. It may be interesting that
on the first profile cognitive processes was
highest (12) and in study three self-actuali-
zation was the highest (11). . . . this 1is ‘
interesting because I believe I favour self- >
actualization as a goal for curriculum. ‘

-

Kent's statement regarding the Curriculum Orientation Pro-—-
files was that: . . o

. . the study was interesting, but provided o
me with nothing I did not already know. How- S
ever, the study helped to assure me of what
I thought I valued and so I would say it was
worthwhile.
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R i JNancifs curriculum profiles (Figure 4{cl) reflé

the mean class proflles shown in Figure 1. Her comment re-
~gard1ng the value of this a551gnment was that:
$-/' . . I did not find this as valuable as my . .
log [Journa}] because it ténded to be, well,
black and white which I find frustrating.
it was 1nterest1ng but nédt my. "cup of - tea.

_Withrthe exceptlon of Pam' and Donalda, the members

of the ‘volunteer group showed a tendency which favoured the

Self Actuallzatlon of the Child as a curriculum or;entation.

It should be noted that the final member of the

»

volunteer group, Tom, choseﬂnot to do this exércise. ‘The

reasons Willlbe evident- in Chapter V. R P

a

: Results and,Discussion , .
e of Student Growth _ v

A measure of student growth was obtalne% from three o

sources: course a551gnments (one and six); journal report—
'indg; and semi- structured 1nterv1ews i The latter results'

will be dealt with in Chapter v. S ,
el v N \ : - : S 3 »
“;" v ' B . e N . ' S
Assignments One-andySix aS\Growrﬁ‘IndiCators A

. = ! = e .o v e

3

o F Asglgnment One (%ef Appe le B) was glven 1n'

{’éeptember gnd offered an ;ntroduc féy orlentatlon to student ; | ” 
- éercentions wrth respect t%hthe EaiioW1ﬂg questlons. B
o "What does it ‘mean to be\a teacher7"' iy R

§

2.. "Wha%‘characterlstlcs and skills are. needed to be an’

I N )
B B -

'effectlve teacher°"

3., What klnd of ¢eacher am I now9" and "What kind of

’ !



teacher do I want to be7"

I

A551gnment Six (see Appendix B) was due on the last:
call—back session in December and was arf indicator'of how
well each student had integrated theory and practice.

’For both assignments, the student-volunteer , @ﬁi
responSes as well as responses }rom other members of the
_study group were analyzed for thelr content with respect to

the questlons raised in the assxgnments regardlng teachlng S e

and the* choxce’pf é?;cﬁing %s a career.‘

A 4

-

Five out oﬁ*élght student*volunteers stated that it
was the opportunity‘to work with and help ywung people that
led them to choose teachlng as a career: This compared

favourably w1th results shown -in the pilot study {see

Appendix C, Table.V). Other reasons for ChOOSlng teaching

as a’career, byrmembers of theé study group, 7ere: an en-,
7
‘]oyable work experlence, a challenglng vocatﬁon, ‘and the

eed §or 1mprov1ng tﬁ% educatlonal system

:Kent S response, from the student volunteer groupéﬁ

°

regardrngythe A551gnment Oneijpestlon——RWhat does 1t mean

to be a teacher’"——was that* .

e -

i The acthe relatlonshlpvbetween«the teacher

~and the 'student is of key importance in the
dlscoverﬁeof what . it #means to be'a teacher.

. nse ofﬂmutual respect and taring
are the bulldlng blocks w©f this rglatlonshlp
and .these are reinforced and held in- place
by a quW1ng sense of responclblllty and
‘trust. : ) B

e

a

kS

Kent, at the outSet, recognlzed the dynamlcs of teachlng and
w“.
AR 1&

that teachers were not sﬁ"éy p%r%eyors of knowledge. He

& 2
.

-
18

» N - ,_',,

empha51zed the’ lmport;

;ce'of d%vz%pping problem solving
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skills in students.
Kent had a very successful student teachlng round
and ldentlfIEA two factors which contributed to it:

1) I'wasufortunate'enough to develop a good
rapport with my cooperating teacher al-
most immediately; and,

- 2) I was able to relate to the studerrts in g
"~ meaningful way.

It 'is both femarkablefand encouraging‘that Kent was able to

‘achieve this development#g level--Stage III, according to

Kass and Wheeler (1975). Kent'states: : / ?

taught. I tried to be positive in my attl—
tudes towards the students, their playing O
and the music they were dealing with at all e
times. I believe that this had an effect on

them and that they knew and ‘respected the

care and concern I dlsplayed

I was always prepared fox the classes I - ' //,

: Tom, on the other hand, exempllfled the opposite end

of the spectrum. His view of teaching was:

O ‘Z’ . L -
Teachlng is a process, an-activity. . . what ' ////”\f\j

"I think is essential in teaching--commQn

Id

knowledge. Teaching, then, involves the )
; Sharing of common knowledge. :
e .. . o, o S .

With respeotvto the studenfﬂteaching rOond,*Tom felt' that,
becouse.he_wes olaer than.most in'the class, he_wds~mere ekf
perienced and therefOreAreaay for tbe”pfactiodm, He did
refllect on avfeeling of help;essness that he héd ?Hd.
focnsed on'disciplinary measuresvand authority as the:answer
to cleSsroom management.; Unfortunetely, Tom seemed,tbn
fixete in Staoe I development, while Professing openness;‘
his'arroéance'becaﬁe‘a majdrnstumbiing block toward his | J

» - 13

develobmentﬁ?,

L)
L - 4
5 .
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Nanci responded to theiquestion, "What ‘does it mean

to be a teacher?," by diagrammatically illustrating a -

: e ) .o o ‘
"collage of excellent qualities I have found in teachers I
have known." 1In this collage, Nanci viewed the teacher as

leader, listener; advisor, role model, instructor, resource

person, motivator, and friend.

She further indiéates that "one of the key successes

of beingza goed teacher is the ability to take time for

one's students." Nanci is also'perceayed to have Stage III
developmental tendencies (Kass and Wheeler, 1975). Her stu-
dent-centred concern is evident in the remark:

A teacher éan help students develop and grow by
‘challenging them to geach their potentials and
0 " allowing them to explore the abilities they

. never knew they had.

In her practice-teaching, the integration of theory and prac-

tice appears as an ongoing heightening of awareness as she
kays: ‘
N .
Throughout our class we have discussed manw
philosophies, styles, approaches and methods .
of teaching. These discussions have helped
‘me crystallize some of my.ideas on the
"right" style of teachlng (for me]. 5

.Nanci's concern for students is illustrated by the statement

\

that. "students must be tfeated and cared for as human'beingé\

/ with human needs . . ‘ !

_— Donnah also made stridés toward the integration of
. theory and practice. A response which“centredxon her'prac—»

ticum stated that

D

At unlver51ty, we study mounds of theofy,

, practice. teachlng allows you to experlment "ﬁ

. " “and learn how to implement the theory -]
which is an art 1n itself. By
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Donnah also felt that a teacher's "first priority is the

»

children, not yourself.". Peer—teaching‘is expressed by

Donnah thus:

". . . helped me to prepare for student teach-
ing . .. (1) by feeling comfortable talking.
and teaching a lesson in front of people; and’
(2) by preparing lessons and learning tech-
niques such as motivation, introduction and
closure. :

Alia illuStrates that thenry still remains somewhat

removed from practice: . "
| —
. All in all, student teaching has been a true
ﬁA learning experience. I can clearly see its
" ' purpose and importance in the faculty of edu-
cation. It causes the“s§§engthening of emo- .
tional development because of the new feelings

I have gone through. It causes a growth in
social capabilities as it widens the perspec— .
~tive in which #fsee *the world. . . . it set

me down to earth gnd made me see education as,
dt is, ‘rather than 1deallst1c&lly, through

'.ﬁg rose-coloured glasses. :
: L

. SN
altia centreg on d15€1pllne and classroom management prowf'
dures as a focus ddﬁlng her practhﬁmmdella and the remain-
lng student- volunteers seemed toO flxate on the Stage I
modality--concern with self'(suy§ival). Alla'speaks for.,

" the rémaining members: s ‘%?,

I am finding .that much of the matérial and’
theory taken in previous classes has llttle . ’
practical: appllcatlon in the classroom. ’ K L

)

Before leaving the 1n31ghtfulness of aSSLgnments One
13

and six, it is 1mportant to recognlze the struggle whlch =

Petra had ln reconc1llng the theoretlcal perspectlve, d;s—

\

t
cussed in Ed C.I. 352, and its appllcatlon,é.She comments

'that

VR @
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. the students could not or at least did.
o~ keep on task for more than two minutes.

# Th._re is something wrong with that and how
material is presented to the students. " The
teacher has the res nSlblllty to make the
class and school a iﬁot bad" place to be.

. . . 1t is not very easy to teach in a non-
traditional way ' . . .I didn't feel like .a
teacher yet the studentsahad already labelled
me as one. ,
H
With respect to a class assignment she had given in Language
\ .

Arts, which demanded creat;ve expression of the student,‘she

anused and said they had pgyer
‘to think like this before. e

®he rest of the students were doing
1g. I found out later how off-task the
students were. One boy had been lighting a ”
. desk with a butane lighter whenever I wasn't ‘ “ Hn,
‘ looking. . . . everyone else was edither
talking or doing an assignment’ for Math class.
ilthough Petra was struggling with classroom management
strategies here, she-was to overcome this and move toward

accomplishing one of’her goals:""Teachers {should] provide

- *Bllenge and give di‘reetion . [to their .%udents_]i. "

ow S , . S o
* Journal Reporting and E@»C¢£' 352 Assumptions

From the first dayfof Ed.C.I. 352 Whenrthe students

vpalred up to 1ntroduce each other to the class, they were

¢ i

hencouraged to part1c1pate in the class-—to be actlve members.

<+

ﬂThey were encouraged to develop the order of tOplCS in the

.course Outllne (See Appendlx B), to set questlons on thelr‘f'

final exam, and to.always bé partlolpants 1n,the claSSu As

N |

T s

”.d-reshlt, they had a.direct say'in.the way'the L§ss was
+conducted. When oppOSlng p01nts of view occurrad the

-
1 *

.
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‘ch01ce-centred around the recognltlon thdﬁikaren,~a member

Leyte R

-

students ‘and we’ (John and the wrlter) as teachers/students

v

dlalogued and came to -a mutual understandlng for the suc—
W -

ceedlng course dlrectlon Often, during the" 1n1t1al weeks,
students were" reluctant to- brlng concerns to the- attentlon
of the whole class., They had the optlon then of speaklng
to elther John or thls quearcher, or both, afﬂ!& class; or
concerns could be" addressed through the avenuéﬁbf journal

-

reportlng . This latter method of ﬁlalogue proved to be in=-
Sk

(& %
valuable in keeplng a constant flnger onmﬁﬁg pulse of the

clags. . What resulted was a dynamic’ classroom atmosphere & ﬁ% i
. A ’ Jﬂ& . . . = )

which will be referred to in Chapter V. R A
-\ N :

The purpose of this approach, through dialogue, was -

tofaddress the "kind -of teacher education which theorizes,

practices, probes, questions, challenges, analyzes, re-

Qflects, and applies," and which has an overall goal that

states: - @ -

If teaching is to be considered a personalk ex-
perience, then it muét seek to increase self-
awareness and self-acceptance through organized
experiences which encourage self-analysis and

self- refle;é;on. (ed.C.I. 352, Course OBt ine,
Appendlx B : ' ' : .

| g o
In order to flush out meanlngs that each of" the 'seven con-.

a

.ceptual components had for the. students, a model response

 was selected to represent the class.. The&gﬁgson for thls

of the study grdﬁp, had put forth exten81ve tlme and effort
. . O .
to evaluate Ed.C.I. 352, -Her responses espoused what many

students had reflected in thelr logs The SLgnlflcance
/&% .'.

for Karen' s selectlon was that she evaluated all parts of

%

L
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the conaeptual framework well, while other members of the
study group showed strength in two or three assumptions only.
The‘follOWing entriés represent Karen's evaluation

of the assumptions which provide a conceptual framework for
"ha = - .

"
canh

Ed.Cff;tBSZ; but also, they émbody‘theievaluations of the

»
majority of study group members.

1) Multidimensional. Yes, I feel that through
our discussions, ga:ious_approaches [to]
teaching were offéred, and Brian, John and

- my classmates shared their experiences and

' philosophies that helped me become more

aware of how dynamic the elements of teach-
'ing are. "

Z%ﬂﬁinteraction]; I found the classroom;inter;l‘%*@“ﬁﬂ*"
< actigp «ery beneficial to.me. The disgus- ™ '

“ .- 'sions -of stuawﬁt‘expefiencéé “rd*understand--
ings in“class and also having Dr. Samiroden
and others come .into cidass, I found these
experiences to ‘be truly meaningful. Having
classmates share their interpretations of
the different topics we discussed helped me
to develop my own interpretations dnd also
to think more critically about [different]
points of view. -

: ‘ s

3) [Self-growth and Understanding}. In this N
class I thought that the topics we dis- b T
cussed were beneficial to the practical Lo

part of teaching but, more importantly,
.the discussions helped me to understand
more about what becoming a teacher involves.
I've looked at my“values and beliefs and
become more aware of.the many different : t
interpretations people have. 'I am able to 5
. value their judgéments and accept what I '
- feel fits my [teaching] style. I once - - :
thought there was g, "right way" of teach- DR
‘ing a specific subject area. Throughout
the course you said "if this style suits : 4
you and you feel good about it, use it."
. Through self-growth and new awareness I
realize that each of us are individuals-and
~we're developing our own styles of' teaching
. . . our own‘philosophies.of ‘the educational -
B : process. ' :

g P



4)

5)

)

Skills and Techniques. In this course a
variety of teaching skills were put forth,
but the approach taken was not specific.
The skills and techpiques were offered and
each of us incorporated these skills into
our lesson plans if we felt they were suit-
able. When the skills and techniques
(examples: questioning techniques, moti-
vators, communication skillag@getc.) were
presented in the form of hanfiouts, group
work or discussion, a variety of ways of
presenting them in the class were discussed
and suggested. I found these suggestions
very helpful. ’ . SRR

Sequential Growth. . . . Initially we dls—
cussed skillsg techniques and apprg%ches to
teaching. As' the course progressediwe te-
flected (on] our thoughts and feelings
about the theory preszanted. m‘é’ékll LToC -
tical application of. the theorygﬁdok place
in our micro-peer-teaching which## feel was
a good experience.  In keeping a logbook we
reflected [upon] our thoughts about the
theory presented and discuyssed in the lesson.
Through use of the logbooks arwd class dis-—
cussion, I've increased my level of aware-
ness and my ability to analyze what was pre—
sented in each of the classes. o :

‘Shared Reflection of Theory and Practice.
To this point in the course the only prac-
tical application that occurred was in the

micro-peer-teaching and rlanning the lessons.

I think that upon completion of the Phase II

Practicum we will be able to compare the

theory and practlce more meanlngfully

Potential to Change. I am convinced that

‘classrooms bhecome what we as teachers make

them. . I realized that the values, beliefs
and skills we have will influence the. ex-
perlences that each student in our class
will receive.-. QOur discussion on humanism
vs. behaviourism, and the "hidden curricdlum"

'~have helped me to be more open to new ideds.

<Y,

When we become aware of what goes on in the .

.educational system, we can evaluate the

occurrences that we're not even aware of,
just like the klndergarteg ‘teacher that'
'Apple talks about. ‘Through the C.I. course

I've developed new awareness and under- '

'standing of what goes on within. the educa-

tional system..

77



v The presentation of course material by both John and
this rescarcher was net only to be problematic, but also
open-and receptive to student needs. We Qad hoped tha;lcon-
trasting teaching styles lbut shared philosophies) weould
serve as a model for the»sgudents,‘ ‘ . |

Rose expressed his perception of us in his evalﬁaf

tion:
w .

»0OvVerall, I think the objectives were dealt
'with effectively, but because of time a couple ’
of the objectives (Classroom Management and
Classroom Related Acti%¥ities) were dealt with
in less detail. On the.other hand, I was
pleasantly surprised to find some issues which
were much beyond (as I saw it) the scope of’
the objectives (although extremely® ‘pertinent
to teaching), presented and examined as they
came up. .There always was enough time te talk
and debate about spontaneous remarks and pro%
lems. This had a powerful efféect on me in re-
gard to teaching and the curriculum. In addi-
tion, the deep analysis of "philusophical
issues in schools and teaching were very in-
sightful and meaningful for me béfore entering
the teaching system I hope \$hat tHere will
be thlS sort of flexibility "¥fi_thg-‘classroom 5
and ¢urriculum not only in futuré [Ed.] C.I.

352 classes, but schools generally.

Perhaps most refreshing from the course was
the instructors we had. Two instructors
meant two styles and, in this case, quite
similar in their philosophies but quite dif-
‘ferent\ in their teaching methods. 'John's
and Brian's approaches allowed me the oppor-
. tunity to compare methods and evaluate speci-
fic techniques used by each one. ' It also
allowed me a chance to identify certain
teachlng approaches which were conducive to
their personality and character and extrapo-,
late what style, or part of an approach . . .
might be most comfortable for me in a class-
room situation. .

" In addition to direct feedback,in"the journals,

students received a synopsis of each reporting period at the

beginning of the next class. These synopses can be reviewed

- -
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in Appendix D. These gave the students a better apprecia-

tion for the sentiments of the class, since pro and con com-
L

ments were discudsed. Thus, the opportunities to develop

and grow were provided and evidence in the words of the

students.

In summary, the results discussed have illustrated

the following points;

1.

The significant preference of the study group for the
develupment of Cogn!tivé Processes (CP), as a curriculum
ortgntatiqn, was identified as the direct result of the
Eétc.il 352 exp;rience;

Thé Self—actuaLizatton éf the Child (SA) was graphically

illustrated as the most preferred curriculum orientation

e d student perceptions were not altered by
eit da.C.I. 352 or Ed.Pr. 353}
a g : . S om.

Individual student-volunteexr curriculuﬁ orientation

preferences rangeg béﬁWeenfC@qiéﬁ ah@ AR, while T and
] ‘ \
SR were scored lowest; S . : <

TP S
. v o : . .
Course assignments can be used as growth indicators
. ‘ . L : A
with respect to identifying-student-volunteer concerns

with survival (Stage 1), subject mastery (Stage I1),

and. recognltlon of 1ndLv1dual student needs (Stage?III),
« @

Jourral reportlng not only prev1ded g%r an ong01ng

8
dialogue wlth each member of ﬁﬁe %?udy group, but also

“was extended‘to include eyaluatlons of E4.C.I. 1352

-

assumptions. o

To complete the analyéis of student self-growth,
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"as it relates to the first‘professional experieﬁce{ tbe;gf'

following remains to be considered: ‘the developméntWOEJa
’ PR . LY .

v
G .
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personal teaching style; ‘he- integration of theory andxgrqc- i

tice; and perceptions ofﬁthé Ea.C.I. 352/Ed.Pr. 353 expef—

ience by student-volunteer éritiquing. Thesé aspects, . \f’

. ‘ .Y ‘ : ’
relative to early teacher devélopment, will nOow be con-

sidered using information gathered from semi-structured in-

»

terviews with the student—voldﬁfgﬁrs. -
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’for 1ntcgrat1ng theo%y and practlce was present for th

V. CHAPTER V

RESULTS , 2 NALYSIS - -
OF STUDEN RVIEW DATA  ..0- .
. \J i N
Ip%ction i ’

e
= -

This chapteru as its focus the student-volunteer

interviews and their inherent student perceptions, feeiiggs,

concerns and suggestions which developed as a result of
the Ed.C.I. 352/Ed.Pr. 353 experience. Wherever possible,
an attempt has been made to let the students speak for
themselves, for it is'their growth andluhderstanding that

-have been‘disclosed.

o

" student-Volunteer Interviews

* > The three interviews, in which each of the eight

\

student-volunteers participated were studied for self-

growth during the Ed.C. I 352/Ed.Pr.. 353 experience ...

L e

Durlng these courses, the potential fbf*early teacher deve~

lopm%pt was made p0551ble as a result of the Phase II pro—

Iy
'

gram,vwhlch represents the flrst practlce teachlng exper—

ience, since Phase I‘CODSlStS’Of the observatlon (onlyx of
] ~
teachlng by a profe351onal In this sense, the d@porﬁ nity
DR S " S S 1 . YRR R
5
fl:st time, with respect to teaching, in a school setting

»

' o

&

R SN

g
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iy

durlng the Phase II practlcum experience. -

After analysxs of the qtudent volunteel lnterVLews,
&

three thgmes were ev1dent,‘and each represented a measure

of early teacher development. These weref‘
4 -

1. Development of a pefsonal teaching styl€, baséd on
self-analysis and reflection;
+ ¥

2. The dynamic of theory and practice, based on each indi-

¥

vidual's conceptualization and reflection {of it); and
3. A critique of the Ed.C.I. 352/Ed.Pr. 353 experience,
based on reflectibns during and after each part of this

' program.

The conceptual ramework of EdA.C.I. 352 was used as
& ‘ .

k)

"a guide in formylating the interview questions and analyz-

‘ ’ . ' 5
ing the student-volunteer respogses. The interview ques- '

tions can be found in Appendix E. A sample section from
: — . . . i ‘ c
an interview has been included in Appendix F, td\;%}ustrate

, . [ L
how the theme analysis took place. The theme analyses
N s

v

which follow represent a measure Qﬁxthe extent to Wthh

self-growth took place for each of the student voluntee&a

“ y - : ; '\, S
. a 4 - . ' .
o ) -~ E] < o

Theme Analyses off Student-Volunteer Interviews

' E o

v

. « - ‘ .
Development of a‘Persbnal TeachingﬁStyle
. L e
TN
The development '6f a personal teqchlhg style depends

¢ &
on: an understandlng oﬁ self the ablllty to conduct a
. < S
self-analysis of lessohs presented; and‘the_abillty to re-
) ' S : - ‘

>

spond (positively) tO'relevant_suggestions made By instruc-

tors, peers, cooperating teachers and practicum -
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representatives, as the' may relate to observed lesSons,

Among the eight %tudent volunteers, the development
< /‘ .
of a personal teaching g f/?E)(le was more obVious in some (and

in fact could be'identi ied with some precision with respect

to an actual "teaching moment") ‘not present in others, and

beginning to emerge toward,the end of Ed Pr. 353 for the

’

4
rest. Kent best exemplified the development of a teachinc

style that could be identified with an actual “teaching.

t

moment" (experience).
' & . N . N
During the micro—teaching, Kent had experienced or-

"ganizational difficulties with the first two sessions.
-After self-analysis of his topics and consultation with his

= 4

instructor on the matter,'he was able to correct short-
comings in introduction, timing and closure.
Kent identified micro-teaching as tthe most meaning-

ey — !
ful aspect of the E4d.C.I. 352/Ed.Pr. 353 experience. . He

says:
. . . peer teaching, I foaund to be‘highly

beneficial. . . . the reasons . . . were pri-

. marily that the expectations . . . were real-

istic. In each lesson I felt like I had suc-
ceeded in something.. I never felt like a
total failure. I think . . . the reason that
I felt that way was the way we approached

. evaluation, which was self-evaluation to be-

gin with and then . . . group evaluation . . .
the evaluation became more critical as we went
along.

@

Time réestraints are important in micro-teaching but in -
Kent's group it was decided that the complete lesson would
A

be presented with an awareness of the time restraint but

not a:strict adherence to it. Kent comments that:



[

I apprec1ated the time limit extensions, if
your (lesson happened to go a little over be- .
cause it made me feel that my lesson had
been more successful when I was. allowed
. to- finish what I had planned on finishing and
'so it gave me the feeling, that I had 'suc-
ceeded, whereas if I had been cut off ln\thev
_ middle, I would have felt, "well this is'a
/. waste, all 6f this preparation and everythlng :
has been for nothing," because I didn't '
achieve what I wanted to.

Durlngvthe second lnterview, just pfior to Ed.Pr.
. M ) :
353, Kent was asked about his 1mmediate concerns. His
apprehen51on can be felt When he says: ' \

I | was concerned about my area of concen-»
" tration, whether I wanted to be teaching

music. . . . my interests seem to have been
changing slightly . . . I want to do music for
two years if I can get a job. .. . . I may
find it really exciting . . . I'm concerned
about how well I'll do this year..

Toward the end of the practicum,,Kent comments :
I enjoyed the course -and b enjoyed student
teaching. The thing about{student teacnlng
that I have enjoyed the most is that I
realized that teaching .is somethlng I cah

- do, something that I might want to do for a

- long time. . . . it feels like it could be

a very good job . . . I feel now that I will
be quite happy to teach.

A sense of emanolpatlon is indicated by these remarks and ,a
real feellng that the "Who am 12" and "How do others see
meb" gquestions have been reflected upon and resolved by.
Kent. |

The obvious effect of role—modelling, by John and

this researcher, and the influence that it had on the stu-

“

dents and possibly their development of a personal teaching #/
\ , , ¥

style, &as a natural consequence of instructing the E4d.C.TI.

352 course. Again, Kent best exemplifies this point. . He
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states: - o .

You presented the expository. approach dr the

objective principle approach (traditionall
versus the divergent approach or less struc- x
tured [non-traditional] . . . having students-

solve problems for themselves. Not that you

couldn't use-—-the [traditional] method . . .

you can't [¥dach] towards the creative side .
of things. * . : . '

Further comments about the influence of the Ed.C.I. 352
instruction,were made by‘Nanciz "

I looked to you  [John and the writer] more

as people who dre trying to help me in my
growth towards [becoming] a teacher. . . i

During Kent's practicum interview, he related a
teaching situation in which his students werérencéuraged to.

discuss, freely, a problem which centred on their motivation

with respect to their work ethics. The discussion also in-

\

cluded future joB\aserétions of the students and expecta-

-
tions of monetary\keturns. He related the situation as
, P N\ j/" e » -
follows: , \\ ;
. . . our discussion got off onto money . . . .-

and most.of them felt that they should get
paid more and would get a more dangerous Jjob
[to receive that pay] . . . . So'I didn't |
jump in the way I'miéht have had I not taken
the course with you, 352, I might have jumped
in and said, "Well, look, ultimately what we
.. are talking about here'\is that happiness is
\\tge most important thing and if you are moti-
vated by money then the whole world is going
to go~down the tubes," .\. . because I have
views [that] I might fffive'come out with, but
instead I said, "Yeah, that's fine [I see your
point]," and I think they lappreciated] that. .

Kent further discussed the important role that liétening

plaYed in these classes. By listeﬂing to the@,

\

\
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. . . we got onto the topic, "Do you think'
you would be more motivated in school if 'you
had more power, say, over the curriculum?"
One girl was.very articulate and said shé
"would be more motivated because she feels
.she. is being treated like-a child, and she’
is in Grade 12. She thought attendance was
degrading . . '

He comments on his approach in these instances:

I came at it from sort of the same prob-
‘lematic style that you guys used in the 352
course. . I learned from jour teacharny style.

‘As a finai comment on Kent's growth and development of a

"

Eeaching?style, he says:

I hope I can keep enthusiasm alive and I
think probably, that's one way that you do,
by constantly working on yourself [self-
analysis and reflection?,’beiné aware of
when you're slacking off or why you're
slacking off . . . I have watched teachers
walk into their classrooms with no pre-
paration, and even admit it, and say,

"I don'!t know what I'm going to do with
these kids this class," and then they walk
in with them and well, they have a lesson
but it's boring and they are bored.

The important roles played by all teachér'coﬁtacts,
as a studeét—teacher aevelops his/her own p?rsohal"teachiﬁg
style, were recognized bleent. vInitially, as he statedy
it begins dqring the curriculum and instruction course by
instructor roie4modelling, ¢oupléd with micro-teaching
lesson analysis, and dialoéuing about “teaching situ;tions."
This is followed, during the practicum, with lesson analy-
sis aﬁdqrole-mddelling by the cooperating teaéher. Othe£
‘teaéher contacts made during the practicum also help‘in

the development of a personal teaching style. These in-~

fluences were also mentioned by the other student volunteers.

Y
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The 1mportance of having a good rapport with the
»cooperatlng teacher was Clted as an area of concern by the

student-volunteers. Donnah perhaps sums ‘this up best with
' & : . ¥ ’ .

the following statements:

I was lucky. Carol and.I got along Jjust
super .. . . but I could see how it would be
if we didn't. I enjoyed my student teaching,
but maybe if I had a cooperating teacher

that I didn't get along with, I wouldn t and
I think that's what's happening with a lot

of people-—lt“s not that they don' t like
teachding, it's just sthat, their cooperating
teacher is driving them crazy. :

Pam also eommented on the role of the cooperating teacher
and related this briefly to  the course experience:

Very.important. I couldn't have done it

without her. . . . I'd say it's as good
as with the class. Actually, I'd say it's
better. ' : -

2

Conversely, Donalda stated

» l

q

VI 1mag1ne that ‘there's a shortage of. them
so you. take whoever volunteers. My feeling
,\that;some .0of them have no idea how to be
jcooper ting teacher. They give you the -
'”. to the door and say, "It's your class,
gbod-bye.* . . . as for demonstrations, I
had two ten-minute demonstrations of how to
teach . . . .  He 'would go and sit in the
louhge. He thought that I shduld run the
class. This was his idea of what a co-
operatlng teacher does.

Ideally, the cooperatlng teacher should be able to
bulld on the course structure ‘and contribute toward the
development of a personal teaching style in the student

N

teacher. "This evolyed for Alia during-her practicum ex-
périence. In'the second interview, she 1dent1f1ed three
factors Wthh Were 1mportant to her in Ed.C.I. 352; she

responded:
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I thought lesson planning was really good.
That was one of the more important ones, I

think. - Discipline and classroom management

o[were also 1mportant] )

With respect to micro- teaching, she stated

¥ A ; -

The practlce in explaining, and seeing that " \
people don't know what I know . . .it ’
showed me that . . . I have something to

teach people and people have something to
teach me. ' ,

‘This basis to Alia's teaching style was built upon during-,

the'practicum with the aid of her cooperating teacher. She
discussed this point:

the one thlng I lea:ned the most is

that you have to plan. I found that out from
one experience . ... I thought I was ready
[but] I wasn't. It showed in every part ‘ﬂ
(that] was planned well—it went fine [but]
when I hadn't planned—it went poorly. I had
-more confidence when I [had] planned .
I didn't think it was all that important un-
til then—it all came out in my practicum.

With respect to the lesson planning on her practicum:
I learned more about [lesson planning] from
my cooperating teacher , . . putting down
more [detail], like questions . . . it's the
"questions that I want to ask that needs to
be in my lesson plan, otherwise they'll
probably just get skipped.

The growth involved in developing a persopal teach-
ing style dtd not always progress as'(seemiﬁgly) smoothly
as in the first two instances. As with all growth, there
is a struggle with self (self-analysis) and with others
involved in this dynamic interaction. Such a struggle was
evident with Petra. During the second interview, she
outlines how she views herself with respect to long-range

»

goals:
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one of my concerns is not being a nor-

mal teacher. I know everybody sort of wants

te be a unique teacher, "but I really would

like to be able to establlsh a really dif-

ferent class. I think if you have a real

different- class, kids see it as being dif-

ferent from their other ones then you don't

shave any kind of discipline problems because

they say, ."Hey, this is a different class. N
to know how to relate to the students. .

on a different _sort of level than normal

teachers . . . that's one of my main goals.

In the third interview, Petra vents her frustration-with

the way she sees her style of teaching.impacting during the

practicum. Her frustration centred around her need to be-
come a disciplinarian—and her desire to achieve her long-
_range goals during this first experience. She recounts:

I found myseif saying, "I first have
to establish a good classroom atmosphere.
where kids respect what I'm saying and know
that what I'm Saying is important," and I
don't know how to do that. I know we talked
about it in 352 that you have to do that and
you do that by being honest and having a ;
good sense of humor, etc., but I didn't have
that. . You work on it but it doesn't come in

a few classes « . . . I tried being myself
and [do] what I would do in my own classroom.
(and it didn't work] . . . so finally I just’

did what 'their teacher would do and said,
"Okay, you guys, you have to shut up. I'm
going to write hotes on the board," and they
would whine a little bit and I said, "Look,
you have to do what I tell you." It worked
and that bugs me because I didn't want to do

that. . . . I think . . they were condi-
tioned to be like that and that's what they're
confortable with . . . but it still doesn't

sit right with me.
The effect of other staff members on Petra was shown in a
staffroom encounter:

When they came in the staffroom, they would

say, "Those animals," and "This is a 2z00."

They would always talk about it like this,
- and I was talking to my cooperating teacher
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and he was saying, "You've t to come down
hard on the kids, you've got to do this

"and that, and I said, "What about ..
beind honest?" He said, ""You can't be nice."
I said, "well, I'm not talking about being
nice. 1It's more a person to a pérson, work-
ing together,” . . . and all the other teach-
ers laughed at me and I said, "I don't want
to have the image of being an old bag in the
classroom," and this lady [teacher] said,
"petra, you may as well get used to it be-
cause that's what your jole is from now until
you're finished," and I said, "Well, I beg to
differ," . . . . The thing that scares me
most is betraying yourself and becoming tra-
ditional’/dike they are.

3

Y
RO :
It is evidé ;?Qhat Petra is gearching for answers while de-

“ -y 3

e

veloping her teaching stylf{,my l t”the search is philo-

sophicelly rooted. Hopefully she Qili not be compromised.
To this point, growth and the development of a per-

sonal teaching style has been considered in cases where

the .growth is readily identifiablé or emerging. It is al-

ways a disappointment to recount cases where little or no

growth is evident. Tom, perhaps, 1is representative of this

situation. During interview number two, when he was asked
to discuss three factors which were important to him in
Ed.C.I.. 352, Tom was unable to personalize this and com-

mented instead on his view of education:
»"M‘ —

. . my biggest concern about the course
would be my general concern about Western
Education in general, in that I think it's
subject orientated, it's discipline orientated,
it's theoretical and it becomes evaluation
orientated and it becomes for me something
that I don't enjoy, I don't put a lot of
work into . . . .

Tom's struggle would seem to centre around the "Who am I?"

question and its relationship to "Where am I-going?" He 1is

90
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very ends-means orientated and objectifies this view as he
-
comments:

. we know how to produce a teacher, they
are now going to produce optimum results with
pupils which means that now we have imme-
diately defined what a student is and ‘how to

.teach a student.
L 4

Tom ,again demonstrates his depth of reading and understand-
ing in education, He does, however, indicate a measure of
honesty when he states:

. to be very blunt and honest, I haven't
put a lot of work into any of my courses sO
I don't want you to feel slighted . . .

About Ed.C.I. 352 he says:

. I appreciated the value of it .
it's made me feel that I am being treated

as an equal and I feel that I can treat you
and John as equals in the sense that I don't
have to hide myself and how I really feel.

Tom reflected on his approach to teaching:

T don't want to be authoritarian but
at the same time, I realized quickly that
if you don't have some kind of orderly means
of communicating, a lot of good things are
missed and it becomes counter-productive.

When discussing his communication with the cooperating
teaching compared to that in Ed.C.I. 352, he indicated:

Fairly well, except you have that slight
hesitation of wanting to play the game and
not saying anything that's going to offend,
not directly challenging the person you're
dealing with, their methods, means and ways
of doing things which [would be] on an equal
basis between two professionals . . . that's
something that is pretty difficult to do
with a cooperating teacher.

It is indeed unfortunate that Tom sacrificed an opportunity

to develop his approach to teaching by his feeling that



.there was indeed a game to be played. It certainly raises
‘the (question of the whole experience (Ed.C.I. 352/kd.Pr.

353) being a game in Tom'é pefception. This I felt was
unfortundte for both fom and what the program had to offer
him.

Summary of Theme One—
Develapment of a Perscnal Teaching Style

?pe ﬁollowing points summarize the information pre-
1

sented during the interviews, in wh;ch self-growth, through

the development of a personal téaching style, was identified:

1. The importance of micro-teaching toward fhe develbpmenﬁ
of a persénal teaching style was identified by the
eight student—volunteers.j In one case (Kent) self-
growth was "gestalt-like" as it related to a particular
"teaching moment"—the final micro-teaching session.
The lesson componen&;——introduction (éet), timing.and
closure—were well coordinated in the lesson presenta-
tion and Kent realized, immediately,‘his success.

2. For other student-volunteers (A%ia, Pam, Petra, Nanci
and Dgnnah), the emergence of a\personal teaching’style
was evident during the practicum experience.

3. One student—vplunteer (Tom) démonstrated little/ot no
development primarily because he did not putvforth a.
sefious effort, by his own admission. He feit that the
practicum experience was .. game to be played. The

dynamic of teaching had escaped Tom who viewed teaching

with an ends-means orientation.
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4. Three influences were identified by tﬁe student-volun-
teers as Contrigutinq to their self-growth: C.I.
instructors; cooperating teachers; and otRBer tealhers
in the school setting. Kent, Nanci, Petra and Doﬁalda
ident}fied thé C.I. instructors as having én important
influence in their self-growth, whereas Aiia and Pam
identified their cooperating teachers as being most im-
portant. Donnah fe££ both C.I. instructors and co-
operating teachers as being important to development.
%he influence of othér teachers was recognized by Petra
and kentAin a negative sense. These teachers embodied
an unCarin? attitude toward students as well as
(seemingly) a lack of lesson preparation.

The three influences identified all served aé role-
modeks for  the student-teachers. It may be that tﬁe role- ;
models who created the strongest impression had the greatest
influence in contributing to the development of a personal

teaching style.

The Dynamic of Theory and Practice

James MacDonald (1982) indicated that both theory
and practice enter the RWermeneutic circle in a search for
understanding and ﬁeaning. The theory-practice dialectic
must be viéwed in terms of the new meanings that are created
for us through our interpretation.

The test. of "good“ theory in practice is thus,

% not centrally that it works (i.e. that we can
control practice), but that in the engagement



of theory and practice we are emancipated trom
previous misunderstandings and are then freed 4

to reinterpret situations and reach greater
understandings. (Macdonald, 1982, p. 57)
/

Macdonald's notion of theory and practice is helpful when
student perceptions are considered. It is necessary to co-
consider praxis as the key to this emancipation. Paulo
Freire's (1970, 1973, 1978) conscientizaé§o and the criti-

Il
cal-theoretic paradigm of Jlirgen Habermas (1971) are the

beacons which guide deeper understanding of the theory-
practice dynamic.

Student-volunteer perceptions of tne relationship
between theory and practice showed a good deal of variation
which ranged from a view that theory and practice work to-
geth2r to the opposing view that they bear no relation to
one another. Donnah presented a very insightful interpre-
tation of what she understood about the theory-practice
dynamic. During the first interview (Octcber 4, 1982), she
discussed theory and practice as they related to question-
ing techniques:

Befdre I had any theory, I would sit down

and write the questions . . . if [I] had

fhad] no theory at all, it might take a long

time before I [had] learned that certain

types of questions and structures are better

{than others] and you get at what you want.
Donnah indicated also that "theory ([should mix] in with the
practical."”

In the second interview, Donnah's view of theory

and practice had deepened to include the act of reflection;

she says:

l"l
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I still think that you need theory to go along
with practice and then when you do your self-

appraisal, you can look back and see how wel

yorl worked the two of them A‘f{,uq(:thvr.

The real test ot bonnah's perception of theory and

*
cract ice—as well as the other student-volunteers-——came
¥

during Ed.Pr. 353, for this rdpresented "real teaching.”
N . !
Donnah was asked, in the last interview, what she thought
nad been the most meaningful aspect of the BEd.C.I. 352/
Ed.Pr. 353 experience. She said:
taking theory and seeing how it can be
used. [For example], 1n the C.T. part where
we were taking theory, we always looked at
how it can be used in the classroomn.
Donnah gave an indication of how action and reflection
operate to give her a greater understanding:
When I'm teaching, I still think of theory
. you can tell the difference if the kids
are motivated or not. [I don't] just go
ahead and teach a lesson but I try to be con-
scious of [student feedback] because you can
see the differenzg in the way they work and
the way  theyv reagt [to me]. . . . the total
feeling vo gef in the classroom . . . . So
try and relate both of them [theory and
practice]l together and draw. on [each of them].
In her expression, "the total feeling yqQu get in the class-
room, " Donnah was perhaps giving an indication of the
emancipation that she has attained through the enggagement of
theory and practice in the classroom. Embhedded infthis
"total feeling" -certainly must be a 3;eater understanding,
for her, of the teaching-learning dynamic. i
Nanci was perceived to be striving toward this

level of deeper understanding. During tofe first interview,

she indicated that theory and practice formed a base or }



foundation for the teacher. Durihg»interview two, she said
that "theory .and practioe goesfthrouﬁh everything." She

further identified self—analysis as an important aid in the

theoryipractice dynaﬁic;
During her practicum ekperience, Naﬁci was'faced

~with severalf";ittle problems" as she phrgsed them: The -

first‘situatioﬁ involved student defiance and the second

centred around a girl who came. to class drunk. Nanci re-

EA
a

counted: . . ' :
I felt totally inept to deal with these littlé /
problems. ,

As a resulty Nanci Sought other meanings and their theore-

tical constrUcti\but felt that-the,environment,[school]

‘

had an 1mpact on theory and. practlce. "It depehds on your

env@ronment . e . to me thed&y is someoplng I'm str1v1hg
. -
for."* This certalnly fits 1nto Nanci's experiential frame-

_ work and the fact that she was seeking a new theoretloal;

»basebindicated an entry into hermeneutic inquiry'which
presumably will lead to a deeper level of understanding for
her.

N For Kent, theory and practice are viewed in their

'sc1ent1f1c technlcal framework _ He states:

~

. . theory is aimed towards an 1deal situa-
tion—it will work if everythlng .goes rlght.—
Practice is less than ideal . . . .

Kent, later, included refﬁeotion and evaluation in his per-

'ceptlon of theory and practice:

. .YQ putting theory into practlce 1nvolves
.some kind of evaluation and reflection on how

96
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your ‘theory is being put lnto practice. fé
it actually successful? [If not] then some -
thing is wrong with how you are communicdting.
There might be something wrong with the
theory for that m($ter.
The recognltlon that the theory may have to be changed or
A
at least re-thought reflects some growth in his perception

from his first reflection to the second In his final

interview, after a reflective monologue centred around
theory and practice as it relates;to teaching- music, he said:

RS guess the theory isfalways there.
It's something you know and jt just becomes
part of you I guess . . .7 it\s much the same
as learning to 'do anything; once you have
got the theory and the skills, you sort of-
forget that [the theory and practlce dynamic]
and you just do it. =

Kent has made some-insightfultgains with respect to theory

being always present and the suggestion that it is,woven‘
. / .
into practice, It i€ probable that with the inclusion of

, ‘
a more reflective stance, which moves away from "just doing
- . :'\‘// :

it"vtoward_fefleotive action, Kent could reach a deeper
// N .

level of'understanding with respect to the dynamic of
: / Y '

\
o

teaching and/iearning. It ie enoouréging to see this growth
in mam.and/perhapstthevcouree dynamic was an influential
factog in ﬂis«growth. o
With respect to the remaining five stodent—;'
volunteers, perceptions of theory and practice dieclosed

in the final interview were unanimous. They stated:

They don't relate at‘all. Well maybe a
little bit. (Pam) ‘ -

I see the theory I learried being thrown
out the window. (Alia) .



. it sure needs testing t because theory
is just fine and dandy on‘yx’Wr . . . taking
some of my theory and putting it into prac-
tical application is not workable ‘
(Donalda)

Theory rapidly goes out the window when you
have thirty kids in front of you
(Tom)

L ’

~

In each case the student-volunteers seemed to view theory
as controlling practice which has the\implieation_of being

grounded in an ends-means orientation. >‘ A ¢
. i i
Although Petra felt that theory and practice "didn't \a¢ﬂ\\

, R ‘ ,
match at all‘"uéhe demonstrates a desirable commitment to

N

lgrowth through self reflection. At the beginning of -

1

E4d.C.I. 352 Petra said: - . ‘ , 1”

I thlnk the theories that we discussed and
_ lat 1'm sort of developing as my own [are]
really valuable [but] I won't realize their
full value until maybe ten years from now. g
S It's part of self -growth

Petra's flnal interview reflectlons are:

“* in the practicum I didn't find they
correlated very much at all. But I still
think that some of the theory that we talked
about can happen and I'm still determined
and I thlnk it comes, over time, where your

theory . ./ . comes out of your practice but L
your practice [gpomes] out of your theory J
too. . . . alth@®gh, takking to other

teachers they said it was crap and they
said: "Don't even think about it, don't '
even disillusion yourself." Maybe I am

but I still want to try. I still wart to
get into the non-traditional way of setting
up a classroom: . . . I think after a few
vears it will come; after [I] feel comfort-
~able in a classroom and [I] get to know,
[myself] as & teacher a bjt better.

Petra demonstrated a gobd understanding of the thdory-prac-

tice dynamic and with time and the necessary patience Petra
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will possibly see her goals fulfilled. She realized, how-
ever, that in four short ....s ..o oo .o Uat Sl N
followed cannot be dramatically changed. That is not to

say tha£ a studenF—teacher cannot,haye a dramatic impact on
a class during thﬁz time.

A final prophetic wqrd from Petra on theory and
practice and how this dynamic relates to'practicing class-
room teachers: o

It just seemé like the teachers don't have

a whole pile of developed theories about the

way to handle children and people.
Petra had‘béen seeking ans@ers'to theoretical questions‘and
. their relationshipskto clasérobm practices ever’sincé her
Ed.Pr. 251 experience.

Summary of Theme Two—
The Dynamic . of Theory and Practice

-

Early teacher development, as represénted'by'student—
'vélunteer self—growth,-was evidentwas each member endeayoured
to integrate theory (as pre§eﬁted in Ea.C.I: 352) and prac-
tice fthé practicum experience, Ed.Pr. 353). The following
points sﬁmmarize this endeavour.

1. The. deepest understanding of the theory and practice
ﬁynamic was expressed by Donnéhu For her, theory and
pféctice.were,interactiye and fhvolved the'éct of re-
flection. . She described the dynamic as "the total feel-
ing you get in the classroom." This would imply sound
planning and weil orchestrated téaching tecﬁniques—

which would constantly be refined and updated. The
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notion of "praxié“ and its embodiment in critical
theory is perhaps indicated by Donnah's perceptions of”

7 J. ) , .
theory and practice. One would not expect to find such

A

a careful consideration of theory and practice at' this

early stage of teacher development.

A level of hermeneutic inquiry was exemplified by

. Nanci and Kent. In Kent's case growth was most evident.

‘ ‘ Q
He expressed an initial (first interview) ends-means

- understanding’ of ﬁheory and practice which’later deve-

loped into an expression of tpéqfﬁéawtance of reflection
o # /,!/ '

Y

, . _ ,
in the theory-practice dynamic. !

Nanci conceptualized thisdy%ﬁm?c’pét had difficulty»
with’itsaiﬁplemeﬁtation ih tﬂg<%éﬁpol settin§. This
became somewhat frustrating'fofgher;\'

A scientific-technical stance oé theory éﬁd\gractice
was held ﬁy Ali;: Pam, Petra, Donalda and'jom?\\Th§y~

e ——T ST
~.

Ee JURS
o

felt that theory controlled practice in their.Ed.C.I?\\\
352/Ed.Pr. 353 experience. 'Petra:ekpﬁessed'disappoint— S
ment in her observation that most practicing teachers

did not possess a theoretical framework. These

éeachers would represent a "learning by ing" "approach

to teaching.
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352/E4d.Pr. 353 Courses

(a) Preparation -for the Teaching Experience. During

¢

tne final interview, the student volunteers were asked about
the effectiveness of Ed.C.I. 352 with respect to their pre-=
paration .for Ed.Pr. 353. They responded as follows:
. . . it was as relevant as it could be, would
_be the nicest way I can ‘think of saying it.
. .7I just don't know how you can prepare

someone for that experience effectively. (Tom)

No. I don't think anythihg.could prepare you
f>or it because peer teaching is not at all

like student teaching. (Alia)

Yes. It was excellent . . . . The learhing
experience was excellent. (Donalda)

Yes and no. Yes, because we started talking

about teaching: what kids do in a classroom,
what do you do if this happens, classroom
managem&nht, presentation of materials . .

just getting yourself thinking about it helps.
No, because—this relates back to theory and
practice—you. don t get a real chance to try
out the'thlngs that you've talked about

{Petra)
I think it was not bad.. . . . A lot of the
stuff was not practical (Pam)

"How do you look at currlculum and declde
"what is in the best interest of - the stq—‘ A
dent . . . . I guess just" questlons that”
are not so much "how are you going. to’do gblg?“,
but "exactly how are you going to do thise®" ¢
in more detail. Like not 'so much: generallsty
but really being spec1f1c in some areas. " -
(Nanci)

I think 352 tries to do an awful big job

because you've got people in all kinds of

majors all lumped together . . . how is -

lesson planning different [in each areal? - :
{Kent) A . : -8
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And finally, ’ ' \

Ooveral., . ..... it was pretty good. I remem-
ber the first day of my log book, I wrote .k.
that it seemed there was so much to cover in
ten weeks . . . . When I finished the course,
I felt"like I was ready to:go into my studen
teaching. If it hadn't been for the course, -
I wouldn't have been prepared for my student
teaching nearly as much. . . . I [developed]
lots of understanding, a lot more ideas and I
felt that I could go into a classroom . . . ;
that was because of 352. {Donnah) : ,

It'should.be noted that Donnah had expressed a con-
: i )
cern about her soft-speaking voice as it related to class-

rocm communication. This problem was resolved during her .
. : e ,

micro-teaching sessions and subsequently during her prac-

ticum experience.

(b) Journal Reporting. The purpose of journal
writing to the course was priﬁarily to enab}e the students:
te see their gréwth with time and, secondarily, to develop
another dimension innwhich to engage the students in dia-
logue. Regular feedback, in the form of comments within
theif journals, was thesstimulus for this engagement.
During the interviews the student-volunteers were asked to-

comment on the journals' usefulness to them. Kent re-

counted:
. . . the log was beneficial to me because it
caused me to reflect on what we had done in
class . . . as a record of how my thinking A
might have changed over the period of the ' e
course. . . . At the beginning of my log, I -

am basically writing to nobody, except for
myself maybe, and that as ,we go along, I am
writing to you and John more and I think that's
interesting.

'
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Nanci replied, "Your comments helped me a great deal." ,
Although Donnah found journal writing difficult,
she was veéy perceptive and ‘insightful. She commented :

I don't like logs. Maybe I don't like them
because it's hard. to sit down and write your
feelings . . . . I've got the ideas in here
it's hard to write them down sometimes
1 suppose everybody has to take a little
blt of discipline and that's good.

Pam said:

I like the idea of the logs. It gives you a

chance to beef and reflect on the class

I thought they were pretty useful in this

kind of ¢lass . . . I liked the feedback. N

Petra 1nd1cated that:

I think the log is highly recommendable I
think it's a gcod thing for everybody to do.
For no other reason [than giving] you a per-
spective on what has happened during the day.

Alia felt that "you look and see the grthh."

aw N i@ a
Although- the student- volunteers were encou;aged to

g
5

continue with their journal reporting on practlcum, all but
Alia found that they drifteq away from making entries.
Probably the‘lack of feedbac; was stgnificant in this regard.

- Alia commented on journal reporting on her prac-
ticum:

a lot of times [I was] too busy but
. .~I'm glad I did keep it because I was
"able to see a lot of changes in myself and
at least let off steam a bit. As it was,
one of my friends heard from me every night
because I was telling her everything that
happened, but the log helped me get it down.
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(c) Ed.Cc.I. 352/Ed.Pr. 353 - Student Perceptions
and Concerns

N

Perceptions. The impact that Ed.C.I. 352 had on

the students requted from the efforts and planning under-
taken by John and this researéher. suffice it to say that
our best effort was put forward to create a dynamic class,
complete with an ever—questioning mindset, all of which
fueled the problematic approach to the presentation of
topics dealt with in _the course. Discussions with Valerie
Suransky (June, 19¢2) helped formulate "problematizing as
an approach”" to Ed.C.I. 352 and for these discussions I was
very grateful. The folloWing student responses have shed
light on the successes and failures of thts approach. Some
perceptions follow as an insight into this dynamic.

I think it's very helpful to me in that it

really makes me start thinking. This is the

first class that's ever got me thinking about

what it is to be a teacher .. . . I'm look-

ing at myself now about how I will be pre-

senting myself and how I will help the stu-
dents learn and how they will gain insight

tQ learn from me. (Alia; emphasis mine)
These questions certainly led té the aevelopment of a per-
.sonal teacﬁing style as Dow (1979) indicated with her stu-
dent teachers in Melbourne. (/\\ |

Petra further refl;cﬁed on g e impact of the course

on her perceptions of teaching and off future implications
for her.

I think everything we've done [has been]

really exciting . . . the more philosophical

ideas . . . I really enjoy that because

that's really what sets my mind off, all
these neat ideas from other people and it
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really challenges what you thought and what
you're thinking . . . . The handouts are

interesting and I find them helpful too . ..
[Both formulate] my own thinking about what

teaching is about . . . I really appreciated
. the problematic method of approaching
- subject -material . . . I thik that's when

learnl g really starts to happen.

BotH Petra%add Nanci were ilmmersed in the class
. . . i
} . v ’
% .

dynamic (in eraction in and with the class) to the point

&'\

that they %fed it as the most meaningful part of the

¥

Ed.C.I. 35&%‘ .Pr. 353 experience. Nanci had difficulty

x)‘\«
W

54
Qigithx%Pe‘end of the course as the following chrono-

v

eqﬁéﬁgé of remarks indicated.

First Interv1ew

. the class inspires me . . . this class
is really alive for me . . . I think our
class is really dynamic, and really a good
group . . . we really benefit [from] each
other and there's just not [enough] time to
talk about things we would like to talk
about in that two hours. .

Second Interview (end of Ed.C.I. 352)

it's important for me to keep tabs on
this group so that I have some foundation
where I can say, "How have I improved from

here?", [it's] important to me to compare
that's why this log is so important to
me. It frustrates me that all of a sudden

now you have to break up and there will be
very little continuation of what's going on

we finally have come to ‘a point -where
we need to go out and come back again but
we can't.

Third Interview
. the class, I got really high on. The

class [dynamic]: being able to discuss
[theories, ;,nethods, concerns] and talk about
things like that . . . . to be with people

who are concerned about the same things . . .
I feel kind of cheated because I feel we
finally get to the point where we can talk
about what the hell is going on . . . and
now I move on to a new school, new group and

10



we have to start all over [(again]. .

I really feel strongly about separating from

the C.I. before my Phase III. But you know,

it has to be I gu= A
Nanci's anxiety was undcistandable since she had assumed
the role of-"class organizer," a role that all of us were
greatful for. She had first responded to the need for
extra time to discuss various issues in education by sug-
gesting that we hold a lunch-time session following
Thursday's class. This suggestion was met with enthusiasm
by the majority of the class and was dubbed "The Brown
Bagger." The highlight of theée brown~bagg¢r sessions

centred around the question, "What do Schools Teach?"

(Apple and King, 1976), which led to diséussioﬁs on the

"hidden curriculum." Petra commented:
. . the hidden curriculum . . . I do think
it i eally important, that we ought to
kxnow adout it, that we know what we are
teaching . . . and what we're expecting of
the kids. ' '
Concerns. Some concerns surfaced during the inter:\\

~views, the first Qf which deals with the auestidn'of con-
tinuity and the suggestion of a closer involvement with the
field (schoqgls). Petra addressed this point best when

"she said:

. . . maybe we should have a couple of weeks
afterwards . . . [although I like the way the
course is presently set up] . . . . It might
be a good idea to have maybe one or two days
.just for in-services.

A .
What:Petra and others in the course were suggesting centred
. L

arouhd the course dynamic of dialoguing through questions \Q
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and problems with others as an aid b developing a clearer

understanding of the problem at hand. Hence, a greater

.

“to this concern.

contipuity ‘between the university and field experiences
could probably be achieved. Donnah commented on the dyna-

mic which was present in the course when she said:

. . with the group we have—it's amazing—
everybody felt comfortable with everybody
else . . . so we could get into good dis-
cussions . . . you would always find our
entire C.I. class together on breaks . . .

A second concern was a personal one but one that

could have future e cts on students in a Home Economics

minor. Donnah stated this concern:

I have a strong background in nutrition be-
cause of my Home Ec. minor ‘and I'm confident

teaching the cooking portion. ([But] that's
[only] one third of the curriculum, and
there's no way . . . that I would be able to

teach a Home Ec. class [because] 1 know
nothing about sewing.

Donnah suggested that the three areas——cooking, sewing and

{

family living—should be covered ‘in the Home Economics
minor, as it is in the Home Economics major, so that the
. 4

basics in each area could be covered.

A third concern focused on the practicum-based
. o

assignments for Ed.C.I. 352. The students felt that these

were not worthwhile and their comments follow with respect

<

I don't think I got a lot out of those

assignments . . . . It does force you to
sit down and reflect . . . after final exam
week, I really felt fed up . . . a "leave

me alone" reaction. (Kent)

?
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[ don't like doing assignments when you're
out here [in the schools]. (Pam)

A-didn't have time. I felt they weren't
important. What was important to me was
in the teaching, in the practice that I

needed and I just didn't have time. 1
felt I didn't do a good job on cithersof
them. (Alia)

I thought they were terribly hard to get
in. I did a terrible job with five . . .
so six I gave some time to but five, I
‘had no time at all. (Donalda)
. A final concern focused on our class discussions.
Ppam and Petra identified a need to sum up the conclhding
|
arguments of the respective discussions. John «ind the
writer had assumed that if there were no further questions
raised, then that particular topic was answered to every-
one's satisfaction. Pam's humour showed through in this

related remark:

A lot of times I couldn't see the point.
Things have to be laid out for us dummies.

This criticism was well founded and identified the need

for regular summaries which would outline the Q$rection'
that the dialoguing had followed with respect ig the ques- -
tion that was dealt with.

Summary of Theme Three—
Critique of Ed.C.I. 352/Ed.Pr. 353 Courses

The following’points summarize the final theme from

9

the student-volunteer interviews.
1. Four student-volunteers (Pam, Kent, Donnah, Donalda)

J .
felt that Ed.C.I. 352 prepared them adequately for the

Ed.Pr. 353 experience. Three students (Petra, Nanci,



Tom) expressed both positive and negative pdints of view
with respect to practicum preparation by the COUTHE .
Onexstugediﬁ(hlia) felt that no course could adequately
prepare her for the "real" classroom situation.

Six student—&olunteers‘(Kentw Pam, Pctra?’Alia; Dona%da,

Nanci) felt that the journal reporting was both meaning-

ful and worthwhile in that it helped them to reflect on

their self-growth. Donnah said that it was difficult

[y

but worthwhile. Tom did not keep a journal.

Student-volunteer éerceptions'of the EA.C.I. 352 were
that "problematizing," as an approach, was helpful as

a guide to developing an understanding of the teaching*(
learning dynamic.

The course dynamic that was developed through dialogue
and "problematizinqﬁ was viewed by Petra and Nanci as
the most mé;ningful experience of Ed.C.I. 352/Ed.Pr. 353.
Student—voiudteer éoncerns were: that practicum-based-
assignments were too difficult to do and should be
discontinued; and that class dialogues should be sum—‘a
marized with respect’to each question that was dealt

[ d

with.
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CHAPTER .- VI -

o

SUMMARY, CONCLUSIONS AND FIN@L REFLECTIONS

e

The art of great teachirg is a chimerical
thing which sometimes eludes analysis. . . .
Teﬂching is individual; creative teaching
establishes its own rules. {(James A.
Michener, 1939, p. 1) LT

- . w2

Introduction

The study has addressed the question of growth with
respect to gtudent—teachers in the first professional. ex-
mpefience (as defined by a practicum—baséd tea¢hing assign-

ment); ‘Twenty-five studentscparticipated in Ed;C.I. 352

which was team-taught by 5r. John Jagodzinski and the
writer. The main focus of this curriculum and iﬁStruction
course cenﬁered an&undg@ialogue -and the presentation ofi
the course material Viewed as problems fo be' investigated.’
It wgs-h%ﬁpd Ehat thi§ approach Qould stimulate student
Nself-growth'through‘increaséd éelf—awareness, self-
 ?ac§eptance and self—reflection. To‘énhance selffgrowﬁh
wriéten dialogue, throughpjéﬁrnal reportipg, offered an
opportunity to sustain this form of reflecting in an evolv-
‘ ihg;manner for the duration of the éourseis). Journal re-

ﬁorting a)so ,provided a written -account of student self-
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Summary
.

" Initial teacher professional growth was analyzed

v

with respect to four different approaches: Curriculum
Qrientation Profiles; Assighments One and Six; Journal Re-

pogting and Ed.C.I. 352 Assumptions; and Student-volunteer
PO .

ik

Semi-structured Interviews. These results were as des-

cribed below. ' , : \
\\/‘., ¥ .
Curriculum Qrientation Profiles.

°

-

The only statistically significant (a0 =0.0l) curri-
culum oriehtation was the Development of Cognitive Processes

(CpP), P = 0.007 (Single“Factor'Aﬁova with repeated measures).

A Tukey HSD Post Hoc Test for CP yielded“a critical value

. which was statistically significant for Profile 1 vs.

Profile 2 dnly. That is, the instruction presented during

th@-ten—week Ed.C.I. 352 course caused this chaﬁge in stu-

°

dent recognition of the CP orientation.

Class and student profile graphs show a preference
for Self-actualization of the Child (SA) and CP and a
lowered esteem for Curriculum as Technolbgy (T) and Social

Reconstruction (SR).

Assignments One and Six
; £

Assignment One: "Teaching, the Teacher and Me."

' Teaching was perceived by the student-volunteers in a

3 “

- variety of ways from that of an "active rélationship in

 which [dynamié¢] interaction [takes place] between student

" mt T
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I

and'teache;," to "teaching is a process, an activity [in

which] knowledge, facts and methods are passed on {to the
students]." The teacher was perceived by the student-

volunteers as having the following attributes:

As one who holds certain knowledge and it is
his job to be skilled in the effective com-

munication of that knowledge to his ‘students.

e [belng] a good communicator [with] a
sense of humour and a creative and divergent
thinker.

. e . [as‘one] who is enthusiastic, honest
and patient.

. . . [as one] who is an effective disciplin-

arian.

The me of the assignment offered an opportunity for student

reflection on where they were, at present, with respect "to

viewing themselves as teachers. Responses were as follows:

My knowledge now is basic, adaptability low,

P

- projection weak, consistency needy and humor dry.

I have not mastered the skills necessary [to

teach effectively].

i

T have enthusiasm and excitement for life.

Assignment Six: "Analysis of Student-Teaching.

Student reflections regarding the student-teaching exper-

ience were as follows: -

I am finding that much of the material and-
theory .[I have] taken in previous classes
has little practical’ appllcatlon in the
classroom.

I could not learn about this area [teaching]
except by being in the.actual situation
fclassroom].

.
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I was always prepared for the classes I
taught . . . [and as a result] I developed
credibility with the students . . . and
discipline was not a problem.

Discipline and classroom management was a
problem: o

It is a lot easier to teach a classewhen it
is quiet and [the students are] well behaved.
Throughout our class we have discussed many
philosophies, styles, approaches and methods

. . of teaching. These discussions have helped
me crystallize some of my ideas. on the
"right" style of teaching [for me].

Journal Reporting and Ed.C.I. 352 assumptions

Journal reporting gave th- writer the oppbrtuhity

and privilege of dialoguing with our Ed.C.I. 352 students

on a personal basis. I experienced their successes,

failures, frustrations, concerns, personal enlightenments

and a host of related feelings and emotions. For me,

"dialoguing in this regard was at once interactive and re-

active and it was certainly communicative.
A sample reaction to this form of dialogue was:

As I read back and [as] I write more, I
realize that . . . thinking about gualities
that I felt had changed [in.me] . . . [re-
lated to] comments that you've written . . .
I wouldn't have picked it up unless you
[had] pointed it out to me. . . . I think,
as [I] read back to what [I] wrote before,
~$1] look back and see the growth [that has
taken place]. :

Through journal reporting and personal evaluations
of the course (written in the student journals) it can be
stated that the following course assumptions were-met oOr

exceeded in the students' view: - multidimensionality;
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interaction; self-growth and understanding; skills and
techniqueé; sequential growth; shared reflection of theory

and practiCe; and potential to chahge.

Semi-Structured Interviews

Content analyses of the transcribed taped inter--
‘views yielded three majo: themes: - development of a personal
“teaching style; student berceptions of the fheory anéﬁ%rac—
tice dynamic; and a-cfi£ique éf £be E4.C.I. 352/Ed.Pr. 353 |

experience.

' Development of a Personal;Teachigg Stvle. Develog-
ment of a personal teaching style whichfrepresented'Student
self-growth Was‘evident in two students} emerging in four
-ﬂandqjust beqinﬁing in two others. 1In all céses,'the useful -
neésvand importance of thé micro—teaching experience was

recognized.

The Theory and Practice Dynamic. Student percep-

- tions of theofy and practice varied from a view thét theory
and practice worked together and are interdependent, to a.
view that theory and practice did not work together and were
separatea from each other. Another vieQ held that theory
and practice was Jjust "common Sense."' |

A

Critique of E4d.C.I. 352/Ed.Pr. 353.

(a) Journal Reporting: Most students expressed the view
that they had found journal reporting meaningful from
the standpoint of séeing their growth By reviewing prior

reflections and comments, as has been mentioned. A
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further dyi?mlc of journal writing offered an ongoing
critique of the course material as presented so that
adjustments could be made through dialogue. Thus stu-
dents had a directrinput into £he direction the course
was takiné.

(b) EA.C.I. 352 as Preparation for EA.Pr. 353: Most. stu-
dents felt the course had prepared them sufficiently
well for the practicum experience. "Others felt that o
development and self—growth as a prospective teacher

7 ‘
could only be realized\gla the practice-teaching ex-
perience. éii

Conclusions

Overall, the course did provide a growth expefience
for the students which was reflected in self-growth through

the development of a personal teaching style and insight

into the theory and practice dynamic.
]

Curriculum Orientation'Pfofilés

The statistically significant, CP orientation
~indicated that the change,awith.respect to the "how" rather
than "what" of teaching was 1ikely'due to course effects.
Other orientations cannot statistically be attributed to the
effects of Ed.C.I. 352, ANevertheless; since ;ndividuals
were involved and were expressing their views;vclass pre-

ferences for SA and aversions for T and SR cannot be
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overlooked. It was probable that the students had this

mindset at w.- | oguoonioy o0 Do T DL DR o cern~inued to

espouse it during their practicum experience.

Assignments One and -Six

3

The concern-based developmental séquence of teacher
professional growth réportéd in the works of Fuller (l9é9),
"Fuller and Parsons (1972), Fuller-ahd Bown (1975) and Kass
and Wheéler (1975)’can be applied to the stude;t—Volunteérs
with some reservations. Two of the student-volunteer group,
Kent and Donnah, could be defined as exhibiting Stage I1T
development, where cdncerns are with the social and emo-
tionai needs ofvpﬁpiisfk The remaining six student-.
Qolunteers wogld be in either Stage I (survival) or Stage II
(mastery of subjectvmatterrand\how to ‘teach it) téacher |
professional development.

The difficulty in applying this so?ewhat technic@l
system occurred when infrequent concerns were expressed,
“suéh as discipline and class ccntrol. This was a concern
of the group”as a whole and would perhéps imply Stage I
development. However, other points expressed in their
., assignments andmjournals certainiy do not point to this
stage at'all. Rather, the majority of.comments and‘reflec—
tions would imply a teacher préfessional,development in

@

Stage II or III.

It is perhaps more relevqgt*td consider student

o
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descriptions, based on journal reporting and interviews in

conjunction with assignments as a measure of early teacher

AR

the”étudents to reflect on self and perhaps could be fol-

lowed up with interview and jqQurnal data to support them.

A

Journal Report and Ed.C.I. 352

From this researcher's sﬁandpdint, the journal
writings of the class were invaluagle. First,-as_a line of
open communication and dialogue aﬁd, second, as a means of
"ﬁne—tuning;the &irection that the course was. taking. The
;Ftudents also valued the experience and reéommendéd its use
in future curriculum and instruction courses. They parti-
cularly valued "looking back over the logs? to see their
owQ growth. (an act of réflection). Reflection, aided in

'

learning about self} and as Berman and Roderick (19771

point out,
[It is a)] procedure by which the person
thinks about or examines what he feels, .
knows, and experiences in order to in-
crease what he knows and understands

about himself and his relationship to .
the world. (p. 179) E BT

It was noteworthy that 6nly one studeht—volungeer
(Alia)- consistently made daily journal (log) entries while
on practicum. The others found it to be too time-consuming
to be followed in their already busy scheduie. In this
regard, Belanger (1983)‘}eported that:\
» The majority of student teachers felt that

there was little to be gained by keeping a
log. (p. 249)



The present study results indicated, however, that
students were enthusiastic gbout dialoguing via journal
reporting. The key here rests with the word dialogue.
Regular feedback must be given to the student teacher to
initiate and maintain this important communication vehicle.

Belanger (1983) also reported that the cooperating

teachers supported the log book section of the practicum

/33,

‘handbook (as it is now called) by citing three advantages%ﬁ

1. It provided a record of events; |

2. It served as a guide for okservations; and

3. It provided a stimuius for evaluating classroom ex-
periences.

©

A continuity should, therefore, .be maintained between -
E4d.C.I. 352 course instructors and Ed.Pr. 353 cooperating
teachers, if journal (log) reportiﬁg is to benefit the stu-

dent teachers.

?

Student-Volunteer Interviews

'—sﬁructured interviews led to a deeéer‘
understanding of the degree to which student self-growth
had progressed with respect to the three reference points:
the-beginnihg of Ed.C.I. 352; the completion of BEd.C.I.

352; and during the final week of practicum.

Personal Teaching Style. It was possible to observe

the development'éf a personal teaching style. Witﬁ—host
students great improvements were noticed during the three

micro-teaching sessions. In one case (Kent) confidence
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and good planning resulted ﬁot only in a good final sessig:
in micro—ﬁeaching put also in the self-realization of

a suifable and comfortable teaching style. 1In the other
cases, self-growth as seen in thevdevelopmént of a teaching

style developed more' fully during the'Phase II practicum

experience. For all the student-volunteers this form of

self—érowth was recognized to PBe ongoing in its development.
g d

Some student-volunteers reached a feeling of accomplishment

through success and being at eage with themselves in the

teaching environment, more quickly than others. This fur- -

ther stressed the individuality of the teaching act and
the personality that participates in it.

It was noteworthy that seven of the student-
volunteers cited discipline and classroom management as a
major concern. This expressed disappdintment by these mem-
bers of the group coﬁld have been the result of a naive
expectétion tha£ all.pﬁpils are eager to learn. Several
megbers of the group expressed their enthusiasm and
readiness for the new challenge that faced them in the
practicum, only to have it somewhat‘ﬁuashed by classroom
discipline problems. The impact that a student-teacher's
personality and teaching skills has on the cyass greatly
affects good cléssroom’management outcomes. Student
teachers also "inherit" the results of the c00perating
teachers'approach to classroomn ménagement strategies. Stu-
,dent teachers, thefefore, shogld not accept total "blame"

for classroom management problems.
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Incumbent upon the disappointment discussed above

was a perception that theory and practice "did not. work, "

as perceived by‘five\gf the student-volunteers, because

classroom management was such a struggle.

Theory and Practice. Ratsoy, McEwen and Caldwell
{L979) identified the integration of théory andnpractice
as one weakness in Ed.C.I. 352. The findings of the preéent
study were in agreement. Students generally viewed the
failure of a particular lesson, or classrocom management
, problems, as a failure of theory and practice and, as a re-
sult, established a theory-practice dichotomy: 'Thrée
student-volunteers were Viewed as ha&ing a deeper under-
standing of theory and practice. Donnah, Kent and Nanéi
felt that theory and prdctice work thether as an important
part of the‘theory—practice’dynamic. The othe;‘student—
voiunteers expressed the feeling that theory was.separatéd
from practice.

In the present study, clarification of theory and
‘practice was at a personal sense-making level and perhaps
not fully understood by the student-volunteers. It is
possible that discussions about theory and practice tend
to dichotomize these two modalities by verbaliziné them as
separate entities. Therefore, understanding the dynamic of
theory and practice cannot be achieved by simply teaching
it to the student-volunteers; it must be experienced and

then reflected upon by them.

Louise Berman (1981)*stated:
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If theory is personal sense making, then it
should be encouraged. If theory is someone
else's sense making without room for indi-
vidual initiative is imposed, then theory

may result in mechanized and uninspired
practice. Educators need to decide the
direction they wish to take and then muster
resources both from schools and universi-
ties to help them find that direction. (p. 18)

Post-study Recommendations

The following recommendations came as a result of
this writer being in-and-with the study and his participa- ’

tion as a teacher/learner.

L4

‘1. Journal reporting should be encouraged in Ed.C.I. 352

~

as an ongoing dialogue, and continued in Ed.Pr. 353
with cooperating teachers entering into the dialogue
with the students.

2. Future Ed.C.I. courses should be conducted with. class

participation through dialogue and "pr ematizing“

as‘én approach such that student self—growth’is en- ' s
couraged.
3. Ed.C.I. 352 instructors should reflect on and carry out

the conceptual framework of the course—multidimension-
ality, interaction, self-growth and.uqderstandiqg,
skills ana techniques, sequential growth, shared reflec-
tion of theory and practige, and potential to Ehange..
‘4. An understandiﬁg of the theory and practice dyﬁamic
should begin with Ed.C.I. 352/Ed.Pr. 353, using the
methodologies-of dialoguing and journal reperting. Th;s

should be built upon in subsequent Cﬁrriculum and

3



122

[nstruction courses. As Well, all teachers would bene-
fit from reqular inservices which would deal with a
clarification of theory and practice and lead to a

deeper understanding through "praxis."

Final Reflections

-

The theory and practice dynémic brougﬁt the writer
to this program. The writer had been teaching for ten
years, was a Science Departméﬁ?‘Héad in a high school and
became incréasingly uneasy with his inability to relate )
educagional theory to his éveryday actions in the classroom.

P

He was familiar only with Joseph J. Schwab's enquiry theory
as it related to the B.S.C.S. Biology Program{which the
writer was teaching. H@ did not wish to "credit! the

"

theory of learning through doing as Shumsky {1968) stated
with respect to cooperating teachers.

Upon entering the program, in the Department of
Secondary Education, University of Alberta, the writer was ‘
introducéd to the word "praxis" during Ed.C.I. 549/550
classes, and subsequently td the works of ﬁaulo Freire.

His questioh now became:; "How does 'praxis' relate to the
theory and practice of teaching "and learhing?"

‘Courses with Tom Beckman,iyal Surensky and Michael
Apple helped the writer to formulate his thoughts. The
‘words of Michael Apple are still clearly heard: |

The two worst things that have happened in
education are: (L) the dominance of



F)

amelioration; and (2) the influence of Bloom's
taxonomy.

With the formufation of this study on early teac...
development, t%e Qriter becamé involved as a teacher/learner.
He believes that students should be given our maximum
efforts and the light that begins’to élow within them warms
all who are near. The writer was privileged to view, first
hand, this glow in many and agonized over others who r&fsed
to pick up the torch or could not see it being handed to
them. This implies that studéﬁts interact on many different |
levels in a given teaching situation and #that the sum cf
these intéractions repreéents the class dynémic.

Teaching indeed‘is a "chimerical thing which some-

-

times eludes analysis"'as Michener (1939) so aptly pointed
out. David Denton (1974) embellishes Michener's words ih
his“description of teaching:

Teaching #s a mode of being in the world and,

as such, is neither describable nor analyz- °

able with the langquage of Fhings. Analyses

. err in attempting to. severe teaching

from tgacher, doing from being. (p. 103)

| James Michener (1939), A.S. Neill (1960, 1977),
Gillett and Sadler (196;), Joyce, Eréwn, and Peck (eds.,
1981) and many other writers.have identified the teacher's
personality as the key factor in good teaching. Based on
this study, this writer would concur with theée}fiﬁéings.
Student—jeach?rs/volunteers who éemonstrated flexibility
and adaptability to classroom dynamics and{whé”wéf% con- -

genial in the classroom, experienced the greatest success

in their practice-teaching round.
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CP = deve\a\pjnent of cognitive processes; T = technology; SA -~ self.
actualizationy consummatory experience; SR = social reconstruction -
relevance; A N academic rationalism
Figure 1/Graph &j your curriculum orientation profile
FOR FURTHER READING ,
Connelly, F. M., Finegold, M.; Clipsham, J.; and Wahlstrom, M. W.
Scientific Enquiry and the Teaching of Scieqce. Toronto: Ontario Insti-
tute for Studies in Education, 1977. P

Science Curriculum Improvement Study. “Teacher Self-Inventory.” In
SCIS Teacher's Handbook. Lawrence Hall of Science, University of
California, Berkeley, 1974,



APPENDIX B

SCHEDUL%& COURSE OUTLINE AND AS&IGNMENTS

@

137



- 138

(p,3uod)

Z4% Juswubissy

74 uswubTISSY

r og d
"MOPH "oeagd ‘L tud

®L'0T‘6 °"SuUd

| §

Lot

T "ud.

2oudIaIady 3IXIL

a dnoxn- -w-d
) dnoio- cwre

-

t{T) mcﬁsomvulouoﬂz

buTUURTd UOSSIT MITADY

g dnoxo- -~w-d
¥ dnoio- -w-e

ueTd uossaT IO mH\/
- @UC@H@MCOUIPWO&

() HBUTYUDOLII-O0IDTH

////
~. butyoesl

—OIDTW - buTuueTg uUOSSaT

gt
ESARY

.., . B o
WCﬂgcmHQGOmmmq

pburtyoea] 103 mamwoz

&
ANISHIOM=-TUTW — SsanTep’

doysyIom-TUTW

,cIdyoeal =2 aq 03 uesw 3T

saOp 3BUM,

: 12oeal, TeopI 9YL

a

£UTATaM Teuancy {14 IuswubIssy
{3UTT3IN0 910D {UO0T3IONPOIJUT

otdog, o

6L

ATNATHOS
- zse "1°0°ad

K

T T

TON  op AO3M
uotssag v.

WWW



139

(b

(P, 3u0d)

p# uswubissy

9761’9’ "sud

v# ucmEcmHmmd

11’6

TT “UD

€4 JuswubISSyY
pf€7 "sud

€4 Juswubrssy

Z1’8'9°'G "syp

SousIoJoy 3IX3l

- sUd

a-dnoao-
D dnoao-

g dnoao-
¥ dnoxo-

5 dnoxn-
g dnoao-

¥ dnoao-
- g dnoaon-

‘wr-d ) .

“w-e :(¢g) burlyoesil-oIOTHW G *AON A4
juswabeuen EoowmmmHU v °AON 12
mcﬁ:oﬂuwmso o1oT7dwo)d Z °“AON 0z Q

wed , L 2

cwre :(g) DUTYORSI-OIDTW 6C 300 6T

. butuot3sany 8Z °3020 81
i (uoTsSNTOUOD)

senbTuyoey TeUQI3IONIFISUI .97 "3°0 LT L

cur~d s -

‘wre :(g) DUTYOELa1-0IDTW ZZ °3d0 91
Amocwﬂungmvwo auoD)

sanbTuyosa] TEUOCTIONIJISUI 12 " 320 ST

(UOTIRATION)

mmsvacgomﬁ TeuoT3onizsul 61 320 2 9

rwed 4

‘w-e :(g) Butyoes3-oadIW ST "390 €T

UOTIBO TUNUIO) ¥1 300 an
doys3yIoMm UOTIEDTUNUMIO)D ZT 320 11 g "
o1dog ?@3eq ‘ON PEET
‘ - : UOTSSag
: (P,3U0D) STNPaYDS 6L - ¢G€ *I°D°Pd



"140

N

PT/ET'LT "UD.

LTT'6z -dd ‘>gpH -"o®Igd
CYPTYET CSYD,

20U9I93Foy IXOL

‘so9sseTdO ON

- §9SSEBTO OU - ApQ 3dUBRIqUBDWIY

S9T3TAT3IO® pa3B[dI
‘IEOOHmm@HU - COHUMSH PAH

30H>®m.oﬂm09 uoT3enieay

Z juowusbeury WOOISSETD

o1dog

: (py3UOD) STNPIYdS 6L - TSE

wexy 6T *AON 97
8T-GT "AON- =t 01
11 "AON bz
6 °AON €2 6
'S
s3eq “ON SErTY
= uoTssasg
"I 0°Pp

r -

AR



" L 141

52
DEPARTMENT OF SECONDARY EDUCATION

Ed.C.I. 352 - Teaching in the Secondary School
(Course Outline for Year 1982/83)

4

Rationale : , T

Ed.C.I. 352 is the first of the required three EAd.
C.I. courses for secondary education students. It is de-
signed- as a course leading students into the domain of
curriculum and instgpuction at the secondary school level.
As an introduction to C. & I. it is generalistic in- approach,
“whereas the succeeding E4.C.I. courses are 1ncrea51ngly
subject specific to orientation.

-In the eyés of the Department, Ed.C.I:. courses are

viewed in-close conjunction with Practicum. Seen in the con-
text of the phasing view of the Practicum, Ed.C.I. 352 is
thought of in relation with Ed.Pra. 353 (Phase II). In

keeping with the above éequenc1ng of Ed.C. & I. experiences
and the Department's vij f the integration of Ed.C. & I.
with practicum, E4d.C.I. 2 as it now ex1sts has been. deve-
loped under the follow1ng rationale.

Education Curriculum and Instruction 352 and its
student teaching experience, Education Practicum 353, are
based upon a number of social realities and fundamental
assumptions. Making productive use of our time, efficiently
utilizing space, and. perfectlm& teaching skills are influ-
.ential variables during an educational process, but people
still remain the most important ingredient of teaching.

We recognize the significance of this human priority and the
important guality of human uniqueness, potential and dignity.
Concerns dealing only with the effectiveness of teaching
skills and techriiques is not enough. As well, it is impor-
tant to attend to the interaction between individuals and
groups—the nature of relationships between human beings.

_ The secondary education program has ‘evolved from the
belief that use of efficient teaching skills are a ‘means by
which the important goal of eduta¥ional exploration and
self-growth as a teacher can be achieved. - The purpose of
this program is to provide the evolving teacher with several
approaches to teaching—approaches that make human beings
pivotal to the learning process, and that encourage joint:
interaction of students and teachers with their environment.
An over-all goal ‘is the kind of teacher education which

¥
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theorizes, practices, probes, guestions, challenges, analyzes,
reflects, and applies. If teaching is to be considered a per-
sonal experience, then it must seek to increase self-awareness
and self-acceptance through organized experiences which en-

courage self-analysis and self-reflection. N '

Progfess toward such a goal rests upon several
assumptions which provide the conceptual framework for the
program:

1. Multidimensional

There is no all-encompassing "right way" of teaching.
Teaching involves a network of experiences, meanings, and
approaches which, by necessity, urges the process to be multi-
dimensional . Teaching is always dynamic, never absolutely
complete, constantly under construction, striving to under-
stand. There is no absolute classroom reality; no one im-
posing perception 3f doing-things. Since knowledge and skills
must be about (in this case, teaching) we must recognize that
it comes in many form#. Teaching is not merely an all-
encompassing "recipe" implemented by a technician. Ed4.C.I.
352 - Ed.Prac. 353 provides an opportunity to grapple with a
variety of curriculum orientations and teaching experiences,
theBresult being the emergence of a framework for constructing
a personal pedagogical style. '

2. Interaction ‘ ‘ .

Meaningful learning involves interaction between
learner and environment. The greater the frequency, the
variety, and the intensity of that interaction, the more
meaningful will be the learning. Each individual brings to
thﬁainteraction a network of experiences and meanings. As
thése are shared, they help build genuine participation, per-
sonal decision mak¥ng, commitment, and hence, responsibility.

3. sSelf-Growth and Understanding

Paradoxically, progressing as an individual teacher
is something which a person must take responsibility for but
which cannot be done in social isolation or simply by oneself.
Teaching is a social activity which revolves around human
relationships. Self-growth through an ‘interpretation and
Gnderstanding of teaching experiences is only possible through
a constant dialogue with other human beings. Although the ex-
perience of student teaching can only become meaningful _
through constant interaction and dialogue with other people
(a mutual sharing of values, ideas, knowledge, perspectives,
etc.), awareness and self-growth is not that which someone
gives to, or does for, him. Just as you cannot give (force
into) a person knowledge, soO becoming a teacher cannot be
given or imposed. Coming to understand what it means to be
3 teacher is something everyone must do for themselves. E?ch
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individual must seek to probe various modes or dimensions

of teaching. S&ince there is no all-imposing reality,
formula, recipe or plan of teaching, educators should attempt
+o become “aware and conscious of the many alternatives of
being a teacher. As each person contributes to the creation
of the alternatives (and takes responsibility for them), he
also -builds his personal interpretation of a learning ex-
perience. This in turn necessitates the need for the deve- .
" lopment of criteria by which to value or judge each alterna-
tive.

4. Skills and Techniques

- Skills and techniques related to teaching are essen-
tial in that their-acquisition is a means by which goals can
be accomplished. Effective teaching skills and competencies,
which are described and practiced, may be utilized within the
larger task of developing understandings and meanings. In
other words, successfully mastering the rudiments-of teaching
'skills, enables- the teacher to engage in higher levels of
thought process and in conceptualizing about what you are
doing. ‘ ’

5. Sequential Growth RS

Teaching, or any aspect thereof, does not,occur hap-
-hazardly or in total isolation. Self-growth requires a se-
gquential development of (theory, practice and reflection)
which stimulates increasing levels of anlaysis and awareness.

6. Shared Reflection of Theory and Practice

There exists a reciprocal arrangement between theory
and practice; one always influences the other. Opportunities
should be provided, whenever possiblle, with a view to exper-
iencing and examining theory and prartice as differing as-
pects of the same thing.

7. Potential to Change

_ Contemporary Canadian society, characterized by es-
tablished institutions, has been created by the efforts of
human beings interacting on a day-to-day basis. Society has
evolved to become what people have decided it should become.
It remains or changes depending upon the values and actions
of the citizens who are members of particular institutions. -
Since the institutions of society are socially created by
human beings, so they retain the potential to be changed by
those human beings. ' ‘

The reality of education, one of the institutions in
our society, has been socially created by students, teachers,’
administrators, governments, parents, and so on. Schools are
the way they are because human beings have made them that way.



144

Whatever happens in schools, occurs because the people who
dwell in them see to it that it happens that way. Whatever
school life is (or becomes) depends upon the values, beliefs,
assumptions, skills and meanings which teachers, students, '
etc., bring to the interactions and experiences of education.
In other wor?s,‘schools and classrooms become what we make
them. L : ‘ |

Likewise, it should be recognized that if education
is the result of human thought and effort, it also remains
within our power and potential to alter or construct new forms
of education. Without an awareness of this capacity, little
progress will be made. When student teachers understand that
what has been educationally constructed over the generations
need not be thought of as a static and unchanging (or un-
changeable) reality, then education becomes a world of possi-
bilities rather than a world of one possibility. The poten-
tial to construct new realities of education lies within each

of us.
| .



COURSE QUTLINE

UNIT ' What is Teaching?

Introdgction:

In this introductory unit, students are encouraged to begin to develop
a framework that will allow them to gain skill in viewing teaching in
different modes.

As a human activity, the mode of teaching can vary situationally
depending on one's interests. For example, stress on the technical mode
reflects interest in what teachers do; stress on the inter-subjective mode
reflects interest in what it means to hg a teacher or a student.

The student should be provided opportunities:

1. to become increasingly aware of different modes of teaching, forms of
knowing, and conceptions of learning;

2. to become increasingly aware of what it means to teach and to teach
well;

3. to explore qualities of classroom life that should be considered in
the evaluation of teachers and teaching.

Unit 1!l Communication id the Classroom

Introduction: v

As a world of comunicetive acts, life in the Classroom cah” be viewed
in a variety of ways. To begin to become sensitive to some ways this -
world is viewed is considered to -be an important objective of this unit,

Students should be provided opportunities:
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). to become increasingly aware of ways in which person-person communi-
cation is viewed, e.g., communicat ion as encoding/decoding system,
communication as structure of meanings, etc.;

2. to gain some skill in-observing and analyzing his own and others'
communicative acts;

3. to become aware of oneself as a cormunicator,

L. to become aware of ones characteristics and how these effect
communication;

5. to tearn specific interpersonal and group communication skills; &

6. to practice verbal and non-verbal skills in V-1 and group educational
settings;

7. to relate communication to other aspects of teaching.

Specific Topics:

A. i) Introduction - What Happens When Humans Communicate:
ii) personal characteristics and communication
iii) Models for Communication ‘
iv) Elements of Effective Communication
Barriers to Comunication
"vi). Dynamics of Group Communication

UNIT IIIVAPQRO&CHES TO LESSON PLANNING

- There are several basic approaches to planning. Two 8f these are
noted here. One approach is based on the assumption of a linear relation-
ship between ends and means (e.g., the Tyler Rationale); another approach
is based on the assumption of a reciprocal relationship between ends and
means. .

N

In this unit students are introduced to at least two approaches to
plannungf A minimum of two is considered essential to prevent a mono-
dimensional view of planning.

Students should be provided opportunities:

]. to become aware of approaches to planning, and of the assumptions
underlying each approach examined;
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to view a lesson {or unit) in the context of (a) interests and intents
(goals, objectives, etc.), (b) teacher activities/student activities,
(c) teaching and learning resources;

to become aware of how to assess intcrests and concerns of both teachcrs
and students within a classroom situvation for tné purposes of building
a lesson or unit;

to select appropriate lesson/unit activities for both teéacher and .,
students. (It is assumed that teacher activities and student acti-

vities are.not necessarily the same.);

to design appropriate opening and closing teaching/learning episodes
for a lesson;

to design appropriate student assignments.

Specific Topics:

1)
2)
3)

L)
5)
6)
7)

Lesson-as-Plan and Lesson-in-Use

Approaches to Planning (Lesson and Unit)

Objectives in Classroom Instruction

a) Analysis of objectives in terms of orientations

b) Writing objectives .

Designing Classroom Activities

Selecting and Developing Instructional and Learning Resources
Assignments and Homework

The Course of Studbies and Curriculum Guides

UNIT IV Instructional Techniques

Introduction:

the

8

The intention of this unit is to allow students to develop 3 sense of

relationship between instructional techniques and the classroom context.’

The student should be guided in:
understanding the teaching skills as they relate to:
a) the teacher'scmanner or personal teaching sytle;
b) the media and materials of instruction;

¢) the pattern and levels of interaction betweer himself and his pupils.

understanding a variety of techniques of instruction such as techniques
of explaining, techniques of reinforcement, etc.

147
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ERSEifiC Topics

1) Easic Classroom Considerations of Teaching and Learning
2) Techniques:-and Progedures
a Motivational techniques
b) Skills of explaining, reinforcing, etc.
¢) Group work in instruction .
d) Student oriented instruction . :
e) Teacher centred instruction
f) Resources and equipment focused instruction

UNIT V Questioning Modes

Introduction

Since good questions and questioning modes are integral to good
teaching, the development of teacher ccq#ttence in this area is of prime
importance. :

Students should be guided in: /\

|. recognizing how questions are contextually embedded. A guestion
reflects the questioner's predisposed interest;

2. constructing questions requiring different modes of cognition in
responses; ‘

3. constructing questions requiring different levels of cognitive
operations, questions with differing affective intents;

4. developing questioning techniques that are relevant to the teachexs
or student's interest-at-hand. \

) hY
: ~ L
Specific Topics:

) Recognizing Modes and Levels of Classroom Questions
}  Structuring Questions -

) The Skill of Asking Questions
) Effective Use of Student Responses

UNIT VI Classroom Management and Discipline
Int roduction:
Practices and problems of classroom management and discipline are

concerns of teachers. Classroom management was usually a consideration
of those aspects of 'routine’ such as distribution of class materials,
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¢

daily schedules, as well as the problem of discipline (seen as securing
and maintaining order). '

The central contention of this unit.is that discipline is largely
a consequence of successful management tffthe teacher of lesson present-
ation, learning experiences, activities and pupil organization and their

interactions in the classroom environment, It is through these manage- -
ment functions that there is the establishment and maintenance of dis-
cipline. '

The student should b;'guided in:
1. defining the meaning of "respect’ in a classroom situation;

2. relating classroom instructional problems and classroom management
problems; !

3. relating individual and group management problems;

L. describing the nature and dynamics of behaviorally oriented class-
room management;

5. describing the nature and dynamics of the individual cormunications .
and classroom management; /
6. describing the nature and dynamics of the group-process classroom {

ranagement;

7. . ~q potential approaches of classroon management to given
situations;

8. deseribing various effective cld

5 5 00M elements. .

Specific Topics:

1. Review of Management Approaches -~

2. a) To Relate Classroom Instructional Problems and Classroom @
Management Problems
b) To Relate Individual and Group Hanagement Problems
3. Acting and Reacting in Classroom Situations
L. Various management approaches

JNIT VI Classroom Related Activities

The primary objective of this unit is to assist students in becoming
aware of classroom retated situations that go beyond regular instructional
activities such as parent-teacher conferences, record keeping, grading and '
reporting and approaches of evaluation of teaching.
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“Persmnal characteristics and teaching skills are onorgaﬁr for teachinq
effactiveness.' Provide for self-assessment by explorina what characteristics
and skills are desired of the effective teacher. This self-exploration of
the effective teacher could be perceived as the traits or skills you feel
are inportant or wish to attain 0} develop., Briefly comment why these
skills are necessary to be effective as a teacher. Then note on how you
currently picture yourself as a teacher. You may be as me taphorical as you
wish, but remembér this is secondary to the process of self-discovery and
self-examination. \lhen you have completed and examlned the teacher you want
to be from the current self consider what steps you might wish to take or
have the opportunity to follow in moving from the current self to the teacher
you want to be. Essentially, you are asked to answer the following questions:
1) hat does it mean (o be a teacher?

) wnat chawmacteristics and skills are reeded to e an effeéctive teacher!?
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Assignment 40
»

(Alternative 1)

1. include with your assignment

a) Lesson analysis continuum,
b) How did it go?

2. From the patterns that emerge from your analyses what are the positive
aspects of your teaching? Make reference to those aspects in which
you have experienced the greatest improvement. *

3. From the patterns that emerge what specific concerns, weaknesses or
problems can you relate. What improvements or alternatives do you
feel may be attempted. Discuss these with your cooperating teacher.

4. From the data gathered, how might the planning and presenting of

lessons be improved, modified or reinforced?

(Alternative |1}

Student Teaching and Your Teaching Self
One of the purposes of student teaching was to Nelp you gain ex-
periences which will help you develop as a teacher, In this assign-
ment you are to do a critical analysis of your student teaching. What'

were your reactions to it161§0w did you ar at such reactions? What
incidents, happenings, diwudsions or occ¥ -

kaoutinyow mind in
helping you form your reactions?

7o do this assignment well you should reflect on a critical incident
or i'ncidents which influenced you 3nd your thinking. This may have been
something that occurred “in discussfons with other teachers. It may have
been an interaction with-a student or students.

In writing up this assignment you can use data’ from incidents such
a3s those above to react to the question: ''How did my student teaching
influence me as a teacher?'

14 N 3

You could also use your data to react to: ''My student teaching

experience--joys and disappointments.'

A third alternative way to attack this analysis would be to react to:
“The many faces of me as a (student) teacher."

These three items above are only suggestions to stimulate your
critique. The task is to critique your student teaching from logical,

I

]
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o social, emotional but ultimately your personal perspectives. In doing
this, use specific data of occurrences or thoughts that you havechad.

v . ) (Alternative, 111) . . .

Teaching and Your Teaching Self

In the past weeks consideration was given to teaching with in-

herent references to the philosophies, styles, roles, approaches, methcds,
etc. Provide a.critical review and analysns of classroom teafhnng as it
relates to you the teacher. |In this review express your views on teach-
ing and how gepngruent these are to what is practical. You may want to
make reference to the educational system or the experiences that took
place within your school setting and student teaching. |In your presenta-
tion suggest or describe aspects of a school and a teaching environment

+ in which yos would like to work, : ’

lData Collection for Alternative I)

\ The Lesson and Your Teaching Self
¥ s .
Youtr first assignment was designed to hélp you with a look inward--
your values, goals, attitudes and beliefs as they relate to you the
teacher. {This exercise is externally focused. It will help you collect
-rvaluable data about observable pnenomena in the classroom. The activities
are designed to help you recognize some of the many classroom functions
and behaviors in teaching that affect the complex whole. We wish to
analyze a few manageable moments, especfally as they relaté to single
lessons, and how you could effectively &king about changes. - It is believed
that through this self introspection and analy5|s, teachers grow profession~
ally.
. 5
The first stage in examining your teaching self is data collection.
interpretation, evaluation, and judgment have no place in data collection. &
In data collection, you are simply gatherlng information. Be careful not
to pre-select outcomes, or let your biases influence the data you collect,
or irterpret the data while collecting. As humanly possible, keep in
mind the absolute necessity of remaining as open and objective as possible. ’
. N N LS
Once you have the data, you wiltl use it to check for congruence
between your ideal teaching self and you as you act in the classroom.
. With the data you wikl generate alternatives and will experiment with new
‘behavior of your choosing. By becoming. aware of our patterns, we are
better able to identify those areas of our teaching considered positive,
those' areas we may wish to modify slightly, and those areas we may wish
to change more drastically,

i
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PILOT STUDY
(Tables IV to VII)
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Table IV

*  gFrequency of BE4.C.I. 352 Students' Free Respcnse
Statements for "Ideal" Teacher and "Self" Concerns

" . S (N = 21)
Self
Concern : , TIdeal Pos. Neg.
1. Knowledge of subject area . 12 1 6
2. Understanding- and carlnq for stu- . 10 ‘o
" defht needs . 5 -
3. Application of teaching strategles - 8 2 1
4. Motivating students to learn 7 4 1
5. School and classroom organization 3 2
6. Class control . . .discipline 6 5
7. Communication Skills : 7 '“ﬁﬁﬁzf 1
8. Development of good rapport with P fg .
: "students :
9. Development of sense of profes— >
sional responsibility- .
10. Development of respect between é )
students and staff ‘
11. Teacher characteristics: .. . & .
a) sense of humour ' 11 5 )
b) open-mindedness - 5 2 1 |-
c) honesty 5 2:, ' he
.d)} fairness 7 3
e) appearance (neat) 3. Sl
f) consistent (treatment .of 5 '
.~ students)
g) self-confidence K ¢ 7 1 7
4 Teacher as socializing agent 3
. Teacher as enhancing extra curri- 3 5

cular activities _ , T
- 14. Teacher as helper; sharing know-

O.
w



o - Table V - :
Frequency of Ed.C.I. 352 Students' Free
Response to Reasons for Choosing
Teaching as a Career
(N = 21)

155

Number of

Stated Reason "Mentions

1. Opportunity to work with and help young 16

people ” : '
2. .Enjoyable work experience 12
3. Extra-curricular activities | 6
4. Conveying knowledge to others 3 .
5. Challenging vocation ' 2 ,
6. Need for improving the educational system 2 A_
7. Important job to individuals (students 5 &

and teachers) and society
8. Teaching as a continuing learning eXperience ' 1
9. ‘ ' ‘ ' 1

Teaching as convenience

E)



Table VI

Frequency of EA.C.I. 352 Students' Free Response
Statements by Topic of Concern

(N = 21)
\
Early Later
Concerns Concerns
- Number .0f Number of
Topic Mentions Mentions
1. Curriculum'mastery - content, 20
6
methods and resources
2. Classroom management, discipline 16 6
organization : :
3. Self-adeguacy ' 15 | 7.
4. Relationship and evaluation of 8 4
cooperating teacher :
5. Answering student gquestions 8 : ) 0
6. Motivating students to learn ‘ 4 2
7. Needs and interests of indivi- ’ 1 0
dual students % "? g
8. Curriculum development and 0 0
innovation o
9. Rationale for educational - 0 - 1
enterprise

4

Note: Early concerns one week prior to Ed.Pr. 353.
Later concerns = first call-back session.
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Table VII

8

Frequency of Ed.C.I.’ 352 Students' Réggbhse to
Teaching Strengths and Cane§@5n,’
o

(N = 16)

V[Exam Question #4]
Strengths Concerns

) Number of Number of

Topic Mentions Mentions
Classroom Management, disci- 5 o 6
pline organization . :
Sélf—adequacy .0 - . 4
Curriculum mastery - content, 8 : 16
methods and resources '
Communication skills ‘ : 7 o 11
Motivating students to learn 4 7

Personal characteristics - .

sense of humour, enthusiasm, 13 0
~patience, honesty, fairness,

open-mindedness

Enjoyment - ,working with - N
4 0
adolescents




APPENDIX D

JOURNAL SYNOPSES AND REPORTING
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INTRODUCTION TO JOURNAL REPORTING

In order to distinguish between reflective writjng 4
and chronological accounting of events, students were agked
to read "Going to School for the First Time." The stydents
were asked to highlight examples of emotion from th& passage.
This was contrasted to the type of reporting that describes
in order: "first, we did X, second, we did Y, and then...."

It was noted that reflective comments by a reader of
the journal would not be possible in a chronological account-
ing style, as described.

It was felt by example and contrast, students
realized the type of writing (reporting) that would be most
meaningful in their Jjournals (logs) .
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GOING TO SCHOOL FOR THE FIRST TIME

(My First Classroom Experience)

]
gy

At last, I'm six years old and I can go to school in
September. Eagerly, I question—what school will I go to?
(What will it be like?) My mother answers that I will go to
Plains Road School and it's only two blocks from home.
That's great! She also tells me that I must go and have a
health examination.

It is a hot morning in June when my mother and I
arrive at the school nurse's office. A doctor is waiting
to examine me. We wait with other children and mothers out-
side the office. My name is called. My mother and.I go in.
I see the doctor in white with a stethoscope around ‘his neck.
I have taken off my clothes and hear giggling at the doorway
to the office. The door is open slightly and I see a girl's

eyes staring at me and giggling. I am angry.

September comes after an endless summer. My mother
tells me that I'm not going to Plains Road School but to R.H.
MacGregor (6 blocks away).  I'm puzzled and disappointed. My
mother explains that the school boundaries have been changed.

§
My first day of school! The sun is yellow and warm

and there is the sweet smell of poplar trees in the air. My
mother walks with me to the school gates and we say goodbye.
An older boy takes me to my line. What will happen next?
The bell rings. My line files. into the fortress-like school.
The hardwood floors shine and there is a smell of fresh wax.
. The sun coming in the windows is reflecting brilliantly off
the floors.

My line files into Room ?, the room seems to be
darker than the brilliance of the halls and other rooms.
A stern, round lady with gray hair is standing at the front
of the classroom putting us in seats. There is a box of
letters placed in éﬁﬁppergleft hand corner of the desk—
the alphabet. We learn°€he letters, from words from the box
and sit ‘quietly. Always, we sit quietly.

"Children are to be seen, not heard."

L3
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11.

12.

13,

14.

15.

\ '

JOURNAL REPORTING SYNOPSIS A
for the Ideal Teacher and Values

September 23
Discussion of teacher characteristics [ideal] and why
the exercise was important. This was tied in with

values exercise.

Discussion too philosophical; the need for a more prac-
tlcal expression.

Differentiation of knowledge and .skills needed (challenge-
going beyond traditional limits, therefore, problematic].

A decision should be made, regarding the relevancy (or
irrelevancy) of questions raised in class. Some felt
that answering all questions was a waste of time.

Anticipation of change and growth felt by a ngmber of
students. '

A feeling of mutual respect was recognized.
The teacheg was seen as an agent of change.

A feeling of excitement about teaching was mentioned by

‘several students.

(Apprehensxon was expressed regarding peer teaching and

assignments 2,3 and 4. h

The room change was seen to be positive [from NB 131 to
Rm. 401]. Atmosphere was discussed and the importance
of physical surroundings recognized.

Class decision making was seen as important re: schedule
and general input (journals).

Movement into different groups seen as positive. [John
and I did not sit in the same places each day. This
created movement and mixing within the class.]

[Problematic: not every class but where appropriate,
time is the key.]

Theory without practlce ; . . only practicum can answer
this- fully. ,
Question raised: "Where does the decision making come in

teaching?"

1ol
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16. Student concern regarding teaching positions [available]
when they graduate.

17. Fear of teaching expresses—"how will I perform?"

GENERAL COMMENT [by me to class]:

Overall your reflections were great. Anxiety,
anger, anticipation, mggivation, comfc t were
all sensed which I feel is an indicatcr of the
concern and caring for your own education and

ultimately the type of education your students
will get.



JOURNAL REPORTING SYNOPSIS B
for Models for Teaching and Lesson'Planning

October 11
i

Regarding the discussions [problematic] some felt frus-
tration with respect to the philosophical aspects:

"nn v-lovyance to the class" and "if I don't know what

is being said, how can there be relevance in the class?"
A further concern was that of wasting time at the ex-

pense of more important areas such as lesson planning.

Jther members of the class stated that the discussions
seemed clearer now and felt satisfied with being able
to seek clarification by further questioning.

The feedback reéeivéd by the students [individually]
in the journals and in class was seen as helpful and
generally appreciated.

Bloom's Taxonomy: many felt uneasy with its use in
lesson planning fa result of being presermted in a proble-
matic way].

Remarks with respect to the development of a personal

teaching style made by a few students [John and I as
role models coming through].

JOURNAL REPORTING SYNOPSIS C
for Communicatiqn and Motivation

‘ -
October 25

&’s,-

-Remarks regarding the W. ‘&ames Popham articles, Probing

the alidity of Arguments Against Behavioural Goals,
ranged from recognition of valid points raised to frus-
tration with the article. The class generally responded
negatively to Popham's article. The issue was dialogued
further to include the micro-teaching tapes where many
felt objectives were necessary as a guideline to the
future evaluation of the lesson. Counter to this was the
point that the child should be taught to evaluate. for
himself rather than being indoctrinated [hidden curri-
culum] .

Communication: The presentation (introductory) which
used the overhead projector and transparencies had a
two~fold purpose:

a) to show that the teachlng style did not sult the topic

—
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3.

: ‘ i
(a few students pﬂcked up pn th1sM, and

b) to show Row k- larqe amount ¥f material can be covered
sdiitably using tha,ovérhead projéctor and the prob-
"lems that can be encoun Sred. "

It was noted that: ".. é%g At dlfﬁlqulﬁﬁ%o copy. and

listen at the Same Lime &/ ‘~Thls tied in well with peer—

teaching. ; \ : Fe .

‘)

The Murder ‘game (sxmulatlon) was seen as a qood motivator

.{é@d communicator. ;

N

Problematic: Society and schooling—who's knowledge?
Who decides? Many felt this should be
discussed more rfully as well as behaviour-
ism vs. humanism. o

Some expressed feelings of anticipation for the Practicum
assignments.

Ron KutneY's presentation of Practicum realities was per-
ceived by many to be heavy handed while others appre-
ciated knowing where they stood.

JOURNAL REPORTING SYNOPSIS D E
for Cone of Experience, Questlonlng and -
Classroom Managemen ‘

November 26 . f““ -
Dr. Wally samiroden was received by the group very )
positively and the continuum presentation that could .-
be used in a unit plan was recognized by many .
Dan (Phase III student) was also apprec1ated by many ERE
questioned him on his honesty [lack of] with. respect_t@’ 
refusing to tell students when he is leaving.. He felt- .
it helped his control. N
Classroom management section unfinished in terms, of :V
treatment but all the information [handouts] was’ pre— ERRRY

‘sented: Regret was expressed that our dlscu581on ‘time .

was minimal here. : s

1

Micro—teaching was viewed by all as a valuable experience-

Many felt that the "Hidden Curriculum" should have been
discussed during class time so that all could participate.

The teaching of Ed.C.TI. 352 using a problematic approach

‘'was seen by most as a good experience since they felt -

that teaching was more than information passed.on [more

hd



t
that a better direction

than a recipe], while others falt
of presentation should have been taken which-m@uld involve
“more "doing" than "questioning why." This, they felt,:

would avoid confusion,aﬁs frustration.

(02}
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A.

Q1.

- 02,
03,

Q5.

Q6.
Q7.
08.

B.

' Qli

Q2.

"Q4..

Q5.

QUESTIONS ,ASKED DURING INTERVIEW 1, September . 29,30 and

Is there a right way of teaching? = ' o e

October 4

t

19 .
In your. opinion, Wthh component is the most’ lmportant
to the teaching-learning situation [dynamlc]

v,

Do you feel that there lS a place for technical or

. "recipe" teachlng° Can classes be taught: the same way
. year after year?

."iwnat a0 you feel la involved in [“eanlu‘fu‘] learnlngj
£ ;ﬁ
what do you elrgs involved in your: self- growth as a
teachet 3 * e
g0e »

How'does theory relate to practice?

"
G

What are the characterlstlcs of a good teacher°

What are the three classroom values that you rank high-

est in priority for you?z

«

Give any overall comments that you have on the course

to date. [}ncludlng logs, handouts, discussions, etc.].

14

‘ D !

"03.

QUESTIONS ASKEU’DURING INTERVIEW 2, Nodémber 15,16,17°

EF -

[

*.
{a) - What lmmedlate concerns do you have with respeg

. to Ed.C.I. 352/Ed.Pr. 3537
{(b) What long range concerns do you have?

- 5"

Wléh respect to your owh g1 wt and development as a

<_[factors of 1mportance] of Ed C I+ 35272

Le7

teacher, what would you. say re three key ingredients - &\\

.. o

jThroughout the .course . we have not accepted "thlngs as
" given"” with respect to the units covered. 'Could you

commenton the “area or areas that we have questloned

,and state their SLgnlflcance boiyou°

Y - P

What@was ‘the ‘most. 1mportan§°aspect of the micro- @@achlng
'experlence to you7 ~[1mportan%f of self- analy5155§

Last 1nterV1ew we talked about theory and practlce, COuld
you comment on tﬁmia%elatlonshlp now? Do you see re-
" flection, as part &ﬁgt eoﬁy@and practlce or separate from
. 1t7v". ¢ 0 e

A DR v AN @ -
: L . * ’ ./f\\
. e .



Q6.

Q7.

ol.
02.
03.

4.

Q6.
Q7.

2

r‘ |
How have issues in teaching and education been made
problematic to you?

Comment on the usefulness (or lack of it) of journal
reportlng

QUESTIONS ASKED DURING INTERVIEW 3, December ,15,16,»21

What- was the most meanlngful aspect of the Ed.C. I 352/
Ed.Pr. 353 experience to- you? ,

Have you had difficulty keeping your journal up to date
while on your pragtlcum° '
How do you perceive the relatlonshlg between theory and’/
practice now? /
\ . e [

(a) How relevant do you feel Ed.C.I. 352 was? Didwit

~ prepare yQu (adequately) for Ed.Pr. 3532 ‘ :
(b) Outline any deficiencies in the Ed.C.I. 352 program

[or entire Phase II program]. ' :

Comment on keeping a Jjournal as part of the E4A.C.I. 352
program. . How would you best be encouraged by your in-
structor to keep the Jjournal ‘current? -

» /“ Q!. A . ’ -
How important is the role of the cooperating teacher?

Are there anyvother points J[or problems] that you would
like to raise with respect to Ed.C.I. 352/Ed.Pr. 3532

# e )

/
/

le8



‘APPENDIX F

SAMPLE ANALYSIS OF A STUDENT—.VOLUNTEER INTERVIEW



E writing it all out. Your- mind is going so much faster

: 1706

INTERVIEW
Petra, December,'l982

'Interview #3

What do you think was the most meaningful aspect or part
of the 352/353 experience? You can look at it totally
or look at it separately, however you want to 'deal with

it. ' ) | _ (1)

—

I think in the 352, the most meaningful to me was the
cpportunity to interact with the other students. We had
that everyday, every class. We had the opportunity to
talk about our ideas, dur theories, what we say was
happening, etc., and I think I talked about this before,
about how kids from other faculties are in the same

¢lass and that really” Hﬁlped me to understand how a, .,
school system works where you have to deal with not just
vour own subject, not your own class, but with other
students too, with other courses. ®“And I found out that
when you're gd the® schools like in the 353, you have to
appreciate the kids hav1ng\homework from other classes,
that another siubject is just..as important to them as your
own. And you have to apprecidte the teachers toog, that |
they have to meet demands, you help each other o&nd
you talk about different things in gemeral, thati ind

of t %}most meaningful that T *got out of 1t

Ry # : ‘ '%ra g_‘,g ‘ -

Okay, Yood. When you weke on your . practlcum, did- you
find it was difficult—I know T left it optional with
you—did' you keep a log or did you find it was diffi-
cult? If yousdid find itk was difficult, maybe elaborate
on it. ' ‘ z . ‘ o
T 5 , o . (2)
" Okay. I found it really d&fficult for a number of '
reasons. ' First of all, the time. I really didn't have -
time. I was so busy. Generally I didn't get homé until
about 10:30, “11:00 at night, just busy, d01ng thlngsrwnmd‘%
then your lesson plans. Plus,: I don't know if it's, the
same way with other people, but 1f you've gone through
the day and you're really  tired, you don't want. té ‘have
to rethink it and evaluate it. .You sort ‘of say to
yourself, "Well that's the way it went," and in. your
mind-you sort of know what you'll do next time or- you
sort. of think gbout what will happen next, how you'll-
prevent it or whatever, but you don't really feed llke

than your hand can write and‘you're just
Also, somedays,. there is. V1rtually not that much you~

-can write. I presented my lesson and they did thelr



work, it was fine. So it was difficult that way. But

on the other hand, somedays, especially the days that

I talked to my cooperating teacher about what was happen-
ing, -then I was ustrated because I couldn't get

through to him ar I didn't have anyone to talk to and
you have to write it down. This whole system is really
bothering me, espec1ally the first week. I was totally
“unimpressed with everythlng and I think I had to write
that down. As it went on, I found it more and more dif-.
ficult to write down what was happening. Things just

'go and I don't know.
It's understandable. We talked about theory in practice
qhe kﬁit couple of times so we have to make this com-

A How do you view theory in practice now?
o ““_w (3)

—_—

aldy,”in the, practicum, I didnﬂgafind they correlateu
Bpch at all. But I still think that some of the
"lhat we talked about can happen, and I'm Stlll

"eory sort of comes out of: your practice but your prac-
tice is out of your theory too. And I.thought that‘%gﬁ
this four weéeks I would get it all down pat but-you v

don't even-start. You're just mainly concerned with.pre-|
~ senting your material and getting to know the students a
little bit. You don't have time to really get into any-
‘thlng special or what you think is important. You sort(M
of model yourself after what‘is going on. But I still
think, although talking to other teachers they said that
it was crap and they said, "Don't even think about it,

don't 'even disillusion yourself," and mavbe I am but I Y
still want to try. I still want to get into the non-
traditional kind-'of way of sett] up a classroom and

think after. maybe a #ew years it 'will come; after you
feel comfortable¥in % classroom and you get to know
yourself as a teacher a bit better. But right now,
theory and practice. didn't match at all.’ _ -]

12

we spent a lot of ttig talking about that it class. I
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lxsis

The ‘beginning of”Petra s thlrd lnterV1ew was selected
an example of analysis. »It should he noted that with 160
es of transcrlbed 1nterV1ews, not all analyzed segments .
e used. -

N

o
~

The interview themes ldentlfled were: -

“a) Development of a Personal Teachi g Style (PTS);

b Perceptans of Theory and PractfCe (TP); o

c) E4.C.I.352/Ed.Pr. 353 Course Critique (CC)

: —-Jourmal Reporting *{CC{a)lsa

- Preparation fo?%Teachlng [cC(b)].
'& M :
four bracketed sectlons were analyz wa@”ﬁolloWs:
-, B *1

”Themes 1dent1f1ed were PTS——understanQLng how the SYS enimg
works . ... and that students have commltments in @t
classes; and TP—the opportunity.in Ed. C&I,i§52 to §lsf -
cuss ideas and theories possibly leadlng tollncreased
understandlng of T and P;

Theme identified was CC(a), journal reporting—difficulty
keeping it on practicum but it became a "Llnus blanket"
_when, frustratlon set inj;

Theme identified was TP—theory from practlce Dut prac-
tice influences theory; and

Theme %tified was PTS—first -from the standpoint of
TP~ influ€nce, then by modelling and desire to be’a non-
traditional teacher; self-growth to’'this® point reflects
theory and practlce not matchlng at all, right now
[empha51zes key p01nt]

>
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