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ABSTRACT |

The purpose of the s(ddy was 10 examine the adaplatiw;nvironmemal forces by
the 'Fa&lty af Educalidn‘ at 4(he University of Alberta. The major Mcus of the study was on

1

how the Faculty adapted to exterhal pressures. o

»

‘ Premnsed on ‘a review of literature 'and -research, an open systems perspective was
developed One of the major features of this conceptual mode\ was that factors outside the
orgamzauon should be given consnderauon wheén . exammmg intetnal adaplauons The
lwtoncal and contextual backgrounds of the Faculty of Education were reviewed to identify
the relevance of the environmém for its f unctioning.

.The studﬁm‘med seven issues deemed 10 be -of impGrtanc(e %o the Faculty during the,
decade 1974:1984, the time period seJeCted for the study. Thcse issues were identified in .the
early siaées of data collection. The seven issues were the mtro‘ducuon of the extended
pracucum the preparauon of Native teachers, the tranm& of teachers f or Catholic schools,
the preparation of teachers to cope with learning disabled children, the implementation of a
cbmpressed progfam to prebare vocational teach‘efs for Alberta. the preparation of"generalist
teacher§ in the Faculty, and the iraining of teachers to be computer literate’

A case study approach was used to describe each issue and to examine the adaptabilily
of the Faculty. Information needed to fulfill the purpose of the study was coliected through‘
a documentary jewew and interviews with key decision makers. Mulllple interviews, primarily
unstructured, were used to collect mformauon from the Faculty 3 admmbtralors

Semi-structured interviews were used with other individuals. These data provided Ule basis

for the descriptive analysis of the Faculty's response to eilernal pressures. A v::iel)' of data -
colleétioa procedures was employed to ensure validity and reliability of the information‘. In
keeping with the conceptual framework, for each of the selected issues an attempt was made
to describe, analyse, and interpret the findinés using three phases of adaptation, namcly.

initiation, preparation and implementation.



—

The findiui of the study.indicated that the Faculty was influenced in different ways
\ ’ e
by varioys segments of its environment. The parent organization, the University of Alberta;
r
" the m(eholder organizations, in pamcular the two provmcnal Departments of Education, the

“Albe eachers’ Asseciation, and the ‘Alberta School Trustees’ Association; other educational

organizations, such as the Alberta Catholic. School iation, the Oonfem_zgg of

Alberta Sghool Supérin{enden;s. and other universiti§ ;\'.non-educalio
organizgtions, includinj parents' groups and.religious bodies, all afféctc;d the Facult
regularly or sporadically. The pressures from tHese organiutions ::amc in the form of
rcquesls resolutions, recommendations,-demands, and policy changes. : ‘ .

The three phases of adaptauon within the Faculty were mﬂuenccd by extetnal and
internal ‘factors that fammated or impeded the prooess of adaptation. The external factors
included fmanc:al help or- constraints, the suppon of stakeholders, thg nature o_f the
relationship bctwecnrlhe Faculty and the .pressure group, tﬁe imcl.'est of a powerfy person or
organization, the support of othef organiz;atiohs. the formation of cﬁalil(ions, and the degree
of self-interest of the external organizations. Tﬁe internal factors were thg attitudes of
faéulty members, the relatively large size of the Faculty.;the cmbeddedness of the Facu}‘{y.
administrative problems, the commitment of an individual, po}litical strategies used by faculty
administrators, the degree of cooperation witl ;xtemal groups, and cdonination wx:lhinAthe
Facuity. )

A ogncralization arising from‘lhe study was tha.t the Faculty was responsive 16
) environmental changes, demands and needs. - Although the Faculty generally respondéd
reactively to emvironmental pressures, a closer examination of the process of adapmio;x

revealed that the Faculty of Education was capable of using and did use proactive measures to

v,
S

affect its environment,
Among the implications of the study for theory development and research was the
need to find a clearer explanation for the relationships between an embedded organization and

various categories of environments that influence it.

vi i
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Chhpterl
INTRODUCT l(?N
Orgapizations do not exist in isolation. They exist along with other organizations,
institutions, and groups as parts of larger systems. These larger S)"étems include all the
societal characteristics and traditions which constitute the environment of an organization.
Environments affect lh; ways in which organizations function, and organizations, like living

» A . .- . . i : \ . .
organisms, must adapt to their external environments in order to survive. This adaptive

» . <

capacity of an organization to survive in a dynamic environmcnt has been considered as one

criterion of organizational effectiveness (Mott, 1972; Steers, 1977, Gibson, 1980). An

- — —

organization which remains static while its environment changes. cannot survive or be effective
for long. At lﬁe same time, if an organization succumbs 1o all environmental forces it may
become too flgxible to be effective (Cameron, 1978)." For an organization (o survive,ﬁid to
remain effective the decision-makers of the organization have to learn a "conscious” way of
- responding 0 enviror}meﬁial pressures which requires particular attention to adaining to and
influencing the external'environments. ¢ ) ”

The challenge to most organizations is not simply to ;urvive but also 1o be relevant to
changing circumstances. In the past, organizational leaders have been able to adapt their
organizations o gradual changes in the environments by making small concessions to-
press‘ures,A by focusing primarily oh prese‘ht operations, and through the impact of new
pcr‘sonnel and - the diffusion of new ideas. Through these unstructure&. untutofed, and
unconscious adaptive responses organizations have "tracked” changes in their environments
and have 5urvived. But such natural processes may not be approp,:“iale when environments are
turbulent. \Under present conditions of environmenial turbulence, the directions of change

have become so random that they force themselves upon administrators as part of the

complex data which they must consider for the future (Toffler, 1970) and to which they must



"'respond in an efficient way. Theorists like Cameron (1983) believe that the leaders of mdrc
/

successful organizations concentrate on enhancing organizational effectiveness by a proaclivye
, . . .

stance rather than by reactive responses. The effectiveness of an organization is contingent_
upon the development of a management strategy which simultapeously promotes adaptability

to environmental conditions, the preservation of autonomy, afid proactive manipulation of the

i

environment. - O a _

e
The Faculty of Education at the University of Alberta is an ‘orghnimlion which, like

many other organizations, is facing a turbulent environment and is being challenged to adapt

10 new and varied demands (Sellinger, 1984). Among the various functions of the Faculty the
production of trained teachers is the most important one, and it appears that the Faculty is

exposed to external demands and uncertain futures as far as teacher education is concerned.

: e
In a discussion paper released by Alberta's Education MinisterX May, 1984) it is stated:

The needs' of our time arc readily apparent. Wc need tcachers in our
classrooms who are willing and-able to face an inordinately heavy and diverse array
of challenges.... Teacher education has been adjusted and adapted to mect these
conditions; however, as the clientele and society change, secmingly at exponcntial
rates, the developments in teacher education are no longer keeping pace.

The question thus arises as to how ‘free the Faculty is to adapt in the area of Leacher
education or in any other area. In the first place the Faculty of Education is an embedded /
organization within a larger organization, namely, the University of Albc_na. How much/
the Faculty affected by various demands and expectations imposed by interest groups/’ or

organizations which have a common interest in tecacher education?” How permeabie is the

boundary between the Faculty and these external organizations becausc of thc common

interest and representation of the other organizations in the Faculty's decision making
structure? Secondly, how the Faculty can adapt to outside elements and at the same timé
influence its environment to protect the Faculty's interests, presents a dilemma.

Very litgle information is available on such questions. There aArc quilé a few studies
:which deal with the adaptation of ind"ustrial organizations to the contingencics of their -
environment but little systemai‘ic research has been conducted on the organizational adaptation

. ™~
of universities or their faculties. Attention has been focused on conservative, efficiency _ _
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" oriented, ind internally focused (Cameron, 1983:707)»‘spects f colleges and universities.
McCarty (1980) recognized the need for research ou M -of education and their
environments. Hc claims as units of study, schools of educauon or faculties of educauon
have been neglected bjthe "scholarly community.” McCarty (1980:217) writes:

As researchable units of analysis, schools of education have been virtually .
igndred by the scholarly com: nity; however, this lack of knowledge has not
prevented popular critics from ucing a spate of negative and sometimes virulent
‘appraisals of their ultimate value to society, a small reminder that schools of
education are vulnerable open systems and rcsponsnve to their environment.

Moreovcr. no pamculay effort has been ma.de to examine how an embedded

educational organization like the Faculty of Education adapts to eﬁvjtohn?emal cqnﬁilions.'
) v . s

" This study has tried to address this problem and has attempted to idendfy:qome of the factors

which were related 10 the pattern and process of, adaptation to environsental -conditions

within the University of Alb\erta Faculty. . ‘
/ ‘ . - M

A. Purpose of the Study

-
N

The purpose of the siudy was to examine how the Fatulty of Education adapted to
environmental conditions that. had an impact on it in the area of its teacher education
program during the decade 1974-1984. This purpos.e led to three specific objectives for the
study, and specific questions addressed.i; relation to theéé objectives were the following:
1., To examine how the various environmental con'ditions have had an impact on the I;aculty
during ’1974-1984;
a. What orgﬁnizalions were interested in change?
b. What was thg nature of th\e\ external pressures for change?
2. To iden_tif y ihe Facult'y‘s adaptivé responses to the environmental pressures;
3. To identify the process and the 6utcomcs~ of adaptation within the Faculty of Education;

; a. Why did the f:aculty of Education’ respond to the external pressures and how did it

4

respond? - : TTT——— |

b. What factors facilitated or impeded the adaptive responses of the Faculty?

A



c. How did the Faculty's responses reflect on its adaptability? u
“ These questions served as a guide to designing the study and to analyzing the data.

N

B. Justification for the Study -

R}

. . \ .
The study can be ju§lif ied on both theoretical and practical grounds. First, there is

neeq for further research using established constructs like organizational ef fectiveness.
organ_i'zalional a‘daplalion. ‘and ofganizational change. It was hoped that this study would’
make some contribution to the ﬁt‘ald of Org‘a.nizalion theory, would add to existing nowledge
concerning the nature of the grégnimtional adaptation, and would provide some direction for
future research. 'Considerabie attention has béen devoted by organizational theorists to the
study of 'slalfc:a/spec}s' of organizations, such as their formal structure and thei: internal
patterns. HO\;ever, few studies have been directed at the dynamic and\gpcn ‘Rature of
organizatigns -- studies that investigate how external factors affect the efficiency and -
(ért."\f\éctiveness of ihe organization. The study aimed to increase knbwledge in lh'is complex
area. | T .

The result;s of the study may be of some value to the administrators in the univérsity -

Faculty where they have a dual, Janus-like, role to play. In the first placev'lhcy’r;;sg be .

2

conicerned with the outer world -- about the contribution the institution is making (o the
larger system, which includes providing young people the attitudes, understanding, and skills.
that are required to adjust and to make an effective contribution in society. This role

includes the analysis of environmental conditions and the introduction of the kinds of

N

adaptations that will transform the institution into a dynamic and self - reforming organization
that is capable of responding to environmental needs. Secondly, they have 10 maintain the

N .
stability and autonomy of" the organization. - They have to ‘provide the best lha} is known

about effective education, which sometimes requires influencing the environment to meet

institutional needs. The concept of strategic adaptation has the elements of awareness,

responsiveness, proactive changes, planning and futurity which may be relevant to academic

hd -



A

insliiutions as well ;s t‘o other organintions As the study s desigqed to contribute to an
" understanding of differem modes of orgamuuonal ada tion, the knowledge can be ‘
constructlvely apphqd to 1mprove the i)rgamutional perf brmance of sthe Faculty. The
knowledgc of orgamuuonal functioning' and adaptive capacny may help admnmstrators nm
. their organizations with greater ‘undersumdmg and provide assistance in ‘their decision-making

with regard 10 environmental contingencies. E .

~ C. Definitions
N ®
A number of terms of particular significance to the study are defined below:
Erﬁbeddgg' organization refers to divisions or departments that are part of ‘a larger .

organization, while organization refers to "a coalition of shifting interest, grous that develop

goals by ncéotialions; the structure of the c¢oalition, its activities, and its outcomes are

[

strongly influenced by environmental faetors.” (Scott, 1981:22-23). The Facfmy of
Education may be considered as ap e¢mbedded organization of the University of Alberta.

Environment is defined f‘s.ihe groups, institutions, or social influences beyond the

" which provide immediate ipputs. exert significant pressure on
. :

decisions, or make use of the orgahizatjon's output.” ("Tosi and Carroll, 1976: 166)

organization's boundaries

Environmental _conditions . refer to the dynamics of the general and specific

‘environments as these become reflected in demands, expectations, and policy recommendations

o

of the other organizatiens for the focal organization.
. \ A

* Qrganizational adaptation is referred to "as the process by which an organization

. * 1
manages itself or its environment in order to maintain or improve its performance, legitimacy,

1 N
and, hence, its survival potential.” Miles (1982:49) :

- .

Strategic-choice perspective refers to organizational adaptation as proactive responses ,
of the organization which attempt to influence the enﬁ'onmem by choosing the pamcular

domains on whxch to focus attention and then changmg it.
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Structural -contingency perspective refers to organizational adaptatidn as changes made
within the organization in response to changes in the environment. Such an Ldapmion is

““made when the environment is regarded as deterministic and all powerful.

. ' 'D. Delimitations

The descnpuve nature of the study and the purpose of lhe Astudy -- 1o examinc and
undersland adaptive . process of an organization, that is, Faculty of Education ‘z‘n the
University of A}berta -- made it ’inevitable that the focus of the study should be on a single.
organization. ‘Sccondly. osganizational adaptation of the Faculty was examined only in the

area’of teacher education.‘ Further, the study was delimited to the time period 1974-1984.

E. Limitations

0

Certain limitations were imposed on the study by the nature of the data sources .
available. These were related to the degree of access to relevant documentary materials and
, the respondents’ willingness to be imerviewed.' Another limitation was the number of persons
who could be interviewed in the ava;_;lablevtime. As most of the data used in the study were
collected in interview situatiohis frorr'r.'persons who Wer';‘ often forced to rely upon their
merrlrories*‘in describing'evems. accuracy in the' individuals’ recollections for the ten year
period might not always have been achieved. Moreover, since the interview data were
perceptual data they bear the limitations that are associated withr such data. For example,
some responses lo questions posed by the researcher may have been affected by mcomple\
knowledge by the mental state, and by the specific recollecuons of the respondent at the
particular time of interview, Allhough verbal statements weré checked against ,documcn‘l)ary
evidence, sometimes no written record was available on specific eve.n'ls. In addition, where
opinions on the causes and eff}ec}s of certain happem‘ﬂgs were sought, mterpretauons were -
influenced by the personal perceptions of the interviewees. Furthermore, since m&gof the

mtervrewees knew the mlem and purposes of the study their interpretations occasionally were



.

. in the language of orga}aiutionil adaptation. Although there was a conscious effort on the
part of the researcher ‘nol to allow these statements to unduly affect fhe interpretations
rc;ched. they ma'y have done so to some degree. '

Another limitation of ‘\thc study'may be the degree of generalizability of the findings. ‘
Since this was a case study.ycaution should be exercised in generalizing the specific findings to
other institutions. Furthermore, the findings may be of greater validity for the time period

L 4

covered by the study, than they would be for any other time,. '

F. Organization of the Report

The report which describes this study "has .peen organized into ten chapters including

4
this introductory chapter which covers the putpose, significance, limitations, and¢ delimitations

a

of the study and the definitions of the terms used in the study. Chapter Il reviews existing
theories of organizational édaptalion; two basic approaches -- structural and strategic-choiéé\‘)
are discussed in detail. These theories provide a conceptual basis for the initial stages of the
study. Chapter I describes the sellihg of the academic organization with which the study
was concerned. In particulalf. environmental and historical contexts of the Faculty of
Education at the University of Alberta are revic\_ved. The felationship of the Faculty to other
organizations interested in teacher education is also discussed. The research design and
mclh‘odology employed in data collection and analysis are described ip Chapter 1V. Chaplc} \'
deals with the identification of thé issues selected for in-depth examination in the study.
Chapters VF, VII, and VIII e*amine the issues selected t: or the the study. A discussion and
analysis of these findings is presented in Chapter IX. The final chapter contains a summary
of the study and provides a numbe'r of conclusions, raéommendalions. and impli&tions ‘t‘hal

are derived from the study.



" Chapter 'll
" THEORIES OF ORGANIZATIONAL ADAPTATION AND CONCE
POR THE STUDY '

organization-environment relations and organizational adaptation is presented. A description
of the related research in the area follows. The‘fina‘L section of the chapter presents the
conceptual framework that was adopted for the study. -

Th‘ theoretical orientation for the study comes from two separatc but related bodies

of literature. In the first place is the literature on open systems and organizational

environments (Katz ar}q,Kahn, 1978; Aldrich, 1979) as the study rests on the assumption that
organizations exist in dynamjc environments and Lhéirvf unctions can o_nly be understood 'by
takifg these envit‘;nmcms ir;lo account -- that organ‘izavlions adapt to environmental changes
in ordet™Mo survive and to remain Jiable. The body of literature on organizational adaptation
is relatively new; according to Cameron (1984:124) most of it has appeared since 1970.
Nevertheless, it provide§ d‘ifférent theoretical approaches to understanding organizationa)
adaptation: the sfruclural approach and the strategic-choice approach are {wo of thesc. An
integrated model, which combines the ef fccts o_f both the struztural and strategic modes of
adaptation, is proposed. -

A. Organization and its Environment

All organizations can be viewed as systems because a system is considered 1o be a
AY N
grouping of events, activities, and/or processes that are treated as umits. These sets of
components are related and organized (o autain the ends for which the sysiem is established.
4

While classical theorists regard organizations as relatively closed systems, depending largely on
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internal efficiency of opemion for theu SUCCONS, the open systems model includes both the -
internal dynamnct of the ?antuuon and its relation with externa! groups. In this study,
organizations are considered not as closed systems, obedient-only to their own laws, but as
open systems, sensitive and responsive (o changes in- their environmeats.
The open systems v}iew ‘ot oruniu'tions\ advanced by B(mfding' (1956) and M.illerv
(1959). was made expldt by Katz md Kahn in 1966 lt-is recognized by these theorists that
'\/\l)ems both mteml and extcrpal mtenct Scou (1981) posits that ghe open systems -
. model stresses the recnprocal ties thrat bmd and interrelate the orgamuuon with those elements
that surround and penetrate it. He declares (1981:120) The environment is peroewed to be
the ultimate source of materials, energy, and information, all of whnch are vital to the
continuation of thc system. Indeed the environment is ever séen to be th# source of order
itself .”

Most of the open systems theorists believe that an organization is in"a

symbiotic
relationship with its environment (Khandwalla, 1974), taking f rom it the inputs néded f or its
‘operation and exposting to it }hc outputs of goo_yand services n\eeded by the environment.
Organizations as open.systems can be viewed as energic input and output systems in which the
eneggic return from the output reactiv;tes the system (Katz’ and Kahn, 1978:752). This
implies that an organization has permeable boundaries which permit the flow of resources and

produc‘l‘s ‘betwcen the organization. and its environment. But at the .samc time the |
environment rnay offer limits or constraints. The environment bécomcs a source of both
threats and opportunities, of constraints and contingencies that affect the survival and
Jperformance effectiveness of an organization. The environment becomes a major ;eality with
which any organization must cope. Katz and K;hn (1978) contend that all organizations-must
cope with external demands while mnintaining intel equilibrium. Variation and change in
the environnment may require variation and cnange in the organization. That is the reason the
adhérenu of open sy;tgms theory (Schein, 1)70; Mott, 1972; Katz and Kahn, 1978) régard

organizations as open and adaptive systems struggling to perform and survive in a larger

context. ‘\
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There has been substantial increase in ra;umh op the interaction between nrnn!uuon
and environment in the past few decades ("Cyen and March, 1963; Emery and ':rrist. 1968,
Thompson, 1968; Terreberry, 1968; Pfeffer, 1972; Surbuck.‘ul976; Miles and Cameron, 1980).
One focus of these organization-environment studies has been the adaptation nf lhc-
. organization to the environment.

But 1o determine what parts of Yhe external, world are significant’aspects of an
organmuon ] environment is a critical task; The env@mem has long bcen‘uken as a
residual and an'norphous entity beca‘use an ofganization's environment has been def ined as
tanything” not part of the organization itself. Miles (1980:195), however, posits that this
residual def inition of organizational environment does not distinguish between (1) those
elements tha; are explicitly relevant for and in direct contact with the focal organization; (2)
those elements of environment that are potentially relevant for and in indirect contact with the
focal organiution; and (3) those clements that are truly residual.

Hall (1977) calls the. first two of :ncsc categones the specific and general
environments. The general environment consists of cultural conditions in which the
organization exists. General environmental conditions are the concern of al’l organizations and
includc_his&ical. socio-cultural, ecological, political, legal: and technological conditions
which havé defim'te effects on organizations and their planning. Becausc of their eluSive
nature, however, it is not very eajg to point out the definite impact of thcse potcnually
relevant”® conditions on the focal orgamzauon Hall (1977) suggests that therc is little known
from research to permit_specification of the degree of organizational variability that is due_tp

...while the roles of technology, legal patterns, culture, and so on have been \\
demonstrated to be important. 'we.cannot even ass‘ign a ranking to the various factors
to indicate their relative importance. The situation is further comphcated by the fact

that these general environmental factors themselves interact, so that it is dnf ficult to
isolate any one Lhmg for analysis.

these external conditions. Hall (1977:312) posits:

~Nevertheless, it is possnble to observe shifts both in general envirdnment conditions
. and in the responses and outcomes for organizationls as they perceive or misperceive those

shifts. For this reason Miles (1980:195) emphasizes that organizations must create special

R
A\

-

N
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environmental scanning and monitoring activities to deal with them.

The specific environmest has ‘an immediate reletance for the focal organization. '1}
includes i;tdividmls, special interegt groups, professional organizations, and those inlt‘ltuliont
and oruniz.‘lioms which form a dependency relationship \(ﬂh the focal organization. Evan
(1965) contends that the clerients of the specific environment constitute the focal
organization's “organization set." The decision makisig autonomy of the focal organization is
affected by the type of linkages ‘the focal organization has with the members of the set.
’ Other organizations of the set may be sources of input\'or receivers of output. Organizational
relationships also vary in the form of interaction because of the nature of linhges. Thus, the
general environment has l. less direct influence on the organization. Moreover, as it is
difficult to capture the demographics of the general environment, the bulk of the I‘i:enture
\v has been concerned with"the’ specific environment of the organization and the intcr;ction
pattern of the focal organization with the other omniw;ions in the organization set.

The external environment to which Qrgniu;ions adapt have been characterized in
many ways by different peop]e (Jurkovich, 1974; Shortell'. 1977). Uncertainty, dynamism,
heterogeneity, complexity, instability, and turbulence are some of the characteristics that have
been recognized by resufchers (Emery and Trist, 1965; Terrebersy, 1968; Khandwalla, 1972;
Duncan, 1972; Pfeffer and Salancik, 1978). However for "embedded " organization - - that is, -
organizations such as depanmchts or divisions that are part of a larger organization -- the
parent organization itself may form a substantial part of the external en.vironment
(Khandwalla, 1977:326). Consequéml}. both the autonomy and adapfabili"ty of such an

P

organization may be largely dependent upon the “parent” organiuti‘

B. Organizational Ahmﬂw

Promoted by the open systems theorists, adapt;bility of an organization has become
an impomni'orgmiiational phen‘omenon[ The works on the adapu'veﬁess of organization
(Burns and Stalker, 1961; Chandlef. 1962; W\oodmd. 1965; Thompson, 1967) have been of
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greatest theoretical interest o the rescarchers in the ares of organizational effectivensss.
Steers (1977) mentions the WOI;“ of Bennis (1962) ‘Kn'z and Kahp (1966), Price (1;68)
Mott. (1972), Duncan (1973), Glbton et al. (1973), and Webb (1974) who uaed adapubiluy
as one of the criteria of organizational effestiveness. Later Cnmeton (1978) studied
. ldlwbﬂﬂy as one of the criteria of organizational effecuveneu for his study on m.m
“education. Dirfmm organizations, such as hospitals, dmchu univetpities, government
organizations and industries werc studied. The results indicate that one of the characteristics
ha-ving a significant impuct on ef l‘gcti\;encu is adaplability. Paul Mon (1958) believes that
organizations that adapt to lhc_ir environments are l'l"lOtC effective in 'he'" lon;} run than those
that do not. Bidwell and Kasarda (1975), Hirsch (19154\ 1z and Kahn (1978) define
effectiveness as the ability of t;xe organization to adapr. manipulate or f qlfill sapectations
of - the external environment. &ibson (1980) sees adaptability to cﬁnn 85 an .important
..chancten'siic of organizations. He smeé (1980:8) that, <in the.long run adaptability is the
key to the survival of the organimion.’ Other studies on organizational effectiveness, wr’iich
take an open systems perspective, also posit that the effectiveness pf an organizatjon concems~
the organization's relatioh with its en " onment (Hannan and Freeman, 1977')I and paricularly .
\ Wtion's adaptiig to and mahaging the environment (Hirsch, 1975; Aldrich and -

Pfeffer, 1976). In these studies adaptyBility is a term used to describe the behavior of many

kinds of systems. Somé times adaplability is combined with flexibility which, according to
some theorists (Cameron, 1978), may do well in the area of extemnal transpctions but does
rather poorly in effectiveness domains. However, in the literature on organiulional change,
adaptation and change have been taken as two sides of the same coin (Gawthrope, 1970).
| Adaptability means the orgamuuorﬁ 's response&o environmental complexity by adapting and
'changing. Steers (1977:65) defines adaplability as “the ability of an organization to change
. its standard operating procedures in response to environmental changes, to resist bécoming
rigid in response to cnvironmcnml#—stimnli.' For Cameron (1984:123) organizal'ional
adaptation is "modifications and alterations in the organiution orits coménchts in order to

adjuéi to changes in the external environment.” Schmuck et al. (1977:9) contend that
\ .
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*izalional adaptability is constructive adaptation to change, not merely adjusting or
. A il ” “

acquiesing to externally imposed change.

-

« ~ Adaptation is best understood by looking at what changes are made in response (o

which environmental stimulus. ' Not only the outcome, but the complex process of adaptation
t

is also impbrtant as Cameron (1984) posits, "Adaptation generally refe;'s to a process, not an

)

cvent, whereby changes are instituted in organizations.” Moreover, alfhough audglplation is
referred as ‘a response pattern, Cameron (1984:123) believes that:

It does not ng,ces‘sarily imply reactivity on the part of an organization (i.e.;

» adaptation is not just waiting for the environment to change and then reacting to it) ~
because proactive or anticipatory adaptation is possible as well. But the emphasis is
definitely. on responding to.some discontinuity or lack of fit that arises between the

. organization and its environment. .

This is the reason that all prevalent modes of organizational adaptation are characterized by

-

.

interaction among the variables of organizational environment, organizational structure and

reactive or proactive processes.

C. Theories of Organizational Adaptation .

. - . X . ) é’;&»"‘
~Cameron (1984) claims that approaches to organizational adaptation fall into four

groups. First is the "population-ecology” or the "natural-selection” perspective which argues,
in the most gemeral terms, that organizations cannot adapt, and that ch:nges in lhe‘
environmient, not “in the organization, determine -Organizationdl effectivenéss and survival
(Cameron, 1984). The population *ecologists suggest that adaptation is meaningful only if
'vie:w'ed from the populalipd level of analysis. Another ap{)roach to adaptation is the
“life-cycle” approach. This approach emphasizes evolutionary change and accepts the
powerful role of the environment but aliows for managerial discretion (Cameron and
Whetten, 1981; 1984; Quinn and Cameron, 1983). This perspective assumes that single
oyganizations progress through sequential stéges of devélopmem. At each stage (there are at

least four) "unique ' organizational features develop to overcome certain gefieral problems

encountered by all organizations. Without direct managerial intervention, to alter this natural
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evolution, organizational adaptations. tend’ LQ follow a prediciable sequence. Still this
approach is less deterministic- than the "population ecology " view-point because it assumes
that the managers can speed up, slow down or-evén abort his scquential development by their

’ Vo ’ 2
acuons.

. Other theorists believe that organizations réspond to environmental complexity by
/, . * 2
a;tﬁpti-ng, being innovative and being manipulative. Modes of adapt@lion by organization arc¢
/ - N .
. viewed by these writers as being of two basic types -- structural and strategic-choice.

Recently some theorists (Hrebiniak and Jc e, 1985) have promoted an integrated model of

the above-mentioned theories.

Structural Changes and Adaptation

This theory rests on the fundamental assumption of a given, deterministic, immutable
market environment. The primary contributors to this theory wer¢ economists who had built
a rather for'mgi lhéory of the firm, in which the fate of orgarfizalions was largely predictable, -
given certain characteristics of their market environrhem. Later this most pervasive viewpoint
on organizationa‘l adaptation was adopted by the contingency school of organizational
behavior (e.g. Dill, 1958; Burns and Stalker, 1961; Lawrence and Lorsch, 1969: Lorsch and
Morse, 1974).

According to these theorists, organizational effectiveness is a function of the
- correctness and tightness of "fit" between the structure and the processes of an organization
and of its environment. These theorivsts view organizational adaptation as the means by which
organizations adjust themseives -- their scaler of operations or their structure -- to conform
with the dictates of the immediate environment. The responsibility for engincering such
alignments is presumed to bc entirely that of the organizations and failure to make lhcs‘c
internal adjustments is predicted to result in relative organizational inefficienéy and ultimately
in the inability to persist (Miles, 1982). The results of the contingency theory studies reveal

that certain structure-environment "fits”™ are likely to be more effective than others. Studies

by Arthur Stinchcombe (1965), Burns and Stalker of London's Tavistock Institute (1961),
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and the Harvard gioup led by Jay Lorsch and John Morse (1974) contributed greatly to the:
understanding of the contingent relationship between organizational environment and the

-

effectiveness of organizational structure.
The grou;) of researchers who attempt to analyse organizational adaptation in response
to these envirqnmenial conditions posit that there exists an optimal fit between organizational
~ structure and environment. In 1967 Lawrence and Lorsch in their empirical analysis found
that different cbnf igurations of organizational structure were required to cope-with different
cnvironmerital conditions. They found that organizational departments operating in certain
A

environments had a more flexible organizational structure than deiaar;t?h\enls operating in more
uncertain environments. Terrebcrry_ (1968) :epo_rled_ that organizations learn to adépt to their ~
changing environment ahd emphasizéd that changes ia the organizational environment are
such- as to increase the ratio of externally induced changes to internally induced changes. ’
Aiken and Hage (1968) agreed that the greater the lev.el of uncertainty in the environment the
more flexible wilH)e the structure of an organization. Tosi and Carroll (19:77) contended that
“"',{EM of organizations are shaped by the environment in which they operate. Meyer
and Rowan (1978) concluded that the formal structure of an organization is a function of
some environmental ideology relating to organizational activities. Meyer (1978) examined
how public bureaucrac)ls respond to environmental changes and explained how and why the
engironment affects the structure of the organization. Cameron (1984) mentions that there
hal been considerable resecarch mounted in support of this view and quotes - studies by
Hicks'on. Pugh and Pheys&y €1969), Aldrich (1972), Child and Mansfield (1972), Khandwalla
.(1974). In these studies it was recognized that different structures were rcqqired in different

environments, and the former wa.s coﬁlingent upon the latter.
While studies discussed in this sectien provide many insights into organizational
adaptation, they were not concerned with the proccssés of adaptation, a major focus of this
study. These reéearchers believe that compiex and dynamic environments create

decision-making uncertainty within organizations. This uncertainty, in turn, may be managed

effectively by the presence or adoption of organizational structures better able to facilitate the
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process of informational assimilation and integration. This pcr§pectivc onl_v. provides a
genergl logic for understanding the association between organizational structure and conlcxlﬁal
facs t make up an organization's environment. By focusing and verifying the relative
effectiveness of different alignments between organizatlonal and cnvi.roﬁmcmal states, the
research virtually ignored the processes by which the organiz:ational adaplalio;1 occurred.
Comparisons were made between the. adaptive and maladaptive alignménls bplh émong-
populations of organizalion\§ in the same environment and belwécn different organizational
pbpulations and environmem;‘f 'Bul no attempt was made to understand the ctiology of t&lcse
organization-environment alignments. .The understanding of processes. which successfully or
unsuccessfully engineer adaptation, was lacking. The only choice management had was
"structural choice.” Little attention was paid to. ad{xplive processes by which management
could choose a new design and implement it;‘r nfortunately, the results of the studies were
often found to be conlradictory and progress in’ the field became stymied (Minu.bcrg. 1979:
195-98). Miller and Friesen (1980:269) posit that the orientations of these approaches arc

5

overly restrictive for use in studying a complex organizational process like adaptation.

v

Strategic-Choice and Adaptation

Organizations are not simply shaped by their envifonmcms. Portions of their
activities are devoted l;) understanding the environment and implementing strategics designed
to enhance environment-organization fit andﬁnce organizational effeclivencs\ This model
focuses attention on the processes vby which the administrators of organizations alter their
structural form, and views mangerial skills and 'slralegic-choicc as the primary links Scl'wccn
the organization and its environment. As indicated earlier, Miles (1982:49) defines
Organizational ;daplalion "as the process by vwhich an organization manages itsclf or its
environment in order to maintain or improve its performance, legitimacy, and, hence, its
survival potential.” The process approach takes the position that unless organizations can

sense the changes in their external environments (through information processing), and unless
Id

-organizat?ons take the right decisions to cope with external changes, they cannot remain viable
4
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(Miles,__s_llgw and Pfeffer,“1974; Egelhd_ﬂ: . 1982). Further, the process of organizatiomal
adaptation also involves attempts to modify the er;vironmcnl as well as the organization, in
responsg to the environment (Cyen and March, 1963; Starbuck, 1965; Thompson, 1967).
The work of buginess-policy §cholars and _studems of "institutional” analysas
cmphaéizcs the role of strategxc -choice.” This view takes the position not only that
orgamuuons are capabie of learning and adapting to a changing context, but they oh
exercise a consndcrable measure of choice about the kinds of environments they will operate in
and 'adapl to) This perspectivc ‘observes not only that complex organizations have the ability
to alter themselves to conform 1o the‘vcomihgencies posed by their chvironmems. but that ;bey
may ex::r\cise considerable influence on the environments inl which they operate. Tl;ese choigces
range from t‘he manipulation of environmental features to make them more accommoda‘u"ve of
organizational goals, strategies, and structures to the actual choice of the environments in
.which an organization wishes to operate. From this perspective, orggnizalion*adaptalion is a
managerial lask. Nothing else but the "fundamental quality of executive tadership” enables
an organization to minimize the(constraints on adaptation, and to maneuver itsel’f through
environmental opstaclcs to domains abundani in resources and opportunities (Barnard, 1938).-
The strategic role involves two primary areas of resborisibilily: internal or organizaﬁonal. and
external or environmental. On the internal side, this involves identifying and dcveléping the
competences of the organization. So the first strategic move is to stay.abreast of the
organizational resources and the opportunities and risks presented by organizational
environmpmﬁ. "This assessment means identifying feasible alignments of environmental
opportunities and risks, on the one hand. and organizational resources and capabilities, on the
other.

Moreover, the executives have to create and maintain effective alignments between
orgéniulion and environment. According to Child (1972) to cope with this responsibilty
executives have three options: (1) strategic options, (2) structural options, and (3)

-

performance options.
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Shhtegic options is the choice of an o?ganization to o‘pera& in certain domains or
segments of domains. It implies that the organization _may delibelzatcly "ig'norc some
environmental pressures and may not respond to them at all. This type of "no" rcspor’\;c is to
protect the integrity and stability of the organization. It is i sﬁarp contrast with the "no
adaptation" Which comes from t{e insensitivity of the ‘organization to the cn”vironm'emal
changes. Strategies may also be developed to crcétp new cnyifonments. to discard the oid
ones, or 10 segment the environment in’ order to. l.a-i‘lor rélevam portions of it to the
organization's competences ‘and resources. By thésg e;ns. the environment may be aligned,

in whole or in part, to the organization. Then comcg the choice of internal structures and

. |

.processeé. Miles (1982) poims out that rearrangement of the structural framework can be
used to channel organizational competences, réources and commitments in_support of ncw.
- strategy to change the environment. Finally, aﬁignmenl between organization and' environm‘cnl
may come through changing the pcrformannce standards under which the organization
. . '

operates. A number of geheral coping strategiesthave been suggested by theorists to cope with
the external environment in a proactive or reactive mannert Thompson (1967) describes three
types of strategies: intraorganizational, such as buffering, smoothing and forecasting;
interorganizatioﬁal strategies, such as competition, bargaining, cooptation and coali‘lipn and '
domain ,;h‘oice stfalegies. He concludes that organizational effectiveness depends on the
ability of an organiiation to choose strategies and create units’capable of managing specific
features of the environment that could otherwise disrupt the efficiency of inlcr'nal operations.

In sum, thé strategic-choice perspective reveals that environmental conditions are
subject to being influenced by organizations.  Strategy can be viewed as " inediau’ng force -
between _the organization and il§ environment” (Mintzberg, 1979:25). The §tralegic-choicc )
perspective emphasizes the existence‘& organizational volition. Child (1972:10) contends
that, "environmental conditions can not be rcg;rdéd as a direct soxI;ce of variation in
organizational ‘strucfure....The critical link lies in the decision-maker’s evaluation of the
organization's posiu't;n in the environmental areas Lﬁey regard as important, and in the action

o " el
they may consequently take about its internal structure.
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Paul Mott (1972:18) defines adaptability as a "multifaceted process.” He recogziLeL )
/two phases of organizational adaptation; symbolic and behavioral. Symbolic adaptation begins
when members 6f an organization :become aware of a problem. Mott believes that people are
relatively adaptive if they become aware of prgblems before they seriously affect the
b?rganj.utiéﬁ. Mott conterds that even when thé nec]:ssary awareness exists, lijtle i} gained

uniess appropriate solutiond are formulated. This step requires a COlEbinlﬁoﬂ of awareness

- and knowledge of the tools\and techniques that can be. used tp solve the problem. Even
f olrmul ed solutions are just symbols not”behavior. The second adaptation is behavioral\
which includes problem -solving And pronlmptiand prevalent acceptance of solfhtions.
Tﬁ'é{e are studies which conclude that organizational ef fectiveness depends on the
_organizational 'ability to adopt adaptive and strategic processes 10 manage émd manipulate the -
external énvironment.‘ The relationship between an 'oiganizaiion and its. immediate
environment is one of continual adjusiment in which the focal organization is affected in
more than one way.. Blau and Scott’ ( 1962) tontend  that success of ar‘1_ organization
Ancreasingly -depends upon its ability to establish symbiotic relatipns with other organizations
in which an advantageous exthge takes place. Competition, coopLalion": negotiafion.
coahuon are different forms of interorganizational relations representing strategies to gam
cnvnronmental support (Thompson, 1967; Price, 1968; Aldnch\979) Similarly, there are
some intraorganizational strategies to cope with environmental uncertainty and heteroegenity
(Thompson, 1967). Miles (1980:293) gives a long list of the strategies explored in ‘
contemporary organizational research. Mostly, these strategies are‘chosen to control the
environment or to secure resources. Pfeffer and Salancik (1978:106) suggested that the
organization can adapt to fit environmental requirements or the organization can attempt to
alter the cnvironmem\ s0 that it fits the organization's capabilities. They argue that
;rganiz.alional adapmzion to the environmentl could include diversification, growth,
cooptation, merger, cngaging*fn political ac_tivities. or total absorption of the environment. -

Hirsch (1975) shows that firms within the same industry can collaborate to mhke their

environments more manageable. This emphasis on processes identifies the organim’ﬁgn's '
B ‘J ~

-~
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. a(bility to xontrol its environment in addition to adapting its own structure to the environment
- ~

(Cyert and March, 1963; Starbuck, 1965:.Thompson. 1967; Duncan, 1973). These studies are

more concerned with - the strategic moves of the decision -makers rn +the organization.

. Organizational édaptalion is viewed a;s an active, strategic decision process (Mericle, 1979).

. Another set of studi;s focuses.-Ion adaptivé processes to identify how o‘rganiuiliom
adapt to their environmental conditions Meyer (1978) quotes the Hudies by Chandlcr ‘
(1962) Sloan (1965); Hedberg Nyst.rom and Starbuck (1972), Mintzberg (1973). Miiler and
Friesen (1980) lhat reveal processes’that are needed to characterize the adaplalion of an

organization. The adaptive processes, recognized by Hedberg et al. (1976) are awfreness and

-,

. assessment of environmental changes, information processing, selecli;lg environments,
monitoring and predicting changes, buffering fluctuations in the flow of resources across
organizational boundaries. Miller Ind Friesen (1980) studied thirty-six organizations and one
hundred thiry-five organizational adaptations in an atjempt to identify how organizations
ad;pted over time. Evidence for stralegic:choice is found in their historical ca;c studies and
they identify "archtypes of . organizational transiliqn" The major archtypes among succesful
organizations included entrepreneurial revitalization, scanning and troubleshooting,
consolidation, centralization and boldness, and decentralization t and professionalism.
Mintzberg (1973) shows that adaptation is influenced by variables such e:(s produgtion, risk
taking, the multiplexity of decision making, planﬁing. horizons or futuritv. and
compIememarity or imegration of decisions. Tonn (1973) memions that organigs -

"

adaptation consists of an organizational capacity to assess the status of the environr

store and retrieve the funcnonmg of the orgamuuon to determine the kind

suggested by the information, to act upon the decisions, and to assess the result of

and feed it back into the environmental monilbring process. According to Miles (1
key stagesw in the organizational adaptation process are the initial choice of domain, the
environmental factors to which administrators attend, managerial perceptions and belicfs,
reactive and proactive strategic choices designed to alter or respond to internal or external

” environments, and organizational. learning from environmental feedback regarding the
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outcomes of its actions. 'Miles (1980) and Adams (1976), Leifer and Delbec (1976), and
Miles ( 1978)\(quoted in Miles, 1980) suggested that as the rate of change and heterogeneity in
the environments increases, there must be concomitant increases in information search
activities, the rate of filtering and changing organizational filters, the levels of negotiating
with environment and in the degree of repregentation activity. Miles and Snow (1978) suggest
that oruniufioni develop a "str;te’ic competerke” that leads them to implemem various
types of strategies at diffcrént times and different ways. They classify organizations as
"prospectors,” "analyzers,” "defenders” or "reactors.™ Prospectors are initialors, analyzers

wait before implementing new adaptations, defenders are slow (o adapt and reactors

implement strategies sporadically and are oftén unable to follow through with consistent

! ’

adaptive responses.
This literature provides additional knowledge as to what might constitute h
organizational adaptation -- what strategies, techniques other than structural changes may be

examined to understand the phenomeénon of adaptation.

l'megra-lted' Model of Adaptation ' ‘

Some theorists (Yoshihara, 1976; Miles and Snow, 1978) advocate the combination of
ghe above-mentioned two modcls.' Orgafiizations that faii to structure properly to implement
the strategies, or to fit the environmental conditions implied ’by these strategies.,méy find

7 themselves at a relative disadvantage in exploiting -their environments (Egelhoff, 1982:435).
While the process models are dynamic and emphasize organizational volition, the contingency
models are static and focus on constraints ‘posed by the external environment. Both
perspectives are needed 1o provide a balanced view of organizational adaptation. Miles (1980)
summarizes the integration by contending that while comingency.models have potential for
increasing the adminiétrators' awareness of where their organizations ought to be, process
models suggest why and how they get there. Hrebiniak and Joyce (1985:346) mention that
"the interdependence and imgracu'ons between strategic choice and ‘environmenlal determinism

define adaptation; each is insufficient and both are necessary to a satisfactory explication of
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organizational adaptation.”

Yoshihara (1976:107) calls these aforementioned modes of organizational adaptation:
exploitative and strategic. He believes that there is a cyclic utilization of these two modes of
adaptation. He ties to explain his position in terms of the process of decision making. To
Yoshihara (1976) strategic adaptation means the adaptation by means of alterating the linkage
between organization and environment. Yoshihaia contends that strategic adapl’alion proceeds
stage by stage through slralegic decisions, operating decisions, and administrative decisions.
At the first stage a new st?alegy is devised to “cope with emerging environmental crhangcs, At
the next stage the new strategy is implemented on an extended scale. Then the central task is
to build production facilities, devise production schedules, plan marketing policies, develop
different :hannels. and so on. In other words. the emphasis s{ﬁf ts from strategic decisions to
eperating ones. Implementation of a new strategy on a large scale almost always brings abo.ul
unanlicipated'ngw administrative problems to the existing administrative structure. To restore |
a weli-coupled relationship between the strategy of the organization and the ad.ministralivc
structure, a new administrative structure must be devised and installed. On the other hand,
where\he environment relationship is considered to be given for the organization and
managers seem to accept the existing linkage relationship, "exploitative™ adaptation takes
place. Since the envirlonme'mal linkage relationship remains the same, strategic decisions are
inactive and only operating and/or administrative decisions are involved.

With this broad perspective, then, organizations: may adapt by reacting to |
environmental changes or by complying with external mandalés. They may adapt by
forecasting or anticipating environmental events so as either to restructure themselves to cope
with them or prevent the occurrence of those events. Adminisitrators may use one or a
combination of types of adaptation but Yoshihara (1976) believes that an integration of
different phases into a coherent scheme is desirable. He contends that not even strategic
adaptation is appropriate for all situations. While strategic adaptation is suitable for dealing

with major environmental changes, the incessant minor environmental changes are beyond the

reach of the concept of strategic adaptation. But both perspectives are needed to provide a
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balanced view of orppiulioﬁ-envk&hment relations. While v;me is helpful in prescribing the
most congruent structures to deal effectively with different environmental contexts, the othgr
focuses attention on the p{boesscs by which these ideal "fits" are engineered and managed; it
recognizes that the strategic-choices that may be reactive or proactive and the target of change
may be internal or external. While most of the organizational, studies focis on one or the
other, some writers attempt ?3 combine strategy and sm:mie. They believe that these
pr;)ccsses and modes rﬁust be combined in ordér to" have a good chancc- 6f bringir'xg about
effective adaptation. Miles and Snow~(19%8) propose an adaptive cycle mode! of adaptive
precess, using a s(rategic choice pgnpecdve Miller and Friesen (1980) ﬁave identified
twenty-four environmental, struc:turaff uand strategy making variables. They propose a
typology lo;ca;cgorizc ti\: various forms, or arche(Ypes, that organizations use during periods
of adaptaliqn. Miles 23.,‘ ljking the strategic -choice pérspectivc, studied three modes of
strategic adaptation of 'six lobac‘co industries: domairi defense, domain offense, and domain
creation. They concluded that iniliglly for survival and lalér to recapture the los{ market, the
six tobacco industries used dif f erent strategies and were qune successful. Alan Meyer (1982)
studied a hospital's orgamzauonal adaptauon considering strategies, structures, ideologies, and
resources, and found that ideolegical and strategic variables are beucr predictors of adaptauon
to cnvironmcmal jolts ‘than structural variables. Recently, Hrebiniak and Joyce ¢1985) have
questioned the assugnption that strategic-choice and environmental determinism represent:
mutually exclusive, competing explanations of organizational adaptation. They depict choic(e
and determinism as independent variables positioned ‘on two s;parale continua to develop a
typology of organizational adaptations. They posit that the interactions of these variables
may result in four main types ( 1) natural selection (with n}inimum choice and adaptation),
(2) differentiation (with high choice and high ehvironmental determinism and adaptation
within constraints), (3) strategic-choice with maximum choice and adaptation by design, and
(4) undifferentiated chbice‘(wieth incremental choice and adaptation by chance).

These studies show that there are various information gathering, decision making, and

strategy making processes with which the organization copes. As a result of these processes



24
N .C&n are ceriain types of adaptation, internal or external, in organization-environment
relations. This integrated approach has been taken in the proposed study to examine how

various adabu've and sualégic processes are used to effect better "fit" between ;n organization

and the environment by making changes in the structure, activities, or external relations.
L.

Starbuck (1976:1102-3) defines an adaplivc organiution as follows:

An adaptive system is both reactive and seloctively active. It reacts 10
changes in and signals from its environment, and possesses a characteristic repertoire
of response patterns. - 1t.also selects environmental settings to which it is capable of
responding, and either learns new reaction patterns that ‘match its environment's
requirements, or undertakes to modify its environment's properties to bring them
into line with its own capabilities. So to'analyse sich a system effectively, a research
myst strive to distinguish among and to comprehend individually the.system's short
run, immediately programmed reactions, its flexibilities for learning new reaction
patterns or rigidities for preserving old ones, and its long-run strategies for selecting
or creating appropriate environmental setting. .

In general,'administrators can use two different modcs\ol‘ adaptation -- structural
(reactive changes within) and strategic (prbactive‘changcs without) -- at ywo difPererit
phases: symbolic (stage of preparation) and behavioral (stage of implementation or
modification). Selection depends on the judgement of the administrators, on_ their

(4

perceptions regarding environmental needs, and on their decisions.

A
D. Conceptual Framework .

-
The conceptual model for the stady may be described by a series of pr%osilions:

1. Organizations are not self sufficiehl; they have a symbiotic r&aliohship with their
environments.

2. Most of the change in the organization is brought about by events or forces outside the
organimtion_. These environme;tal conditions tmay present opportunities fbr and/or
threats to the organization.

3. In order to secure its survival and growth the organization, ﬁs an open system, r/c/sponds
1o thevsignificant environmental changes. The organization's response is what is being

referred to in the study as adaptation of the organization to environmental conditions.

4. Environmental imperatives 10 change may be studied at two levels: the general

-
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environment level (culturuf. economi¢, demographic, social factors) or the specific
environment level (individuals and organizations in direct interaction with the focal
organization). .
In response to environmental stimuli the organization may decide to respond positively
(that is, to agree (o make internal changes) or negativély (that is to agree to make no
internal changes). This means that the omniution may choose from the followin;
directions, (1) to make no operational change wtthm the Faculty that may also include a
decision to manipulate the environment and change it, or (2) acceptance of the idea that
leads 10 preparedness for change and to a decision to make behavioral thanges. Thug&
after deciding to change, the organiuﬁon may go through two phases of adaptation: one,
preparedness for adaptation and actual behavioral changes. These two phases have been
referred to by Mott (1972) as symbolié and behavioral adaptation. Preparedness for
adaptation (symboli; phase) includc; adapting by seeking information® that reflects
knowledge of environmental yncertainty and organizational preparedness which, t‘lowcver, .
does not generate any visible changes in the organiu'iiion "The process of
gaining/generating awareness, }/ ception and assessment of environmental conditions
constitutes this type of adaptatiop. lmplcmentauon (behavioral phase) reflects some
definite chmgcsA. This phase includes definite changes in structures, operations, and
technology of the organization.
Two types of adaptation are disting.uished -- structural adaptation and strategic
adaptation.  Structural adaptation refers to behavioral changes made within the
organization. Such an adaptation is made when the Vcnvir‘onmem is regarded as
deterministic and all powerful. Generally gradual, familiar and cyclical environmental
changes induce structuraf adapta&ion where decisions regarding operations ‘and
administrative structﬁres are applied and changes made.

Strategic adaptation refers to proactive responses of the organization which.

attempt to influence the environment by choosing the environmental domain to work on
v

and to change it. The process of strategic adaptation proceeds through three distinctive
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stages: i‘ormulution of a new strategy, development of an opemioﬁ system, andg,
adjunml'of the administrative structure to the new strategy and operation system.

7. There exists a relationship between the type of adaptation and the nature and extent of
the" changes in;uoduced. Accprdins to the’ ‘uructunl-cdmin;ency pefspeclive an
organization attempts to create a "fit” between envirognmd dcmm;bﬂa»nd organizational
arTangements by enginéering internal changes because environmenul determinism and
in}muubility are aegepted. On the other hand, strategic adaptation brings in,changes in
organiutio‘n-environmcht relations and introduces long-term changes.

-

Although this study was conterned to the effects of the envifonment, in general, on
the—organiution; and it was particularly concerned with the specific environment and the
adaptation of "the organization to the conditions of the specific environment. The study did
not extend to a ‘consideration of, interaction patterns of organiulions; ®1t is not an
inlerofganizational study. Rather, the study was focused on identifying the impact of thc'
external organizations on the focal organizagion.

[}

E. Summary

This chapter has reviewed the literalul;c on organizational adaptation. The theoretical
orientation di.scussed in lhe‘c'arlie'r part led to the conceptuﬁl model for the study. It was
recognized that organizations exist Jn dynamic environments to which they adapt. Most of the
adaptations made by organizations are in response 10 ihe fprccs outside the organizations.
Whenever the external inﬂucnoes‘of dcﬁands are considered all powerful, organizations tend

to respond reactively, changing their intermal activities or structures. On the other hand,
somctimes organizations use strategic processes and Rttempt to manipulate their environments
and change the relationships between organization and environment. Both modes of
adaptation -- structural and strategic -- are needed to meet environmental pressures.

Moreover, there are few instances of no adaptation in organizational response. Organizational

adaptation is contingent upon the nature of environmental pressures, organizational needs and
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co}npelences, and the executive leadership of the organization. The theory and research in the

a/rca' helped the researcher to identify the patterns of adaptation, including the nature of the
. o ‘

adaptations, the reasons ‘for the adaptations and the effects of the adaptations. The
researcher recognized, however, that a theoretical base might impose certain limitations on any
research. These lignilations; which come with the theory itself, ackas constant reminders of
what is conceptually important in the study. That is the reason the theoretical orientation of

the present study wés used only as an initial guide for the research effort, although later this

/ orientation had also provided a basis for eXémining and analysing the findings of the study.

w



Chapter 111
THE FACULTY OF EDUCATION AND ITS ENVIRONMENT

This cha’;jter- portrays the general setting of the Faculty of Education at the University
of Alberta. Divided into three sections, the chapter begins with a discussion of the rescarch

done on universities and their environments. In the second section of the chapter the general

»

environment of the Faculty of Education at the University of Alberta is discussed. The third
section describes the specific environment of the Faculty within its historical context and the

linkages of the Faculty with the external organizations. The chapter is bascdt on descriptive

- data mostly derived from an examination of documents and supported by interviews.
&

-

° \_

A. Universities and their Environments
»

b

Traditionally, academic organizations like universitics have combined certain fixed -

norms, values, structures and power relations so that very few ideas could break the
status-quo. Because of the autonomous nature of universities, educators in these institutions
could afford to ignore the environmental influence. This; however, does not mean that the

higher education system remained unaffe by environmental changes. In spite of deeply

rooted traditions, the universities have shown a natural ca?acit_v lo accommodate to changes

in the environment.s. But this natural process of adaptation did not attract rescarchcrs.l_ Jyst
a few years ago the studie‘s concerned with organizatién-cnvironmenvl rclaliohs in the ficld®of
higher education were comparatively few. In 1968, Katz and Kahn observed uﬁl universities
had not developed specialized adaptive mechanis;ns and most universities had r¥atively few
and indirect transactions with their environments. Therefore, tHeoretically-based su;dics/ on
organimlio\rﬁl behaviour had typlcally ignored the issue of organization-environment

interaction. These studies placed importagce on internal functionings of the organization, like

28
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structure, coordination, problematic goals, unclear technologies (Edward Gross, 1968:
Ikenberry, 1971, Cohen and March, 1974; Baldridge et al., 1975; in Frey, 1977), and
decision-making (Kast and Rosenzweig, 1970; Bald.ridge. 1971 in Frey, 1977). . |

Later the fo#us shifted as McConnell (1971) comtends that the image of higher
education has changed [ rom- sggluded autonomy tb one of involvement and visibility. He
posits that the traditional image of higher educa;ion -+ "a university located in an idylic,

——small-town setting remote from the créwd and noise of city, unsoild by politic§. unaware of

racial injustice and culturally self -contai?cd" -- does not exist anymore. Through its
contractual arrangements with business, governmcnl', and professional groups, the university
has taken on roles and functions w.hich depari from those associated with the classical
academic tradition.

Lately, it has been recognized by theorists (Cameron, 1984), that for the effectiveness
of -.insu'tuu'ons.r administrators have ‘to look outside as well as inside of the institution.
Cameron (1984:135) maintains:

- . ‘
- For managers and administrators in higher education to assure capacity for

survival, strength and soundness, adaptability to sudden change, and the ability to
take advantage of new opportunities in a post industrial environment with
turbulence, information overload, rapid-fire events, and complexity all increasing at
exponential rates, they will need to become Janusian thinkers and dechOp Janusian
institutions.

$ame trend. Harold Hodgkinson

N\

"The rcsearch done in the field recently shows the

(1971) published hxs findings of ‘change in higher educauon during the decade 1960-70 under
~the title lnsuluuons’ in Transition.” In 1980, V@me A. Stadtman's study "Academic
Adaptations” concludeﬁj that colleges universjties are never isolated from the major events
and trends of the times in which they exist, and many of their internal changes are responses
to- the swirl of the wor}ld ;rc;und them. Stadtman st~udied' the academic institutions and five
events in ]9’(0 which he thought significantly represent “the context in which universities
operate. The study records the adaptafions of the orgariizations to the forces at work in the
1980s. Stadtman foulnd that the™vealities and consequences of all these trends affected

different types of institutions in different ways. Some other studies specifically deal with

. ) Y
demographic and economic changes in society and their impa#t on these institutions.
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Somc_fescarchers picked -uﬁ the theme of univcr;ity-environmcm relations and studied
- the dependerfty'relalionship of an academicv institution to its environment. Frey (1977). for
example, believes that colleges and.universities by virtue of their increased interaction with the
environment, have become dependent on other organizations, e'.g..stalc legislature, commodity
groups, and fecieral government agencies, for resources. Other studies deal with the declining
autonomy of academic organizations and increasing influence of external organizations on the
decision making power of these institutions. External organizations, the most signilicapt of
which is government, are gaining greater influence in university decisions, Elliott (1979)
posits that even industrial groups and. private foundations have acquired a great deal of
control over universities.
Other studies in this area were more concerned with the autonomy ofivhighcr
institutions and external influences. Kerr (1973), Chambers (1976), Kaysen (1979). Elliott
<(1979), and Enarson (1981) contend that organizalionsu and conditions external to the
university should be held res .iblc for the declining aut of universities. Kaysen

4

(1979) and Enarson (1981) both concluifé that ‘regulatory groups like governments affect a
€ - ,

university's autonomy in more than one way. .

According ©0 Lindquist (1978) there has Been a lack of systematic research regarding
how universities respond or adapt to.external influences. There have been studies, however,
(Hatfield,1970; Pfnister,1976) which claim that the universities are responsible for the
conditions leading to declining autonomy as they have failed to respond adequately to
conflicting pressures and lost public confidence. Most of the existing rescarch on
organizational change concludes that universities and colleges resist changing (Martin, 1969)-
These researchers claim that this resistance is mainly due 10 the burcaucratic nature of

7 .
universities. Flaig (1979:20) indicates: /

Although most bureaucracies are slow to adapt to changing needs, universities
are, because of their structures, most difficult to turn in i@w directions. Within the
university, power is diffused among department chairmen, deans, faculty commitiees,

~ student organizations, faculty senates, provosts, presidents, board of governors,
alumni, and legislators. In addition, the contractual relationship of most faculty
members with the university makes it difficult to move faculty who do not want to

" move .... Universities are thus among the most difficult institutions in which .tg
. . 7/ . -
bring about change, since many contravening pressures usually lead to solutions

&
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‘Z:'Rimaining the status-quo. ' -

But at the same time these studies report that whatever little change does happen occurs mo‘re
by external pressures than internal planning. Lindquist (1978:63) quotes Hefferlin (1969),
who concluded that, "while the rcsp;msivencss of an organization to change.rs significantly
‘af fected b); internal faciors. the institution will seldom alter Its functions without external -
influence. Qutsiders initiate; institutions react.” Martin (1969) found in his study that most
structural changes in undergraduate education in the 1960s were due to one influential external’
group -- the students. Riesman, Gusfield, and Gamson (1970) conclude that pressures from
outside critics, or students a;re the only leverage to support educational reformers. Cohen and
March (1974) suggest that these external pressures a;fecl every ins‘titution. regardless of the' .
finest leadership. ” L

In accepting the iﬁﬂuence of the external"énvironment, there are researchers who l;ave
concentrated on the process of adaptation. Feuerbornv (1971) developed a theoretical model |
of organizational adaptation. He reported that the adaptive sub-system in- Higher Education
responds to the task environment by engaging in certain kinds of activity, such as long range
planning, innovation, and evaluation. This activity is differentiatéd to correspond with the
general level of uncertainty present in the task environment. Fél(erborn emphasized that
information processing is neceésary to provide reliable kno;vledge about the lask enviroﬁmem.
This process would help the organization to have more effective instrurﬁents for controlling
the pressures from the enviro.nmem and for 't‘akin-é advaniage of opportunities offered by the
environment.

Tonn (1973) in an attempt to study organizational adaptation in several colle;es tried
10 assess the‘ processes of information gathering and decision making'a(these' colleges. She
concluded that colleges were moderately successful in acquiring information about
environmental change, bm rarely engaged in very thorough examination of this information.

The decisions that were made vis a vis the environment were usually the kind that avoided

confronting the sector by interactions with another part of the environment.

N0
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The recognition of increasing turbulence in the environment of higher education has

led. researchers to study dimensions of strategic change and plarining for higher education to
assure institutional surviyal and growfh (Young, 1981; Cope, 1981). In the absence of such
strategic hoves. Young (1981), foresaw the danger of obsolescence, with the consequence of
loss of ecohomic. political, and social support which may lead lb insti.tutional decay. Young
( 1981>:7) recognized that the responhsibility for adaptatioh and transformation rests with the
leaders of higher education. He suggest‘e'd. "within the las} few years, the initiative for
< academic development has shifted from thg scholarly community to the central administrative
staff.” Some researchers have even found the theoretical strategic models, developed for
industrial Qrganizalioné. relevant to the study of college' and' university management
(Cameron, 1983). '

4 A more recent and germane study on Canadi;n Faculties of Education was conducted
by David Hopkins in '1982. Hopkins reported that Canadian teacher education is a victim of a
paradox, that is of change and no change and argued that faculties' ability to change at the
level of structure was not m;'nched by an ability to change at the level of practicc. He
suggests two expi?mation,srf or this characteristic were related to ( 15 barriers 10 change and (2)
vuinerability of the teacher training institutions. The three barriers Hopkins discusses are
descibed as systemic, organizational and individual. Upder system“ic barriers come economic
factors, political pressure, vulnerability, central university a;:lminisualion and lradi'lion.
Organizational barriers include lack of clear mission, iﬁl:ongrucm reward system, poor
commun'ication. absence of linking structure, inadequate impiememation. and a f cuw others.

Individual barriers include poor leadership, pluralism of role, incompetence, emotional

resistance and innovative fatigue. Examining the problem of change in these Facultics,

Hopkins identified five categories of faculties grouped according to the manner in which they ‘

v

responded to environmental’ pressures or changes. Hopkins referred to their response "sagas”
or mythologies which emerge from the "historical emotional experience” of faculties. The
five categories are (1) institutional retrenchment where there has been prolonged pressure fot

change but the Faculty has resisted and now has become unconcerned; (2) inertia or paralyzcd

|
|

-
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into inaction, that means that the Faculty has been so overwhelmed by the acting’ external

forces that it has becomne paralyzed to do anything in response; (3) innovative fatigue and

suspicion where the Faculty struggles to change but unsuccessfully which leads to suspicion

and hostility; (4) slovgq\By myth where a Faculty is successful in making changes which

guide the present direction but at the same time the Faculty is unwilling to take risks and:

make further changes, and (5) there is a Faculty which is relatively free to change. This
Faculty does not have inhibiting myths although it also faces other organizational and
_environmental ba;ri;:rs to changc‘. There is awareness of its limitations, good relations with
the f iéld. good internal communication, well integrated with the University and has an ability

to mobilize resources. Hopkins found these sagas were evenly distributed among Canadian

(4
t

Faculties of Education.

The above-mentioned studies are grounded in the view, based on the assumption that .

institutions of higher educalioh are not unique in their need to be environnzemally'responsiye.
Although universities: are not entirely caplqred by thei'f*environments. they are steadily losing
ground; their vulnerability is increasing. This vulnerability poses problems and threats that
_must be addressed. These studies show two things: universities and colleges aré aware of
environmental changes but there seems to be an historical inertia which makes them either
slow to respond to or avoid the environmental pressures. The studies provide an
understanding of adaptation in universities which is useful in examinihg the patterns of
adaptation of the focal organization of the present study, namely the Faculty of Education of
the University of Alberta.
. B. General Environme;:t of the Faculty of Education

In this section the general environment affecting Faculties of Education and other

institutions of higher education is discussed with special reference to the Faculty of Education
... o . .

at the University of Alberta. Recognizing the importance of environmental forces on

Faculties of Education in Canada, Andrews (1983) indicates that the future of these Faculties

R
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might be stromgly influgnced by environmental constraints. Andrews foresees that Facultics
will be in continual conflict with their environments in the future and if Faculties do not n
respond positively, environments will become increasingly punitive.

“Thé "environmemal context of faculties and post secondary institutions, like other
organizations, is constituted by economic, political. technological, demographical and cultural
factors (Hall, 1977). There is some evidence ttxat the economic factor has been considered the
most impo;tam among all the factors. Gai_l Barrington (1981) in an attempt to identify
possible impacts of environmental forces on Alberta Community Colleges during the decade 9[»;’
1980-1990 found that according to Hall's typology "economic [ orces” were judged'the most
impQrtant, fc;llowed by politi\cal apd demographfc forces. ‘Technological and cultural/socictal
forces received lesser mention, while Legislative and ecological forces did not appear in lh.c
consideration at all. Fullan and‘ Wideen's report (1980) on the Faculties of Education across
Canada was specifically concerned with changes in ihe,leacher education prog.ram in thesc
Facullié.s. Among the general environmental pressures, economic problems (tight fiscal
policies) and »demographic problems. (declining enrolments), were the foregnost issues
confronting Education Faculties. Hc;bkins (1982:26) confirms:

A consistent theme emerging from interviews and observations was the
vuinerability of teacher education. The reason behind this -- declining enrolments,
increased accountability, budgetary restraints, acceleration in the pacc of social

change - - are well known.... The impact of this vulnerabnhty has served to heighten
the feeling of anomie expenenced by many T.T.lL.s in the sample. Declining

enrolments have occasional reduction in staffing and heavier workioads.... In all
institutions expansion is a thing of the past and a static professional populauon now
the norm.

Similarly Sellinger (1984) found that the potentially most impor‘tam environmental
forces for the operations of the Science and Education Faculties of the University of Alberta
| and the University of Ca[gz?fy in the coming years were monetary for;es and lcchnologicai
ones (pressures for the vinycreased use of computer technology). In all of thése studies
ec_onomic or financial cg‘)ristraim appears to be the dominant factor. In the past the financial
ﬂependepce of the Fac’ﬁllies of Education on the Province has affected the quality of teacher

|
ducation in Alberta (Patterson, 1976:103 and even today fi'gancial problems are the chicf-
worry of the. administrators of these Faculties. Wees (1974:23) refers to the statement of a
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dean of an Education Faculty as follows:

, On the surface our chief problem is financial. In an inflationary period. we
have been forced to accept cutbacks in our budgets. Too much of our gnergy is
spent in trying to cope with the political decison-makers. Provincial depariments of
education are assuming more and more control of the externa of education (budgets,
building, etc.) and at the same time are maintaining controi of the interna because of
centralized fiscal control of our programs. Government control of universities is
threatening. :

Sometimes the money conflict appears within the university whcn' different faculties have to
fight for limited resources (Wees, 1974). Andrews (1983) belipves that Faculties of
Education appear to be particularly_vulnerable to the "deprived condition” both because of
their weak bargaini.ng position én cambus and because of high vulnerability of universities in
general in times of economic pressure.
Furt'her. academic organizations, like the faculties of a university, are no different in
. the need for social approval or legitimacy than any other organization. fhe question of
accodrl(gl_)ﬂjly is raised from time to time and there is a demand that the utility of higher
education be demonstrated. The Facully'ot‘" Education, being a part of a university, faces lhe‘
.same\chal‘lcnges. McCarty (1980:219) obser\:ives:

Most societal changes have increased the unéertaimy of the enviroﬁmeﬂt for
schools of education. Teachers are no longer if short supply, the value of formal
education is being challenged, pressures for Tteduced c@sts are .increasing, and
accountability mechanisms are gaining popularity.

ln' 1970, Martin tried to identify future problems, issues and developmentsv which

might affect the coordination among Alberta postsecondary institutions. One of the
corniclusions of the study was that there would be an increasing concern for accountability in
postsécondary education in Alberta. Again in 1980, according to Barrington's study, demands
for flexibility and demands for accou}nability were foreseen as two.majo; impaéts for the
colleges. Impéct areas most likely to be affected by deﬁands for flexibilty were all internal
 like progrimmiﬁg, faculty affairs, scheduling and admissions and so on. The impact areas
most likely to be affected by the demands for accountability were those which required
strategic m-oves like planning, funding, liaison with industry, liaison with the government,

with the public, and effectiveness and efficiency. Other problems which affect the Faculty of

Education, according to Wees (1974 :23-30), are the status of the Faculty of Education,
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relevancy of academic courses, and c'oopemion among agencies.

The Faculty of Education at the University of Alberta, being\a part of an academic
organization, appears not to be different in its needs for social approval and financial
resources. The Faculty? has to deal with ol:1 problems, meet new demands a‘nd at the same
time save its academic standards and its autonomy. The situation offers the potentiality for

new approaches to be taken by those who desire to make such institutions more effective:

C. Specific Environment of the Faculty of Education

Teacher education and certification is constitutionally the responsibility of the
Government of Alberta. In practice the responsibility is shared by different bodies. The
Universities in Alberta throﬂgh their Faculties of Education are responsible for pre-service
training ofl teachers. Within each institution teather _{arep}a)ration is a university-/widc
responsibility with each of a number of faculties making a spec—if ic contribution to the (‘c%chcr
education program. The Faculty of Ec\lucalion.' however, makes the major contribution, in
this broad framework, to prepare teachets. Former De}ﬁ Coutts (1976: 34) emphasized the
fact that the development in the area of teacher education was. possible Aye to the joint
venture. H‘c wrote that, "Teacher education is e.c;semially a coopéralive adventure. Without
the support of many individuals, groups and institutions, the advances (in teacher education)
would not have been possiblc.f' There are several organizations, some of them even
estabiishe?d before the Faculty of Education at.the University of Alberta, that have a deep
interest in teacher education. These organizations may be called stakeholders or imcrést
groups that wield some power in teacher education and influence the Faculties of Educatign in
the Province. These bodies, at the same time, have links with other larger groups like the
public, government, teachers, schools and administrators that make them represcntatives of
the interests and needs of those larger groups.

Coutts (1976) refers to the Government of Alberta (through the Department of

Education), the Alberta Teachers' Association, and the Alberta School Trustees Association as
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important partners in the province fLr teacher education. The organizations recognized as
educational interest groups by Chikombah (1979), are The Alberta Teachers' Association, The
Alberta School Trustees' Au;)ciation, The Alberta Department of Education, The Alberta
Catholic School Trustees’ Association, The Board of Teacher Education and Certification, and
The Conference of Alberta School Superintendents. Anderson, Dueck, Mcintosh (1982)
recognize universities, Faculties of Education, Alberta Education, Alberta Advanced
Education, the various Boards of Education, the Alberta Teachers' Association, the Alberta
School Trustees’ Association and the Conference of Alberta Schodl Superintendents as
partners in teacher education. While discussing the environment of the Faculty of Education
at the University of Alberta, Fullah and Wideen ( 1980:28) identified the Alberta Department
of Education an"nd the teacher associations as being the most influential bodies. Trustee
associations, school boards and cobperaling associate teachers were found least influential.
The other related iﬁding of Jthc study was that the faculty and students both perceived that
most influence is wielded by the Provincial Department of Education.

Chikombah (1979) reported that decisions of the Faculty were affected by these
external organizations. Eastcott (1975)'found that the financial decisions of the Department
of Advanced Educaiion and Manpower, through the Board of Governors, have great influence
on budgetary decision-making within the Departments and Faculties of the University.
Easlcou.maimains that the rules governing teacher certification put certain limitations on the
decisions of Education Faculties regarding programs. Somewhat the same effect is generated
by the regulations of the parent organization -- the university -- governing all faculties.
Nelson in an article (1976:58) mentions that, "Whenever programs in teacher education are
considered, there are four groups whose interests are involved. They are the Faculty of
Education, the Trustees' Association, the professional association, and the Department of
E;iucation. The order of interest is probably (that) {n which | have listed them."

The most immediate specific environmgnt of thé Faculty of Education is constituted
by the University of Alberta, its parent organization. The Faculty of Edi:cation is, by

definition, an organization encased within another organization. All rules and regulations of
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the Univenity,A its policies and plans bind- all faculties indiscriminately. Distribution and
allocation of funds, academic standards, and admission policies ar\e all decided by the
University and, in turn, affect the Faculty of Education. Furthermore, the academic
traditions of the University has its effect on the practical cht of the teacher training
program. | ~ o

These studies and observations provide a context of immediate relevance for the
present study. They helped in oﬂmufying the sm;xs of Faculties of Education in general, the
importance of the environment for Alberta's institutions of higher education and, most
importantly, the organizations that constitute lhc‘speciﬁc environment of the Faculty of
Education and their impact on the Faculty. To understand the rclationships and linkages
between the Faculty and these stakeholders further. an historical review is presented below,
The Faculty of Education i‘n Historical Context

The Faculty of Education at the University of Alberta was cstqblishcd in 1945 but the
history of teacher education in the Province of Alberta started in 1905 when the province
obtained its first Norma/ School, local;d in Calgary. The Calgary Normal Schobl offered
four month courses for the first and second class certification. A rapid influx of immigrants
into Alberta created demands for an increased number of schoofs, and a n;w Normal School
was started at Camrose in 19.12. The Edmonton Normal School was established in 1920 and
the session was extended from four to eight n;onlhs. Student teachers had the benefit of an
expanded curriculum as well as an increased opportunity for observation and practice teaching
in rural and urban areas. The Edmonton Normal School was thc first institution to provide
courses for the granting of third-class certificates, as well as first and second class
professional certificates. Grade.- X1 was officially recognized as the minimum entrance
requirement to a Normal School. Despite the fact that the first class certificate was
cénsidered valid for teaching grades I through XI, very little of the program was designed for
teaching secondary grades. Therefore, a new four-month course to prepare hnivcrsity

graduates as secondary school teachers was introduced at Camrose Normal School. lLater
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Edmonton Normal School assumed this responsibility and the Calgary Normal School
continued l&pnmn teachers for high school unti'l the University of Alberta established its
School of Education and later took over the responsibilities of preparing high lchopl thﬂhers
for the province. ‘

_The Department of Education or the government was solely responsible for Normal'
Schools, that i, embh\ung the schools, staffing thcm making decisions regarding the
programs offered, md innuencmg in-service education through the work of the Curriculum
Branch personnel and inspectorial staff.

#o protect the interests of school boards in the province an association was formed in
1907 that came later 10 be known as the Alberta School Trustees' Association. The
Association™t founding convention set the following initial objectives:

1. To provide a medium of communicating with the Minister of Education the
views of th le of the Province on joRa! questions and of pressing the

same on his attention. .

2. To consider all matters having a practical bearing on education and the school
systems. ,

(Alberta School TmQ' Association, Services Handbook, 1983:3) Since teacher
preparation is considered an issue that has "practical bearing on education and the school
systems” thc trustees lhiave always shown an interest in the education of teachers and in the
functionings of those institutions that offer teacher education. It is a provincial association
representative of all school board§ although membership of the Association is-not compulsory,
and the ASTA policy is not binding on individual school boards. ‘

In 1918, the Alberta Teachers' Alliance camg into being and for the first time the
Government of the Province was criticized for ins‘mm a four-month course to prepare

teachers. Later, the Alberta Teachers' Alliance demanded that leacl.:er preparation be done
within the University and put pressure on the government tp take some definite action. One
of the recommendations of the Conference bn Teacher Education in 1924 was that the
‘ professional preparation of high school ﬁteachcrs should be provided by a college of education-

within the University, with a four year program leading to a degree in education, under the

control of the Department of Education. By the late twenties the Alliance put forward
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\  additional demands. which included representation in an advisory council dealing with

certification, qualification and training of teachers. In 1928 the Senate of the Univeniiy of

Alberta announced plans for a School of Education to train high schoc;l teachers. With the

© 7 establishment of the School of Education in the University of Alberta, teacher education

finally gained a place within the University community, but the traditional differences
between the University and Normal Schools remained. Patterson (1976:20) observes,

- "Although teacher education has been placed in our type of it:istitulion. the university, many

of the unsettled differences existi

tween the normal schools and the university remain
‘today, occasionally surfac'ing. present.” in those early years, however, the School
of Education was encouraged ncial suppert from the government and by moral
support, in terms of enrolment, fro public.

In spite of the encouragement by external groups the new School of Education did not
:get wide recognition or acceptance (Patterson,1976). One of' the reasons I':r this low
achievement was that the School received graduates from other faculties to prepare the;n for
secondary school teaching. Moreover, in the initial days®f the School of \Edunu'on. an
unprecedented surplus of teachers forced the government to impose enrolment quotas on all -
three Albetta Normal Schools in the years of 1931, 1934 and again 1937. As a resaif of thesc
measures entrance ;eguircmen:s and age of admission to the programs, increased accordingly.

In 1939, a‘. ceértification .commiuec consisting of representatives of the- Alberta
Department of Education, University of Alberta and the Alberta Teachers' Association w'gs
establi.éhed. In the same ‘year. the School of Education became the College of Education.
Thereafter the students could register in education directly and earn a B.Ed.'dcgree rather
than going through the route of B.A. or B.Sc. dcgrce-vfirst. At ‘thc same lime the former
route - - graduation plus a year in education -- remained open. During World War II, once
again, the shortage of teachers led to a relaxation of standards such that entrance
requirements were reduced and the length of teacher preparation was once again shortened to
three months, leading io a Letter of Authority. Such Letters subsequently could be raised 1o

the status of War Emergency Teachers’ Certificates through obuaining a favorable report from
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the school superintendent:: - ’

C_refalion of the Faculty of Education 1942-45. By 1942, attempts to give the Collegv'
of Fducation status of a Faculty had starle‘d.‘ Thé Universi{y of Alberta initially proposed the
idca of inlégrating teacher training under the Faculty of \Educatior; as mentioned in the
Annual Repdn of the Department of Education (1943). Under the chairmanship of Mr. J.

~ Fowler, Supervisor of Schools, & meeting of " the representatives of ' Ehe Department of"
..EQcation. the University of Alberta, ihe Normal Schools and the Alberta Teachers'
AssMon was held. The integrating and unifying of teacher. training was approved in the
meeting. At the same time the meeting recommended that an "Advisbry Board be created to
o deal wiﬁl the prof)lems relating to the teacher training stlaff , admission to teacher training
courses, the teacher training programme, and the certification of teachers.”(Department of
? Education Annual Report, 1943: 38-?). In 1943 legislation was passed that allowed all
. ﬂ“_llcgacher preparation to be transferred to the University of Alberta from government -operated
-Normal Schools. In 1944, the University took over from the Dep'arlmdnt of Educatio.n the
com_rolr/ of summer sessibns,~graming credit .towards a university degree for courses which

*formerly had been directed towards special certificates but had not been accepted as "academic

legal tender: (Keeler, 1976:41)." - /

/

ya

. / T
In 1945, the role of the Department of Education changed substaMially although the +

power of the Minister of Education to make provision for the training of teachers under

Section 7 of the Depa_rlmem of Education Act was carried f%ward. Early in 1945’the
agreement between the Depaitmem of Education and the University of Alberta was signed;
this agreement is in effect till the date of writing of this \d\lssertau'on. The terms of the
-agreement are:

1. The Board of Governors agrees to provide courses and programs erred for the
certification of teachers for Alberta schools. 'sq
2. The Dean of the Faculty of Education shall recomme o the Minister for
certification. those students who have satisfactorily completed the said courses
" and programs, are deemed acceplable for certification.
& 3. This agreement shall remain in force subject to cancellation by notice in wrmng'
' from either party to the other at least one year before the cancellation is to
become effective.
f v :
As are sult of this agreement, the Government ceased to operate Normal Schools and the
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training of teachers in the provi‘nce became the sole responsibility of the new .Facuky of
Education at the University of ,Alberta. It was ‘mentioned in the University Calendar
(1946-47, p.214) that, "The Faculty of Education is organized for professional training of
teachers for elementary‘_ inle;mediaxc and senior high school grades, and for graduate study
and research in the field of education....” The academic recognition of teacher education did
nol win instantaneous respect for the Facuity of Education in the univcrsi/l)' com_mu?il_v \.as
f;atlerson (1976:20) writes, "Although leache‘r education -finally gained a place within the
University community, it has had a difficult time earning the respect of ‘lhc‘olhcr members of

that communityl..." But at the same time it was expected that getling a place for teacher
education in a university would narrow the gap between the institution of teacher education
and the other agen}:ics inlerested_in leacher education. As Wees (1974:33) observes:

The move of the normal schools into the .academic freedom ®f the
universities was only a move into a more prestigious exclusiveness. Under the
circumstances, the temerity, and no doubt the persuasiveness, that has permitied a
large number of faculties to start closing the gap between teacher education and other

" agenciés of educational community is a welcome and erﬁouraging ‘attempt not only to

strengthen the weak joints in the total process, but in some instances to form bonds
~"\~Where there had been none before. :

o A;s in the pa‘st. the Department of Education retained control over certification énd
was ‘therefore able to exercise a considerable degree of control over the program offered by
ll;e Universily. Thu‘program the Faculty offered initially comprised a three ycaf academic
course leading to the néw undergradmate degree df Bachelor of Education which included a
- osix-week séssion o‘f\"rvpractice teaching. Staff of the Faculty were mainly former Normal
Schoo! instructors. Teacher shortage in the post-war years introduced pressures on the
Faculty to shorten its preparation time and to lower its admission stanaards. Thus, in
addition to the three year baccalaureate degree leading to a High School Teacher's Certificate,
the Faculty instituted a lwo.year program leading to a junior certificate for le;aching high
school gradess. The new plan for certification was introduced whereby three years of study. Jed
* .
to the Professional Certificate and two years to the Standard E (Elementgdy) or S

(Seeondary) Certificate. The Department of Education also issued interim certificates 0y

teach at the end of one year of training {the Junior Elementary Certificate). Although the
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one-year program ﬁad been intrqduced | in 1945 ostcnsibly_ as 5 temporary measure, it
| continued for a longer period and the teachers were being certificated after. spending a single
ycar at the University. The Professional Ceriif‘icate was also granted to graduates of olh;r
faculties on the cbmpletion of a special one-year professional program.

In 1944, the Certif icatibn Committee which was established earlier received statutory
recognition by Order-in-Council and later this Commitlee'pecame the" Board of Teacher
!;;ducalion and Certification, an organiation responsible f(‘>r teacher certification. This Board

representing jointly the Department of Education, the University of Alberta and the Alberta

»

Teachers' Association served as a liaison body for the groups it represented. The creftion of

this Board provided a forum where the various groups could discuss their concerns related to

©

Aleachcr education in the province. [Initially the Board was authorized to make
recommendations to the Minister of Education and to the President of the University
-regarding p}e progrém of instruction, the estimates of expendiu‘lres on programs,
appointments to the staff of the Faculty of Education, and regulations governing the
certification of teachers. Some of the significant duties and powers 91' the Board were stated

__in its Annual Report (1944:20) as following: 3

1. In general the Board is advisory to the Minister of Education and to all
institutions concerned with teacher education, such as the universities and other
institutions in thesprovince, in all matters pertaining to teacher education and
certification. T

2. It is recommended that the Board have the following duties and powers: .
a. To safeguard the standards of teacher education in the province. ”
b. To recommend to the Minisier of Education the types of certification of ”

Alberta teachers and to recommend to the Minister the requirements for
«each ind every class or tyge of Alberta teacher’s certificate.
xayy ~£.dt:vise-\ nd retomimehd to the Minister of Education regulations
L abverning the certification of teachers prepared in Alberta or elsewhere.
d.«Yo recommend gemeral principles wiiich shall govern programs for the
"‘bregar%‘h‘on of ;teachers. .
e. To receive and make recommendations with respect to programs that are
) developed. :
.. With respect to new or expanding institutions which propose to offer
~ progranis of teacher education: . -
1) To advise the Minister re: granting of c}@r&

2) To recommend criteria for acceptable in ions.
3) To advise the institutions in matters of c€rtification, programs, degrees
in education and special diploma programs.

t
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The Alberta Teachers' Association, a professional 6rganization representing Alberta
teachers, wofked‘closely with the Faculty of Education at the University in the areas of
pre-service and continuing education. Onec of the objectives of the Association was. "1o

improve the teaching profession by promoting and supporting adcquate programs of

pre-service preparatiof, 4nte

certification.” (Teaching Protdssion Act, Chapter
Y 8 -

7]
T-3, Revised Statutes of A

4 A ‘.‘v

y ,"' "’A .

“gﬂ?:a): Therefore, an ATA representative was included on
the Faculty Council from thé very t;eginning. Subsequently the ATA developed policies

N

related to the matters of evaluation, selection, and research which show the Association's

heavy involvement with the Faculty, as follows:

1. 2.11 The design, approval and continuous evaluation of teacher education
programs is prifarily the responsibility of Faculties of Education of Alberta
universities, with the appropriate involvement of the Alberta Teachers' 3
Association. ' : “

2. 2.A.1 BE IT RESOLVED, that The Alberta Teachers' Association cooperale -
with the Alberta universities and the Department of Education in developing
procedures for more careful selection and progressive evaluation of prospective.
-teachers to the point of permanent certification.

3. 2.A3 BE IT RESOLVED, that The Alberta Teachers' Association cooperate
with the faculties of education in Alberta in instituting systematic rescarch and
evaluation of their teacher education programs in order that these may be
developed on a long-range basis.

4. 2.B.4 BE IT RESOLVED, that The Alberta Teachers' Association increase its
involvement in the evaluation of all aspects of teacher education programs.

e

Period of the 1950s. With the <en'c! of World War II a period of exceptional growth
followed. The enrolment at the Uni\‘«ersity‘ of Alberta rose from 2,023 in .1643-44 ()
approximately 5,000 in 1947-48 to 17,500 by the end of the decade.. (University Calcﬁdar,
1985-86, xxi-1). This enrblmcm increase w;s accompanied by government financial support
which grew propo;tionately.

The increasing industrial prosperity of Alberta hgd not succeeded in solving all of its
educag?onal problems. One of the consequences of the affluent economic base was a‘general
shift of thé population from rural to urban areas which resulied in two things: (1) a rapid
increase in urban school enrolments; (2)' a lendency among students 1o remain longer at
school. Consequ‘éntly, a grave shortage of qualified teachers was acutely felt both in junior
:nd senior high school. At the same time many people criticized the standards and qualily of

teacher fgtucation. In 1954, the Temporary Licence was replaced by One-vear Junior

(ar g ’
;_At"' - ) - .



N\, 45

Elementary Certificate which could be gaineg_ not only af,ter a single year in the Faculty of
Education, but also through Emergency Teacher Training Plan. Those plans 'provided the
same program (except for student teaching) as the Junior Elementary in three six-week
" summer sessions. This plan was discontinued after three years but the Junior Elemenm}y
remained, and continued to attract more students that any other program provided by‘ the
Facuity (Maddocks, 1970:24). People who criticized the low standards argued that relatively
low stapdards for certification failed flo attract -and retain in the profession the r‘nost'
competent students. These two criticisms created a paradoxical situation because insis?éncc on
higher standards might lead to Taller intake at the time of shortage of qualified teachers. In
any case these publ?c criiicis'ms were -widely expressed‘?l'hd received political support. The
govcrnment of Alberta responded‘by appointing a Royal Commission on Education. The
Royal Commission on Educauon recogmzed the worth of teacher education and mentioned in
the Report (1959:11) that, 'ﬁ'robably the one area in which universal accord was expressed
was that of teachers and teagher educalion. The public seemed to feel that improvement in
this area could contribute mo;:e to a higher standard.of &ﬂcau’on than any other f actor."\v

During that penod however dtfferenccs in the opinions of interest soups Were
expressed. The professional groups, L‘Ie ATA and the Faculty of Education adopted th\
pnncnple of high standards while the Department of Education and the Alberta School N
Trustees' Association bcljeved thént an adequate teacher supply had t6 be assured before
consideration could be given to the ques.tion of standafds. The recommendations made by the'i
Commission were in agreement with the policies of ‘the professional group. Fof some time’
things did not appear to change much but in the sixties there were changes that seemed to
satisfy different groups.

The 1960s. The 1960s were the years of expansxon By 1962, however, not only had
the -entrance requirements been raised to full matriculation slandards of six grade subjects, . -
but two full years of professional education became the minimum requirement for any
teaching certificate. ~ During fhe mid-1960s recuniné demands were made‘ by various

educational interest groups to extend the minimum requirements for teacher certification from
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two to four years, as well as to increase the teacher education practicum -component from six
]

weeks 1o thirteen weeks. The government decided in 1964 that the University would receive a
grant for capital development which would be determined by its number of full-time students.

All this eventually led 10 the approval and implementation by the Minister of Education in

*e

1968 of a three-year minimum requirement\ for initial certification. During this period two,

- additional Faculties of Education_came into eXistence with the establishment in 1966 of the

Umversny of Calgary and the University of Lethbridge. '

)

The 1970s. The 1970s was a decade of slower growth. There was a decrcasc in school
enrolments, and the goverment expressed a desire Jfor greater fiscal restraint. In 1976,
per-student formula of financing ended and was replaced by a system of grants which
provided for incremental increases on a base budget. Further developments relative to the
teacher education program occurred in January, 1973 when the Minister advised tQe Executive
"Committee of the Board of Teacher Education and Certification to consider a four year
proggam of teacher preparation for the first certification which would include an extended
practicum of one semester .or equivalent. After certain negotiations, the Minister of
Education announced to the legislature on May.4th, 1977 the introduction of a new policy.
This policy involved the'implementation of a program of practical classroom experience
equivalent to thirteen full weeks of field training for Bachelor of Education degree students.

The 1970s was also a period when there wds apparent goncern in the Faculty regarding
external control. Nelson. (1976:57) observes:

...there has emerged among members of the Faculty of Education a strong
suspicion of any kind of political interference or involvement in their efforts to
develop programs of teacher education. This is partly because the function of the
Faculty far exceeds the simple mandate m the agreement to 'provide courses and
programs requlred for the certification 0f teachers for Alberta schools.' More
significant is the growmg feeling that there should be as much autonomy in

developmg programs in teacher education as is enjoyed b) other professional faculties
in the University.

The Present Scene
The Faculty of Education is involved, as always, in a number of organizational .

networks, similar to other professional bodies, for a variety of reasons -- financial,
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contractual, professional, and academic, as explained earlier. The early 19805‘ represented a
critical period for the University as a whole wher enrolments again were on the increase but
government policies of fiscal rcstraiﬁl did not change. Moreover, there was an important
change in the organizational relations of the Faculty and the Board of Teacher ’Educau'on Qnd
Certification, which had played a very important role in teacher education, and among the
differént stakeholders. As the Board was disbanded in 1983, the relationship between the
Faculty and other interest groups became direct and the Faculty became more exposan.j to
external demands and recbmfn‘endaliohs. In the following section, the relationship of the
.

Faculty with various related organizations is described. The process through which'
" ['d

interested organizal'io? reaches the® Faculty with its dcmands‘ecommendations and

each

suggestions, is also reviewed.

Over the years, the Government of Alberta, through its two departments -- the
Department of Education and the Department of Advanced Education -- and throuéh its
contractual- relationship and financial ;upport, has been the most important so@f

. i
influence on the provisions for teacher education. Moreover, the Minister of Education is
responsible for prescribing courses and programs of study for pupils Which have impilications
Jor how teachers who are trained by Faculties of Education should be prepared. The
Department of Education providgs material resources o assist ‘in in-service education
necessitated by curriculum changes. An "Articulation Committee,” correlates different high
schoo! and university programs. This conﬂmlee is an avenue for the Government to inform
the universities and other institutions abcut ongoing changes in curriculum. In addition, the
Depariment of Education personnel_have mfo}mal imer_action with members of the Faculty
on a regular basis.

The Alberta Teachers' Association &» representation on the Faculty of Education

. Council undcr the provisions of "The Universities Act."' N. P. Hrynyk (Personal interview,
4 June, 1985) of the ATA in discussing the relationships between the Um’@ty of Alberta
Facully of Educalion'a‘nd the Alberta Teachers' Association identified formal and infprmal

channels that keep the Faculiy informed ‘about the field's needs and teachers' expectations.



He stated:

... through a formal meeting with the Dean's Advisory Committce at least
once a year, sometimes twice a year, if needed, the Association presents the
resolutions and policies approved by the annual meetings of the ATA and discusses
the expectations of the ATA with the Faculty of Education. Further, the annual

- conference of the Teacher Education and Certification Committee, where Faculty of

Education personnel are- heavily involved, transmits the expectations of teachers in
the field to teacher educators. There is also a committee, called Cooperative
Committee for Research on TRacher Education in which the Faculty of Education
participates -and which undertakes at least the supervision of research on teacher
education or acts as a reporting channel for such rescarch. Another formal
arrangement is in the.area of the practicum; flere is an advisory committee on
practicum to which the Association appoints a representative. :

Now, in addition, ghere are, of course, many less formal ad hoc
arrangemerNs. The people responsible for teacher education in the Association have
several meetimgs with the Dean of the Faculty of Education or with the individuals
who are oh the Dean's Advisory Committee. There are many and frequent such
contacts with the Faculty. ‘

The resolutions or recommendations that appear in the ATA Member's Handbok
(1983:181) have implications for Faculties of Education in the Province,' for example:

2.A.15 BE IT RESOLVED, that The Alberta Teachers' Association advocated that all
leacher education programs gt -Alberta universities offer a course in the legislative
and professional status of gubltc education in Alberta; and that this course requirc a
knowledge of legislatiom “éincluding the Labour Relations Act) governing public
education and the policies of The Alberta Teachers' Association. '

or,

2.A.20 BE IT RESOLVED, that The Alberta Teachers’ Association advogate that the
Faculties of Education in Alberta universities stress the importance of
communications skills throughout all Bachelor of Education programs.

On the other hand, the ATA requests that Faculties of Education in Alberta appoint a
representative to the ATA's 'Teacher Education and Certification Committec' so there is a
constant interaction. |

.The Alberta School Trustees' Association also has=representation on Faculty of

Edecation Council although this representation started only in 1982. Besides, they have other

amnual resolutions directed to the Faculty. Lawrence Tymko ‘srsonal interview, 22 May,
.

1985) of the ASTA stated:

Our expectations for the Faculties of Education in the Province are obviously
very high regarding the preparation of teachers.... Every year we have resolutions
that are directed to the universities with respect to the teacher training programs and
their contents.... Once a year our table officers meet with the Deans in a formal
sense and discuss predetermined agendas. What goes onto our agenda really comes
from the convention in terms of resolutions which member boards bring to the
convention and are adopled by the convention. These are, then, brought to the
attention of the Faculties through their Deans.
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The other institutions that influence the Faculty of Education at the University of
. Alberta are the two Faculties of Education in the University of Calgary and the University of

Lethbridge, and Faculté Saint-Jean of the University of Alberta.

Size and Structure of the Faculty
- The Faculty of Education is the second largest faculty of the University of Alberta
with an enroliment of approximately 3,500 students. The Faculty, is primarily concerned with
the leach‘ing of teachers, research, and community service. The Faculty of Education has
basicallyaa participative decision making structure, in the sense that f[aculty members
participate in the decision-making process of the Faculty and at the same time they work,
mostly independently, on tasks of their own interests. But the overall direction ;ndbimerests
of the organization are guarded by the Dean. The Dean is the leader or the head of the
Faculty who admynisters the Faculty. There are two Associate Deans: the Associate Dean
(Undergraduate Studies) and the Associate Dean (Research and Graduate Sludies). There is
one. Assistant Dean for Practicum. Other administrative officers are: Record Officer,
Operations Officer, Admissions/Liaison Officer, Scr;ool Liaison Officer, anq Planning
Officer. There are six Departments of the Faculty, headed by Chairmen who report to the
Dean. Further, there are five Supporting Services‘* units working under Directors and
Coordinators for example, Director of Centre for International Education and Development,
the Director of the Instructional Techx;.o!ogy Centre, Lhé Coordinator of Education Clinical
Services, Coordinator of the Research Services Division and, the Manager of the Student
Laboratories. B
The composition of the Faculty of Education Council shows the input of various

interest groups in the decision making of the Faculty.

Composition of the Faculty of Education Council

The Univer%xy President.

The Dean.

All full time members of the academic staff of the Faculty‘\

One representative from the Alberta School Trustees' Assoclation.



One representative from the Alberta Teachers' Association.
Two undergraduate student representatives.
One graduate student representative.
One Herbert T. Coutts Library representative.
One Registrar's office representative.
One representative from the following Faculties:
Arts,
Business,
Extension,
Home Economics,
Library Science,
Nursing, @
Physical Education and Recreation,
Rehabilitation Medicine, and
Science. :
Two representatives from Faculté Saint-Jean.

- There are two committees: The Dean's Advisory Committee (comprised of the -
Chairmen of the Departments), and the Executive Commitiee which has elected members
from the Faculty. The Executive Committee of the Faculty is a standing committe with fegal
powers and influence over the Faculty. These two committees contribute in the decision
making process of the Faculty. The Faculty of Education is also represented on the General
Faculties Council and 0;1 the Board of Governors of' the University. The Faculty also has
representation on the committees of the ATA and the ASTA. Thus, the Faculty structure
facilitates internal and external communicalions; -Internal communications are encouraged by
horizontal committees like the DA&Z and the Executive Council of the Faculty. The Faculty's
relationship with other organizations and its representation on various committees allows it to
draw information from the specific environments when the Facujy needs it.
Teacher Education Program

Teacher education in Alberta is the prerogative of three universities of the Province.
All three universities offer courses leading to a degree in education through their Faculties of
Education. Although the education of a teacher is accepted as a “continuous. life long
process,” the undergraduate degree in teacher education is a four year program. Being a
university responsibility, it is an integrated program with content courses from ‘Arts or Science
Faculties and pedagogical courses offered by various departments of the Faculty of

)

Education. Thus, teacher preparation at the Faculty of Education at the University of
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~—Alberta is a

/ ,
. multi-partner, multi-faceted endeavor. The various partners, including all

departmems of the Faculty, numerous other departments of the University and the
professton, through' their collective involvement, should provide intending teachers
with essential practical skills, a knowledge of theory and its relationship to practice,
liberal studies and subject matter competence.

(Calendar of the University?)f Alberta, 1985-86: vi-12)

Within a broad framework there are varieties of ways ih which a B.Ed. program can
be assembled. It is a combination of compulsory, elective and optional courses that may take
one of four directions; Elementary .Educalion. Secondary Education, Industrial Education or.
Vocational Education. The program content is divided it{to the traditional components of
academic c;)urses, professional courses and field experience. For example, the Elementary

+ Education route prepares subject generalists who can teach most of the subjects r:o’rmally
taught in the elementary schools of the province. Referring to the Calendar for the year
1985-86 there are five components mentioned in l_he elementary division, (1) Non-Education .
(i.c.‘ Language, Literature, Fine Arts, Mathematics etc.), (2) Basic. Education includes
courses from the departments of Educationa! Foundations, Educational Psychology and
Educational Administration, (3) Elementary Education Curriculum and Instruéu’on where
courséé are Tocused on general teaéhing strategies, (4) Field Experience/Practicum refers to
threc' levels of practicum, a total of thirteen weeks, begiﬁs in the first year and is completed
in two professional terms later in the program, and (S) theé Electives. These electives ale
minor areas to help studem§ to develop further competence in an area of school instruction
i.e., music, reéding, moral education, English as a second language, early childhood |
education, and others. .

For students working in the Sccondax"y Education route the components are ll:ne same
but teaching specializations are required in two areas - - one major, the other tr;inor. Students
choose these majors and minors from the thirteen subject areas listed under teaching
specialization. These areas of specialimlion are: Art, Biological Science, Business Education,

Drama, English, General Sciences, Home Economics, Mathematics, Modern Languages,

Music, Physical Education:’ Physical Sciences, and. Social Studies. The second teaching
| . s
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specialization (minor) can be selected from non-subject.areas such as Religious and” Moral
Education, Teaching Atypical Adolescents, and Educational Media. The lnduslri;:} Arts
Education route prepares teachers to teach with specialization in teaching about industr? with ‘

«

its application of various crafts and technologies. At the junior high school level it is a part

of general education but at the senior high school level the teaching of industrial arts subjects
may include orientation to various careers. The Vocational Education route has (wo gencral
instructional - specializations: (1) High School specialization and (2) Adult Education
speciz}l,iwion. Another area of concentration is intercultural education which prepares
teachers for service in elementary and secondary schools in areas with other cultures such as

Indian, Metis, Inuit, or in the third world countries.

N .

D. Summary ‘ -

In this chapter the cbnlextual setting of the Faculty is presented. Though research in
the field of higher educalion'conceming the impact of thé environment on these institutions is
\in'creasing. there aie few studies dealing with the adaptability of academic organizations or
with a part of such organizations. The studies done in the University of Alberta on the
related area show the ixﬁportance of the changing environment and shifting values for
Fac{ﬂties_ of Education and for teacher education. |

The historical evidence and legal contact of the Faculty of FEducation and its
relationship with other organizations confirm the importance of external bodies f 6r the focal
organization. Teacher Educqtioﬁ is a University responsibility following the 1945 contract
between the province's Minister of Education and the University of Alberta. It is a joint
venture of the groups within the University and oulsidc the University, but the Faculty of
Education has specific responsibility mr the pre-service training of teachers and for
recommending for certification those individuals who have successfully completed its
programs. The external groups thaf have had input in the functioning of the Faculty have

been recognized as the two Alberta Departments of Education, the Alberta Teachers'

.l‘ .



‘ , 53
. ¥ 0 .
_Association, the Alberta School Trustees’ Association, the University of Alberta, and a few
other organizations. Some of these organizations are even older than the Faculty and their .
interest in teacher education and the{r p&wer as orw?ud' bodies cannot .be overlooked.

Historical description reflects the relationship of the Faculty of Education to a variety of

external organizations.

s,



, Chapter IV _
RESEARCH DESIGN AND METHODOLOGY

In this chapter the tesarch design and methodology are introduced. and the
appropriateness and the value of the case study approach are discussed. The methods for the *
collection of data and.thewdata anadysis procedures are described. Particular attention 1s given

to the issues of validisy and confirmmability .

A. Use of Qualitative Methodology

The purpose of this study is to examine thc adaptability Qf ,A division of an
“educational ,organization, that is, an cr;:b\edded organization s Although there are sngdics on
organizational adaptation, as Chapter I‘l spoﬁ. to transfer a theoretical model suila;’lc for
iqdustry and the mafket economy to an educational organization in. a human-service context
did not seem feasible. Although /Camcron (1983:698)’bclic\7;41|‘1at some concepts would seem
to have relevance for a great variety of organizations, he contends that principles of effective
adaptation are not limited by organizational type as much as by the nature of the external
environment faced by the organization. Cameron asserts that similar types of adaptive and
strategic responses have Ween Tound in air transportation, hospital administration, :;ulomomc
f irrhs, and universities. However, the educa{ﬁonal field lacks a systematic research basc in the
field (Chapter III), so there appears a need for research with an inductive approach. A
descriptive and interpretive study employing qualitative research strategies holds p;)tcnlial for
examining the the phenomenon of adaptability in an educational organization. Organizational
researchers have for some time sought to utilize different methodologies for tapping the

important aspects of cnvironmem-?rganilation relations. One of their dilemmas is whether a

study of an organization and its environmental relationships should be qualitative or
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quantita ve (Downey and Ireland, 1979). Sor;xe of the researchers (Tonn, 1973; Meri;g\
1979) agree that a complex phenm(enon like organigdonal adaptation cannotrbe explained by
entirely erﬁpirical methods. Quahtauve abproach should allow 1mportam concepts basic
' cau;gones ‘and sngmfncam hypotheses to generate (Gh/r;nd Strauss, 1966 57)." Guba

(1981:5) also provides three reasons why this approach is more suitgble to examine

” ¥,

social/behavioral phenomena: (1) there are multiple realities, existing chiefly in the minds of
pQOplc (2) it is impossible to maintain mvesugalor neulrahty when working, wnh people and
(3) human behavior is rarely context free.

- The term qualilati\}e research methods Yefers to research strategies suéh as parlicipam
observation, in-depih interviewing, total pamicipatiori in the activity being. investigated, field
wbrk, which allow the “researcher to obtain fnrsi-hand knowledge about the empirical social

-

world in question. Qualitative methodology allows the researcher to "get close to lh'e‘data."
thereby déveloping the analytical, conceptual, and categorical components of explanation from
‘the data itself (Filstead, 1970:6). | .
h Although the qualiﬁt‘au’ve research method is "comparatively new in the field of
heduca‘tioh; it has been psed for a long timé i the aréa ' anthropology and sociology. In the

past few decades the adherence to logical positivist approach in ‘education has been
N\

questioned, criticized and has been juthged inadequate by théorists like Culberlson (1983:3)
and Greén—ﬁeld (1979:232- 3) 8thers hkﬁall (1977), Nagel (1977), Scribner (1977), Guba

‘ ]
(1979) Rist (1979) posit that there is a need for a different type of research Strategy other

than quantitativ® research in education. These authors*pmend that the field-oriented

'qualitalive“ approach may brove quite useful in educational research. Bogdan and Biklen

L4
J.«,.

,' (1982 27- 30) in writing abodt the use of quahmlve research in aeducauon 1ndxcate~¢hal
. »

qualiiative reséarch strategy has some of the f ollowing‘gbﬂracteristics:

-~

7 1. Qyalitative research uses the natural setting as the direct ‘source of data, and the
researcher is the key instrument. }
" N
2. Qualitative research is descriptive.!
, i

3. Qualitative researcpcrs are concerned with process rather than simply #ith outcomes or

-
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- products. ¥
. ’ [ ' v
4. Qualitative researchers tend to analyze their data ind
5. "Meaning" is of essential concern to the qualitative approach. )
West (1977:61) also points out that such resedrch approaches "allow onc 1o
understand how conceptions held by people shape their behavior, at least in part, and how
such conccptionsvand behavior/change over time." In this particular study, this rescarch
;approach was considered appropriate first, because the researcher was not only interested in
“l‘he outcomes - - the adaplations made t?the Faculty - - but also in the process of adaptaiion.
v“"‘Secondlyd the researcher was interested in knowing why the administralqrs of the Faculy
decided to adapt in a particular manner.

1

Furthermore, the term, qualitalivé research does not refer 10 a singlé method bul.is‘an-
(,umbrel__la term for numerous melho_ds and techniques McCall and Simmons (1969:i) and Van
Maanen (1979:520) indicate that the term "qualitative” has no precise meaning in the socie;l
sciences. The qualitative research method employed to study social organizz;}ions /fs”,a
characteristic style of research which makes use of a number of methods and imchrelivc

techniques. The case study'is such a technique that atrempts to describe the meaning of

naturally occurring phenomena in the social world. ’ , ’

v

B. Case Study Approach
hd 2

A casg study involves the use of qumlitative research methods to teil ‘the story of a
focused situation. Bogdan and Biklen (1982:58) define a case study as "a detailed

examination of one setting, or one single subject, or.one single depository of documents, or
1 . 3 .

L
one particular event.” Stake and Easley (1978:31) state that: ’

o " The case study is a study of a bounded system'., emphasizing the unity. and
. wholeness of that system, but confining thé “attention to those aspects that are
relevant to the research problem at the time. * >
‘ . 4 .
In the present study, a case study approach was used to.examine how an educational

organization adapts to its environmental conditidns. 'I:he case study approach is onc of the

A
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oldest ‘lechniques for sysiematizing experience,‘ for creating insighis and for teachiné and
transferring knowledge. Researchers like Guba and Lincoln (1981:371-373) describe the
characteriélics of the case-study approach (as fpllows:
1. a case-study p'rovides "thick description”;

2. a case- sludy is holistic, presenting a pncture

3. a case-study is focused ‘ . .
4. a case-study illuminates mcanin‘gs. focusing the reader's attention; and,
»
5. a case-study builds on the "tacit knowledge™ of its readers. This gives a sense of the

) v,
actual substance'of the events. o

These characteristics make the case-study approach one of the m:'my qualitative research
methodé that bases its interpretation of the subjects from their ?im of view an-d provides
descriptive data allowing a view of the world as the s;ubjects see it.

) A nurqb« of additienal characteristics of the case-study approach identified in other
writings are preseméd below. Researchers (Gross et al., 1971; Wilson, 1973) generally
St:pporl the need for well documented case study materials for xhe sake of good 4heory and
- practice. Helco (1972:82-100) indicates .that the case studies have unique advantages for
theory construction. Meoreover, with their 'abili%, move” with the reality of dynamic
factors -- i)y reléﬁ'ﬁg events to antecedents ‘and contexts -- lhe'casé studies ca‘n identify new
rela'lionships rath‘er than simply describe the events. In the area of managémem of
organizations and in related areas of change in organizations, ﬁ?)'wever. the case study
approach is specifically favored.' The strengths of the case study approach, such as, dcplh of
understanding or precision of description, have been noted by several authors (Kennedy, 1978;
Stake, 1976). H;f ferbert (1974) contends that the caée study approach enables the researcher
to capture the "dynamism of process” and pre;gm it “richly and lgcidly." Shaw (1978)
po"ims out that the case study approach makes it possible to focus on how. people deal with
specific broblems Theré is potential flexibilty of analysis in case studxes - Blau (1955)
indicates that the case sludy approach makes possible for a researcher }o worrk on data

4

gathering and data analysis stages snmultaneously. Even Campbell (1974:24-25) has to

7
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renounce his strong criticism of "one’shot case-study” and acknowletige that the case-study

"provides even the quantitative scientist with qualitative kno(vicdgc that enabk;g him to calch
i - : .

-

misunderstandings, error, and fraud in his data.” »

The case-stud} approach was deemed particularly suited for the present study which is
a study of the adaptation of a single organization. The Faculty of Education. in spite of
con;isting of different units, constitutes one (albeit "embedded”) organization. Further, as
Herrioﬁtl. and Gross (1979:353-54) posit that th's method, "conslilut;cs a highly uscful
mechanism to describe and analyze the complexities and realities of change cfforts and the
personal, social, and cultural factors that inf luence them.”

To examine the adaptability of lhe Faculty se'ven issues were studied. In many ways,
the in- depth examination of cach issue constitutes a case- stud) in its own right. It has been
assumed that these ‘mini case studies would provide a contmous pncturc through time of
experiences, social forces and influences” (Fairchild, 1962) surrounding the focal
organizaLiOn. the Faculty. of Education ~al the University of Alberta. In addition, it was
anticipated that the description of seven case-studies which examine one phenomcnon -- the
adaptability of the Faculty of Education -- would increase both the vali:h'ly and

generalizability of the study in the same way that the muliisite approach docs (Herriott én‘d

Firestone, 1974:16).

C. Research Procedures

£4

The study was imegmonally unstruc%gred in.the rescafch design, in.kccping with the
accepted pattern in qualitative researchv’# ord';r‘ 10 "maximize discox;ery' and description”
(McCall'and Simmons, 1969:i). But as 'Séhatzman and 'Strauss (1973:145) indicate, although
field research does not need operauonal design, it does requlre a set of stratches for dau
collection and analysxs o @ ,

The literature on organizational research is full of various questions and coatroversies”

regaraing the methodology and instruments (Downey and Ireland, 1979). Pennings (1975)
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posits that studies which fely on subjectivé data like questionnaires or interviews, provide
stronger support for the theory that environmental yariablcs have organizational correlates,
than the studies .which use objective data. For ex;mple, Woodward (1970) used
amhropological methods of data collection gmd Hickson et al used institutional data 1o
examine organization-cnviroi;mem relationships. They were able to confirm that there was a
correlation between environmental inputs and vorganiuti.onal functionings. In theu study two

research methods, documentary review and interviews, formed the major daia sources for the

casc study. The afogementioned data sources. used for the sludy. were essentially of three-

Y

iypes: (l‘)"ﬁmary documentary data such as minutes, recommendations, and reports; (2)

Seconduy documentary data such as personal reports, articles, evaluation reports; and (3) the
. data derived from inlerview§.

Documentary re'iriew. Lawler él al. (1981) contend that the richest source of

7

unobtrusive data is the various documents, records and written material that are in the

;iossession of the ‘xnizau'on. This type of non-reactive data_makes a great contribution 10

, ]
organizational studies. A literature search is the common adjukct to almost any rey&rch

effort, but it is.an important source of information about the organization in its ovﬁ right
March's "Handbook of Organizations” (1965) is an outstanding example of literature seafches
L J . &

being undertaken to study various organizations. Staw and Szwajkowski (1976:352) have

- accepted the importance of documentary search for organizational studies:

The primary advantages of archival analysis lie in the non-reactivity of
measurement \and " the relative low cost of getting data from a wide number of
organizations{ The primary disadvantage of archival research lies in the rigidity of
data base. chival dfta may not be available on critical variables or data that is
available mfy not be suitable for statistical analysis. Even with these liabilities,
rch in the organizational area has only barely touched the potential
| archival data on the internal behavior of formal organizations and the
actions of ofganizations in their environments. d

(R

Government of Alber

-~ ®

d position papers, briefs on programs, the published rescar@l by -
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fellow academics in related disciplines, clippings and news, news bulletins ol various related
organilgtions.

Interviews. The interview is considered 1o be .one of the major research’techniques
employed by the social scientists (Dexter, 1970; Wiseman and.Aron. 1970; Denzin, 1978).
Denzin (1978:89) believes that the inlerﬁew "temains_(and rightly s0) the basic soutce of
sociological data. Thé interview may be complementeq by other methods ... but it will never

be replaced.” ) )

7

The foqns of interview vary from highly structured formats to open-ended,
unstructured ones that employ neithez fixed questions nor a pre-delermidéd order for asking
questions. Dexter (1970:5) defines this type of intci’viewing as "élite and specialized,” where
the interviewee's definition of the situation is stressed; the interviewee is encouraged 1o
structure his account of the situation; and the imerview;c is perfniucd to introduce his notions
of what he regards as relevant, instead of relying upon the investigator's notion of relevance.

"According to Dexter (1970) in "élite and specialized” interviews the interviewer takes the

position that the respondent's view of . the situation mayl be respected, The interviewer

provides certain broad, general questions and records the responses. This form of

interviewing is recommended by Dexter (1970:14) for two situations; one, when the
interviewer knows about the topic and can make appropriate discounts of interview
statements, and secondly, when other sorts of data, like, different interviews and documents

can be used to check and correct the information provided.

' Kvale (1984:174) also identifies twelve main aspects of an interview situation.

According to Kvale a qualitative interview is:

... centered on the interview's life-world; seeks to understand the mcaningﬁ‘
phenomena in his (or her) life-world; it is qualitative, descriptive, and specific; it is
presuppositionless; it is focused on certain themes; it is open for ambiguities, and
changes; it depends upon the sensitivity of- the interviewer; it takes place in an
interpersonal interaction, and it may be a positive experience.

T

An open-ended, semi-strucluLed;”p?qgch ot g swas also employed in

conjunction to the above-mentioned format.gF intervi rﬁgp different formats of

~

interview were directed to different groups. While the foxméf"one was used with the Tkey

N
. .

?

P4
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anorma@e later format was used with outsiders or with the people recommended by the
key inl;ermants because it was found that these people had to provide answers to specific
questions ‘onk'parlicular issues. i

In- ‘the study the interviews provided informali?n that .was not available in
documentary sources and assisted in interpreting findings obtained from the documents as well
as provided a means ‘of cross validation. The interviews, meant 1o stimulate r¢collections of -
specific past events, also helped :ld‘identify new questions that arose in the course of

discussion and obtained the opinions of the respondents.

Data Collettion . .
It was expected that the emphasis in data collection would shift from primary
doeumenlary ‘sources to secondary documentary sources and then to data derived from the
interviews. But these data proved to be interactive. While the primary sources led to
secondary sources and helped in identifying interviewees and interview questions the
information gathered through an interview led the researcher back to docurrrenls. especially
secondary ones. Consequently, there was a constant shift from one type of data source to
another. . | 3 - |
- Permission was sought from the Faculty of Educalci,on. from the Alberta Department
_of Education and other organizations te—gain access o relevam files and other official
documents Tﬂt\\ocumentary research moved from a review of documenls msrde the Faculty
to outside sources. The minutes of the Faculty of Educauon Council Meetings were consulted \
first. A kview of these minutes was conducted in the offices of the Dean of the Faculty of

4%
‘ Educalion. The researcher Y ed Yhe documentary search with a general question -- What

A

adaptamms changes or responses were made by‘the Faculty of Education at the Unive

Alberta durmg ‘the the deca¢ 1974-19847 The search was directed lo find,,
influences ag well -as traces of resraonses ohthe Faculty Major ..1ssue,s rhat
ﬁcully dyring the period ol; i§74 1984 were Jlfbg::d by the extem o whrch tl%ey ‘.." -y
the written records of the Faculty Iﬁe documemary M also helped to 1denufy the

’.‘ﬁ .- IS
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Faculty's responses (o its external condilions.. Similarly, the minutes of the Board of Teacher
Education and Certification were consulted in the offiécs of the Direttor of Teacher
Ed}.lpa;ion of the Department of Education. Summary notes were made and photocopies were
prodﬁnrén after permission was given. Minutes are referred to by the date of the meeting. No
direct quotations were taken ;’rc');l documents that were marked confidential. Sccondary
QOcuments were reviewed whemgver they became -know.n. and notes and copies were made.
The archival material was used" to provide background information and 10 build up a
description of the context'of the Facm hey were mainly used for historical data, for
describing major environmental influences prevailing ‘in the period, and>,lhc relationship
between the Faculty and other related organizations. Some of this information constituted a
part of Chapter II. \

To examine further the responsé of the Faculty to its environmental conditions,
interviews were used. In the initial stage‘?)'f'fgearch. preliminary interviews were conducted
to test the feasibility of the study and to check the mjor external impacts on the Faculty
during the ten years, 1974 to 1984. These data from the documents and the information

gathered from the preliminary interviews with a few important people from the Faculty led to

the identification of certain issues (see Chaper V) which were selected for, in-depth

© examination.

At the later stage interviews were employed to explore ihc causes and processes leading
to particular adaptations and changes. The people engaged .in administering the Facultv for
‘the last ten-twelve years were considered important information sources and were called "key
informants.” These interviewees were s;:lecled on the basis of ‘their official status, their
involvement in decision making, anq their knowledge. They we_x"t sought among present,
recent apd former administrators and decision makers within the Fgﬁulty. Names of the key
personalities, namely, the present and former deans during the pas{ten years, were provided

\ ‘

by primary documentary search. In total fourteen interviews were conducted with the four

key people who were or had been Deans of the Faculty.
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In the present study unstructured and "élite and specialized” format of interviewing
has been adopted to attain in-depth and specialized information. Use of thjs~format has
made interviews informal and convcrsauonal and relied more on spontaneous generation of
questions. Thus these interviews were of various lengths and intensities. Moreover, ' this
format of interview was combined wnth a general interview -guide approach in which the issue
that had to be explored with the respondent was outlined before thq interview began but was
not p_ursixe@ in any particular otder. If necessary, leading' questions were used particularly
toward the end of an interview. Moreover, the respondents were told the topic of exploration
several days before the actull interview was conducted. The researcher also ensured that there
was sufficient time between the inierviews. ‘

| The key informants, in turn, were asked to suggest the names of others who they
_lhouéﬁr could provide valid information. This progressive nomination technique was used to
ensure that sobhe of the people involved in ilx process were identified. Depending on their
availability and on the perceived need for more information these people were contacted for
an interview. This process helped the researcher to get in-depth information about a
particular issue and to cro.!alidate earlierostatemems. Several others., who were interviewed,
were profes®rs or associate professors within the Faculty. ' .
| Other interviewees were selected from external organizations. These outsidersw%:re »
the representatives of the Alberta Department of Advanced Educ;lion (formerly /(lberta
Advanced Education and Manpower), the Alberta School Trustees' Association, the Alberta
.Teachcrs Association, and the Alberta Department of Education, as well as administrators in
the University of Alberta and from the other Alberta universities suc@§ t?,the: Deans of other
Faculucs of Education. Because of the specific nature of some offﬂ:%nf&maubn desired,
"'me format of the interviews was changed from time to time. Téle é’ddiﬁonal interviews were
g)d;: structured\ and focused. In these semi-structured intgrviews the researcher used a

I

“specific set of questions with every interviewee. At the same time this strategy allowed the

7 ~

interviewer to clarify answers and to learn the opinions of the interviewees. g W4
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Agreement was sought from each interviewee to have the interview taped. All agreed
to having this ‘done. Some of the respondents were selected for follow-up interviews in order

to clarify ambiguities.

Data Analysis

Ahhough‘dala collection, coding, and analysis wauld seem to be linear processes. in
the study they were often carried out concurrently. The data were analyzed at cach of the
stages of research development. Gilaser and Strauss (1967) advocate that data collection,
coding_ .and analysis should be ongoing throughoﬁt the study as the information obtained
points the direction for future sampling and determines the focus of future interview probes.
In the study the data analysis was undertaken both during and subsequent to data collection.
Understandings developed from the analysis of the documentary search were used to design
specific interview questions and interviews led to re-examining literature and to further
questioning.

The documentary data on various issues were arranged in a chronofogical order and
were placed in separate files, one for each issue. Then a further breakdown of the data was
undertaken, separating the external demands, recommendations or expectations from the
Faculty's responses for these demands, rec'ommend;\h;ons and expectations.

£

Later, the information gathered from the dochmenls was supplemented by interviews
to fill in the gaps. Interviews on specific issues helped provide the historical overview for
each of the issues. A written transcript was prepared for each interview. Fach interview was
numbered. Then sentences ass&éialed with the same idea were transferred 1o a card along
with the interview number. Each of these cards was then assigned to the appropriate one of '
the seven files. Categories and sub-categories were developed for each file based on the new
information. For example, from the documentary data sources two factors -- internal and
external -- of a particular issue emerged which represented one stage of historical
development of that issue. Subsquently, it was possible to identify internal ;"ind external

factors at different stages of adaptation, such as its initiation and implementation. Similarly,
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sub-categories also emcrged from the coding.

The documentary data were used to confirm and cross-validate the interview data
because in some cases the respondents were unable to recall specific dates or events. The dala
were analyzed to infer patterns or consistencies. The information that seemed to be relevant
1o problems under investigation were singled out and were put tegether while irrelevant
information was put aside. The generalizations that began to emerge early in the data .
colléction phase had been confirmed or rejected in [ater interviews. Ther® was an agtempt to
interpret each case-study and answer a number of questions on environmental influences,
patterns of organizational response, interplay of environments, facilitators and impeders in
the process of adaptation. ‘

Each filé was subsquently arranged to give some semblance of order to the
inl'orfnzﬂion gathered. Transcripts .were-retumed to key informants for verification and

additional information.

D. Validity and Credibility

!

Since the study did hol rely on stalisti;al analysis of data, the usual tests of validity
and reliability were not applied. However, b/oth quantitative and qualitative studies have to
convey the findings in a credible manner. The questions of validity, reliability, and
objectivity haye to be answered in all scientific inquiries. Guba (1981:10-25) considers that
the validity or "trustworthincss,” as he calls it, of ‘qualilau've research is concerned with truth
value, applicability, consistency and neutrality. In order to prove the "trustworthiness” of the
findings the researcher has to ensure that the findings are credible, transferable, "depcnda'ble
and confirmable (Guba and Lincoln, 1982:246-7).

Credibility is the deéree of confidence in the findings of a particular inquirly. The
crucial concern in naturalistic or qualitative research is whether the researcher's analyses and
imcriaretations agree with the subject's views and perceptions. Observation, peer debriefing,

triangulation, and member checks have been recommended by Guba (1981) to ensure
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credibility. The proponents of naturalistic inquiry discount generalizability (except in a
limited sense) but agree that transferability is‘possible. To-ensure transferability, purposfe
and‘ theoretical sampling (Guba, 1981) and “thick description” (Geertz, 1973) /ar;-
recommended. “Thick description” permits the making of "reasoned judgements” concerning
the f it_ Between the present and other centexts. Dependability refers to stability of the data.
To ensure dependability the researcher may employ triangulation or establish an audit trail
‘which will pe,rmi( the reader to examine llic process whereby the data \yﬂ collected, analyzed
and interpreted. T(; ensure confirmability, Guba (1981)  recommends that the researcher
should employ triangulation. Thus triangulgtion stands as an assurance of methodological
rigor 10 ensure credibility, dependabilisy and confirmability .

Triangulation is often recommended as the most preferred mclhodqlogical strategy
especially for elusive terms like legitimacy (Miles, !?79) or ar_;xicly (Jick, 1979).
Triangulation fs accepted as a means of ensuring that the findings are valid (Denzin. 1970;
Jick, 1979; Patton, 1980). Denzin (1970:297) defines £n'angulation as the "combination of
methodologies in the study of same phenomena.” In ?hc triangulation process several
different methods are used to address the s’a'mc theoretical questions. Triangualtion can
involve varieties of data, investigators, theories, perceptions, as well as mclhodologics'
(Denzin, 1970:301). This process is based on an assumption tha. the confidence 6{ an
instrfmenl is determined by the size of error it 'aUOws. Thus confidence in the measure ﬂcan
be enhanced by minimizing error in each instrument by comparing information from multiple
sources. According tilick (1979:604) the "effectiveness of triangulation rests on the premise
that the weakness in eaéh »single method will be compensated by the counter balancing

strengths of another.”

In the study’ an attempt was made 16 cross‘-vgigiate anﬁ ensure the reliability of
infon;xation t;rough’ the use of multiple and varied data sources by a triangulation process.
Interviews from different peopie in relation 10 the same issue, official and non-official data,
perceptions of insidets as well as people from outside the organization led to triangulation to

assure credibility and confirmability. Purposive sampling was used when key informants were
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asked for other inowledublc persons to ensure transferability. Credibilit); is also a\s:w
because of mcmﬁer checks and peer debriefing. The audio tapes and transcripts were ke;;t for
auditing. Thus by jumposinﬁ different modes of enquiry and analysis, the study gained the
discrele advantages of each and offset their inherent ligbiiities, thereby achieving deeper
undmundin; of the concept' of adaptability than would‘ be attained by using ‘either mode
alone. Any inoonsiuenciés in the inror‘mation piovided by the iﬁterviewés were noted and
probed.
) )
| E. Summary

This chapter has presented an overview -of the research methodology used in the study.
The study adopted a case-study approach, it was essentially descriptive in nature. It was not
designed to test or verify hypothcses. Only one organization, the Faculty of Education at the
University of Alberta, was selected for study, and only one phenomenon -- adaptability of
the Faculty -- has been studied through tthin-depm examination of seven issues. A
discussion of qualitative research methodology and of the case study approach, presented in
the chapter, reflected upon the appropriateness of these resecarch methods for the present
study.

Strategies of data collectior? included documentary research and intérviews. Interviews
of past and present administrators of the Faculty, several faculty members, and the
representatives of stakeholder organizations were conducted. Data were also collected By
‘means 9!‘ survey of*primary and. secondary documentary sources.

These data werckanaly'zed.both during the period of data collection and subsequent to
it. Finally, the validity and reliability of the data were ensured by a variety of procedures

such as triangulation, member checks and peer debriefing.
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‘ Chapter V

L4

IDENTIFICATION OF SIGNIFICANT ISSUES FACING THE FACULTY

, ; B .
The term “issue” as it is used in this chapter is defined as "a matter. the decision of

which is of special importance.” The Faculty of Education at the University of Alberta has
faced many‘prpblcms and a van’ety of pressures from within and without during the decade of

' 974-1§8h Those problems and pressures which were of critical importance for the Facultly
. Y

, and wlnch rcqulrm. a definite response from thé Faculty are considered as issues. The
purpose of this chapter is to present the issues ideniified by meins of the documentary search
1

.y R * .' . i . :
iind nferviews and to describe how and why seven issues were selected for in-depth
oaed

exammaiiqn in this 'study’ on the adaptability.g‘or the Faculty.
RN X

s , 3 . ~

" A. Identification of the Issues

,
.

;On the basis of 3 preliminary review of literature and search of relevant documents.

S U o, P L . . ,
. certain issues, were identified which affected the Faculty in the area of teacher education

e
?

B

during the ten year period, 1974-1984. These documents consisted of theses on related topics,

.

¢ reports mmutes of lht Faculty of Educatiom Council, fmnulcs of the Alberta Department of
EdUCauon s Board of Tmcher Education and Cerufncauon Executive Councnl and yearly

‘resolutions of both the Alberta Teachers' Association (ATA) and the Alberta School Trustees' /™~

Association (ASTA). Numerous issues werd identif’ ied'which demanded the involvement of
-3
the Faculty of Education. There were many pressurcs on the Faculty from time to time .10

modxfy its program areas -- to broaden or to change them. There were various demands for
changes whereby new temporary or permanent units would be addo;d.‘commiuecs established,
or policies changed. The Faculty did not respond positively to all these pressures -some were .

ignored. There were references to certain problems in the minules of the Board of Teacher



N

Vo

v

9 » ' ~ -

R

ab

69

‘Eduncatiyn and Certification (B'[ﬁ) or in the resolutions passed by the ATA or the ASTA

that recetved limited attentron in the dlscussrons a

.

adminjstrators of theﬁ’dculty.

cach and every reqtlest o% demand put forward by any individual or o.rganization. He
‘ N - ,

wre Faculty of Edueatron Council. The

Worth (Personal interview, 15 October, 1984) copsidered it impossible to respond to

a

recalled:

‘ w
of the .o

nization that each and every piece of envrronmental information is not passed

e

When'1 was the Dean we would receivé three or four ?csolu jons a term from
various orgamzatrons asking Tor the inclusion of a compulsory course in the B.Ed.
program in an ajea of particular interest to them. We simply could not respond
positively to all of them. If we had, the teacher preparation program would hate
become a "monstrosity.” Some proposals were rejected outright on phrlosophrcal
grounds, others were shelved because we felt we could never justify or secure’the
required resources. Still others were given brief consideration before they were laid
aside, while a few were studied very carefully and eventually influenced the shape of
the program. In each instance, we would send a polite letter to”" the sponsoring
organxzama advrsm,g them that we were unable to accede to their request at this
llme : . ) \

-

l

. through _He said+ ‘ v | -

‘~
Ty

'y
o

Paculty of Educauon Counal and Faculty tornmttes helpq;l the researcher o recognize tt,mge _

g

issqes ‘th,t did not 'get alposmve response from the Faculty could not be copsidered for,

in-de\Rexamination irrespective o

N

One of the functions of the Dean is to shreld the Faculty from the influence
of the environment. He serves as a gatekeeper and tries to create an atmosphere of
stability. Sometimes he fends the pressures off or deals with them without involving
the Faculty. I think that it is important for the leader to mamtam the equilibrium
and stabilily of thé internal envrronment - -

1

»5 finS focus of the study was on the. deftmte and positive responses of the Facultv

4

\
- l

thls phenomenon of negatrve response eraphasrzed the srgmftcance of the admrmstrators

[ 4
. 2

'S

chorce and fdecrsrons K 5

-

& W

The effort amdenttfymg the srgmfrcant posrtrve rssues. was based on primary

,documents secmgiary- documents and. prelnmmary muemews .

same interview, Worth f urther explamed that rt was necessary for the stability

f their importance or significance. But at the same time

~

/

/

4
dccrsron of whether or not to respond to all esternal pressures was dependent on the

,\ Prtmarx documen&s The eir nation of pnmary documents like thenmmutes of the -

) ]

s LY ’ / »
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issues that dominated the discussions of the Faculty of Education (:‘ouncil ‘in the arca of
teacher education during the period of 1974-1984 within the Faculty of Education at the
University of Alberta. Several definite changes were also made in the program content,
technology agd structure of the Faculty in response to internal needs and external
expectations. A proposal for the Faculty of Education's.Teacher Prcparation Program '

developed in 1976 states that: - lad ’ -
: *

-

N
Teacher Education Institutions toda) are finding that they 'a/’hav% "" )
respond to new and increased expectations of schoel sysiems, parents and |
. groups, with respecy to the preparation of teachers.
In addition, contemporary teachers aré being called upon to practice in a
’ raprdlyochangmg social environment, and deal with more sophisticated and diversified
issues than has been the case in the past.
> .....The Faculfy has developed a variety of innovative’ acuvmes and program{,
mcludmg among many, the music education, the .multiple-activity industrial arts
program the curriculum laboratory the intercultural education program, and
.resources in computer assisted instruction. Both the number and the quality of
Facujty “activities are evidence of-its diversity of expertise and its capacity for
o leadershtp and innovation.

( Eaculty of Education Council Meeting Minutes Oct. }9, 1976)

Vanous 'ptog‘)n changes haxe Q;& been made during. the decade of ‘1974-19 1 4 10
ennch teacher edugtlon and to%* the unique needs of th{student population. Walter
Worth the Dean of the Faculty of Education at the Umversu;eof Alberta for the years 1975

10 ,1983, mentnoned in 1 Faculty of Edut-auon Council Meeting in 1981 that significant
development actrvmes of the Faculty were, V" ... regarding compulsory experience for all
e undergraduates relatcd to learning disabilities, a mmor'm special cducatron for the industrial
arts, secondary hd vocational routes a B.Ed w:t@ut Cerufncanon and computer lucracy
(The Faculty of Educatron Councrl Mmutes ~September, 1981) In addmon many lemporary
[ 3
and permanent units and commrttees have been estabhshed to facilitate the teacher education

program of the Faci?lty. such as the College Lratson Commrttee the Division of Freld Sevices,

the Cotamittee 1o Investrgate Undergraduate Wrmng snus and the 1.ong Range Plinhingia, =3,

'.'t” ”‘
Committee. . ’ ' «s,
@ . ) ° ’ . {"‘

e ‘ s
S Some of the changes mentroned in Faculty documents were related e pohcy %’

several of these changes had eﬁemal input. For example the Faculty accepted %e Board of

Teacher Education and Certification's guidelines regarding after-degree certrflcatron stathhg
S ’ a
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that this certification should include a professional component of 7-12 full course équivalents ~

including a full course in practicum experience. (Faculty of Education Council Meeting,

Deccmber.S. 1975).' Or. in its April 20l_h. 198> meetmg., Faculty of Education Council
- endorsed ,'i\;xe inclusion in the calendar of stalem'ents on the Grriiing competence and speech
screenmg by stating that "All studcnts in the Fa.cully must provide evndence of competence in
both speech and writing.” This was a}n issue which the Alberta Teachers AssSociation had
been pressing for a long time. Some Issues were concerned with the quali/t&' of teacher
education, others weré related to enrollment and demographic problems. For /'example. "The -
Repoft of‘me Edmontgn*Public School Board's ad; hoc ‘Committee on Standards c;f Student
Achievememv imLangudge Arf'e' (November, 1980) recommended that the Faculty should give
consideration to having all teachers in training s#fisfactorily complete a course in language
arts and reading (Faculty of Education Council, December 2, 1980). In addieion. General
Wies Council asked the Faculty to respond on tne,)mauer of admission pBfcies and qu(’)ms

"y

in faculties (Faculty of Education Council Meeting, January 7,‘-1984). .

‘Secondarj_documem_s. In an attempt to delermine the significance and the irn;)ortance- ~
o~r the issucs;,-§uppon from other sources, such as secondary'dbcuments and interviews, 'v:'as
sought. Secondary documents such as books, nrticles and reports gave some indications of the
issues affecting the Faculty of Education at the Universjty of Alberta. Fullan and Wideen
(1980) in their report on the Umverslty of Alberta’s Faculty of Education menuoned specific

’changes mcludlng the extended practicum, the developmenl of cur,nculum and instruction _
courses and their integration into the practicum, the shift to a generahst elementary foule
and a revised undergraQuatc program. n . R 4

In the report of the third Alberta\ri-University Conference (1981) the establnshmem
of 1hree "impressive” ¢o, mmees was meptioned by Robert- Anderson, the then Dean of
Education at the University of Lcthbrxdge as planmng mechfntsms of s Faculty of .

. Education at the University of Alberta whose purpose was to bring in positive cha es in the
area of teacher education. He spec:f ically menuoned the estabhshmenl of the ndcrgraduate
Studies Review Con}mnttee (USRC), the Committee of Basic Sy}s and Knowled‘tjGBSK)

} 3

.
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’ ®
and the Commiuee on Course and Program Review and Approval (CCPRA).

Preliminary interviews. Preliminary interviews were conducted with the administrators
of the Faculty to help the researcher to discover and understand their perceptions™with respect
to the major issuesvfacing' the Faculty which had; some external input. For example, Walter

H. Worth (Personal interview, 15 October, 1984) commented on certain demands from
-3

outside and on the Faculty's adjustments to éOpé with these demands. He mentioned that:

The ‘major pressure for change, mo doubt, was for increased time for the
. practicum.... These were also some changes in the schools that made us move away
from a specxahst toa generahsl approach at the elementary level..

Although we havé been a leatler in computer technology for a long time, we
were ill-prepared to meet the dramatic risc in the use of mi¢atomputers.
Consequently many exigrnal bodies viewed us as being unresponsive to-their nceds.

- s another area in which we had 10 make ccrlan‘
cberta Catholic %chool Trustees'- Association.
Another kind ol"'Yjg#¥sure came from the Alberta Teachers' Association and
ool systems for greateg/attention to continuing professional edugation. Still others

wan yi\dc%etfmpulsory course in the leacher education program dcalmg
with lhwarnmgxh‘sa

Myer Horownz (Personal interview, 2 October, 1984) who had preceded Worth as
Deaff, responded: , . , '&'s
I think that the }aculty is somewhat preﬁarcd to meet the external!

challenges.... The Extended Practicum is a good example. The Morning Star 7
Project, as I recall was a success. The Faculty was able to respond positively with

some special funding We took seriously preparing all teachers for lcarning
disabled children. It was an area in which we were interesied and wanted to do
something.... ‘ - o

’ . M ) ' l B

-

B. Selectionl of the 'Issues

- 3 \
From the many issues identified by means of the protedures explainede-above, seven
. \ . -

-

were selected for in-depth. eMmination. The selection was made on the basis of the following

corﬂlrauons

. The figst consideration was tt)e manageabxlny of the project. It was simply impossible
/ '
to study allfﬁthe issues in detail in the hmued ‘period of time available. . hE

The sécond_ consideration was the importance given by the .administrators of the

Facixlty to the issues. Rather than relying on the subjective judgement of the researcher, the
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®
views exposed by experienced administrators and members of the Faculty during the

preliminary interviews served as a guide. Issues which they felt held particular importance for
the Faculty during the the years 1974-1984 were selected

The third consideration ; or selecuon was that the seven issues would be in response to
-some external impetus. Other considerati.dnsf for selection were that these issue% should cover

differem time periods for the decade 1974-1984 and these issues should represent diferent .

w A ! .
arcas of response. o . .

- L]

. a Stmllarl) cpnsxderattoh was given to why a parttcnhr issye mtght not be selected for~ - |
,t» deptﬁ exq:tnauon in the present study. First, some of the issues related to teacher
edycation demtnded ﬁlé;&bqbon of the Umversnty, the parent organization, anvot of ghe
Faculty. The admissiorf mm&ncy exammatton,radmtssnon requirements or policie$t related
to a quota, are two examples ln.:elauon to the lat‘? Horowntz explained, "...although the x4
Faculty of Education should have its spectf ic n@s in m'lng the dem%o%on’a quota should be

. Y
a University decision, not one left to individual faculties.” (Minlfies of thé Execuu‘v'é
)

Committee, FEC, Jan 7, 1975). : o ?

-
.

Secondly, those issues where the decision for change was entirely mternal were not~
a2  considered as good examples o{ the Faculty's adaptation and were dropped from consideration
‘.for the present study. Examples are the creation of the Committee on Course and Program
Review and Approval (CCPRA) or the Undergradlﬁt; Studies Review Commntee (USRC).
Faculty records reveal thg in Apnl, 1976, the Faculty of Education decided to establish an
Undergradttate Studies ‘Révision éommittee to "thoroughly examine the Faculty's B.Ed:
degree and teacher certification.” Likewise, the establishment of the CCPRA was the decision
.Aof the Faculty. as (Vorth explained He/ipdicated thatyghe Faculty wanteq td establish a' .
mechamsm 1o provide f or a contmuous ey uatton feedback an adjustment of its programs.
Another feature of tthommxttee waf to expedite approval of ngw courses and chal'rges in .
courses to lighten e wotk of the Faculty Council. .

Likewise, _tnnovattve prOJectsrsponsored by various departments of the Faculty or by

an 7 dividual Faculty member were not considered appropriate for in-depth examination in

“ P
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the presem stugz as they drd not represent the Faculty as a whole but segmented efforts of

*individuals or groups. In 1984, in response 10 a directive from the government, a report was .

‘o

submitted by the Deans of .EducaE: of Alberta universities in a proposal entitied, 7Deans'
» B

Report: The Model for Future: ation.” . Although this issue was grven impetus from

&
outside thg Facalty of Educatfon at the Umversuy of Albcna it wgs ot consrdcred for

detailed examination in the presem study for two Teasons: ‘ ' Jggas made not by

the l*nversrty o(,Alberta‘ Faculty alone, but by'the ’ AKXl INeria Faculties of
¢ d [ . . e .

Equcation.g(2) the report did not represent the viewpoint

of the Deans.

. . K L A
Moreover, financial’ pro he chief worry of the administrators of the
. [] »

lnabequatc financial Supporl from the pareng

orgdnizalion (ref. letter of Dean Wort lo the Vice- Prcs,xdem Finance and Administration of

Fagulty during the years 1974

tﬁe Umversrty of g_\lberta dated June 19 1981) and financial constraints imposed upon the
Fagulty due-to trgm fiscal policies of the gqvernmem (ref. University of Alberta Prcsrdcnt Sa
letter to D. E. Beréhofer. Assistant Deputy h:il“kf Advarrced Education, December,
1981, and letter to. Dr. A. Pearson, .Assistant fidan Practicum,- from Dean Worth, 7
January. 1982) appﬁared repeatedly r%}'aculty documems The pr‘oblem of rmanual
constramls was not tb be raken as an issue for exammauon of the continuing nature of the
,groblg% It, was a specific prablem whrch required lhe Faculty's one-time responsc.

However, the‘problem of finances consmulcs a part of several of the issues studred

?

-

The issues selected were the f ollowing:

1. Should the téacher educaliorr prac'ticum be extended? o V o
o _
2. Shouid the Faculty prepare native teachers?

3. Should the.f*hy offer spe&al preparauon for teachers of Catholic schools"

4. What provisforrs should" be made to prepare teachers to cope wnh learning ‘disabled
[ , . . . :
children?

5. How could the supply of vocational teachers be increased?
6. How should the Faculty respond to pressures for increased comput_e? lilcf"aey mbﬁg

. ¥ P
\

r
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te’achers"

AN

7. Should the teachers be p/repared by means of a generalnst route rather than being trained

as specrahsts" . ‘ ' \ . {

) The study of each of these issues took a form of mini case- studnes whose l'ocus was
p ' -
. on the adaptabtltty of the Faculty. these issues revealed two common charactenstlcs (1)

they had certain external inputsy and (2) they required some direct response by the ‘Faculty. ‘
' . \ B

To cover the period of 1974 1o 1984 an attempt waS“yade to take up thase issues which_were

L}

of importance during those years and to specify the pArticylar year or years for each issue. It

:“'

adaptation into'a specific time-frame.

A

"is impossible to fit the pfocess of ogganizati

! Therefore it was necessary, on occasion, td‘revieW; t%rr events that took place prtor to or

A\

- f ollowmg the actual period of adaptatlon f or a specific issue.

“

Thus in the decade 1974-1984 there v&re three major dtreouons or themes for the

m;ses ma&*y the Faculty and the af orementroned tssue§ ma‘hssnf ied igto these.

"llhough the categons may not be mutually exclusive, for the purpose of stmphl'rcatton the
-.~' X,
- “ istues may hroadly be grouped as follows ‘Flrst is the,‘xesponse to policy changes; for
example the mtnoductton of the extended practicum was in’ response’ pohcy .changes

introduced by the Government tegardmg the certtl‘ ication of teachers S‘d revisions were
, A 2
_ made or programs.were added 10 sattsfy the needs- of a particular group or clientele. For -

examiple, the preparation of Native teacl{}srs. the preparation of teachers for Catholic schools

and thé preparation of teachers to cope with learning disabled children. Third, some attempts
g / : . .
\ . . N !

‘were madc by the Faculty to’cop‘e‘with changing needs for.teachers. In the area of

mstrucuonal component, the content of teacher prepa‘rauon was changéﬂ‘ to ensure that thc

- i ]

needs and expectatrons Tor teachers trained in particular areas are met, for example, tramm§
of vocattonal teachers making teachers com(buter literate -or mtroducmg a generahst
elementary toute or major/mmor at’ the secondary level. The: gree "major"” drrectrons or

themes and the issues associated with each are shown in Table 5. l

<
o

. The selection of these issues also mchcated that they vary in tmportance in their

\

extemal mputs, in success ansd in time and energy of the Faculty they cpnsumed. It was
B B ‘ LT . ‘v?‘ . . . ,
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g bz ewal v * Response to’Policy Changes:
K e i
+1974-78 Policy changes for extended practicum Extensiog of the practicum
' Response to the needs of selected _ . ’ 4 «~# SN ¥ o
‘ e , ,
groups: > »
F‘ 4 * » 3
1975 Teacher education px&ram for NativesProject Morning Star ‘

Table 5.1

L4

¥

7

: . wn) -
Organizational Response to Envlrodn'h{nl stimuli

1977-81

1980-84 .

1976-78

1977-82
1975-84

P{e ration of teachers for Catholic
scils R

Compulsory course to cope with
learning disabled children

Response to the needs for seachers:

More general educgtion for teachers

-

1 .
LN

Supply of vocational teachers

Train computer literate teachers

Introduction of a minor in religioys

and moral studies

Proposal o establish institute for
N

learning disabled

Generalist clcmcnm\)y route,

major/minor at secondary level.

Comp:?ad program in the area. -
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believed that these issues would enable the researcher to explore various factors which

contribute to organizational adaptation.

' q ; C. Summary ' . '

Tl‘ﬂdmr |duon of the above-mentioned issues refiected the positive respo:s of the
y Pacully Wuon to extex;nal clements The Faculty appeared to be generally responsive

e ’ld‘cnvir mental. s‘?ﬂah by makmg adjustmems in programs, structures, or technology .
. L4
_ chapter.several issues were identified which have had an impact on the

™y ’ ~ '

reducation program. The issues were identified with the help of primary and

.

sccond;ry jsduments and preliminary interviews. The seven issues selected were as follows;
.* lhc’q‘i&nlof the practicum, Project Morning Star for preparing Native teachers, the
”

an-of mchers for Catholic schools, compulsory imnucuon to assist tcachers in
5 s

L §
c@derstandmg and, u:'cmhg learning disabled children. the introduction of generalist educauon

for teachers, xdcrhng,
»

$V
, ‘0, lierate. The criterid uSCd td select the abovc mentioned issues were as. f ollows :

. 1. 'tmw be spccxhcﬁll related to teacher education; ) ~

2. they sho;ﬂd 'te 'ia response 1o external needs and demancfs;

- ’

- 3. they should be pé;ceivod important by Faculty administrators;

supply of vocational teachers, and makmg teachers computer

4. , they shopld represent the viewpoint of the Faculty as a whole.
5.‘ they should involve the Falulty's decisioné; a‘r'ld
6. they should demand éne-lime response 6( the Faculty.

. ~C!1aplers VI, VII and VIII concentrate on three themes, namely, response to policy
changes, response to the needs of selected groups, and response to particular needs for‘
teachers. There is an attempt to examine Athe process of the adaptation -- how does the
Faculty choose to respond to each issue in the followmg chapters. An overview of the evems
which occurred during the period of adaptation for each issue is provided in }hese chaplers

While the content of each case-report is quite different, certain similarities were apparent
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among all the issues. A standard format for the case-reports, an outgrowth of theory, is
adopted. A hree-part fosmat is chosen for reponmg including the initiation, and the two
‘ases of* adaptauon prepnrauon and nmplememauqn (behavioral adaptation). As the
organization’s adaptive behavnor.ls in response lo certain envnronmen;‘ sumulus the external
mpetus’tm seneraled pa,mcular response of the Faculty is exammcd in the initial stage.
Thus,: mn.h{,n and the two phases of adapiation -- preparedness for adaplauon. and
implempntatif;h -- as described in Chapter IV were the foci io cxamin.e the process of
adapt&tion. The descriptive findings associated with each issue are presented to ref lect these

categories. For convenience in reporting, the information obtained from interviews and

- documentary review is preselited under these categories.
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N Chapter V1
RESPONSE OF THE FACULTY TO POLICY CHANGES RELATED TO PRACTICUM
The purpose of this chapter is to describe how the Facylty of Education. incorporated
& -‘the éxtcnded.practicum 31@ the teacher education progra;ni Changes ‘made in the Faculty

were in re;ponsc to a teacher certification poiicyﬁ”t!)y the government of Alberta. The Chapter

is div{déd into fou ions. The first section briefly descfibes the bacléround of the

extcnded pr he second section examines the initiation of the extended practicum in

the decade 1974- 1984 The third and maJor section of th

(A
the Faculty which mcludes preparauq for adaptauon .an

Is with the response of

* '
the implementation sof
.

modifi ications wuhm the Faculty. A d|scussmn of the chapter is presented lr\ the last section.
. ok’ " gt P

Vs
" o W

A. Backgroun;l to the Extended Practicum -

/

N

Thfpracticum component of teacher education has a long history. Practice teaching,

often described as field experiences, practica, professional training, and sometimes as
. . e . . .

imemsf:ip has become progressively more important for teacher training institutions. The

. S~ : . <,
&xiension of the practicum § considered by teacher equcators as one of the major themes that

\ ha\Jommated discussions about the preparation teachers in the province of Alberta

du;mg thc past two decades. The lmponance of prgctice leachmg and classroom experience
always bez recognited by teacher educators but re,;sefﬂ'n done in the field during th’
. sixlies led to the m:xe.concerqp‘lg whether the penod of {:ractice te'aching should be extended
. (Chikombah, 1979). 1'( was largely believed- that the elxtended period of practice teaching
would develop "professional co:_np?teni;e" as noted in Theory to tice (1981), a report of
the Commitee to evaluate the extended practicum program at Alberty Universities:

Educators "generally felt” that an extended field experience and the doser
integration of field experience with theoretical offerings greatly enhanced 2 student's

\Jd

9



*
%0
ability to work effectively in a classroom, particularly when coupled with a high level
of support by teaching, supervisory, and university professionals in making the field
_experience a training as well as an evaluative experience....
(Theory to Practice (Appendix); 1981 Program Description 4)..
Prior. to 1977, the practicum experience jﬁr Edueation students at the Univen.ny of
~-- - Alberta consisted of five or six weeks of studenl‘teach'ing, usually in the Edmonton area
schbols'% This total of five to six weeks of f ull-d;y placements (depending on the program
route of the student) was typically distributed as half -day placements slrélching over a

substantially large number of weeks, except in the after-degree program. On May 4, 1977,

the Alberta Minister of Education officially announced the present policy of the extended

practicum, that is, the teacher education practicum component was extended from the
-

. ', . . , .. b

equivalent of six weeks of full-day experiences in the classrooms to thirteen weeks as a

requirement for certification. Auh.ough the deliberations leading to the establishment of the
policy on the extended practicum il'l Albepta originastd in 1966 (Chikombah, '1979). it was a
iedious task to get the practicum extended to thirteen iveekg . Seme ind'ividuals did not believe
* in' the.extension of the time period set aside for practice teaching \and this led 1o differences of
opinion \yithin the - Faculty and to disagree\m/g;s- amongst grwps outside the Fa{xlty.
Moreover, financial constraints and other barriers made the task of adaptation diff ic’ult"[or

‘ . 8 ; A
the Faculties of Education in the Province. At the time of writing, all the provincial Faculties

L ¥ .
have fully implemented the extended practicm program but the proceL of acceptance and _
implementation of {iis policy was neither easy por smooth. Q '
_ . :
B¢ Initiation ef the Extended Praéticum e
- . L w - _ "i‘uﬂ( .

-

The idea of extending the practicum component of the teacher edygation Z@
the Province had its formal oriéin's in lbc}meetings? of the Board of Teacher F,dﬁ* on and

Certification (BTEC). Discussions in those meetings were centred around two 'iss‘u'cs: ()"
extending tfe time period of the practicum component in the tgacher education program; (2)

L 4
making four years of teacher )ducatign as the minimum requirement for certification.

. / —_—



Combined together these two issues influenced the policy changes inuodtfce(i_ by

government. The impetus for the introduction of .the extended imcticum tame from

)

like the Departmeht of Education and the Alberta School Trustees’ Association. Initia
Faculties of Education were mot isteresied in the extension of the pramicum.
Teachers' Association and the universities, however, demanded four yds'

education as minimum requirergent for certification. Chikombah (1979:v)

: Within the years 1966 td 1977 in Alberta, certain educational interest groups
demanded the extension of the e education minimum requirements from two to
four years and the extension of th cher education practicum component from six
to thirtetn weeks. :

. »

Fom n of the Faculty, W. H. Worth (Personal interviéw, 24 January 1985), in
Iookiﬁg k al this penod that preceded his deanship suted .

The genesw/ of the notion of the extended pracucum goes back many years.
In a_sense, there have always been a numbes of people within the profession, en
sch@ bo;rds in government, who thought that teacher education, was not
vy " su 'acucal‘ and that there should be greater provision in the university .

‘ teaghér programs for the translation of_ theory into practice through %

cxgtnence in the schools.

. The idea really came to the fote in the early seventies (1972 ‘13) and gave rise
to hal';s known as the "Extended Practicum.” It was something that government
had desired for some time and government had the full support of the Alberta School .
Trustees' Assoeidtion. .

+ The demand made by the Alberta Teachers' Association and by the universities for
four years of teacher education as the minimum requirer;nehts for oenificau'on provided
indirect support for the extension of the p:'acucum component of the umverﬂg program. ln’
an interview, Worth (Personal mtemew 24 January, 1985) commented )at "Among the

stakeholders the teachers’ association and th; upiversities wanted 4 Sour-year B.Ed. degree as

2 “the requxrement or bu;s for prqu cpmﬂcauon Such p proposal had ‘been put forward'

R LA

; .by thcsc groups at meetmss of ﬂn“m%c Thxs dcmand in ‘turn, had the suppon of lhe '
gencrat pubhc and the members of me BTEC as they believed that the supply and quahlty of |
teachers .woulq.be posmvely( affected by improved standards of teacher preparauon. Worth
(Personal interview, 24 January, 1935) recalled that:
It was a time when the general public had started quesuomng the quality of
teachey education. The public also supported the view that four years should be the

minimum- requ.lxmt for: professional teachbrs. Moteover, it was a fairly affluent
time in md therefore 'y good oportunilr for increasing pre-service

~3
ff ' "W ’

’
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teacher miging to four years. . 5
As far back as 1968 the ASTA had a policy reu"lulion to "Urge W a
compulsory one-year pelﬂ‘iod of internship as part of the degree and certification requirements
for teachers (ASTA Handbook. 1974: 3}) But jn the discussions of BTEC meetings it
became clgar that thewA‘l.bem School Trustees' Association would support going 10 a four year
- teacher ed’ucaLio_n program only if the practical component, tha‘t is, practice teaching, would
be increased. They were not ready to support the fouf year progra;m if this meant merely an '
increase in formal c‘:ourse work at the university. The ASTA had sgveral reasons to push for
an eguended period of practicum, for example, provision for rural experience and
improvement in the quality of field experiences generally. Trws;ecs also believed that the
extended field expcnence could aiso be used as a recruiting mechaimsm and the.dropout rates
among beginning tcachcts could be reduced | "
It is difficult to say whether the ASTA had mﬂuenced the government's dqcus:on or
not butthe Minister ‘of Education expressed the same deslre in the early scvcnucs On
- January 12, 1972, Hrabi, the then Chairman of the Execulnve Committee of thc BTEC,
reported to the*members of the Board that the Alberta Mnmstcr of Education hé shown an’
inclination to move to a four-year minimum program for certification, provjded the‘lhrec
Fac}:lties of Education in the province wauld ct;ndder developing a f our-ye;(} program thai
would include “an extended period .of practice teaching equivalent to one semester (BTEC
Executive Meetjngs Minvmes. January 12,'1972.). T;xe Minister supported the phillosophy ‘tha& ’
by professional devélopmem of the student teachers the quality of tcaché} educalion”mﬁght be
enhanced. The Minister being fully aware of the power of his Departmcm as a ccmryﬂ'ag
"%ody pr%ded{cstabhsh a pohcy \(hlch required an extended practicum of lhnrleep weeks

as the requirement for certification.- /

The university rcpr'escmétives and the teacher as;ociauon representatives initiall; did
not accept the idez of the extended practicum as it was. Later, however, the teachers’
association personnel realized that the support of the ATA for an extension to the practicum

would enhance the chances of obtaining four year certification. Moreover, the ATA alsg Rad

. ¢



83

;) .
some fconcerns- regarding time spent by student 'leachsrs on practice' teaching and gaining
\ R
classroom ‘expetience. In a 1972 report, published by the ATA, entitled Teach.ers_' Evaluation
of their Preparation fot Teaching, teachers hag re‘porlcd that practice teaching provides
valdable lessons, i.e. Uhderstgnding studem behavior, guidelines for teacher's behavior,

classroom mangement and discipline. In addition to the above rcasons Worth (Personal

_interview, 24 January 1985) beheved lhat the ATA supported the notion of lhc extended

-

practicum al a later stage because

7

The ATA saw it as an opportumty for the professionals to have a greater say

and a greater role (o play in pre-service preparation. With the extended practicum

the members of the profession would have more involvement in the program and that

would have a steering effect on the program and entrants to the profession.

Thus, faclors external to the Faculty had a pesitive influence on this movement to
establish an extended practicum in the teacher education program. The interest of the most
powerful body. among the interest groups, the Department of Education, with a binding

condidon of certification added strength to the movement.
o -

C. Response of the Faculty

N

The responsé of the Faculty to the demand of introducing the exlendcdqp‘racticum was
initially negative. The Faculty was r'clu.clam 1o introduce a mammoth component such as the
exlendgg practicum as a part of the teacher education program. Later, after many mcqtings
and discussions, the Faculty was, however, ready to include the extended praclicpm in the

teacher education program as described below.

Resistance within the Faculty

The issue of extending the practicum component of the teacher education program
was not new to the administrators of the Facuiiy. They were well aware of the fact that they
could be required to maké necessary changes regarding the practicum.' Suill, the
administrators in the Faculty could not persuade the entire faculty to agree to the Ministgrf's

proposal in an outright way. In response to external bodies' demands to imroducc( the

-~
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extended practicum in the teacher education program the Faculty of Education at the
Univerdity of Alberta at first résisted. This resistance .withki’n the’ Fa;uliy was noted by S. N.
Odynak, Assistant Deputy Minister, Program chlivery Division at the Department of
FAuﬁalion. Odynak (Personal inlc‘rvic\w, 24 Méy 1985) recallgd. "As I look ‘ at the
history of the extended practicum in the Univgfsity of Alberla 1 can recall that we had 1o pull
the University kicking and screaming into the ;')racu'cum.' (

There were several n:,a:ons for lh? negative respanse of the Faculty. First of all, as
Chikombah (1979:93) indicates, the unjversities felt that this program was‘infriﬁging upon
the autonomy of the -universitiyg.' Chikombah  (1979:93) writes, "The l;niversit)'

representatives were ,opposed to any suggestion that the ATA and the ASTA undertake the

administration of student teachihg. including recommending final grades.':.

Some faculty members {glt that they were being imposed upon by the government ar;d
the Board of Teacher Education and Ceriif ication as revealed in a letter of D. A. MacKay.
the then IChairman’of Elementary Education, to the th\en DFan Horowitz (Da;ed 18 March,
© 1974),"1 think t_haw\%:l'ty as a whole should have a major input into decisions ....In my
" opinion 5"the decision ut the extended practicun_x was not discussed sufficiently in the
Faculty before aciion was taken by the Board and the government.”

‘ Funhermore." before the final acceptance of the idea by the Faculty, internal
. discussions revealed 'a great deal of disagreement and differences of opiﬁion amongst the
" faculty members themselves. There has alwéys been a group of people within the Faculty
who thc:ughi that the "lric\ks of the trade” could be learned in. the f iéd while the theoretical
kndw-h?\;/ should be provided in the academic insti}utions. Others believed that internship
woulc} be a good aliemative to the extended practicum while other groups of faculty members
supported lhq’,idéa of the extended practicum. L. R. Gue (PersonarinTerview, 19 April,
1985), a professor in the Department of Educational Administration, recalled that there was
opposition to ;he idea of the extended practicum from some senior members of the Faculty.

He stated: ‘

‘, It was the belief of_many senior people, who in a way started the Faculty,
that just a blend of liberal education and a few professional courses would generally

-
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' produce good teachers. For example, they wouyld say, in the forties people used to
take only ten teaching courses and stiu’ they were very good in their jobs.

s\"

F. Enns (Personal interview, 10 April, 1985), a former Associate Dean and. Acting Dean of.
the Facu'lty. felt that-the reaction of faculty members to the cxtcnéion,of the practicum was a
"mixed” one. Enns explained that for 'profeésipnal reasons” most 6f the faculty members
were con;/inced that it was a good move. "However, there were people in the Faculty who |
resented the bressures to speed up changes, and there were beoplc who thought that the
extended practicum was a good thing for a few stut{cms. but net necessarily for all.”

James HraBi (Personal inter‘vicw. 30 Ma; 1985) lfrom the Provincial Department of

AN

Bducation recounted:.

When the government decided that there shquid 'be an extended practicum in
the teacher education program there'was strong resistance within the Faculty. Some
of the faculty members did not see it as a good idea, many people in the Faculty did
not have a full understanding of the issue so there was a great debate in the -Faculty
over the desirability of moving in"the direction of the extended practicum.*.

.

The faculty memb_ers were concerned about many aspects of the extended praclic;ﬁn
which coulFl be seen emerging during the initial meetings. These were related to the autonomy
of the Uni\;ersily and of the Faculty, to the contents of the program, and to the adjuslr}lcnls
made a'mong different content grea$. Chikombah (1979:97) mentions that the Faculties of
Education had certain concerns unique to them 'such as how the Hpraclicum would be
supervised, whether there would be a reduction in the content subjects. wheth the extended
practicur.n “;ould bring about an imbalance between the cqomem subjects and the practicum in
vocationa! education, and who woulk'i have control of the practicum in the schools. Above all,
university pers\onnel were ¢oncerned about the flexibility of the extended practicum. ‘.
preferréd a process which would allow for different kinds of practice teaching and for flexibic
scheduffng rather than a block of one semester of student teaching. Myer Horowitz ( Personal
interview, 22 April, 1985) elaborated as follows:

I think there were several issues within the Faculty and without the Faculty

(where the Faculty relates with other agencies).... The main issue within the Faculty

_ was the details for the new program and there was a major debate as to whether the
response to the Minister should be one semester of practicum or whether we should

interpret the Minister's requirements by altering phrasing in our own lines, from onc
semester to the equivalent-of one semester.
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, Also within the Faculty the question "How tq prepare studbnts for the
field?” dominated. To a certain extent the natute of*rrg;e formal, courses had to
change because students would be more in the field that considcrauon was
instrumental in bringmg about a change not only in the curriculum of the practicym
but also a modification in the total program. Involvement of faculty members nd
1hcn increasing workload were some other minor considerations.

“The positive internal support fiom the Faculty at this stage appears to be ver& weak
but finally led to the acceptance of the idea. Moreover, the dxscuss:ons carried out m the
initial staﬁ of adaptation also helped in clanfymg many amblgua.ies and doubts aboul the
practicum as Horowitz (Personal interview, 22 April, 1985) mentioned:

Like in any university community, ! believe, there were differences of
opinion. But I think it was good that these people raised those questions because
then we were able 10 avoid some problems later which we might not have avonded
had those questions not been raised.

These discussions showed that most of the problems could be handled in the future. The
\
Faculty decided to comnfit itself to the extension of the practicum.

In spuc of initial hesitation and considerable dlscussnon the 'three umversmes reahzed
the advantages of agreeing to the introduction of the extended pracucum The umversmes did ~
not try 1o change the government's decision so there.-was not much choice for the Faculties of
Education but to accept the policy changes. The universities presented proposals for
increasing the-time allocations for the practicum in which they. accepted that BgFd. programs
would include an extended practicum, equivalent to one semester. Eventually the
recommendation went forward from the BTEC to the Minister of Education. After discussing

‘ \ \
the issue with the Cabinet Committee on Education, the Minister endorsed the concept.
Thus, the influence of outside bodies on the universities succeeded in changing thé‘ structure
of Faculty programs, as Chikombah (1979:102) observes:

The significance of this action by the universities is that the B.Ed. program
structures had been dictated from outside. The government suggested that the new

four year B.Ed program include an extended practicum; the universities went along,
without considering the question whether their autonomy was slipping away.

Preparation to Implement the Extended Practicum
After the acceptance of the idea of the extended practicurh preparations for

adaptation commenced. The Faculty was concerned about two issues: first, the financial



, . . - 87
i L]
’ il ° -

\'support. and second, the control of the program. After the proposil' was accepted, thc}majbr

concern shifted to how the exten&ed'ptac&cum shou‘iﬂ be financed. The implemgntation of |

the extended practicum required additional funding. The incﬂﬁed time for the practi‘cum
was an addition to the existing program and the Faculties of Education did pot have the

_financial resources needed to lmplement the extended pracucum Worth (Pcrsonzl uﬂerwcw

.« b

24 January 1985) commented gy -

~ In the course of discussions this impostant quesu‘n on the cost implications

of Lh9 exwnded practicum was raised several times. At this point, the Department of

nced Education became involved because the universities did not have funds to

. pay honoraria to the cooperatmg teachers or to hxre the additional surr to supcmsc
* the pracucum& .

Initially, the Departmem of Advanced Bducaugn was not prepared o sanclion a '

special grant for the extended practicum. On September 27, 1973 the then President of the
" University of Alberta, M. Wyman wrote a leyuer to "the Mxmster of Advanced Educauon.
stng that the Board of Governors of the University of Alberta regretied the gbv'émmcnl‘s
deci'sion that the Department of Advanced Education could not provide additional funds for

the new program required for the certification of teachers in the province. H¥ also mentioned

¢

that the Board was prepared to discuss the matter with the twé ministers concerned (BTEC

Executive Meelmg March 7, 1974) In response, the Minister of Education sent letters to the

presndcnts of the three Alberta universities on March 6, 1974, inviting the Boards o[

Govemors%f their universities to forward letters of intent to submit l:ormal proposals for

special consideration by the Department of Advanced Fducation if they deemed it necessary to
| seek additional fun'ds for the exleBded practicum. Without delgy the universities sent their
letters of ime‘nt to the Department of Advanced Education. Thﬁs. was born the notion of a

special grant to support and subsidize the practicum. On May 2nd, 1974, at the BTEC

meeting, the representative of the Department ®f Advanced Education revealed jhat the

extended précticum would be funded by non*-farmulé grants upon the receipt of proposals

from the' universities. He also elaborated that these grants would be available only for’

19~74-75 and 1975-76; afier 976 the practicum would be supported in a different wz;y, ﬁ

1)
~

1)

4



i . ' 88

T e

- , - \ ‘ \ o
: VL Morcovgr. the Fai:l(m;\dld not want any external body, such as the ASTA or the ATA,
to have control overathe teacher brepcut&{/prqgnm. This protiem was casily solved as the o

special funds were given to the Faculty but how they ‘:r:)re to be,‘qﬁm was to be determined in
- \ © -

agreement with the ATA.

-
>

After the ‘fmancnal problem was  Clarified it really dld not take very long for the
" universities to prepare a proposal, lo have it checked with the various departments within the
| Faculty and the ATA, and to forward it to the provincial government. On July 30, 1974, H.

E. Gunning the _gew Prcsident of the Ur{iversity of Alberta, received a 'smemem of final

o

.

approval fbr financial suppon for the extended practicum from Reno Bossetti, Assimm

Deputy Minlster (ﬂ the Deparunem of Advanced Education and . Manpower In ‘turn, the

Faculties were informed.that the f unds were now available for the extended practicum to hire

additional staff and to make modifications in the program.

_External Barriers

Implementation of the extended practicum was delayed for a number of reasons. The
. - ’
Faculties were prepared to implement the extended practicum but environmental factors

-

inhibited their doing so, prolon'ging the period of preparation and slowing down the pace of

adaptalion .

The question of "release time”. When it became obvious 1 the tegchers that the
extendcd practicum was to become an integral par of ihc B;Ed. program and that the time
" allocated.to it would be for a whole scmester teachers raised Lhe quesuon of "release time."
The ATA policy on release time as stated in ATA Handbook (1977 170) was:

The ATA advocate that, wherc a pracucum consisting of- one semester, or the

uivalent, of field experiences becomes a required part of teacher preparation

' . programs, committees be established on a regional basis (one for each university) tq
carry out negotiations among school boards, universities, the Department of
Educauon and the Dcpartment of Advanced Educatiopn and Manpower and the
Association to make provision for funds for school systems to-provide release time
from other duties for cooperating’ teachers while they have student teachers in their

classrooms™
Worth nal interview, 2& January, 1985) récalled the effect of this. policy on the
proceedings: | '
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The extended pracLiEum had just become opcqmom when the Tcachm
Association got the idea that that instead of paying honoraria 1g)cooperating teachers
they should have release time. Their argument was that Raving student teachers in
cooperating .teachers" classrooms would mean that there would be some extra
demands on their time. They would have 10 organize certain activities so that student -
teachers could participate effectively in it. For these planning activities they needed
extra time and they demanded that substitutes be hired (0 take over classes for a

certain number of periods a week. Rﬁ‘ .
Teachers Nuck to their unammous agreement lhat there should be remuferation in the

form of "release time" but neither thc lrustecs nor the governmenl was rcady to accept any
part of that pecause they 'lhdught that not only would it be very expensive but it would also

be veay disruptive to teaching and learning in hundf¥s of classrooms. F. Enns (Personal

<

interview, 10 April, 1985) elaborated: . A .

Teachers became very insistent that the "release time” issue should be dealt
ith on their terms. Their terms involved major financial increase in the
partments of the government. And what complicated their quest was Yhat the
Department of Education was responsible for certification and the Department of
Advanced Edpcation and Manpower for funding. So there was not only one but two
Departments nmand sometimes there was problem of communication between
those two Departments. At least they did not perceive the issuc in question in the
same wa) ' . ’ : )

This disagreement amongst the orgamzauons made things more complicated. This question of

Al

release time appeared as the. greatest barrier in the mtroduct n of the ‘extended pratlncum at
that time. James Hrabi (Personal interview, 30 May, l985)-indicatcd:

I do.not r_egard ‘the resistance of the Faculty or the financial problems which
we had over here in government as major issues (although there were peoplepin the
government pamcularly in the Department of Advanced Education who Belicved that
the Faculty is quite well off to handle the program without additional funding). We
would have moved more quickly if it had not been for the ATA. The barrier that
held back the introduction of the exiended practicum came from the AFA. They -
—were a lot bigger players and they were holding up more than the Universities.

The ATA tried to get some support from the Facuity but the Faculty was

_non-committal as thé letter of the then Acting Dean F. Enns to K. W. Bride of lthA
ulty

shows {Dated Septcmbcr 26, 1975). Enns wrote in his lettet that the vote by the F

o
Councxl of non- commxtment did not necessarily deny the support for the pnncnplc of release
time in the extended practicum. Instead, the Council had postponed taking a position until

"the present crisis was over." By “present crjsis" Enns meant the non-cooperation of

teachers with the Faculty of Education at tﬁe University of Alberta. Enns (Personal
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interview, 10 April, 1985) exphinin'z about the situation revealed:

} The disagreement over . "release ‘time” did not “extend over to the Faculty of

. Education. Th¢ Pwult! was on the side line of the issue. It did not really matter to

us whether thete was 'release time” e not. We were only concerned whether we ’
could make modifications in the teacher educatjon program or fiot.... )

In reality, the Faculty did not believe that the teachers needed the "release

tim the first place. The Faculty's argument was that having a student teacher is

hhﬁé be an asset.for cooperating teachers’ because they have somebody else to

sh e work load with them; as the student teachers advance they become better
so the cooperating teachers could have more free time.

5

Non-¢ ration of teachers. Thc Faculty's d scommital was

of diplomacy. At th:s pomt the Faculty was facing the grcatcr crisis for the Faculty
lhe non- coopcnuon of teachers. Worth (Personal interview, 24 January, 1985) in looking
back at this problem, stated, "When the ATA failed to get the support it wanted it urged its

members not to accept student teachers in the fall of 1'975"'. The sitﬁation was difficult for
- .‘ v . .

the Faculty of Education at the University of Alberta bccausé since the beginning of that year
the Faculty had not been able to place its students in;o schools for,'any kind of practicu‘m.
The Facuﬂy of Education Council decided to notify thé Minister of Eduation that the
Faculty was unable to carry out the terms of their agreement regarding the field experience
component of the teacher education. The Council asked for the Minister's assistance in

solvihg the problem.

-

« On September, 1975, Enns communicated this motion to the then Vice-President ®

(Academic) Horowitz. Later, President Gunniqg’ along with Horowitz and Enns met with

the Minister of Education and the Associate Deputy Minister. In his 1st October, 1975, letigr

”

to President P. English of the ATA, Horowitz explained the result of the meeting that "The
1977 target date for inclusion of an extended practicum as a requirement for certification will
be delayed by at least one year."

On December 1, 1975, in a BTEC meeting Enns made a motion that was passed,

\] - a
]

stating that:

.. the Board still agrees with the principle of an extended practicum and thal
they express the hope that the government and the Departments of Education will
search for ways of implementation at an early stage.
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However, the situagfon was beyond the control of the universities. In the BTEC
,}rlecting of January, 1976.\a motion was made by F. D. Oliva, from the Faculty of
- Education at the Universily Caigary, thal

- ... we recommend to the BTEC (lnd to the Minister of Education) that the

Minister request all agencies involved in teacher education to continue in 1976-77

N with the operation and support for the various practica, currently in operation, as

patt of lhc B. Ed. programs of the three universities during 1975-76.
The Faculues of Educauon were also trying to seek. the co-operation of the ATA.
: N

. The ASTA personnel misinterpreted the situation and thought that the universities and the
ATA were attempting to negotiate amongst themselves on the issue of the extended ‘précticum
without any r'efercnée to” the school boards. The ASTA personncl regarded this to be in
violation of the School Act, Section 73 (BTEC Meeting Minutes, Jan. 7. 1976). Legat opinion
was sought on the issue. The clarification took some time and it was concluded thal whnlc
__J it was an obligation of the Board to permit student teachers 4o enter the schools, there was no
way this could be construed as granting the boards the authority to tell teachers to serve as
cooperating teachers.” (Chikombah, 1979:123). AN these entanglements complicated the
issue further and led the government to withdraw the funds allotted for the extended

practicum.

Withdrawal of funds by the government. The situation prompted two conscquences:

f.irSl. the FACl}hy reverted back 1o its old program (six weeks practicum) and second, the
government withdrew the grant. A: letter addressed to the three universities of the province by
. the Ministers of Education and of Advanced Education and Manpower for Alberta stated that
"the requirement of an exthded practicum had been lifted, and that any funds provided for
the implementation of an extended practicum, if not already expcndcd qQr committed, be
returned to the Department of Advanced Education.” (BTEC Ejicculive Meeting Minutes,
January 19, 1976) ﬂ

The situation had become stagnant for the extended practicum. Worth ( Pc;sonal
interview, 24 January, 1985) felt that there was a kind of histus where most of the planning
with respect to the external practicum stopped. The Faculties of Education went about their

business trying to offer the regular kind of practicum. At the same time the universities were
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trying to negotiate with teachers regarding the phrticipation of cooperating teachers in k
practicurp program.
Thus, the three factors which appeared to inhibit further adaptation -- adherence of

the ATA to the question ‘of “release tim:." non-coperation of cooperating teachers, and

withdrawal of sbecial funds by the government -+ were all external and led to a ocessation of

the program.

The Faculty of Education at the University of Alberta, however, by that time flad
committed the residual funds for research. Worth (Personal inlerview,. 24 January, 1985)
mentioned a joint experiment -which was set up on the initiatife of the Alberta Teachers'
Association which involved both the ATA and the Faculty of Education. The purpose of this
experiment was L0 compare the students who exgprienced a thirteen week extended practicum

with students who had shorter practicum-programs. Worth (Personal interview, 24 January, -

" ' 1985) perceived that:

This "experiment” was crucial for three reasons. First, it got»student
teachers in the school. Second, it saved "fgce” for the ATA and third, the
relationship between the Faculty and the ATA seemed to improve to a certain extent.
Most of the cooperating teachers were very supportive. They even gave up their
honoraria to finance the experimient. Thus, the money for the practicum was
retained and used for this purpose.

The results of the study favored the extension of the practiecum. This experiment initiated the
restoration_of the policy of the extgnded practicum. It formed a bridge from the state of
total hopelessness about the implementation of the extended practicum to the restoration of
the program. The experiment brought out positive aspects of the extended practicum and

kindled the hope that cooperation among lhe stakeholders was possible.

Attempts to Restore the Extended Practicum

Positive actions were adopted by the Faculties of Education and other orﬁniutions in
response to the above-mentioned negative external influences. More interestingly, these
positive responses came jointly from various organizations. The Faculties, the Albe?ta
Teacﬂers' Association and the Alberta School Trustees' Association worked together to get the
extended practicu;n implemented and the Faculties of Education played a very important role
in its reinstatment (Chikofﬁbah, 1979). ,

¥ 3
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Cooperative Endeavors. Thé.l‘n!'Cwusoéommlttd to the cause of the extended
practicunr that the Board did not accept the mvmmqt’s withdrawal as final. By that time
the Faculties were also commitied to the extended practium. " A fresh start was W to
carty on the implementation. It had become crucial thay a good relationship be established
among the various stakeholders. Worth (Personal interview, 24 January, 1985), recalling the

situation, mted;

1 In 1976 there was no extended practicem grant but there was a lot of ill will,
coming from the previous year, between the ATA and the Faculty. The ATA
representatives were not happy because they perceived the Faculty as letting them
down and not siding with them against the government and the trustees. So one of
the major tasks for me, the new Dean, and the Faculty was to try to regain a kind
of cooperative arrangemsent and good working relationship with the ATA, and at the
same time keep the trustees happy so they did not feel estranged.

A coalition among the different stakeholders became a necegsity. The BTEC decided
to set up a sub-committee to look at “the question of the extended practicum. This )
sub-committee had to prepare recommendations concerning all the agencies' inwolvement in
the extended practicum as part of the B.Ed. program in the universities. The sub-gommittee
recommended a model agreement for consideration between the universities and th.eir faculties

,‘Qnd the associated agencies - the ASTA and lhé ATA -- regardihg the practicum.

On June 9, 1976, in the final meeting of the sub-committee the recommendations on
the extended practicum were discussed. These recommendations covered the following vari!us
aspects: the length and location of the extended practicum, its {inancing and administration,
the selection and preparation of cooperating teachers, and the evaluation of the students. The
sub-committee also recommended that thg extended practicum be implemented by §cptcmber,
1977. These recommendations were discu;séd in detail in the foHowing—BTEC. meetings and
then forwarded to the “Minister of Educal?on of the province in September, 1976. By
December, 1976 a response from the Minister was received by the BTEC stating that the
guidelines for teacher educatiog and certification would remain the same which meant that the
Minister would reinstate the policy of thirteen we:'ks practicum as a requirement for teacher

certification. But at the same_time the government made it clear that no ear-marked funding

would be made available to any university for that purpose.
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“\=Thus, the job of building up hirmony among efie partners wis combliied wilh the
umk’ of securing adequate funding. The government's notion that all th; three groups should
' work together and come up with a proposal, could not be materialized. There was also a new

)iniug of Education by then which meant a new erf‘ort was needed to convince him.
The government's decision made the Faculties reconsider their strategy. Now political

’ action was regarded as necessary. The Board of Teacher Education and Certification was not

L4
a political body and pressing their case to government through the BTEC was not helping the

Faculties in obtaining the required funding. The universities, the ASTA and the ATA realized
that they had 10 use some other channel. Once outside the Board, it would be possible (0 ke
the case 10 the public and talk to the Minister directly. ‘

L

Worth took the initiative, cooperated with the other Deans and decided to work with

the ATA and ASTA in order 10 come to an agreement. Worth (Personal interview, 24
4 . ’

January, 1985) mentioned his efforts as follows:

. So, there was a lot of coalition building. One of the coalitions was among

the three Deans of Education. We began to meet regularly and started planning a

strategy that would bring harmony and new funding. In the BTEC meetings we (the

Deans) occasionally tried to keep the idea of the extended practicum alive within that

group by trying to get it on the agenda and raising lots of questions. The more

important strategic approach, however, was to try to convince appointed and elected

officials of the ATA and ASTA of the desirability of cooperative actions. The goal

. was (o achieve sufficient agreement on what was depirable that we could then face
the government as a group in harmony rather than in discord.

Common front committee. Consequently the AéTA'. the ATA and the universities
decided to organize themselves in an informal group outside the BTEC which resulted in the
formation of the "Common Front Committee.” After two meetings, a sub-committee of the
*Common front Committee” produced a paper on February 28, 1977 and submitted it to the
government>~The ATA cooperated fully, there was no apparent disagreement on the issue of
"release time® in the proposal. It was agreed, however, that the ATA would bé“repmented in
the Practicum- Committee of each institution. R."‘S. Patterson (Personal interview, $
February, 1985) revealed:

~

One of the things which had complicated the implementation of the extended
\ practicum was that we had a very poor relationship with the practising teachers who
Ay were involved in the practicum in the Edmonton area.... Some very good things
came out of those unpleasant situations. It was fortunate that the ATA brought our
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attention t0 a necestary- sad

.
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Ipletant
gnolmtorthoATAhout teacher education pregram thiWil} a Joint Practicum
mittee ’ .

also represented in the Joint Practicum Committee,

‘ N . ' .
Later, the trustees a8d representatives of the Schoo! Superintendents’ Association were

'\

munmm:umm To accentuate the pressure on the .overyéu. the ‘

coalition building was eombmed with the poljtical pressure ICliVIlles On January &b, 19Q\at /|
. 4 -/

the Fncully of Education . Council Meeting, the Dean of the Faculty of Education /at the

i
University of Alhem\uled the position. of the govemmem on the extended ptlélk:um:

reversion o the pssvious certification Wu of one [ull semestier (thirtoen weeks) in
field. experience but no Turther funding for the same. The then Dean of the Faculty, Warth,
declared: )

As a result of this decision the deans of education and officials of the ATA

and the ASTA will hold simultaneous press conferences in Calgary, Edmomon and
Lethbridge responding to the Government decision by indicating solidarity in sheir
displeasure.

-

ln\the same month the three\xoups met informally. Worth from the Faculty of

Education at' the University of Albesta, K.W. Bride and N. P. Hrynyk from the ATA and

S. G. Maertz from the ASTA drafted a news release which Was presented at 2 joint

ASTA-ATA -Facuities of Education press conference. Worth (Personal interview, 24 January:.

1985) told the researcher that:

A news conference was held in the tenth floor lounge of the Faculty of

Education, at the University of Alberta in Fall, 1976. There were representatives

from the Trustees' Association, from the Teachers’ Association and from the Faculty
of Education, University of Alberta. (Similar conferences were also held at Calgary
and Lethbridge). The media were used to.v pressure on the government. It was
stressed that the stakeholders had a proposal” ready on the extended practicum. It
was also noted that if the proposal (or one like it) was not accepted or implemented
it could negatively affect the quality of teacher education.

At these news conferences the government was criticized for its decision to withdraw

the funds for the practicum which made the Faculties in;apablc of implementing the changes.

As Chikombah (1979:159) mentions:

’

B 4

(]

In the news release the organizations pointed out that the Government's °

rejection of the strongly supported approach to improving educationa! standards was
inconsistent with its recent pronouncement on quality -education and in direct
contradiction to its announced intention to proceed with plans for upgrading the

Ve ”

e
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4 quality of instruction in schools.

-

In addition to the news conferénces, another strategy was used by the Faculty to plit'

pressure pn the govegnment lb_accept the proposal vof the extended practicum. Worth .

(Personal interview, 24 January, 1985) explained, . students were encouraged to contact

_MLAs ane make them aware of the situation. "

As it lu;med out these activities finally got the aticntion of the govefninem. The
government becamg aware of the coalition :mong the stakeholders and the 'pésal ‘they h-a1
pﬁpared. -Moreovcr. there was mounting poliﬁcal support for the issu‘ej of, the extended
practicum in the community. Thus, the Ministers of Educapion and of Advanced Education
and Manpower and their Deputy Ministers agreed to meet with the rcpresentatives of the.
_three organizations. R. Anderson, the "then Dean of the Faculty of Education at the

University of Lethbridge, represented the Alberta Deans of Education. The government was

-

prepared’ to consider the practicum proposal but with certain conditions as Dean Worth .
seported in the Faculty of Education Council Meeting on March 1st, 1977: .

1. There would be no provision for release time for teachers; N

2. “thgethree major parties must be in agreement; and

3. the propesal must be supported/endorsed by senior officials in their departments
before presentation to the Ministers. ; .

' After the submission of an acceptable propokal a grant for the extended practicum
was sanctioned by the Department of Advanced Education and Manpower. It was announced
in the News R'élease #25 on Wednesday, May 4, 1977 that:

The Government of Alberta, through the Department of Advanced Education
and Manpower, will provide an implementation grant of $ 6 million which will be.
distributed among the Universities of Alberta, Calgary, and Lethbridge in four
annual payments of § 1.5 million. This grant is in addition to the regular support of
the universities by the Province.

" Beginning this fall the universities will introduce a valuable program of
practical classroom experience equivalent to thirteen full weeks field training for
Bachelor of Education degree students. This will more than double the field
expericnce presently provided. By 1981 successful completion of an extended
practicum will be a requirement for the professional certificate.

- There were two conditions attached to the agréemenl. First, this grant was only for

-

four years and it was pointed outsin the announcement that after this four year period the

universities would ‘have to absorb the cost of the practicum. The second condition was that
. . - 3 .

#
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three annual progress reports were to be submitted to the Department of Advanced Education

and Manpower by the universities.
. 4 ’
v This announcement meant more negotiations on the part ol the Dcans. Worth

(Personal interview, 24 January, 1985) pointed out that:

The Deans had 1o meet their respective Presidents and Vice- Presidents and
persuade them to accept that condition. The condition was accepted. but it was
purely a political action. For not any of us, neither the Dcans nor the Presidents
believed that we would ever bear that cost out of the university's base budget. We
didwit as a political action because we knew that the memories of Government are
generally short. Thinking that a lot could happen in four years we decided to take
the grdht then and fight the other battle later after four years.

Myer Horowitz, the then Vice-President (Academic) accepted the strategic political
motivation behind the action. He (Personal interview, 22 April, 19&5/} confirmed that:
* /
The new Minister of Advanced Education and Manpower was willing 10 give
us money but he wanted the University to agree that it would be special funding for
_four years. [ was very reluctant to sign the statement becausc if 1 knew anything
about the extended practicum and its financial implications, special funding had to be
built into the base budget for all time. So as | handed the agreement letter to the
Minister, whom 1 knew personally, I told him,"You asked me to agree that therc\
would be special {unding for four vears and I have. But you have not asked me 10
agree that there would not be special funding beyond the four years so | know
exactly what ['ve s:gned
The activities relaled to the extended practicum reflect on the ability of the Faculty to
cope with an adverse environment. Various activities -- coalition, negotiations, formation of
committees, meetings, news conferences and other political moves - - reveal that the Faculty is
capable, to a certain extent, of inﬂuéncing external organizations. The strength of

"togetherness” was explored, differences were buried and -boundaries were forgotien. "The

{Faculty had the full support of its parenj organization. Another strategic move on the part

of the University was to accept a grant for four years knowing very well that the University
could never bear the cost of the extended practicum once the primary grant would be

exhausted.

Impiementation of the Extended Practicum
The program- of teacher preparation incorporating the extended practicum was

Bl 8

implemented in. the Fall, 1977. The Faculty had dcvelQped good relationships with its
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stakeholder organizations as Wom; (Personal interview, 5a Januafy', 1985£) indicated -
Things went relatively smoothly after ‘that. Tﬁe Facuity had good relau‘ons
with the AT4 and the ASTA. The ATA was very supportive of the Faculty's
activities. The¢ ASTA remained suppomve but did not take any active part in the
devclopment of the extended practicum.

A slaged approach svas ltaken to 1mplemenung the pracucum in the }-aculty of
I-Ldﬁcauon al the University of Alberta. According to Worth this staged approach was not
only pedagogically sound but was also politically more astute. There was a hidden purpose
behind splitting ;he practicum into three stages or phéses instead of providing it ‘as a single
thirteen week block because then the ATA could not bargain for “release time” for.
cooperating teachers. In 1977-78 an initial survey of all participants associated with the
practicum was conducted. The survey established the base-line inf ormalion to which program
changes could be compared. The research also helped to iéendfy the areas of concern. In
1978-79, phase 1 of the practicum was implémen[ed. In this phase the studengl;eacher was
introduced to the classroom, as an observer. In 1979-80, phase Il introduced the student
teacher to a consccutive full-time field experience in a classroom of one of the schools in?he
Edmonton area. The stgdent teacher was assigned 10 a cooperating teacher and he/she was
proviaed with the opportunity to practice specific teaching skills with a group .of students
under the primary guidance of this teacher. Another program was introduced at this time -
involving practicum associates who provided support for sthdent teachers anqsoopefating
teachers in the extended practicum. The third and final phase of the extended practicum
placed the student teacher in a classroom, full-time for six or eight weeks, thus providing an
even better opportunity to use specific leaching4skills. Field practicum associates were also
introduced in :)rder» to support student teachers who were ‘given regional placements outside
the Edmonton metropolitan area. V

A number of structural changes in the Faculty were introduced with the
implementation of the extended practicum. Befpre 1976, there was a Division of Field
Services directly undef the Dean of ‘the Faculty and coordinale(; 1by an Administrative Officer.

After 1977, two new units were established: the Practicum Division under Assistant Dean R.

K. Jackson to give the extended practicum "special status™ as Worth put it; and, a temporary
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office of Program Evaluation under Assistant Dean E. W.. Ratsoy. The largest, group of

studies undertaken by the office of Program Evaluation was on the extended practicum.

-

During this' period of four years of initial funding numerous surveys, cvaluations,

r"
reports, workshops and seminars were conducted to provide a good research base for the

L9}

program.

Permanent , development grant and external evaluation. Finally, the extended

practicum reached the staﬁe just prTor to the perioci when the initial grant was about to run
out. The initial grant sanctioned by the government was lor a périod of four years only, and
the universities were supposed to incorporal:c the cost of the practicum into their budgets
following these initial years as has been mentioned earlier. A joint proposal for continuation
of special funding was submitted by lhelthrec Alberta universitics in“May. 1980. The
. government decided to extend the special funding at the same level for an-additional vear.
But at the same time the government desired that a compr-ehcnsive cvaluation must be
undertaken to examine the fulu_re of the practicum and its cost implications.

One condition of the prclimir;ary grant was that the submission of threc annual
progress reports be made to the Department of Advanc::d Ed‘ucalion and Manpower. The
Deans had agreed to undertake certain evaluation processes in their Faculties which were to be
reported once a year'. ’The Faculty of Education at the Universit; of Alberla prepared three
program evaluation reports on the extended practicum and presented these to government.
But the government was not prepared to accept internal evaluations alone as a basis for a
permanent graﬁl. The government could foresee the difﬁcully‘in persuading the Alberta
Treasury Board on the basis of internal evaluations. R. S. Patterson (Personal interview, S
February, 1985) recalled: 0

We had made overtures for funding of the extended practicum, but people
from the Department of Advanced Education and Manpower were not prepared to
-accept our evaluations as sufficient justification for the expenditure. It was indicated
that a more thorough and acceptable evaluation had to be undertaken.

The Deans were invil;d to attend a meéling‘ with the senior officials of the two

educatidn departments. An in-depth evaluation of the practicum was arranged as an outcome

. . ™~ ,
of this meeting. It was considered that this evaluation would also examine some basic



100
o N ' . . '
questions ‘such'as, "What is a practicum?,” "What part does it play in_teacher education?,”
"How valuable is the role of the bracticum?," "What is;{he bottdm-line?,” and so on. A
proposal which_came from the senior officials of the governfhent, 4t this meeting, was that
. -
the universities should undertake the evaluation, and that an evaluation committee should be
formed by the universities with' the representatives’' from éach of the Departments and other
stakeholders. worth (Personal interview, 30 January, 1985) indicated that the Deans had
decided against the universities' involver}em in the evaluation.~ He said,
We (the Deans) believed it would e unwise for the universities to take this
® on. Whatever we produced would be suspect -- it would likely be seen as biased and
self -serving. If someone else did the evaluation it was apt to bave- more impact and
help the Minister get additional { unding\f rom the Cabinet.
At the meeting Worth acted as a spokesman for the Deans. Thié‘issue was discussed - '
for some time and eventually an idea was put forward that a steering committee should be .
established with representation from the universities, teachers, trustees and the two education
departments.” It was also decided that a~ pérson from thesDepartment of Advanced Education
and Manpower would chair the committee. Moreover, the Deans decided on. university level
involvement at this stage, as Worth (Personal interview, 30 January, 1985) reported: |
We also decided that it would be the best not to have a person {rom the
Faculties of Education as the universities' representative because we wanted the
problem of the practicum grant to be seen as a uhiversity problem. We agreed that
we would recommend the name of Dr. Owen Holmes, Vice-President (Academic),
the University of Lethbridge, to our respective Presidents to be the Universities'
' representative on the Committee. ' :
Reno Bossetti, Associate Deputy Minister of Advanced Education and Manpower,
chaired The steering committee and engaged the Sage Consultant Co. to conduct a study on the
strengths and weaknesses of the practicum program. The Commitlee also commissioned a
number of position papers from educators in Britain and the United States about the
practicum and its significance in teacher education. Nine areas were identified for the
evaluation. All of the research was brought together in "Theory to Practice.” (1981)
This report provided a.xery positive assessment of the practicum. The Committee

presented a series of conclusions which helped resolve the funding and program continuance

issues. It reported,
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. '
. the Alberta universities are doing a better job of training teachers than
has ever been done before. The fast ten years have... been characterized by a slow
\ but gradual improvement in teacher trammg '
Longer period of field experience or internship is required. L
s More funding is requu'ed ‘
The student teacher must become involved wnﬂ the lotal program curricular
and extracurricular in the school. N
Theory must reflect the actual sitnation in a classroom. -

More emphasis should be placed on a general teacher training program rather
than specialization. ’

On the basis of this favorable report of the committee it was easies for the ‘Faculties of
Education to secureAfundi"ng fr:)m ‘the government but they also had to dev'clop a final
acceptable proposal in agreement with the other stakeholders for the same.

Negotiations. The Deans and the :reacher ASsocialipn representatives met many times

to discuss procedures which might be used 1o secure a permanent development grant for the

—

Jpracticum. They held a number of informal meetings with the representatives of the

Department of Advanced Education and Manpower but the sanction of a permanent grant
. . ’ ) ¥
was dependent upon some caréful negotiations among the stakeholders. An agreement among

the ATA-the ASTA and the three Faculties of Education wassnecessary. The universities and

{

teachers were asked to come together and prepare a proposal with respect to the requircments
of the grant. But the task was apparently not simple. ‘Worth (Personal interview, 30

January, 1985) elaborated:

Each of the three Faculties had a practicum committee which . had
representatives from the local teachers' associations, and the teachers' associations in
turn had their own practicum committees. It turned out that there were substantial
disagreements between the universities and the teachers' local associations in each of
the three areas of Calgary, Lethbridge, and Edmonton. Moreover there were some

- disagreements within the teachers' groups. Many meetings were held during that
period. Different proposals went back and forth between the universities and the
ATA. It became apparent then that a proposal could not be put together as long as
the Faculties remained in consultation with local groups of the ATA. Things were
moving from bad to worse until. the ATA Executive Committee and Executive
Council stepped in and picked up the he€gotiations. B. T. Keeler, the Executive
Secretary of the ATA, became the key negotiator for the ATA. ] think, the fact that
we have the Practicum Grant, was largely because of Keeler's ability to convince the
Executive Council to have one established proxincial policy rather than a number of
regional ones. Keeler has to be given lots of credit because he took lots of abuse
then from the big locals around the province for his stand.

The final proposal was drafted with consénsus having been reached by all the

participating "groups and was submitted to the Minister. The proposal was accepted. The -

A
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Faculties had meetings with officialé from the two departments \%;onoeming the practicum
grant. The practicum grant was sanctioned. It was d{ided that it\\would be a continuous
grant and that it would be ear-marked for the practicum in the univers y budget. .
In ihe end all the groups had joined together and worked fofr a -common purpose. ’
Worth (Pergonil interview, 30 January, 1985) described the excitement ;)f “the last four to five
months: - — .

. . ) []
_ Those months were hectic yet exciting. We had begun to see a ray of hope
and there was a positive feeling because we ‘were all close together and instead of
. being .adversaries, all of sudden there was a situation when we all were pursuing a.
common goal trying to-figure out the best way to get there but at the same time
maintaining some of our own objectives -- achieving,what each of us had to achieve,
S In_analyzing what happened it became clear that during thcanplcmemation of the
extended practicum the whole Faculty became involved whereas during the stages of initiation
and preparatién only the involvement of the administrators was visible. After a long period
of negotiations at the top level, the whole Faculty was involved in teaching, supervising, and
evaluating, the extended practicum. - Interviews, surveys, assessments, evalua‘ions and
research were conducted by the Faculty to make the implementation sound and worthy of
external evaluation. Furthermore, ;external interference was minimal at this stage excepting

p)

the external evaluatién‘ to ciaﬂf:y ‘she ‘issue of a continuous grant. The various stakehol&ers_
also had to wogk together in ldul agreement to develop an acceptable propgsal.

The introduction of the extended practicum in the Faculty of Education at the
University of Alberta brought in definite changes in policy, programs, and- organizational
structure and affected the attitude of faculty members. The pature and size of the program
affected a_ll Departments of the Faculty. The major changéo was in program content.
Cooperative planning f or practicum courses and other courses in the pgogram was needed. In
addition, it was necessary .to determine how these fitted together. For example the
Departments of Educational Foundations, Educational Administration and Educational
Psychology had to offex compressed core courses to aocommgdate t{hs extended practicum.

The thirteen week exleh%ed practicum component at the Ficulty of Education of the

University of Albcrla was spread out over three years of the program instead of being offered
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as a single thirteen week block in one semester. The first phase occu‘rred in the first y;ar of
the student'§ program during which time the student only observed classes. In the second and
third years the sthdem engaged ini a;:tual teaching in the classrooms. In lot'al'. there were
eighl;eg ‘di‘ffercm practicum courses offered in the Faculty of Education at the University of
Alberta for the vaﬁou,s routes.

{\l the time of writing, the Faculty of Edl;calion continued to be the recipient of a
government -grant for the extended practicum. Each year the proposed budpet was reviewed.
The decision on *specif ic allocations was not made unilaterally py the Faculty but was arrived
at through negotiations between the ATA and the. Faculty of Education. Then the Faculty
administered the money in keeping with the agreement. The budget has been made up of two
major components. The first of these covered the administrative costs like maintenance of an
office in the Faculp' of Education. The second, and the larger of the two, provided for the
services of practicum associates, cooperating teachers and other such expenses.

Internal and structural changes in the Faculty included the establishmcmoof two
}pmmiuees -- the Practicum Cofnmiuee and the Joint Practicum Committee -- and of the
Division of Field Services to-dook after matters related to the Practicum. The Practicum
Committee included the Assistant Dean, Practicum and the coordinators from cach
department of the Faculty for the first year, Phase 11 and Phase III of the praciicum. The

Joint Practicum Committee encompassed the Practicum Cqmmitiee and representatives [rom

the ATA, the ASTA, and the student body.

D. Discussion

[

Several observations car; be made on the basis of the information presented in the
chapter. First, it was revealed that tpe external pressures prompted the introduction of the
extended practicum within the Faculty. Second, a response-pattern emerged in thi§ case stu?iy
consisting of three stages: initiation, preparation and’ implementation. Furthermor;:. positive

|
and negative influences could be identified which appeared to have had an cffect on the
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process of adaptation.

External Influence

The findings revealed that the extended practicum had its roots outside the Faculty.
The idea was initiated as far back as 1966 but thf Alberta Faculties of Education felt the
pressure lo adopt this change only in 1973, when a government policy change was made and a
practicum :ﬂ thirteen weeks became a requirement for teacher certification.- At a very early

stage, the government was supported by the Alberta School Trustees' Association in this

effort and later gained the approval of the Alberta Teachers' Association. These groups had

identified positive results of extending the practicum in teacher education. .

Adaptive Response of the Faculty .
* Ihc information on the introduction of tiie,exlended practicum. in the Faculty -of
Education disclosed lhat the reponse of the Faculty could.be presented comprising three
s?gsz (1) initial - - resistance and acceptance; (2) intermediate -- preparation; and (3) final
- implementation. These three stages may be considered as three phases of orgamtational

adaptation. In an alt‘empt to find out why the Faculty responded positively to the policy

changes introduced by the government four factors emerged which determined the magnitude

of the pressure. These factors were, interest and initiation by the Minister of Education,

strong suppert by the .Alberta School Trustees' Association, historical importance and
\dentification of expected outcomes, and support from the Alberta Teachers' Association,
which creatéd a strong pressure for the Alberta Faculties of Education including the one at
the University of Alberta.

Initiation. Initially there was resistance within the Faculty due to two factors; (1)
differences of opinion among faculty members, and (2) concerns regarding the administration
of the extended practicum. There was not total agreement among the faculty members and

thete were some concerns about internal capabilities and external control. Although the

Y
¢ . . ’ I . v o. . . . X
resistance of the Faculty reflected positively on caJnous decns:on-ma{mg of administrators,

°
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. .

on the process of internal assessment and on the genuine concerns of faculty members, at the

i
'

same time, the resistance of faculty members reflected on their reluctance U change. In spite

of resistance, however, there was no evidence that the Faculty trief 1o change the

government's decision at this point, and eventually it ac’ccplcd the propog

- &

The ultimal'c

acceptance of the proposal also may reveal the power of the.Dcparlmen'

the Faculty. \

w

Preparation. The phase of preparation consumed a lot f @ne an Awithin the

8 Education over

One of these factors was the dcpcndcnce on cxlcrnal bodies for finances. Internal

.ass;cssmenl by the Alberta Faculties of Education made them rcalize that the universities did
not have en}ugh Loney to carry out the mammoth task of iniroducing the extended
pracliéum. ’Although there was some delay in getting the financizl support due to lack of
communication between the two Departments of Education ané Advanced Education and
Manpower, the barrier was soon overcome. Actions taken by both Departments of Education
revealed that they recognizfd the need to solicit external funds in order to proceed with the
implem¢ntation of the extended practicum. However, the availability of funds did not result
in immediate implementation. The constraints over which ithe Faculty had very little control
and which delayed implementation, ofiginated-ouiside the Faculty. The factors that appeared
to impede the development of the program were the following:

1. demand of the ATA for "release time" for cooperating teachers;

2. non-cooperation of teachers who were 1o supervise the practicum; and,

3. withdrawal of funds by the government.

The adherence of the ATA to the issue of “release time” was a major faclor that
inhibited and delayed the implementation of the extended practicum in the Alberta Faculues
of Education. A greater problem was faced by the Faculty of Education in kdmonton when
the cooperating teachers withdrew their support from all practice teaching. ~This move of

L}

teachers proved quite distracting, and the Faculty became involved with the more immediate



and pressing problem of 'placing its siudenu in the schools for their practical
Other m}eholder orpniutioné-did not have much sympathy with the ATA's dmndl. The
conflict among various stakeholders prompted;(‘he government 10 h"ft the éondition of a
thirteen week practicum as g requirement. for teacher certification and withdraw the special
grant awarded for the extended practicum. -These two actions of the government -put a gtop
1o all activities leading {o the implementation of the egtende;i practicu;n.

The Faculties and other intemted.orga;!iutions that h;d"beco'm.e coM!tw to the
'exlcndcd practicum were dét_ermineq to restore it. The p_oshi\c_e aciion; taken by the Baculties

and the stakeholder organizations were as follows: *

\

1. "docision among sukcholdérs that thd should cooperate in this endeavor;
2 decision among the three Faculties of Education to brcscn't a common front in support of
the extended practicym; and . »
3. strategic moves.by the Faculties’ administrators to convince the goverﬁncnl to provide
financial support for the extended practicum. -

The stakeholders wanted the government to revert to its policy of the &tended
practicunras a requirement fo'r certification. A sub-committee of the BTEC representing the
three Alberta Faculties of Education, the ATA, and the ASTA examined the issue of the
extended pragticum. The three Alberta Universities were also united in the common purpose
to secure funds for the implementation of the extended practicum. Other political activities
used by the Faculties were various meetings, news conferences, negotiations, and p;'cssure
through their own students and local leaders. The Faculty of Education at the University of
Alberta nianaged to cope well with all the external impediments because of increased strength
of the coalition it had found with other organizations. In working for this comm‘on purpose,
lhpboundaries between the the focal organization and ‘the stakeholder organizations were
virtually eliminated. These organizations seemed united in a common cause. These activities

eventually Yesuited in the reinstatement of the cxlcnd* practicum policy. In addition, special

funds were made availabie by the government to finance the program.

' ’
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Implementation. Compared with the preparation phase, implementation proceeded
smoothly. There was very little involvement by the external bodies in this stage of the
procesé. During the final stage, the University of Albega Faculty of Education, along wilp
those at the Universities of Calgary and Lethbridge, successfully mﬁ:mcmed this thallenging
project. It was introduced in phases and tbe results of the internal and external evaluations
were positive. This led to continuing financial suppon- by government. Thus, with
appropriate changes in structure, programs and attitude of faculty members lhc.cxtlnded
practicum was implemented as a required component of the teacher education progr:m.

' (
Adaptation within the Facuity

The response of the Faculty to the policy changes imroduécd bL{overnmem was

'positivc and reactive. In spite of initial concerns, disagreements and the resistance of -
individual faculty members, the Faculty of Education agreed to include the extended
practicum in the teacher education program, because of the magnitude of pressure. )

) Overall this ac{apmion by the Faculty goulq be reviewed as a success. As mentioned
carlier the response appeared l(; be a reacjive one but during the process of adaptation the
Faculty used many proactive and strategic processes to influence organizations in its

environment and thereby to gain support for the program.

’
}
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Chapter VII
RESPONSE OF THE FACULTY TO THE NEEDS OF SELECTED GROUPS

From time to time the Faculty of Education at the University of Alberta has been
faced with the problems‘ot demands of one or another farticuldr group. T;e major thrust of
this chapter is directed toward the description of those cases in vlﬁch the Faculty tried to
respond' to the needs of a special group.v The chapter is divided into four parts. The first
part of the chapter deals with the attempts of the Faculiy of Education 10 cope with the need
of the Native community td train teachers of Native origin. The second part describes the
demand made by the Alberta Catholic School Trustees' Association to introduce a special
lrainin‘g program in the Faculty of Education for prospective ‘leachers of Catholic schools‘ and
"thc Faculty's response to this derqand.' In the third part, a review of the Facylty's attempts
to respond to demands of the Association for Children apd Adults with Learning Disabilities

“is presented. The last part of the chapter presents the discussion based on the

above-mentioned three issues.

A. Preparing Native Teachers .

This part of the chapter describes Project Morning Star, the name used to describe the

L\

teacher education program for Native Indians introduced in the Faculty of Education in the
A d
University of Alberta. This part is organized.into two basic sections. The first -section

describes the introduction and initiation of the program. The second section describes the

response of the Faculty divided into the two phases of preparation and implementation. In
’

addition, the factors which affected the project negatively or positively, at any stage, are

discussed.

<

-
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Project Iatrodiction and Initiation
In 1972 the Worth Commission (p.160) otwérved:
For the sake pf Albenia’s Native peoples, and as a measure of the dignity of
our province, it is time'to stop the lea rhetoric gnd start the lurmn; in action in
carly, basic, hi;her and further education. Native education is 3o far in the past that

it cannot wait-in the future. For most of tbe Native psople of Alberia there is np
today in education.

To bring a small ray of light-and hope to the issue concerning .lhe education of
Natives, the "Morning Star” project wasyinitiated. The purpose of thc’;rogum was 10 "
provide teacher iuim‘ng to /.bera’s Native popuhuq’. An obviom lack of opportunity m“
higher education had been ex;ieriel\oed by Native people; the Gateway (September 25, 1980) -
mentions that before 1976 there were only fifteen Native Indian teachers in the Province.

While the other provincial univeﬁilies were actively involved in Native education. the
contnbution of the University of Alberta had been minimal. The University of l,elhbridoc\
had established a program in Nﬂtive studijes and support services for Native students. The,
University of Calgary had initiated a service program for Native stuclenls on ‘campus. and had
established satellite programs for teacher training at Morley, Alberta, and had planned
satellite programs for Blackfoot Reserve, G;ouard and the Yukon. Only the Umvcrsny of
Alberta had done nothing except to allow the of its campus for a speclal summer-session
for thirty WN“W: !nd,ian languages. )

External impetus:for change. Project Moshing Star, at the University of Albena, was
initiated in response to the needs of the Nativd community of ‘Alberts. The needs of the
éommum'ty were recognized vby the Natives themselves and were put fc;rward b.yl Native
organizations which were concerned about two things: (>1) increasing the number of N.auves
who had access to higher education, and (2) Indian control of indian Education.

* The then Dean, Myer Horowitz, had noticed the mounting interest of the Native
:communities. He (Personal interview, 32 April, 198? recalled:

~  There was an expression of interest from one of the Native communities with

which we had had contacts and a strong positive relationship to build on. Several
individuals -- 1 was personally involved -- had visited the Saddle lLake Reserve for
different reasons. A suggestion was made that perhaps we could come up with a

model for a teacher education program for Natlves which would be offered at the
Saddle Lake Reserve. /

-
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Later thé needs of Nati‘;res weré‘ put f o;ward by the Albert§%dian Education Centre.
, je' people ‘worked with Natives and the Blue éuills Education Cenire near St. Paul,
Alberta and developed a proposal for teacher education which would be- centered at Blue
Quills, but would carry full University of Alberta credit. This external impetus after some
time lgd to the creation of Project Morning Star as Gordon Mclntosh in a memorandum to
Dean Worth 'wrote,"...;b/strong initial initiative which °led to.the creation of the program
_can{c from outside the. university, and has its roots in Indian groups with:a str;)ng
commitment th Indian control and participation, in Indian Education.” (Memorandum from
Gogdon Mclntosh to Dca”@ W H. Worth re: "Review of 1ﬁe Management and Organization
of Project Morning Star”, 22 June, 1978). ‘
_ The“program was supported by other Native organizations, as shown in a letter
(Dated 18 November, 1974) from Chieftess Theresa Gadwa and the Kehewin Band Council to.
Richard Saund'ers. the then Director of the Alberta Indian Education Center:
To this end, our Council and Band, sec the merits in titis type of program

for the benefit of our Indian students, and therefore we wholeheartedly give our
support to the planning and development of this particular program....

.Y
Similarly.rRoberl Carney, the then Executive Director of the Northern Development Group,
in a letter (Pated 7 January, 1975) to then Dean Horowitz wrote that he hoped thal/igc;,
university would take positive steps to implement such a program. Carney wrote:
The plan, as outlined by the Alberta Indian Education Centre Personnel, is a
very ambitious oné aimed at meeting what they regard as a very critical need....There
is a growing Native movement in this direction, and I am sure that the University. of

Alberta will be able 16 contribute very benefi¢ially in assistimg the Native people
through this very important, vet difficult educational transition.

Ahqlher supporter of the caus:: was'the Senate of the University of Alberta which
early in 1974 recognized the rieed for a new type of Native teacher training program. The
Senate agreed that the representative @f the Alberta Indian Education Centre was the major
sfokesperson for Native Education and that the Centre should work with the university to

develop a new model for training Native teachers as mentioned.in the 1974 proposal by the

Alberta Indian Education Center. N

t 'v . ‘ : N



Identification of needs. Nobody coudd™deny the authenticity of the needs on which

“x

the proposal for such a program was groundedwﬂ Most of the Natives in Alberta could not

pursue higher education because very few of them had elementary or secondary education. It
was repo'rlgd in the proposal submitted for discussion to th#. Faculty. of Education Council
meeting (May 13, 1975) that: !

. A Department of Indian Affairs publxcauort»m 1974 indicated that there have
/ been only twelve Indian University graduates in the educational history of the
4 Province of Alberta. At the present time approximately twenty [i iy Native students
are enrolled at the University of Alberta, forty one at the Universiiy of Calgary, and
twenty at the Univewity of Lethbridge. Given the fact that more than 90,000 Native
people live in Alberta, these figures indicate that fewer than .1% of the Native
population is currently engaged in univeisity education.
One of the most pressing needs is for university-trained Nativc :aacfrers who

can bridge the cultural gap which exists between home and schoo - Native
teachers, in addition to their pedagogical skills, provide role models, - »mw 4atc in® -
culturally relevant terms and languages, and, quite simply, understan. - & <ulties

Native children encounter in school.

Few Native children now view the university expencnce as atiainable or

relevant. Many non-Natives believe that Natives are not capable of, or interested in,

university study ...." Native teachers, particylarly, can help destroy it (the belief)

where it is most detrimental, in and near reserves and Native communities.
i

‘Not only was the shortage of Native teachers a disturbing factor but the cultural
alieriation of Natives in the white society was also depressing. As was mentioned in the above
proposal: -

Urban education failed consistently. There was a prediclable pattern
established by students coming to the city; initial enthusiasm gave way L0 a growing
sense of cultural isolation, the distance separating the student from family and
friends and from a normal and comfortable environment became an insurmountable

\ barrier against a productive university career.

Response of the Faculty

The response of the Faculty was positive. The primacy of the needs of the Native
community could not be ignored. To overcome this crucial problem, the University ol
Alberta sought to establish a teacher training program off campus at a locati.on which
provided cultural conditions with which the Natives would be familiar, so that social and
financial adjustments to the campus life of the university could take place over a phased four
years of study for the B. Ed. degree. Carl Urion (Personal interview, 16 April, 19%5)

a4

indicated:
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It was never the intention of the University to isolate Project Morning Star
- it was thought that the first two years would be given at Blue Quills, followed by
temporary certification, followed by two more years of study on campus. It was Dr.
Horowitz who. insisted that the program includé residency at the University of
Alberip as a requisite for both permanent certification and the B. Ed. degree.

- A posiﬁve attitude of the parent .organization, the Univérsity of Alberta, and the
involvement of the Department of ,Edﬁcational Foundations in the developme;ll of.a proposal
for a teacher education program for Natives had positive bearing on the initiation of the
program. Thus, "Project Morning- Star” became a community based program jointly

sponsored by the University of Alberta’s Faculty of Education and th?’Blue Quills residential

school. ~

Support_and Involvement. A pajt of the Faculty of ‘Educagion at the University of
Alberta, ‘throug>h the Departmeni of Educ‘ational Fqundalions, had already been actively
involved in the development of the Project since 1974. In the fall of 1974, the Alberta Indian .
Education Centre and the Department of Educational Fouhdations had begun to research this
problem. The then Chzg’r_man of the Department of Educational Foundations, R. S.

Patterson and Associate Professor Carl Urion collaborated in this examination with the

-

7 Alperta Indian Education Centre. They participated in the discussions concerning teacher

/

education for Native people, conducted research, consulted with Native organizations across

Canada, contacted Native su)ents and teachers, .band school communities, community’

y

members and government representatives. Patterson and Urion were ‘ committed” to the

grarﬁ from the very beginning.
The then Dean received the proposal for his consideration and was supportive of the '
idea. Horowitz (Personal interview, 22 April, 1985) revealed that:

I was in the project from the very beginning on a personal level. I had some
contacts with the people at Saddle Lake Reserve. | was happy when the proposal
came through because I always believed that it was vital to increase the opportunity
for Native students so they could continue_their higher education. We would do
anything to attract those students to the university....Moreover, 1 was very much
affected by a program which I directed for the students from Tanzania. To pretend
the situation was identical would be unfair but there was some simijarity -- to move
from step to step as we had moved from relatively small rural and altogether
different community to a very large urban community of the University of Alberta.
So I could identify with the steps as being similar to those of the "Tanzania Project”
as this program was to be initiated in the Reserve and then there would be a
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transition period and students would come to the Campus. | was quite interested in
the project.

Preparation within the Faculty to introduce the Project. Internal and external groups

deci? »n cooperate at the preparation stage. As indiéatcd abovc', members of Faculty at the
Umvémrny of Alberta were concerned about this small number -of Native students getting
| post-secondary education and the Alberta Indian Education Centre had rccogni.z.ed lh‘t‘ need
for Native people's involvement in post-secondary education, so both groups joined forces.
In January 1975, a working paper was prepared by Lynn Baker and Lee Von Hohenbalken of
the Indian Education Center, R, S. Patterson and Carl Urion of ’lhc Intercultural Education
Program at the Faculty of Edﬁcalion, aonikc Steinhauer from the Bluc Qu.ills Board. The
paper reflected this coalition: s
Impetus for this coalition for action came from several quarters. The

University has for many years been concerned that relatively few Native persons have
been afforded post secondary educationﬁi' Alberia: and at the same time it has

realized its lack of expertise in the de n of appropriate steps to be taken to
rectify this inequality. Ad hoc response t vernment agencies acting on behall of
Native people, or the setting up of a Native studies program without substantial
support and direction from Natives themselves seemed ill advised. Concurrently, the
Alberta Indian Education Centre, responsive to the increasing demands for more
Native teachers, could profess to represent a significant Native perspective on the
issues.... :

(Working Paper ~submitted to the Faculty of. Education Council for Discussion,

January, 1975)

Frequently programs are dropped in the initial staées becausc of inadequate financial
support. In this case, however, the problem was dealt jointly lzy the Native bodies and by the
University. Patterson (Personal interview, 3 ﬁ.\ary. 1985) recalled that :

During the period of negotiation the Faculty of Education dclcrmincd‘_hlong
with the Native representatives that the Faculty would contact somc of the groups
individually, and some groups would be contacted jointly. For example, the Faculty o
members met with groups such as the Departments of Education, the ATA or the
University to discuss certification and academic standards of the program. Other -
groups like the Department of Indian Affairs were approached by the representatives
of the Native community. With respect to financial support the Faculty and the
Native representatives were both involved in the discussions.

Thus, the problem of funding was cventually solved by of the Department of
Advanced Education and the Department of Indian Affairs. The funding, however, was given

to the Ugi'\wersit)' of Alberta to administer. Carl Urion (Personal interview, 16 April, 1985),
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explaining the arrangemént, stated:

@ -

From the first discussions with Blue Quijlls, the governance and. sponsorship
was conceived of as being a joint venture between the University and the Blue Quills
Native: Education Centre. The way we had it set up at first was that both those
organizations would appoint representatives to a governing council for the program,
the governing council would be the body that would go after funding, and the council
would have to take major decisions back to their respective sponsors for ratification.
The first hitch in those plans came when the.two levels of government that funded
the program would not provide the funds to anybody but the University of Alberia
for administration. That of course gave the University the edge in decision making,
but the Yniversity was committed to keep the spirit of, joint governance. “h
¥

The pegod of preparation wx§ also marked by internal disagreements witlm\he
Faculty. The proposal was tried out with the Intercultural Education Commitiee of the
Faculty which had representation from several Departments of the Faculty. At 'the Faculty of
Educa:tion Coundit meeting the representgli\;es of different departments were invited 1o
comment on the proposal. The proposal was based on the assumppion that the Native
community in Alberta needs more people in‘the schools who would provide role models for

~ .
the Native children. The other argument in the proposal was that there were very few

Natives who had access to post-secondary education. By easing some, 0° pdligestrictions on

entry’ to the teacher education program the Faculty would be able to attract acceptable

candidates from the Native community who would become qualified teachers and who could

A~
3

then go out and‘provide role models for Native children. But the support for the proposal
~ was not unanimous within the Faculty. It raised certain concerns and critical issues. |

One of the concerr}s rel;ted to the dissolution of the Alberta Indian Education Centre,
the initiator and an active participant in the project. The then Chairman of the Department

of Sccondary Education, G. L. Berry, wrote a fetter (Dated 27 February, 1975) to R. S.

Pignerson, voicing these concerns:

. What is likely to happen to it now that the A. I. E. Centre has been
dissolved? ...If our Faculty, particularly staff in my department, are to be ‘involved,
when might we expect to participate in the planning? With whom are selection
procedures being worked out if the end product is to graduate with a B. Ed. and
Alberta teaching certification? At a guess, it seems to me that your prognosis a few
"dropouts” is optimistic, and perhaps a lower or middie level of expectation would be
more realistic, resulting in the certification of registered Native teachers' aides..®

In March, 1975 after the dissolution of the Alberta Indian Education Centre, the Blue

-

Quills Native Education Council stepped in and played a more active role in pursuing the
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consultation that had been going on between Native groups and the University. This wdrking

group was aiming to admit the first set of students to an off-campus program in the Fall of .

\
1975. ’

A letter from the Chairman of Elementary Education D. A. MacKay to Horowit

(Dated 11 April, 1975) questioned the advisability of a project thgt had little involvement of

the Faculty 'as a whole and a very narrow research base. He wrote: .

We -- the Department of Elementary Education -- have had no opportunity

to review the proposal or to be involved in the preliminary planning. I must proposc

that Faculty approval of this program be withheld until all parties (including this
Department) are satisfied that the program is valid....

The document is filled with unproven assumptions about the connection
between on-site education and long-term benefits. to Native children. 1t is, in fact, a
rhetorical rather than a research document.

. We can not give carte blanche approval to the offering of our courses
unless we are fully satisfied as to the quality of the courses Given our present staff
resources...the C & I components can not be offered in Blue Quills in the forsecable
future. . - ' N

There is no adequate provision for evaluation of a pilot version of the
project. This omission is not surprising given the base on which the proposal seems
to rest....

The time-line for approval of the proposal must be revised so as to enable
the University of Alberta to participate as an equal partner in the planning. (The
Senate's involvement, for example, does nothing to supplant the involvement of
teaching departments)....

I regret 1 have had to take such a negative position on this matter; but the

pway this proposal has been developed and its possible long-term implications for this

Department leaves me little choice.

R. S. Patterson replied to MacKa)" in a lettir_ {Dated 17 April, ‘1975) explaining the .

needs of the Nalivc;. the ’diff iculty and complexity of negotiating with the Native community,

‘and the implications'of Faculty's backing out of this involvement at this stage. Pa.ucrson

specified that the strength of the Faculty "résted on its ability to cooperate and to assist onc

another in a joint venture of importance to the Faculty. No one party or department has a

corner on that responsibility.” . |

The earlier disagreements among faculty members generated some delay but did not

bear any major ilf effect on the project because as Carl Urion (Personal interview, 16 April,
1985) stated, "There was a conflict in the Faculty dnd the supporters of the program won.”

“Another proposal with some modifications was jointly put forward on April 14, 1975,

by the Blue Quills Native Education Council and the Department of Educational Foundations.

N
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This proposal was accepted by all departments of the Faculty as was indicgled in a letter

*»

(Dated 7 May, 1975) to the staff of the Department of Elementary Education from its

Chairman seeking endorsation of the objectives of the program. He wrote- "The purposes of _

the program are significant in terms of societal needs. There is.a need to which this

University and this Faculty have responded in only a minimum way up to lhlS point.”

Subsequently the project whs approved by the Faculty as’a letter (Dated 13 June

A
5) from Dean Horownz to G. K. Gooderham of the Department of Indian Affairs and

4
Northern Devtlopment indicated: :

leased Lo be ai:le to inform you that at the May 13, 1975 meeting of
the Cotincil of T aculty-of Education the Project Morning Star program recgived
unanimous support with the understanding that the project would be funded the
Department of Advanced Education of the Province of Alberta and Department of
Indian Affairs"and Northern Development.

The whole initiative to 'introduce a program to train Native teachers was highly

appreciated by the press and public. Bob Remington of the Edmoriton Journal wrote in 1975

-~

* that:

Morning Star Project will hopefl ully overcone a bleak situation of high
Native attrition on the traditional white man's campuses by offering 40 Indians the
first two years of a Bachelor of Education Degree at the Blue Quills School at Saddle
Lake Reserve near St. Paul.

External concerns. As the administrators of the Faculty started meoving toward
implementation of the Prgject in the Fall of 1975, they became aware vf~two drawbacks in

their proposal and they could foresee the concerns of the stakeholder oraganizations. One

L%

such concern was the standard of the progfam and the secopd was the issue of certification.
Patterson (Personal interview, 3 January, 1985) revealed that the faculty
administrators could find several "catches” in their proposal. Patterson indicated:

The proposal of Project Morning Star meant that at the time when the
Faculty was considering extending the requirements for the certification to four
years, the Faculty was also proposing a program which was going to lower the
qualifications needed for entrance. The requireménts were relaxed for Native
students in Blue Quills. Candidates did not necessarily need high school graduation
for entrance and moreover, they did not have to complete a"degree before they could
be admitted to the classrooms as teachers.

As anticipated, objeetions were raised by the Alberta Teachers' Association who

strongly opposed Project Morning Star and questioned program standard and overall quality

———
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of the program. In The Calgary Herald, of July 25, 1975 it was reported that:

"The Association is opposed to the dilution of teacher standards for Native
persons or for any other group,” says an ATA brief to Education Minister Julmn
Koziak.

It asks the Minister to designate Morning Star a. pilot pro)ect "that its scope
not be extended beyond thal currently proposed... and that the project have a
maximum life of six years."

The same paper reflected on the concerns of the representative of the University of
Caluary Ms. Eve]lyn Moore: . '4

.Evelyn Moore, who heads the three year Umversny of 'Caiuw Indiar.
Student University Program, also has reservations about Project Morning Star.

"A number of our Native students have expressed concern that if they go
into the school with less, they won't receive the status and respect from the Native

people in the community that would be accorded a teacher with full training,” she
said in a{l interview. v

Th\concems of these external bodies regarding admnssnoo standards were not wcll
groundcd The admission policy fq'l’ Projcct Morning Star studenls was not different from
that of the University generally. Carl Urion (Personal interview, 16 April, 1985) explained:

At the time the mature students admissions poilicies were not as strict as they
are right now. In fact the students weren't admitted to the University during the
first year -- they had to successfully complete the first year before they were given
"retroactive” credit as admitted students.

The second concern was related to certification ’as Myern Horowitz (Personal interview,
22 April, 1985) indicated,"At the outset Project Morning Star was a short program, a piece of

the B.Ed. -program. Later, the interim teaching certi( icate'was to be granted and that created

y |

some concerns.” On May 7, 1975, in the BTEC meeting a motion was passed:

..it is recommended to the Minister that until 1980, students who compicic
successfully the first two years of Project Morning Star will be eligible for a
Conditional Certificate; between 1981 and 1984, students who complete the first :rre
years-of Project Morning Star will eligible for a Provisional Ceruf icate.

The Alberta Teachers' Association was completely against such cer

Id

There was some opposition within the certification group although there § ‘
 people who were sympathetic and were ready to take some affirmative actiom_.

regard to the Native population. There were some people in the committee wh

believed that it was possible 10 teach without having a four year degree. But still

there was some unease on the par} of the ATA and they had serious quesuons about

what the Faculty was proposing.

The Faculty needed a well informed and well planned proposal to convince
this particular group. To get the approval of the ATA we had to be very cautious

Patterson (Personal interview, 3 January, 1985) recalled: ‘
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because the ATA did not want to have this experience used as a precedent towards

] undermining the overall requirement for teachers. We were making a case for the
quality of the Morning star program and did not want it to be regarded as inferior in
the sense that we had created status difference between Native teachers and
non-Natives. We designed this program bearing clearly in mind the idea that when
these people completed their B. Ed. degree they would be eligible to teach in any of
the classrooms of the Province not just in Native classrooms.

Carl Urion (Personal interview, 16 April, 1985) confirmed Patterson's statements:

We were very careful to do nothing at all that did not have a precedent at the
University of Alberta -- every aspect of the program was carefully yetted to make
sure that we did nothing that had not been done before in some other venue. What
we did to crefte "the program” was to.combine unusual procedures, such as mature
student admission, off-campus courses, unusual time commitments, all of which had
been done before. The ‘one aspect that was touchy was certification. The
requirement for it came more from the federal government,” from Mr. Gooderham,
than from anywhere else -- funding was contingent upon it. In fact, it did nothing
more than legitimize something that already existed; there were several teachers in
federal schools who didn't even have provincial certification of any kind, but were
teaching on "Letters of Authority.” There would be no significant reduction in
teacher qualification in the schools concerped. As far as lower standards of
admissions were concerned, it was made clear to the student selection committee that
they were to choose only clearly superior candidates.

In the meetings with the Alberta Teachers' Association Teacher Education and
Certification Committee then Associate Dean Patterson and Carl Urion, attempted to present
the rationale for "Project Morning Star” and asked the ATA to endorse the idea of "interim

certification” that would be available after the completion of the required three years. Carl

*Urion (Personal interview, 16 April, 1985) indicated, "We presented to the ATA the fact that

we had }equcsted the Board of Teacher Education and Certification to grant the temporary
certification. It was a courtesy call on them to give them the basis of our request - - it was a
kind of lgbbying effort as well.”

In spite of the ATA's opposition the proposal was accepted because it gained the
support of other organizations. The support for the program proved stronger than the
opposition. In his letter of May 12, 1975 to Patterson and Carl Urion, then Dean Myer
Horowitz wrote:

You will be very pleased that the Board, at its May 9, 1975 meeting, endorsed
special certification arrangements for Project Morning Star according to the proposal
I put forward in my letter to Dr. Hrabi of April 17, 1975.

. There was strong opposition from Calgary and the ATA and Lethbridge

abstained'. We enjoyed strong sypport from ASTA and the two Departments of
Education.... -
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Eventually, the Government of Alberta had 'concurred with recommendation to
implement a leacher(educalion propram for Natives for a threc year trial period subject to the
conditions for apprc;val ...." as a letter from James Hrabi (Dated 17 Scpiember. 1975) to F.
Enns, the then Acting Dean of the Faculty of Education, confirmed. The stand of the Board
of Teacher Education and Certification for Provisional cerification for Native teachers was .
positive as the foliowing letter indicated: |

With reference to c:?lificalion. Dr. M. Horowitz, when he was Dean of
Education, recommended to the Board of Teacher Education and Certification thf
Project Morning Star ‘students should receive special certification, upon &hc
completion of the initial two year phase of the program. We are plca%ﬁ that the
Board has supported this proposal.
(Lcncr from Harry Gunning, the then President of the University olNAlberta, to R. A.
Bossetti, Assistant Deputy Minister of Advanced Education and Manpower, dated 18
September, 1975). |
o A

Implementation. According 1o the agreement between the Blue Quills Native

Education Council and the Department of Advanced F,ducatidn and Manpower, Project
_Moming Star \.vas to be a community based program, jointly run by equal partners, the
University of Alberta and its Facuity of Education on the one hand and the Blue Quills
Native Education Council and the Saddle L.ake/ Athabasca District Council of Chiefs on the
other. A Board‘for Project Morning Star was to be established to act as a governing and
policy-making authority and cdnsisted of two representatives from cach constituency.

The program started at Biue Quills schoo! in northeastern Alberta near St. Paul in the
I-\ﬂ of 1975 as planned. This program featured all components of the regular B.Ed. degrec

.of the University of Alberta. Several modifications were made by the Faculty of Education to
impiement the program. First of all. the average age of the students was higher, and a
majority of students were admitted under liberal admission requirements. Special
arrangements with the BTEC allowed students who had successfully completed two Years of
the Morning Star prografm to be eligible for interim teacher cérliﬁcation in Alberta. Interim

Certification was valid for five years. During that period students could continue their

education and could finish their degrees at the main campus of the University of Alberta.
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This program demanded several structural changes as well. As the imiruction to
Nat;ves was offered at the Blue Quills site, tife professors from the Faculty of Education at
the University of Alberta were required to stay at Blue Quills for short periods of time to .
offer their courses. Courses were offered serially. >Sludems had to concentrate on one
subject at a time rather than concurrently as was the pattern at the University of Albem; In
the first year of the program one or two courses were of fered over the time span of a month
which accommodated the credil‘-hour requirements for the courses and the preferences of the
professors who could not be a\;.y from the main campus for an extended period of time. '
The second year of the program ressmblec more the 'on-campus program. Student teaching
was carried out in the ncighborho&d sclbols; and the faculty consultants were resident in the
St. Paul area. _

Even afler introducing the prmect at Blue Quills, some adjustments had to be made in
order to ensure a success1f ul implementation. Ad inistration of the pro_;ccl was an important
consideration. The first dir?;q{ of the program was Lynn Baker who had worked for the
Alberta Indian Education Centre previously apd had returned recently from the United States.

His selection as director was very strongly supported by the representatives from. Blue Quills

and acceded to by the University. According to Carl Uriqn (Personal interview, 16 April,

»
1985): ‘ i Y )

... Mr. Baker had come recently from the United States and did not really
comprehend the nature of Native-government interaction in Canada, and understood
even less -well the structure of post secondary education in Canada. He was director
of the program for at leas( the first two years, $o his impact was significant. He was
a "broker -- he spoke for Indian people. His\interaction with me was particularly
contentious because 1 represented the University, but was Native myself.

As mentioned earlier the off -campus site demanded that a number of faculty members go t0
Blue Quills to provide instruction. It was particularly important for the director of the
program to spend considerable periods of time at Blue Quils. The second director of the
program was a University of Alberta professor who experienced some adjustment problems in
his stay at Blue Quills.

Maintaining rapport between university representatives and Native organizations

proved particularly challenging. Carl Urion (Personal interview, 16 April, 1985) vposited:
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directly to personalities and their various roles within the organization.

The University's great failure, I think, at this point, was 10 move the locus
of governance of the program from the Deparitment of Educational Foundations,
where staff members had long maintalfied personal relationships in Native
" communities and with Native organizations, to a group within the Faculty who had
little or no experience in workmg with Native people.

There was a great deal of mnsundcmandmg among different individuals. Patterson

" (Personal interview, 3 January, 1985) recalled,. "One groblem that arose, | Think. was related

measure of pettiness and questioning of integrity on the part of people involved in ;pc
project.”
‘ Another critical issue which arose in the initial- days of implementation was related (0
the successful joint administeration of the program. Patterson (Personal interview, 3

January, 1985) reflected:

L]

This question remained rather a central kind of issue throughout the threc
different phases of the Project. Initially the Board was designed in a way so that

there would be equal representation of the Native community and the University.

This Board had the autonomy to make decisions that would regulate the program.
But just at the time when the program was to be implemented there were differences
of opinion over the management of the finances available for the program.
Eventually the solution that was adopted gave thé Native community authority 10
administer and control certain parts of the program and the University control other
parts and the idea of the Board, based upon consensus of the two parties did not
work out in those early stages.

_ The situation of jurisdictional disagreements continued into the second phase.
Unfortunately, to add to this there were some personality conflicts and role conflicts
among the people representing the two different constitnencies. * These conflicts led

o accusations about the way things were being conducted and several times, | think,
seriously jeopardized the project. .

Worth (Personal interview, 18 January. 1985) confirmed the information. He stated:

This was a very tense period. The Council of Blue Quills was not very happy
with some of the things that occurred. There were other programs operating at Blue
Quills from the University of Calgary and the University of Athabasca and the
Council had a very different relationship with those two institutions. The Native
people wanted to be able to influence the outcomes and day to day operations of the
program.

Throughout the period of implementation the desire of the people in the Blue Quills
Council to antrol the program was apparent. They thought that one of their original
objectives, namely, "Indian Control of Indian education" was being lost. The executive

director of the Blue Quills Native Education Council expressed his point of view in a letter to

There was some

-2
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R. .S. Patterson, the then Associate Dean of the Facuity of Bducauon at the University of
Alberta (Dated 20 April, 1979),

~...The original goals included the application of the principle of Yndian
Control of Indian Education to this program. Unfortunately this goal has been more
and more distant as the University 's administrative needs came to take priority. A
number of concerns have also arisen with regard to the level of instructional costs
and other matters.

The Faculty considered this issue as ar; infringement on the autonomy of the University by an
external body.® Patterson (Personal interview, 3 January, 1985) explained that this was the
reason that the Faculty tried to maintain a degree of independence and believed that such
independence would give the program its long term recognition and acceptance. For once, the
Faculty was not prepared to yield In a letter of April 23, 1979, Patterson wrote to Mike
Steinhauer, the then Director of Blue Quills Native Education Council,

I raised the matter of Indian control of higher education. The nature and
tradition of universities are different than those of the public schools. Universities
have for centuries existed as autonomous institutions and have resisted attempts to
let political concerns overrule academic ones. The Indian population is not unique in
its efforts to change this, as universities are being pressured by governments and,
ultimately, by the people supporting them to be more accountable. What people may
fail to realize is that if universities.do in fact lose that independence of action and
instead become the pawns of various pressure groups, they will cease to offer to
society a very important and valuable service. On this point 1 am questioning
whether or not public control, defined as distinctive pressure groups, is the way to go
in higher education. If the Indi le can tell the university what to then wh
not_let every other politically v interest group in society have the same right?....
However, given this basic differences on the matter of Indian control versus
university control, it is not difficult to understand why tension has developed over
the past few years in Moring Star. The two sides are engaged in a tug-o-war.

. In *he third phase the Board w;s reinstated to govern the project by consensus.
Decisions agreeable to both parties were mde. One of the early decisions of the Board was
the selection of a new Director and Studeft Counsell;)r. The Native Associations wanted a
Native person to [ill the post of Student Counscllor which was not acceptable to the
university. As Patterson (Personal interview 3 January, 1985) posited that "right decisions”
were very important at this point of time for the eventual success of the program. Ms. Reed
was appointed the counsellor and Leroy Sloan was appointed as the Director of the program.

Later both Sloan and Ms. Reed won the support of the Native community. The Native
Y]

community, however, controlled some of the decisions with respect to their end of the

<
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operation. Thus, having a Board operating on a oome:uus basis was the best solution for the
situation at hand.

Sevpril timely internal adjustments were also required as the project progresscd.'
Some administrative concerns regarding admission standards, residency requirememts. and
program oomet'u arose froq\ time to time. These were dealt with by establishing committees
and sub-commitees, by c:ling meetings or by referring to higher authorities. In the meetings
and sub-cémmiuees. the external bodfes were also rep/rescntcd.\For e?mplc. a program
sub-committe‘e was established. for the Project on June, 1977, in wﬂch the ATA was

[ ] .
represented. An admissions sub-committee was established under the Chairmanship of the
» [ 4

lh:n Aséisumt Dean (Adﬁissions) Browne, and a person from the Native community
designated by the Executive Dircclor of 1hcﬁBlue Quills Native Ed’ucalion Council was a
member. Periodical evaluations of the Program’ were submitied 1o the ‘Department of
Advanced Education and Manpower. In addition, the issue of the residency for Morning Star
students at the‘Univcl;sity of ‘Albcria campus was dealt ‘Wilh at the Faculty lewml first, and
then was referred to the General Faculties Council of the University.

The ATA was never very happy with the oProject. One of the ATA's grievances
related to the epecial privileges accorded to students. St. John's Report (Dated 6 April,
19;79) mentioned that teachers in Alber.ta must stay foyr years in an educational faculty before
certification, but Morning Star teachers might lc;ch anywhere in the province after only two
vyears, and many of them had not even completed high school ‘matriculation. The ATA
disapbroved of d'epartmcmal l'eniency.on this matter and poiﬁled out that teaching was a
profession and that the profcssioi needed siandards. In a recent interview N. P. Hrynyk
(Personal interview. 4 June, 1985) from the ATA admitted:

The Faculty was toobﬂqu'bﬁ and adaptable on this issue; in fact, probably

more flexible than the ATA wanted it to be because there was a danger that the

Faculty would create a renegade teacher education program which might undermine
the basic standards. ' .

Some changes in the program werg/made at a later stage to please the discontented

Teachers' Association. The then Directyr of the Program, Leroy Sloan, explained in an

interview.to the representative of The Edmonton Journal , that one of the reasons for change
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was the 'ATA 's cohcern that students going out to teach after two years would not pursue the
.

four years of education needed fof a B.Ed. degree. The other reasor;. according to Sloap, was
lhai any teacher héd to'havcothigrteen weeks of ﬁfacticg teaching before certification. With a
two- y'car program, this period of time would have consumed one quarter of the program. So
the important change made was that the two year teacher preparation program became a' three
year program. This move to three years was not supposed to af fe~cl a student's.stay at Blue

. Quills which was to remain at two years. The third year was to be taken at the University of

Alberta campus. Sloan believed that when a person got into a program, he or she would want

o finish the B.Ed degree, so this extension of a year was not going to affect students
L 4

negatively. Moreover, the program acted as a preparation period for Native students before

.

- B N

they entered the huge cimpus of the University, so that University experience would not be a
A ) . -

culture shock for them.

e

Positive inflsences. Througﬁout the period of'implememation the Project had to face

the concerns of the ATA, and several inlernal'adjustmems had to be made. But at the same
time external bodies wholeheartedly supported the project, and .the attempt was appreciated by
educators. For example, the Chiefs apd School Committees of Saddle Lake/ Athabasca

District during their meeting on 20 October, 1976 passed a resolution stating,"The University

~of Alberta and th'e

Indian teacher education in Northeastern Alberta.” Another resolution

-3

made by the Chiefs from Saddle Lake/ Athabasca District and the Blue Quills Native

Kue Quills Native Education Council ate to be congratulated for the start

that has been made i

Education Counéil (Dated 2(7) December, 1976) was:

N The Chiefs and BQNEC also wish to commend the University of Alberta and
the Faculty of Education for its continued commitment to Native people as evidenced
through Morning Star itself, creation of the joint Morning Star governfhg body and
the provision of highly qualified and outstanding members of the university staff as
instructors for the program.

¢

. - ., The Program élso won internal respect and appreciation. L. R. Gue, Professor in
the Department of Educational Administration in a letter (Dated 8 December, 1976) to the
» AN R

then-Dean Worth appreciated the adaptive skills of the Faculty and faculty members. He

wrote: ”

N
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) A further comment on the willingness of a good number of academic staff 10
travel to St. Paul, to live in at Blwe Quills School, and to adapt tcaching/learning -
strategies to the direct, uncomplicated, demanding learning style of the Indian peoplc,
is probably timely. Without this level of commitment, the Project would have
obviously floundered....

To summarize, I am of the view that the Faculty's involvement in Morning
. . Star is one of the most innovative and productive things the Faculty has done in
some years.

Project Mornihg Star was percejved a success by most of the groups-involved. The
most acclaiméd characteristic of 'the Program was considered to be its response (o a cru‘
societal neéd but the positive effects the Project brought in return to the society were not ‘
overlooked. F. X. ,Boulet, a superintendent in St. Paul, mentioned in a letter to J.
Horsman, the then Minister of Advanced Education and ManApowcr, about the benefits of the
Project Morning Star. He wrote that it had provided excellent candidates for teaching and for
student counselling posi‘lions. Furthermore, the improvement in the education®level of
parents and a community gertainly had a positive effect on the educational level in the
schools, and eﬁrollmentsﬁin Early Childho%)d‘§ervices and primary grades had increased durning
those two years. Boulet recommended ggal for general educational as well as economic
reasons that support for the program be comﬁinued. _

" Even though there was some continuing interest. in the neighbopring Native
communities for continuation of the progr'am, the Faculty decided to withdraw its
involvement and the third program cycle of Project Morning Star was terminated on.Junc 30,
1982. An additional year was added * 1 to rr;ake 1t mo‘ch cost-efficient as there were two
intakes of students on the two year pio,, .am, that is, in 1975 and and 1977. A third "cycle”
began in 1979 and mény of these students moved to th® main campus in Edmonton after
. compieting their initial term year at Blue Quills. Thus, the program for these individugls was
| initially extended to 1982 30 that they could complete their third year. It w%»lhen cxtended .t(_>
the Spring of 1983 in order to allow the students who wanted to do so to complete their
fourth year on the B.Ed. program. R. S. Patterson (Personal ihterview, 3 Janu&g. 19%5)

felt that thesuccess of this project made the administrators of the university realize that such

a program should become a part of the University ‘s services. Patterson elaborated:
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It was recognized that what was needed, more than just a teacher education
program, was a basic program which could create new opportunities in a number of
fields for the students of Blue Quills.

Al thal point it was decided that PrOJecl Morning Star-would become a part
of a total university program for Natives. The success of the program led the

“—University to take some degjsive actions in the issue of Native education.” The
concern 1o provide higher education to Natives moved away from the Faculty of -
Education to the larger unit -- the University. -

Carl Urion (Personal interview, 16 April, 1985) commented:

] think it would be worthwhile to note that the effect of the program went.
way beyond the specific individuals involved. . Ever since the fitst group of Morning
Star students started coming to campus, the pattern of enrollmelit of Native students
on campus has changed. A very sizeable plurality of students come from the area of
the province served by Blue Quills -- but most of the people from that area who
come to campus have not attended Bl.ue Quills programs. The effect of Morning
Star was that it demonstrated that university programs are accessible to Native people

- 1 think that's why so many of the Native students come from that area.
In general, Project Morning Star could be regarded as an experiment which was
successful. The positive experience of this temporary adaptation led to some major

permanent changes in the university for the education of Natives.

- * B. Preparing Teachers fotr Catholic Schools

’ _
The purpose of this part of the chapter is 10 present an overview of the events that

led to the introduction of several courses in religious education in the Faculty of Education.
This move was in response to the ipitiatives of interest groups whg wanted the Faculty to
offer spccnal preparation for those teachers who would be teaching in Catholic schools. The

first section provndes Lhe hlslorxcal background surrogndmg the issue. The second section -

ndcnt:( ies the specific exfernal pressuhn the Faculty of Education, and the third deals with

% ad
the response to these external pressures.

Historical Background a P .

Th_e—’ issue of special preparation for teachers of Catholic schools in western Canada
goes far back in history, imo_lhe g,gd of the last century. In 1884, the first North-West

School Ordinance endorsed a dual system of schooling for the Territory. The Ordinance

“ -
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reccommended that a twelve man Board of Education, appointed ‘ by the -
Lieuienam-governor-in-council, was to be divided into Protestant and Catholic sections, cach
controlling its own séhools._ licensing its teachers, selecting its books and apparatus, and
appointing its inspectors. This dual system of schooling gave the (‘alholic church .hiérarchy'
colmplele control of their section of the Board. The government had given them power (o
make decisions concérning religious Lnd moral training and tcacher licensing. But this
arrangement was short-lived. Several' minor and a few major amendments that were made
' .
bem‘reen 1884 and 1892 gradually changed the dual sytem 10 a upitary one with Separalc
‘School'guaranlees./ The School Ordinance of December, 1892, the last major piece of
legislation md@ to the unitary syst_erg, brougfu about another major change. A Co'g‘_nc'il of
Public Instruction assumed all powers of the Board of Education and wcakened the position
of Catholic schools. This Council beca'me- responsible Tor lcachcr education and ccrl?ficalion.
The Council made it clear that the preparation of religious educators was not a stale
rcsponsfbilily. and Normal scho&lé adopted the stance that schools should promote
Christianity énd morality without being denominational. ) uncil beheved that if the
Separate Schools wanted specially lraiﬁgg teachers they would fxavc to provide the training
(Carney, 1979:36). ) |
Initially, theére was hope among the proponedls of Catholic education that there would

be a Catholic Normal School to train teachers not only in secular subjects but also 10 provide
. ; :

courses on religious knowledge and the teaching of religion. But for a variety of poltical
reasons, such a Normal School was never established.
The Director of the Aibcrta Catholic School Trustees, Kevin McKinney (Personal

interview, 29 May, 1985) confirmed that this issue has strong historical ongins:

In 1884 we had an ordinance for a dual system -- two branches, two councils
-- Catholic and Protestants were there. In 1888 the Catholic sysitem passed a number
of regulations that had provisions for teachers, to get the particular kind of
applicants in keeping with the purpose of the Catholic schools. :

In 1892, when the whole training of teachers was put into government hands
the influence of the clergy was restricted. People who were invBived in Catholic
education decided to establish Catholic colleges to have some structures to go with
the Catholic school system and to complement the Catholic school curriculum.

Carney's (1979:37) article confirms McKinney's statement



- . ~ 128

é»«holic schooling interests never abandoned the hope of obtaining special
teacher training arrangements and continued working to this end. Among the factors
that prompted the Alberta Catholic School Trustees’ Association (ACSTA) to submit
requests to the Alberta Royal Commission on Education in 1958 and to the Minister ’
of Education in 1960 for a Catholic Teacher Training institute were the new religious ¢
studies orientations and the changing staff compositions that accompanied growing
Catholic school enrollments.

The development of the University of Alberta and then.the Faculty of Education on
sccular lines came in sharp contrast with the objectives of the interest group. Yet there was
St. Joseph's College on the University of Alberta campus, esta-blished in 1926, to providé
higher Catholic education in  western Canada. The College, owned by the Catholic
Archdiocese of Edmonton, becarﬁéa centre to provide courses in Catholic history, ethics,
scripture, thought and doctring. The existence of a‘denpminalional college at that time was in
op‘posilion with the secular aims of the university but the university continued to work in
harmony wilh the college for a léng time. Even in the secular climate of the University (_t_ne

. Catholic education authorities ﬁoped to have a few teachers trained especially for Catholic
schools.

U:\til the carly 1960s, the Faculty of Education at the University of Alberta, as part
of. its«progra;n requirement expected every student to take a course in t“he philosophy of
education but that requirement was not removed. The Catholic school community: in the
province began to be conc;:mcd that-their teachers were not receivihg the kind of preparation
which would help them lo‘adequalely fulfil the requirements of Catholic schools. R. S.
Patterson (Personal interview, 14 January, 1985) indicated that f‘his was the time when the
Faculty first felt the pressure to train tea‘chers especially for Catholic schools. Patterson
indicated that during this period overtures were made by Catholic interest groups for the first
time. But these overtures were not supported by other stakeholders. .Camey (1979:37)
mentions that it was in 1960 when the Board of Teacher Education and Certification rejected

the ACSTA's proposal for the special training of teachers who were to teach in Catholic

schools by unanimously affirming it did not "favor teacher training of a sectarian type.”

Initial pressures on the Faculty. This particular demand ‘;\grew with time, especially '

during the early seventies. The Faculty was approached by many individuals and groups



regarding the introduction of courses in religious education and teaching methods. Worth
(Personél interview, 19 December, 1984) revealed:

"For a ‘long time, the Alberta Catholic School Trustees' Association,
Edmonton Catholic School Board and a number of other Separate School
jurisdictions in the province took the position that prospective teachers for their
systems ought to have a course and training in the methods of tcachmg religion as
well as some opportunities to study the content of Catholic-beliefs in the teacher
education program of the Faculty.

Representatives of various organizations interested in Catholic Education approached

the Faculty through the Department of Educatiorial Foundations as R. S. Patterson, the

then Chairman of the Department, (Personal interview, 14 January, 1985) recalled:

When I was the Chairman of the Department of Educational Foundations |

had my first direct experience with this problem. 1 can remember meeting with Mr.

~ Harold McNeil, the then Suprintendent of the Catholic School Board in Edmonton,

Mrs. Jean Forrest, who was then on the Board of Trusiees for Edmonton Separate

Schools and Dr. Robert Carney who was serving as Executive Director of the

Alberta Catholic School Trustees Association. These people came to me to talk about

the possibility of providing courses or at least one course that would be available for

students who were interested in preparing themselves for leaching assignments in
schools with a religious orientation. _

«  Thus, the demand to prepare teachers for teaching in Catholic schools had a long

"

historical base that made the interest group approach the Faculty directly when the

)

redquirement fQr a compulsory coursg in philosophy was no more longer in effect.
’ <

Initial minor adjustments. Adjustments made by the Faculty in t_hos; early ycars
included efforts by indiviual departments of the Faculty. The Department of Educational
Foundations wwas approached directly by interested groups ‘10 in'troduce a course on religious
education. In 1973, the department introduced a course on the history of religious cducation

in Canada. Robert Carney, the then Executive Director of the ACSTA, taught this course as

a sessional lecturer under the title Religion and Education in Canadian Society. The course
was offered for three years. The rpajority of students taking this course were Roman
Catholics and many were teachers in the Edmonton Catholic School District. However, this
particular course was not reg'arded as being sufficient by the representatives of Catholic school

jurisdictions.
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Increased Pressures on the Faculty
The pressure for the courses in religious education again began to mount by ‘the

mid-seventies. Neither seculag aims of the University nor the reluctance of the Faculty of
. .

Education to offer religious courﬁnpered the enthusiasm of the people from the ACSTA

and other Catholic organizations. mey's (Pefsona'l interviev'v, 14 March, 1985) opinion:

...the people in the Alberta Catholic School Trustees' Association were not
discouraged by the luke-warm response of the Faculty. Those people had a long
experience of rejection. Now they became more dogged and were sure that they
would eventually succeed.

From the perspective of the ACSTA, their needs were genuine. Since World War 1l

the number of priests and members of Catholic teaching orders in the Catholic schopls had

declined significantly. Carney observed (1979:38): ‘ 3!

The number of ... religious teachers in Catholic schools declined substantially
following the Second World War. Their numbers in Edmonton, for example,
dropped from 58 percent in 1938 to less than four percent in 1977. Many lay
teachers had no pre-service religious education, and while ad hoc in-service programs
were established, teachers assigned ‘to full-time religious instruction began to call on
accrediting agencies to recognize courses in theology and related disciplines.

Moreover, a contemporary phenomenon in Canadian eddca_tion was the increase in the
number of independent Christian, schools including Catholic schools. Carney (Personal
interview,, 14 March, 1985) affirmed that the Catholic schools had grown in number in
Alberta durihg the decade of the seventies. A good portion bf the school population in
Alberta was Roman Catholic. Carney indicated in the interview that: ~

[

People may accuse the University of favouring a particular group but the
reality is that one out of four kids goes to a Catholic school and this is not an
insignificant number. But it seems that many Albertans have never accepted that
reality.

In an article Carney (1979:35) also quoted a 1978 survey of Alberta Superimgndems

which i‘aled that 73 per cent of the respondents stated that there was no opposition from

the public served by their district to religious instruction. In his words, "... there was also a

strong support for the view that Christian morality based on the teachings of Christ should be

taught to children."

Administralors‘of Catholic schools, teachers and church leaders recognized these

growing needs and believed that the Faculty of Education graduates of the time had no
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background in religious education. They felt that the University should respond to this need

)

by making some courses available on an optional basis. Although prospccliv‘c Catholic
teachers could take philosopﬁy courses at St. Joseph's College or a Bachelor of Religious
Educa'tion degree at the Newman Theologica! College. the interest group felt that the Catholic
teachers should have S‘pecif ic courses in methodology, and in curriculum and instruction, Pt -
just in content which could come from various sources. They argued that when teachers who
were not trained in this particular discipline, had to teach religious traditions and ideas they

felt very ill at ease in doing so. Therefore lhe;' continued to lobby for professional education

~courses for Catholic teachers.

. Patterson (Personal interview, 14 January, 1985) recalled the period when he was the
Associate Dean, and was approached by the same people who had contacted him a few years

earlier: ‘ .

I can remember that when I was Associate Dean, Mr. McNeil, the now
retired suprintendent of the Edmonton Catholic schools, approached me and Dr.-
Aoki, the Chairman of the Secondary Education. He informed us that his group was
not interested in philosophical or historical courses. They wanted something which
would help meet the Curriculum and Instruction needs of their religious education
courses.

<&

This time the pressure was. exerted not only at the University of Alberta but also at
the Universities of Calgary and Lethbridge. The interested organizations put their demands
through other organizations such as the Board of Teacher Education and Certification.

Carney (1979:36) observes:

- ...the ACSTA continued to lobby for professional education courses for
Catholic teachers. Resolutions at the 1975, 1976, and 1977 ACSTA conventions
called on Faculties of Education to develop and introduce courses in religious
education. The ACSTA also asked member boards to make religious education
courses a prerequisite for teacher employment....

Facull)} administrators at the University of Alberta also felt that the interest group applicd
" pressure through graduates of the Faculty. As Worth (Personal interview, 19 December,

1984) stated: "

The ACSTA put pressure ‘through our students. The students who applied
for positions in Cathglic jurisdictions were told, '... If you had a course m the
teaching of religion you would have had better chances of employment with us." So
the students came barrelling back and asked us if they could be admitted to a course
in teaching religion so they could get a job in a Catholic school system. That was a
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kind of pressure we began to feel. It was a very gbod strategy on their part.

/'The increasing unemployment of teachers trained in the Faculty caused concern
among Faculty administrators. As the ACSTA had asked member boards to make religious
education courses a prerequisite for teacher employment many of the Alberta Catholic schpol
boards hired teachers from other provinces, notably Nova Scotia, who had training in
religious education. The ACSTA representative, Kevin McKinney (Personal interview, 29
May. 1985) confirmed that they employed graduates from other provinces but it was because
of the specific ncedsubf the Catholic schools. He said:

We did employ graduates from other universities and provinces because we
could not find students trained in the provincial universities who were sufficiently
prepared for Catholic schools in certain subject areas. We believe that there should
be various tracks in the Faculty which could accommodate teachers of various
subject areas and which could adequately reflect the needs of the different school
systems. If we need different kinds of teachers in schools, it seems to me that the
Faculty should provide a variety of tracks from which the prospective teachers can
select and which would prepare them for specific roles in specific schools.

At- present, there still appear to be some difficulties with respect to
understanding our needs, and, it seems that there is a lack of organization in the
Faculties' efforts. It is a question of who has the responsibility, who can provide the
best educational services to the students in keeping up with the needs of the schools,
especially Catholic schools.

* ‘\:;

Response of the Faculty

The response of the Faculty, in this particular instance, did not occur in a simple
stimulus-response fashion. Because of the historical roots of this issue and due to the
continuous pressure from outside, the Faculty had made petiodic adjustments along these
lines. However, these minor adjustments were viewed as unsatisfactory by the Catholic
community although even the implemenlatioﬁ of these courses followed an initial period of
resistance.

Resistance. Worth (Personal interview, 19 December, 1984) thought that, although
historically there was pressure for change from outside, there was a corresponding resistance
. \
within the Faculty. The most important reason for the opposition within the University was
the secularist orientation of the University. The Faculty felt that the purpose of the

University did not include the teaching of doéma or the views of any particular group. They
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felt that offering a course in religious studies for Catholic school teachers would be seen as a

fgm \of indoctrination of education students and also as preparing them to indoctrinate

. o -
others. If the Faculty consented to offer any such course on specific religious opinions to
accommodate these external pressures, this could only be done in an "objective way." So
until 1972 the response of the Faculty of Education to the proposal from the ACSTA was
negative. The Faculty considered the demand as "creedal”™ and "discriminatory” in nature
(Carney, 1979).

Furthermore, there were-problems in administering such a program. knns (Personal
interview, 10 April, 1985) indicated that when he was Associate Dean of the Faculty of
Education he felt pressure from outside to introduce courses in religious studics in the teacher
education program but a positive response could not be given. He recalied atiending various
meetings to discuss the issue of providing religious education but nothing subsiantial was
achieved. The Faculty could not garner support from outside bodies or from within the
University on this matter of responding to the demands of the Catholic community!] knns
commented that the people from the Department of Education's curriculum division did not
have any clear notion about what religious education in terms Qf_.lcachcr preparation meant,
and the Department of Religious Studies at thes University was very small and could not
provide adequate service to students of the Faculty of Edutation.

Worth (Personal interview, 19 December, 1984) agreed,

Historically, this issue had always been resisted within the Faculty of
Education. It had been resisted on two grounds. One, it was not considercd
appropriate that the teacher education program should promote one particular
religion as opposed to another. Two, there were more practical concerns because
mafly people could not see how such an issue could be handled. So fot years nothing
much was done. Periodically the matter would come up and some minor adjustments
would be made from time to time. For example, in eariy programs students were
supposed to do a philosophy course in the Department of Ph:losophy at the Faculty
of Arts which was called "General Introduction to Philosophy.” In lieu of this
specific required course in the program the Roman Catholic student teachers could
elect to do a course in "Thomistic Philosophy.” The other way to accommodate was
that the students could use some of their options and lakc courses in St. Joseph's
College or in the Department of Religious Studies.

Preparation. Once again at the Faculty level there was an attempt to fight back, as a

letter from the then Dean Worth addressed to J. Hrabi, the then Chairman of the Board of

-
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Teacher Education and Certification, dated December 9, 1976, shows:

There are a number of courses offered within the Faculty of Education at the
University of Alberta conusining content which would be helpful to students seeking
an understanding of the place of separate schools in Canadian cation. Among
those where this content is readily apparent are. the following: . Adm 261/461,

Ed. Fdns. 201, 351, 353, 355, 413, 451, 495, and 501, and Ed. Psyth. 497/597.

The Faculty does offer a number of courses in the C and | departments
which deal with various valuing techniques, but none of these deal specifically with
curriculum and instruction in religion.

In addition to these courses ... courses providing content helpful in building
an understanding of Roman Catholic and/or Christian perspectives are available in a
number of other departments i.e. Religious Studies, Sociology, Philosophy, English
and History that fit within the framework of the Component model underlying our
B.Ed. program and are available to students as electives.

The matter was brought up repeatedly in the meetings of the Board of Teacher
Education and Certification. In an Executive Committee Meeting of December 20, 1976,
Worth placed a motion that:

The Executive Committee recommend to the BTEC that the highty complex
ramification (= implications to a secular institution of attempting to provide
denominational religious courses) of the specific preparation of teachers for service
in Catholic Schools is beyond the competency of the Board and should be referred
back to the 'ACSTA for their further submission directly to the Ministers of
Education and the Alberta Government.

The motion was carried (BTEC Meeting Minutes, May 27, 1977). At the same time a letter
from Hrabi to McKinney (Dated 19 July, 1977) shows that a motion that "recognizing the
special status of Alberta. Roman Catholic’ Schools, the BTEC recommend the Faculty of
Education programs include opportunities for preparation for teaching in Catholic schools,”
was lost which shows that the issue did not have much support from other organizations. So
the Faculty had a stronger hold on the situation and did not feel it needed to react more
positively to these demands.

The Faculty was, however, more receptive at the departmental level than at the
Faculty level. As mentioned earlier there was already a new course introduced in [hi
Department of Educational Foundations, the then Chairman of the Department of Secondary
Education also responded somewhat positively. A steering commitee of three faculty members
was established under the chairmanship of Dr. Aoki to consider the possibility of offering
courses in religious education. A decision was reached that a course on religious and moral

education should be offered on a temporary basis. Beginning student teachers, who were
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interested in applying to Separate Schools Districts for positions were encouraged to take this
particular course. A staff member in the Departmeu? of Secondary Fducation, J. Parsons,
worked as counsellor to new students who were interested in the area.

Joint efforis. As the pressures were mounting at the Faculty level in all three
universities they decided to work together. Worth reported at the BTEC meeting on May 27,
1977, that the Deans of Education of the Alberta Universities were holding regular planning

N

sessions 1o fook at "emergent needs and a Task Force had been formed to investigaic and
. recommend on such issues as Religious and Moral Education, Family Life Education....” The
three Deans talked about the pe and thought that it might be possible for one university to
_offer some_kind of special program that would appeal to the teachers destined for Catholic
schools and which would to some extent satisfy the demand of the ACSTA. But like any
joint attempt the introduction of religious courses in the Faculties of education moved slowly
as a letter (Dated 17 April, 1978) from R. Lawson, the then Dean of Education at the
University of Calgary, to J. Hrabi, the then Chairman of the BTEC, shows:

... the three Deans of Education Faculties in Alberta have been investigating
possible actions toward offering courses or programs in religious and moral education
in the provincial universities.

Further joint action has been deferred for a year, providing consideration in
respective Faculties. This does not -preclude actions on the part of individual
Faculties of Education in accordance with their respective priorities, but does mean
that any formal agreement for collaboration on program definition, insttuctor
exchange, special spring summer offerings, etc., cannot be taken until such further
consideration has been given in each Faculty of Education ...

Inter-Faculty Committee on Religious and Moral Education. At the same time the

Inter-Faculty Committee on Religious and Moral Education had comc‘ up with some valuable
recommendations. The Committee in its report .lo the Deans of the Faculties of Education
recommended in April, 1978, that the Faculties might offer courses in religious education and
methodology but the report clearly stated that the Committee did not support a special
program of teacher preparation in Catholic education. Worth (Personal interview, 19
December, 1984) elaborated:
A Commitiee, which had representation from various faculties and
departments, was set up to look upon how religious studies. could be accommodated

with the teacher education program. This group made certain recommendations out
of which two stood out. Ome, it was not something in which the University of
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Calgary could specialize and the University of Alberta could not, ‘it had to occur in
both universities. The second recommendalion was for the establishment of an
elective package or concentration which would-enable students to take a series of
courses relating to religious and moral education. The Faculty of Education at the
University of Alberta put a group together and planned the courses for sych a
package or elective (later known as a minor).

The 'chp@nce and provision of courses on Religious Education seemed to satisfy the
interest group. The ACSTA officials believed that the universities were becoming m&&
receptive. But at the same time they felt that this responsiveness was reactive and quite
unsuitable for an academic Faculty. McKinney from the ACSTA (Personal interview, 29

\ :
May, 1985) felt:

1 have been happy with the openness which the university and the Faculty
had extended to our association... but I would like to say that all initiatives had to
come from us all the time, which had prolonged responses. Whereas, as an academic
faculty, the Faculty of Education should in fact perceive the importance of this kind
of issue much more than it has been doing and it should be prepared to be more
proactive than reactive.

Whe’n the Faculty decided to introduce minor\s' along with majors in the secondary
education route, the Department of Secondary Education decided to introduce a "minor” in
four non-subject specializations and a "minor ™ ih religious and moral education was one of

those four.

Factors_that affected the implemention. Along with the acceptance of the idea, the

administrators of the Faculty became aware about certain limitations that inhibited the
smooth imroduction and institutionalization of .the courses. There were some internal
problems. According to McKinney, (Personal interview, 29 May, 1985) organizations like the
Faculty of Education generally faced such limitations. He stated:
We worked with different universities, not just with the University o[.
Alberta. We suggested particular courses and they hoped to include the courses in
the program. But-it was a long process because faculties of education being a part of
universities had to go through difficult structu oblems to introduce a course or
courses .... o0
The inhibitors, as mentioned by members of the Faculty were lack of expertise, lack
of commitment, and lack of coordination. These factors meant the Faculty was unable to

offer the program on a regular basis. Worth“ (Persomal interview, 19 December, 1984)

' mcmioned; "At that time we discovéred that the Faculty did not have the expertise to teach
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these courses. Nothing could be arranged on a regtht For .a few years visiting
professors were invited to give courses in this area.”

The lack of commiiment of any individual or cicpa'nmem as the reason for the
prolénged peribd of time for the response was identified by Enns (Personal interview, 10
April, 1985). He felt that at the University of Alberta Faculty of Eucation no onc was
prepared to take on a long term responsibility. He indicated that at Caigary they had
successfully introduced a program in religious education and Faculty mcmbers at the
University of Alberta were hopeful that u!ey would be able to start soime thing similar on :;
long-term basis. However, he stated, "peopie used to get side-tracked”™ and nothing pmit;vc

resulted for a long time. Carney (Personal interview, 14 March, 1985) agreed with Enny’

view and stated that staffing and mmitment of individual profcssors have always been

~soblems for such courses but, gortantly there was a lack of coordindtion. Courses

in religious education came from partments of the Faculty, namely, the Department

of Educational Foundations, the Depariment of Educational Psychalogy and the f)epanmem
of~Sccondary Education. In all instances, except in Educational Psychology, there Qnys has
been temporary staff 1o offer the courses. Moreover, there was no coordinator to counsel

interested students and none of the three departments was prcgared to accept the Jeadership

o

role.
In addition, the factors which affected the way and the degree 1o which the faculty
adapted in relation to this particular issue, related to the nature of the University itsell.

* . . : L - -
These factors were teferred as the "multi- purposeness of the organization”, "its secular goals
- «»
and "the dissatisfaction of many groups in relation to the issue.” McKinney (Personal:

interview, 29 May, 1985) agreed:

L ..the university tried to accommodate but it was forced 1o accommodate oves
the slruggle of groups.

That is one example of how difficult it is for a multi-purpose organization o
remain adaptwe in all facets of its operations at the same ume I do not say it is
impossible but it is extremely difficult.

The secondary aims of the unjversity itself... made the introduction of the
gourses a bit difficult.
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Moreover, Carney (Porsonal‘merview, 14 March, 1985) posited that the slow pace

(“' ‘ " . . ) .
and unsatisfactory development of the program was not unique to religious education. He

-

said: 4

I think, any recent program would suffer because resources are not there.
The resources of the Faculty are really being stretched. With budget cuts there will
be retrenchments in most of the areas and this program, although it has a historical
bearing, was not fully developed earlier and its development at this time would suffer
the consequences of the tight linancial situation.

Consequently, the adaptation by the Facully in the area of religious education was not
'saiisf_aclory. In general, the Faculty's response in this area had been luke-warm. Facully

members thought that the University of Calgary was doing a mtich ‘better job than the
“\

University of Alberta. The ACSTA officials agreed, as Tkach (1983:355) mentions:
» .

r The ACSTA lobbied the Faculties of Education, at both the University of
Calgary and the University of Alberta in Edmonton:to develop and offer prof essional
education courses for Catholic teachers. Evident, too, was the responsiveness of

? Calgary’s Faculty of Education. Edmonton's parallel Faculty took more time to
react.... .

i Modifications In 1981 a prdposal 10 establish a minor in Rehgious and Moral
Educau& was considered by the Faculty's Commmee on Course and Program Review and

Approval. On February 2, 1982, the proposed minor was officially sanctioned and described

as follows: | J

CCPRA endorse a minor in Religious ahdl{;dorai Education which will be
comprised of 18 credits -- 9 credits to be taken witiin the Faculty of Ewcauon and
the remaining 9 credits to be taken from St. Joseph's College and/or the-
Departments of Religious Studies and Phitosophy.
The components of the minor:
ED Cl 496 Curriculum & Instruction in Re/tgwus and Mogal Educatlon
ED PSY 417 Religious and Moral Development & Education. i
ED FDN 434 History of Religious and Moral Education in Canada y
ED FDN 456 Moral Philosophy and Education. .

A minof in Religious and Moral Education at the Faculty of Education of the
University of Alberta allowed students to take three courses in their particular religious
tradition and three courses in the foundations, the psychoiogy and$ msﬁctional aspects of
Religious Educauon The minor in Religious and Moral Education as an option in the B.Ed.
pr%r/am was regarded as a "single victory’ by those interested in more than the secuigr

dimensions of humankind” (Tkach, 1983:356). Personnel at the ACSTA were pleased with

[y
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this effort and considered that it was just a matter of time before religious education courses
would be regularly offered. Few Faculty members appreciated the move. Whize Brouwer,
\Professor in the Departments of PhYsics and Secondary Education wrote in ATA's "Religious
and Moral Education Council Newsletter,” Vol. 9, no. 1,(August, 1982):

Universities are, fortunately, changing in their conceptions of religion in
schools. Whereas, in the past, university scholars prided themselves on the
supposedly neutral, objective, unbiased approach to learning, there is a growing
recognition of metaphysical or 'religious’ basis of research and scholarship....

. University involvement in religious education would hopefully play a rolc ig

displaying the commonalities in different traditions rather than stressing the
differences which often serve sectarian interests only...

Eventually, there were courses in the Facuity calendar in the arca of religious
education which revealed an attempt to adjust and accommodate to external pressures.
Students who wanted to pursue this area at that tlime, took the comem/ courses m the
Departments of Religious Studies and Philosophy. Mcthodological problems_associated with
teaching religion had not adequately l.)cen addressed by the Faculty. Worth (Bersonal
interview, 19 December, 1985) maintained:

4 This particular issue represenis the very low end of adaplabilily. There 18

. somghmg there but it is not very functional in the operational sense.. .
“v. ¢+ T think that the responsnveness within the Faculty, on this nssuc was really a

réfection of apparent growing tolerance of different religions in Albertan society
‘generally. and did not represent any definite shift in “the Faculty's thinking...

5

?-vThe\ interest group was hopeful of a brighter future because -they thought that
. 3

religious education itself was gaining recognition in the university community. McKinney
(Personal interview, 29 May, ‘19\85) stﬁed, "We were hopeful because in the last decade or so

 thété hds been an increased recognition of religious studies as an academic subject. Prior to

Fy

that it was perhaps looked upon as an area with  no academic credibility as a subject

throughout the world."”

This increasing recognition of the area might have some positive bearing on the
response of the Faculty in the Eoming years.

*
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C. Preparing Teachers To que with Learning Disabled Children

) A}

This part of the chapter is concerned with the response of the Faculty to the demands
of “the Alberta Association for "Children with Leamirxg Disabilities in'édmonton. The
Association initially wanted the Faculty to introduce a compulsory course in the pre-servicé’
tcacher education program that would enabft teachers (o identify and cope with learning
disabled children. Later there was a plan (0 open a centre for learning disabled individuals

linked to the Faculty. The descripjion of the events that transpired is divided into two

sections: initial impetus for change and Faculty's response.

-

Initiation
Historically there had been a concern among parents about learning disabled children.
Tecachers had also felt that students with learning disabilities require an identification of their
weakness and the early development of suitable skills. It was considered crucial by some
leachcrs ariii parents that all teachers should be able to identif y these students early and that
all should have necessary preparation to help the learning disabled children. Several concerned
parents and teachers formed a group in Edmonton in 1968 lh;t was called the Alberta
Association for Children and Adults with Learning Disabilitifcs.x This group's purpose was o
fight for the cause of Jparning disabled chiidren. One of the issues identified by the
Association was lhe\preparaliog of teachers 10 cope more .effec[i\f'ely and efficiently with

L 4
children who had learning disabifities. The Association wanted the Faculty of Education to

modify lhe leacﬂ\r education program by adding a compulsory course on children with
learrung Mﬁlmes The needs of » .icarmng disabled individuals prompted many other agencies
to suppom.&he Assocxamon on the issue. - They demanded more comprehenswe efforts in rhe
aCpa including modifications i°n the teacher education program.

The Faculty first felt pressure from the Association in 1@_]5-76 as Worth (Personal
interview, 24 January, 1985) recalled: @

The issue of providing preparation for teachers 10 cope more effectively and
efficiently with students with learning disabilities has been around for a decade or
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more .... Just as soon as | became Dean | began o get letters and phone calls and
personal visits from people associated with the Associauon These people saw me as
someone flavorable to their concerns and someone in a position to meet their
demands, (without rwlmng how little power the Dean had). Aparl from their
percepuon stands - the treatmiept given to the problem in my report "A Choice of
Futures” (1972). It turned out that the Superintendent of the Education Building at
the University of Alberta, and -his wife were very active in that association and they
had a feeling that they had a kind of channcl into the Facully througii me.

Identification of thc nm. The Association for Children and Adults with l.earning

[ o A
Disabilities believed thgk

%sufﬁcnenll) important 1o get the necded attention. The
members of the Association hld thér ‘tesults of surveys and rescarch material to support their
point of view. On the basis of a survey of the Edmonton population they had rcached two
conclusions: first, the numbgr of people with learning disabilities was quite large, and second,
these pebple were already an integral part of the géneral population and could not be
segregated. Thus, the ;Sopulation that the Association was concerned with wa.s al.rcady in the |
- mainstream. This factor was pointed out by the lnlerdnscnplmary Committee of the Umversm{*

of Alberta in 1981 in the following statement:

During the past three decades increasing attention has been focused on
deriving a better understanding of the learning and development characteristics of
individuals who are unable to learn effectively within tegular program instruction. It
has become increasingly apparent that individuals demonstrating these problems make
up a significant proportion of the population. Percentage estimates vary anywhere
from 6% to 30% of the population. This is a large segment of the population and il
we are Lo provide the most appropriate education for all, it is important that we
derivé a better understandmg of the learning and development of this large number .
of mdnvxduals . |

The Association, there!pre. was cérLain that every teacher was going 10 encountef a
part of this population in his or her classroom. If the Faculty of Education failed to prepare
them in this area, these teachersAw;),uld fai; to identifv children with learning disabilities, and
those children mig};l never get what they needed. " L
Response of the Facuity

The‘response' of thé Faculty to the issue was not positive in the early stages. The
Faculty did not have any strong ties (@zthis particular Association. Moreover, there were

some differences between the Association and the Faculty over terminology. Later, however,
. :

for three important reasons the Faculty began to reconsider its initial stance. These reasons

L
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were as follows; first, the political influence of the Association, secondly, the interest of the

University of Alberta Senate, and, finally, the involvement of the Faculty in an institute for

Jearning disabled individuals.

» Resistance. Initially the Faculty's response was not one of total rejection but it was
R . e
not very positive either. The Faculty realized that student teachers should have a sound
acquaintance with teaching exceptional children. But training of this type was being provided
through the Special Education program whicth prepared interested students: to teach
exceptional children, In spite of giving philosophical support to the demands of the
Association, the Faculty was not prepared to do much. The superintendent of the Pucation
building talked to the then Associate Dean R. S Patterson qune a few times about the
growing needs of learmng disabled children and med td*onvince him to train teaehers with
definite skills in this area. he indigated that the Association was somewhat surprised at the

\ A}
unresponsnveness of the Faculty to the crucial needs of a particular section of the populauon
~ Y
Patterson (Personal mlervnem 24 January, 1985) recalled

A number of overtures were made to encourage the Faculty to provide a few
courses for all teachers ghat would enable them to meet the needs of youngsters with
learnjng disabilities....Like most of our program«%&elopments the response of the
Faculty to this iflterest group tended to come very slowly.

Moreover, the issue did not get total support internally. It was agig a case
where the expectations were that the teachers should be able to do specific and
definite things. Part of the Faculty still believes that fixst degree ought not so focus
on narrow specializations, skills and audiences. The Association believed that this
was an important issue to warrant attention. As far as the Faculty-was concerned it
was felt that our minor in Special Education was sufficient.

There were quite a few reasons for this unresponsiveness, and one of them related to
the research being done in that area within the Faculty's Department of Educational
Psychology. Several professors in this Department whose interests were special education and
mental retardation could not accept the overtures that were being made by the Association.
Some faculty members did not necessarily agree with the philosophy and viewpoint held by the
Association. Worth (Personal interview, 24 January, 1985) revealed,"l soon discovered that a
serious impediment to our doing anything resided in the Department of Educational
Psychology.” The "serious impedimcm"'*to reponding positively to the Association, according

o Worth, stemmed from the difference of opinion between a specialized group within the
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Department of Educational Psychology and the pressure group in relation to how to define
. . *

* learning disabilities. The group in the Department of Educalional;zchology' which was

involved in providing special education felt that learning disabilityvas not a legitimate

descriptor for the kinds qf problems the people in the association were addressing. The
Director of the Centre to Study Mental Retardation. J. P. Das (Personal interview, 17 April,

1985) elaborated:

I would admit that we in the Centre weresinterested in doing some research
on other groups along with those who had learning disabilitiestTately there has also
been some concern regarding the artificiality of the distinction between learning

+ disabled and other children who have severe learning problems. We wanted to have a
clinic to look at all children with learning problems and obviously could not rule out
the children who had borderline I. Q's. But the Association was a parcnt group and
their concerns were different from the concerns of educators and specially from those
of researchers in the field who have no categories of exceptionality and believe that
all exceptional chjldren should be treated as though they belonged 10 one large group
and should not be labelled. It was a very sensible proposal il we could get rid of past
prejudices in the field.

The educational psychologists tried to link the term learning disabilitics with mental
retardation which was unacceptable to the Association. According to J. P. Das (Personal
intgrview, 17 April, 1985) the parent group was rather emotional on the issue. He posited:

It seemed that parents did not like the term mentally handicapped or mental
retardation. The label itself was a cause of resentment and therefore there has been
. an emotional reaction to any of the proposals which our Centre presented on the
basis of developmental research of children.
Worth (Personal interview, 24 January, 1985) agreed:
: y
For people in the Association it was an emotional issue. The members of
this group are parents belonging to the middle or upper class of socipty who are
fairly well-educated themselves. They simply fail to understand why their -children
cannot learn. It was much easier for them to accept the vague conceptjof learning
disabled which implies that there is nothing genetically wrong with their children.

The mild response of the Faculty to the pressure group at the early stage could be
attributed to two reasons: first, the Faculty was not ipterested in adding a course similar to
that of Special Education, and second, different viewpoints of two groups, the Department of
Educational Psychology and the Association for Learning Disabled Children and Adults, had
led to an uncompromising state.

Acceptance. The Faculty could not remain in this state of mild responsiveness for

long. There was continuing pressure from the Association for Learning Disabled which was
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becoming increasingly powerful. R. S. Patterson (Personal intcrgew, 24 January, 1985) .
thought that the Association's dealing with a single issue - - that of learning disabled children
- led to an "organized support” and the promotion of activities that conformed with the

goals of the Association. Patterson indicated:

Many provincial and national associations of children with learning
disabilities were established, and over time these associations became some of the
most effective pressure groups or lobby groups known in recent years in Canadian
education. It was because of their success as a pressure group and their influence
that eventually not only the Faculty of Education but governments throughout
Canada had 1o tend to their concerns.’

More importantly, the Association through its representation in the University sof
Alberta Senate was sucgessful in influencing that body. The President of the University of
Alberta, Myer Horowitz, was supportive of the issue as he (Personal interview, 22 Aenl
1985) indicated, "Certamly we took seriously the lobby on the p’of the Assoc:auon for
Children with Learning Disabilities, and we were supportive. [t was an area in which [ was
interested and somewhat involved."

In April, 1979 the "Report of the Task Force on Children and Others with Learn’ing<
Disabilities” was published by the Senate of the University of Alberta. The Report provided a
working definition of learning disabilities to balance the differing points of views, as follows:

Children, youths, and adults with learning disabilities are those who manifest
a significant discrepancy between their estimated learnmg potential and actual
performance. This discrepancy is related to basic disorders in the learning process
which may or may not be accompanied by demonstrable .central nervous system
dysfunction and which are not secondary to sensory loss, mental retardation, primary
emotional disturbance or environmental disadvantage.

The Report also recommended thegycreation of "a centre which would be the foremost
one in North America in relation to teaching, training, and research in learning disability."

The Faculty had to respond to tne Senate's Report as Worth (Personal interview, 24
January, 1985) elaborated: \

One of the University's policses :« ‘hat when a Senate Task Force Report is
prepared it is sent 10 various units the University that are mentioned in the
Report and those units have 1o res w: the recommendations both to the Senate
and to the President. That forced us as a Faculty to respond to the Task Foriili
suggestions....We also responded to the Senate and ended up in saying,'Yes, we Wi

provide a compulsory experience for all, we will try to provide a minor.' Finally we
also agreed to push this notion of the institute. -
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The Faculty's slow response prompted the Association to plan for an independent

research institute that would attend to the needs of this special population. The Faculty did

not want this. Worth (Personal interview, 24 January, 1985) revealed:

As the group was very astute.politically and had some very good connections

they got all the support and encouragement from the public and from the
Conservative Government. The Faculty, then, did not want to be left out.... When
we heard about the institute we thought that we should capitalizc on the interest of
the public and power of the Association rather than having sonlcone taking
advantage of it. ‘ -

Preparation. The Facully\ made the first move lo_coopertae with the Association.

Members of the Association were invited to meetings fh the Facuity. It was important for the

~

Dean and other members to create a congenial atmosphere so the results would be positive.

Worth Q(Personal interview, 24 January, 1985) indicated: |

I tried for a couple of years to bring people in Educational Psychology and in
the Association together. We convened meetings and tried to get the staff from
Educational Psychology involved in the provincial conferences of the Association.
But it took a long time and nothing seemed to be happening. The Director for the
Study of Mental Retardation, Dr. Das, tried to overcome the fears the association
had due to the linking of learning disabilty with mental retardation. He developed a
proposal in which learning disability was not associated with mental retardation.

Patterson (Personal in\c‘r.\'ri:éw‘, 24 Jansary. 1985) confirmed:

One of the difficulties we f aced was in trying to prepare a proposal that was
acceptable to the Association. We were always walking a very tight line between
what our university colleagues would accept and what the Association advocated. In
the end we arrived at a position which satisfied both constituencies....

At this point in time the Dean decided that it would be better if the Faculty, as a

whole, got involved in the project rather than fractionally through the Centre to Study Mental

Retardation. In the meeting of the Faculty's Executive Council on March 18, 1980, the

propoél of the Senate Task Force was considered and certain recommendations were made as

follows:

...the Faculty of Education provide tompulsory experiences for all B.Ed. students to
ensure a basic knowledge of

normal child (adolescent) development Q‘
--the identifying characteristics of learning disabilities and associate behaviors
--the use of observation methads and informal diagnostic procedures
--the referrdl and remediation systems available
--communication skills, especially with children and their families.

...Moved that the Faculty seek funds to establish an interdisciplinary Institute
for the study of Learning Disabilities that has a mandate broader than that identified
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by the Senate Task Force. The Institute would:
'(a) provide an opportunity for undergraduate and graduate students to gain
"experience with learning disabled children
"3 (b) provide service to children with learning disabilities as well as advice and courses
for parents \
(¢) develop curriculum
(d) develop courses and progranis
(c) develop materials (films, case-studies on video tape elc.)
(f) provide continuing education experiences for teachers and other professionals
(e.g. doctors, social workers, nurses, eto.) who work with learning disabled children
and adults. :
(g) be engaged directly in research as well as coordinate research of graduatc
students.

K iln' April, 1980 the Dean e{ppoinled a small ad hoc commitee to prepare a response to the
Senate on the actions taken by the Faculty of Education. Worth (Personal interview, 24
January, 1985) revealed:

We set up a Committee consisting of four department chairmen Puffer,
Aoki, McFetridge, and Zingle - to get things going ... to decide how we could get
this common learning experience and how we could get our interests aligned.... We
got intp endless debates regarding providing a common experience for our students
but not much could be resolved.

Later a joint interdisciplinary committee was established consisting of representatives
from the Association, from the various departments of the University of Alberta, such as
Pediatrics, Sﬁecch Pathology and Audiology, Educational Psyc'hology. Secondary Education,
and Elementary Education, as well as Clinical Services of the Faculty of Education, the
Faculty of Nursing, and the Faculty of Physical Education. Also, representation from the
Glenrose School Hospital was included. The commiige was chaired by R.S. Patterson. the
then Associate Dean of the Faculty of Education. The committee look just over a year (o
come up with the proposal for an institute. On May 1981, the préposal for a Centre for the
Study of Learning Disabilities was submitted to the University. The Centre was supposed to
be an interdisciplinary agency "housed within the Faculty of Education to help discover and
effect ways of optimizing the 'lt:‘érning and development of individuals of all ages who are
judged to be learning disabled.” (p. 1). One of thg short term objectives stated in the
proposal included the development of undergraduate, as; well as graduate, courses:

The Centre will: .
Assist in developing and implementing undergraduate and graduate courses

including labs and practica in Education and other faculties offered by
inlerdiéciplinary teams for prospective teachers, medical personnel, social workers,

\

N
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child care workers, etc....

The proposal was acceptable to the University, to the Faculty and to the Association.
In pursuing the next step, the two groups -- the Faculty and the Association on learning
Disabled Children -- divided up the responsibilities. The Facully was prepared to take things
to the University community and the Association got ready to lobby the government to make
money available. It was very well recognized by Faculty administrators that the Association
had "special capdbilities to fight for shccess." as Patterson called it. | \

Faculty administrators started on a "torturous route,” according to Worth (Personal
interview, 24 January, 1985). of trying to get the proposal approved by the Faculty and by
the University. Quite a few people in the Faculty saw the proposal providing competition {or
their own favourite projects. Some considered it to be so huge and ambitious an undertaking
that it would have a disruptive effect on other activities of the Faculty, which would tend 1o
provide a kind of displacement of other legitimate goals. Others argued that this proposal
was not goi;lg to do much in terms of preparing teachers although it was proposed that therc
would be a new compulsory experience added for all undergraduate teacher eflucation
students. Some other parallel attempts were also explored at this stage, as Worth (Personal
interview, 24 January,1985) recalled, but they remained in draft form, For example, a
proposal for a minor came up but was never acted upon because of resistance fro:n within the
Fgculty and nobody was prepared to take the responsibility for it.

After getting the proposal through Faculty Council, the administrators of the Faculty
took it to the Academic Develobment Commitlee of the University, the. University Planning
Committee, the Council of Chairmen and the Board of Governors. The Academic
Development Committee, within the universiiy, considered it a legitimate area for research
and instruction so there was no problem in obtaining approval there. At th; University
Planning Committee, however, some problems were encountered, since at that level thc
proposal had to compete with other projects within the University and the Committee

members were reluctant to give it much priority. But George Baldwin, Vice-President

(Academic) of the University and Myer Horowitz, Chairman of the University Planning
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Committee, both were aware of the political implications of the issue and both were aware of
the fact that people within the Association were very well connecletj with the inﬂuen}ial
people in the Progre;uive Conservative Party. Worth (Personal imervicw‘. 24 January, 1985)
recalled that, "All of us were aware that the interest of the Government might lead it to get
funded.” Evémually the proposal passed through the Planning Commitlx and .the General
Faculties Council but as a "Special Project.” The status of special project placed the
proposed activity outside the normal priorities of the university in terms of other projects so a
decision was made 1o put it fotward as a .special project. The proposal was submitted to the
Department of Advanced Education for approval and funding.

. By the time the proposal 'réachcd Government the economy of the ﬁrovincc had
started 1o decline which caused a diminishing interest, Morcc;ver, the proposal was caught up
in the inter-departmental struggles in government because of the differing interests of theb
Departments of Education, Advanced Education, Community Health and Social Services and
others. Eventually, it was referred to an interdepartmental commitiee. The Committee could
not reach any conclusions, and the issue was held in abeyance. At the time of writing, the
Faculty was still waiting for a positive response from the government but the Association had
given up the fight.

Thus, the efforts of the Faculty were not met by anything conclusive but the fact
rerhained that the Faculty tried its bést 10 manage matters in favodr of the issue but could not
do so.~»According to Worth, (Personal interview, 24 January, 1985), this particular expetjence
was very frustrating considering w,hlat happened in the end. ‘Countless hours of time and"
much energy went into the development of that 'proposal. and it was shelved perhaps never to
surface again. Worth (Personal interview, 24 January, 1985) in summarizing stated:

In-short, il is not a success story. Within the University. within the
Association and within some sectors of Government we have been seen as being
unresponsive. ... | think we showed good political adaptability, the proposal itself
was an effective political compromisc but actual staff and program adaplabi}ity was
missing.

Myer Horowitz (Personal interview, 22 April, 1985) indicated:

I can understand why some people within the Association feel that there was not
much response from the Faculty or University....From where I sit 1 too agree that
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not very much happened but certainly it is not due to lack of effort on the par
of the Faculty o ucation. .

Y

However, it was an issue which could not go through the complete propess of

adaptation. It stopped at the stage of preparedness. The main stumbling block was, of

course, the non-availability of grants. But at the same time there were other rcasonk]ﬂ‘:‘r its ¥

not being a success. First, this was an issue which really did not concern other stakeholders.
Some of these organizations also criticized the Faculty for its great interest in the issuc. Hrabi
(Personal interview, 30 May, 1985), Associate Minister in the Department of Education,

reflected:

That is not an issue which should have affected the Faculty at all. There are
all kinds of pressure groups and if the Faculty listens to all of them then it will take
at ‘least seven years to finish the teacher education program. Including lcarning
disabilities as part of the requirement for everybody -- I have my doubts'

Some other individuals from the external organizations had ~xpressed their doubls.
about the need of such a course. They a“rgtxcd that such a .ourse might become too
theoretical and not practical once incorporated in the teacher education program by t
University Faculty. Although they recognized the need to identify such students, they were
skeptical about the involvement of the Faculty because there were ample resources available in
the ‘s'ystem. There were the diagnostic teams, and specialists provided by schools boards w
' identify the need. The teacher could always work with the expert to find out what type of
approach would be best for the student. Subsequently, the seriousness of their demands and
the needs of learning disabled children seemed less important as school systems put in place
these cons:olidated services and various arrangements for the learning disabled. The carher
need for a preservice program for teachers of the learning disabled was met in other ways,
such as in-service education for practising teachers and the use of special grants for special

training programs. Moreover, the influence of a once politically active Association diminished

with time, at least for the Faculty. They left the Faculty 10 deal with its own problems.

"

2|

.
;
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D. Discussion
vl .

e

This chapter has described the attempts of the Faculty of Education at the University
of Alberta to respond to the needs of three particular groups. This section of the chapter
discusses the findings associated with the three issues analyzed. |

A )
External Influence b

All cases discussed in the chapter indicate that the impetus for change had its source
outside the Faculty.* The events that led to the impiementation of Project Morning Star, a
joint program offered by the Faculty of Education at the University of Alberta and the Blue
Quills Native Education Centre, revealed that the initiative for the program came from
outside the Faculty, that is, from the Native community and Native organizations. Similarly,
the influence of external bodies for the special training of teachers for Catholic sch.oms was

_apparent. It was not a new issuc There had been a long, visible and persistenf." pressure on
the Faculty brought to bear largcly through the Alberta Catholic School Trustees Association

»

and other bodies interested in Catholic eduuuon The Faculty of Educauon ax m: Umversny
B o™
of Alberta was also faced with the demands of a polmcally strOng prssurc greup of ﬁems

- the Alberta Association.for the Learning Disabled -- ] train loachers yéh v&xld lﬁ'

< 3 ah

, -

¥y

to cope with learning disabled children. .

"

T -

it
~

REAL T
«

e
In all of the above-mentioned cases, the source of ﬂnge‘was a group ,gr gtogps whb

whlch the Faculty did not interact directly on a continuing Gas: '." In othpr words these

orgamzauons were not part of the organization-set of the Faculty.

i

‘ £,
Adaptive Response of the Faculty o ;‘ } . \ - :

The response of the Faculty to the external initiatives tak&: Pi,ux Natiye cornmumty

and Native organizations was positive compnsmg the stage of mx} i §onsxstmg of support

third of implementation. In the case of the training of teadh
.q.,

v
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Faculty of Edugtion. although bound by l.he secular objectives of the Univgnity. had been -
somewhat mpogsi've ,i° the demands of the pressure groups by of i’ering a few courses through
several of its departments from time to time. However, the Faculty did not appear to be very
cmhu;iastic. in its responsc to the demands of Catholic organizations. The response process
that emerged revealed the phases of resistance."periodic minot adjustments, awareness of
strong: pressures from outside, ﬁrcparation to implement changes ‘ and finally, the
implementation of a minor in religious and morat education. In the case of preparing teachers
for lparning disabied children m response pattern consisted of iniliai resituncc. acceptance
and then preparation. For a vqrigq of reasons this adaptation did not proceed (o the stage of
implementation.

" Initiation. TQc inilial phase of Project Morning Star had a strong positive basc as the
demand to train Native teachers was well-grounded in the need of that community and the
issue of a special program to prepare Native teachers was well supported ’by other
}organiz.ations. The positive influences during the initiation’stage were (1) recognition of need
by Facul"ty adminiétmlofs; (2) support of various organizations; (3) suppert pf the Scnate of
the University of Alberta; (4) coalition bg;wecr{éhe Departmenit of Educational Fom‘gjations
and Alberta Indian Education Centre: (5)¢financial support from govcrnmcni; and, (6)
appreciation by the community at large. There was ‘no a.pparen‘t negative inﬂucnce‘during the
initiation stage. Further, tﬁe imc;w in the program shown at various levels within the
University led to a timely acceptance of the demand for the program by the Native
community. In the case of special training for teachers of Catholic schools, the Faculty was
prepared to mak.e a few changes after a period of persistent external pressure, although the

attitude of Faculty administrators tended to be non-commital and reactive. In the case of

preparing teachers to cope with learning giabled children, when the initial resistance within

accommodate these needs.
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. The effect of the parent organization, that is, the larger Umversny community, can
/-‘\

especna y be noted. The Semate of the University took interest in the preparation of teache®s

to cope with learning disabled chi)clren as it did in ﬁ?case of the training of Native teachers.
S v ‘ -
Their interest had a positive effect. On the otheryt the secular objectives of the

) University created barriers for adaptation in the case of the iraining of te#chers for Catholic
. ¢ A

schools, o7

_The initial respon'se of the Faculty was also de&endenl on the involvement and interest
shown by individual faculty departments.and its members. In the case of 4he training of

Native teachers, facully members were more or less supportive as most of them identified
. ™ : . - .
with this need. The commitment of individual administrators in the Faculty also had a

" . .
positive effect on the adaptations made to ‘accommodate the training of Native 1eac}w.
X\ -

the other two cases there was resistance to making s:gmﬁcam changes in the Faculty.
Preparation. The Facultv of Educauon while preparing to implement the program for
Native sludems secured inf ormauon about the extent of need, assessed the external

envnronmem and attempted to get some financial support The concerns of the Alberta

) - 14

_Teachers Association and the Umversxty of Calgar)‘;i?wever had a neganve effect at this
stage. These concerns related to program standards and to the planned procedures for

certifying of students of Project Morning Star. For these reasons, the Faculty had to
«
negouate with both, internal and exlema‘d.roups The other departmems within the Paculty
&
necded to be convinced aout the woﬂhwhnleness of the program. The ATA needed assurance

aboul the quahty of the program. In addmon negotiations with the Alberta Mmlster of

Educaubn were required-10 settle the matter of certifi r graduates of the Morning Star
P :

«program. Factow f aothlal.’ing the preparation phase of Project Morning Star, as mdlcated in

¢ chapter, were active support by the Umversﬁy,of Alberta, support and lmerest by the

1

Dean of the Faculty -of Education, the involvemqrff " of the Department of Educational

Foundlations—and acceptance of ‘the heed 1o train Native teachers by most faculty members.

8-

~All of these factors overcame the sma}i amount of resistance by a number of concerned
i / :

faculty members. ¢ o e
., .
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It emerged from the information provided by da

rces that the preparation of

teachers for specific religious schools was never a top n the Faculty which explained
v

the lack of enthusiasm for this adaptation during t eparation stage: There was no

evidence that the Faculty sought information fromr outside sources, that it met with the’
interested bodies, or that it tried to procure extra fu';\ding; nor did it try to overcome
administrative problems associated with coordination among Depa}lmcnls and staffing for the
program. External pressures ana a small number of interested people within the Faculty kept
the issug alive. In the case of preparing teachers 10 cope with learning disabled children,
various factors influenced the earlier sages of prebaralion such as the differencc between
some members of the Faculty and the people from the Association for the Learning Disabled
in the way they defined learning disabled children, the research‘andA acadefnic traditions of the
s
Facuit(y.‘ and the need to obtain gpproval from various University bodies. .All of these factors
had a negative influence on the pace of the adaptation. : The main barrier, however, was, the
nbn-availabilily of ‘funds needed to establish the proposed institute for the learning digblcd.
This factor 'w;s under 'me control of a third party, the goverﬁment. and neither the pre‘ss/'mc
‘group nor the Faculty could persuade the government to allocate the necessary funds.

.

There was no strong commitment by any individua] in the Faculty nor did a

‘ . ¥
department take responsibility in the cases of religious education and the preparation of

teachers to cope with learning disabled children. On !hg contrary, the strong research base of
the Centre for the Study of Mental Retardation negatively affected the proj.ect in the case of
prep}:;r*ng t?aéher§ 10 work with learning glisabled children. Cooperation between the Ffaculty
and organizations outside the Faculty had a positive.effect in the case of Project Morning
Star; no such coalition was evident in the other two cases.

Financial help had an en;niing effect in the ;ase of Project Morni:g Star whereas in,
the case of preparing teachers for Catholic schools e;_trg vfundinbg was not an issue and no

4 - »

financial help was sought. Financial help for Lﬁé;prepgratio'r} of teachers for learning disabied

children and for the related research institute, was “not available and the- project had to be
1 . “

shelved. o %,
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Implementation: During the implementalioﬁ}'\st_age definite changes in the teacher
education program, in the technology associated with each adaplatid‘ﬁ, and in administration-
. were introduced. . At this stage several changes and adjustments directed towards
environmental demands‘ anq; internal needs gook ef fed. For example, in the case of Project
Morning Star, there were policy changes in vthe admission requirements, changes in t.he
structure, of the courses offered, and chaages in the requirements for.ceglification. In
addilion. major adjustments were called for in pfoviding an “off -c‘ampus teacher training
program, and carrying out the joint administration of the project. ‘Also, at a later stage.
there were some minor adjustments to please the ATA. Various committees were established
and meetings were arranged to make a number of add;{ional éh‘anges. Several positivé
influences contributed to the successful implementation of | the program such as the
appreciation shown by various bodies, the commitment of the /direclor and continuous
fina/ncial support for the project. ) 5

On the* other hand, somé administrative problems emerged. A positive factor during
ﬂthg initial séage -- the coalition with the Native organization -- becamt? the chief problem
during this stage of implementation. There were disagreements concerning'éontfol and
management. 1."he question of "Indian “Control of Indian Education” and the autonomy of
the University constitdied a tug-of -war. Other mnistialive prablems faced by the Faculty
were the usual :nes such as role conflicts, adjustments that had to be made to courses because
of the unconventiona! nature of the project, and.problems associated with internal changes
that were made. Overall, the project was regarded as a successf L:T temporar)" experiment by -
the Faculty which had, as a by-product, the provision of possible directions for permanent
educational projects to encourage Natives to pursue university education.

Y

Several barriers to successful implemenfalibn associated with the special training for
Catholic school teachers, emerged from the overvigw. The most significant of these was the
secular stance taken by the University of Alberta. Further, tk;e preparation of Catholic

teachers was never considered important enough by Faculty administrators and never given

top priority in the Faculty. This particular adaptation was not perceived o be very successful
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by internal or external groups. Subsequently, in the Calendar of the Facuhy. a’ minor in
Religiou$ and Moral Education was listed. This a;pparéntly salisﬁcd the pres;ure group. In
general, a positive response was made by the Faculty bul- ii resulted in’very little adap!dbilily
within and in little satisfaction of external groups. ‘ |

In the case of \training teachers for dearning disabled children. although the Faculty
had already moved through the early stages in the adapialion process, namely, awarencss and
preparation for change, as Mott (1972) and Cameron (1984) indicate, implementation could
not be achieved. The institute for learning disabled could not be established and neither could
a course be introduced within the Faculty to train teachers o cope with learning disabled
children. This particular issue leaves many quesgions unanswered : qu the Faculty's decision
correci? Was the idea of an Institute too am.bilious and expensive? Were there no
alternatives 1o introducing compulsory cod;ses"‘m.dthe particular discipline? This attempt 1o
adapt 10 the demands of the parent group could not be rt;gardcd as successful. The Faculty
had accepted these demands and was$ prepared 1o make the changes but the desired changes

could not be implemented.

Another factor that appeared from these cases is the scope and manageability of the

ar

project. For example, the issue of an institute for learr.ing disabled children was an ambitious

project whose success depended on various external factors which placed limits on ‘the

Faculty's power and control. On the other hand the manageability of programs §uéh as
Project Morning Star or the minor in Religious and Moral education led to more or less

successful adaptation. 5

¥

Adaptation within the Faculty 4

The description of these three issﬂ reveals that the adaptation within the Faculty

&..;
varied in each case. One of these may be called a successful adaptation, the other a partially
successful adaptation. The success of the third* is questionable because. it was “not
implemented. The training of Native teachers witd ﬁtemp‘orary adaplallion made by the

L4

Faculty and was considered as a successful venture. The project, however, required #any

L2
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adjustments such as policy changes ycgarding admission and certification, off -site instruction,
change in iength of coursés and in the methodology used, and joint administration. The
response of the Faculty to interested religious groups was one of reluctance and of minor
adjustments. Ultimately the adaptation made was political and strategic; that is, iqglead of
introducing a training program specifically for teachers of Catholic schools the Faculty ended
up i.n introducing.a mino¥ in "Religious and Moral Education” that satisfied the interest
group. the st;kcholders and the University. The project to train teachers to cope with
learning disabled childrén and 'the establishment of an institute for rescargh could not grow
- beyond the preparajion stage in spite of the Faculty's investment of time and energy and the .
polilica;i’e?ﬁrls of the intcrest group. The development of this adaptation was stymied, but
- the a;(;posal to establish an institute for learning disabledtindiv_iduals itself reflected on the
adaptive capacity of ‘the Faculty. Overall, it may be concluded that the Faculty was at least

in some measure adaptive and responsive in all the three cases.



Chapter VIII
¢

' * RESPONSE OF THE FACULTY TO CHANGING Nie‘.EDS FOR TEACHERS

The Faculty of Education responded to changing needs for teachers in different arcas
during the decade 1974-1984. The issues, discussed in ll;is chapter, represent three changing
needs for teachers. The description of each of these issues” -- meeting the shorlage‘of
vocational teachers, training teachers in a generalist route, and producing compuler litcrate
teachers -- constitute the three parts of the chapter. The first part deals with the l'raining of
more vocational education teachers. The second part describes the changes made by the
Faculty to introduce a generalist elementary route and a combined m’ajor/minor for the
secondary route. In the third part, the Faculty's attempts to meel'the demands of Society for
computer literate teachers are described. The last part of the chapter presents a discussion

baséd on these issues.

A. Prepar?tion of Vocational Education Teachers

This part of the chapter desctibes the tesponse of the Faculty of Education to the
needs of school boards for more teachers of vocational education. The first section -is
introductory discussing the early developments associated with the need for vocational teachers
in Alberta. The next section éxplains the external pressures on the Faculty of Education in
the mid-seventies. The last section describes the response of the Faculty to these pressures

)

and the subsequent changes made by the Faculty.

Historical Background

t

ional Training Assistance Act

In December, 1960, the fedéral "Technical and V
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provincial gove‘mmcms to fund vocational education in secondary schools and to expand the
techni ' ucaxibn offcﬁngs at the post-secondary level in Canada. ~Alberta signed the
rcdcrh%incial agreement for vocational high school training. The Government of
Albc’na. Iike other provincial governments, invested millions of dollars in new school facilities
and equipment. The federal government also made available large grants for vocational
schools. Many school boards throughout Alberta decided to build and equip vocational high
schools. By 196263, the Department of Education in Alberta had approved a total of
cighteen new vocational high sg:hools or new vocational educaiion units in existing high
schools. These developments created an instant demand for hundreds of industrial arts and
vocational education teachers.

The then Dean ':>f ihe Fac’ully of Education at the University of Alberta, -Herbert T.
Coutts, recognized this need for vocational education teachers and decided to establish a
department. of industrial arts and vocational education within the Faculty, in spite of
considerable objections from the academic community (Patterson, 1976). The Faculty of
Education at the University of Alberta took the responéibility to train teachers in vocational
education under Program 7 of the TVTA agreement. In 1962, the first group of journeyman
teacher-trainees entered the Faculty of Education to pursue a two-year teacher preparation
program. To maintain the standards of the program.‘the vocational education teachers had 1o
meet the same admission requiremems as other teachers?i.e., full matriculation, and training
al. a technical institute. Students who had the journeyman certificate, typically obtained after
four years of apprenticeship, were given credit for half a university year, that is’.—. five
three-credit courses. If a student also had work experience of five );ears he or she would ge{
one yeqr of | advanced standing based on his or her industrial experience. Suitably qualified
;andidates were granted u “i:.one full year of university credit on the basis of their

quahﬁcanons and expene his program was’the first in Canada to require this lent‘ of

" time followmg senior matrieulation. A bursary program was also set up in 196'
,ﬂ ‘ .

agreement bcbween the pro‘nﬂoes and the f ngx:i government to provide f manc:al i
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of advanced standing the vocational education students were granted a provisional tcaching

certificate. Those wanting the B.Ed. degree had 1o feturn to the Faculty for additional

courses making up the fourth year.

F‘Wes During the 1970s |

The demand for voulimgl teachers grew wilh’ limq because of the buoyant economy
and the burgeoning oil induslr’y in the Province. ‘There was a growing need for people trained
in a variety of vocations. In ihe seventies the Faculty of Education felt scveral thrusts from
outside. The first of these fol‘lowed one in the @venlics (1973-74), when the Edmonton
Public School Board Yeport of 8 March, 1974. This report titled, Report on
Vocational-Technical Teachers and Vocaliona/;fechnical' Programs documented the upcoming
shortage of vocational teachers. In a letter (Dated 17 April, 1974) 10 James Hrabi, the then
Director of the Board of Teacher Education and Certification, Eugene Torgunrud, the then
Director of CurriculuAm. Alberta Education, elaborated on the shortage of vocational teachers

as follows:

A situation is developing in the supply of vocational/ technical teachers
which, if unchecked, will severely cripple the vocatior programming in secondary

schools.
A survey of the current situation shows that
1. in this province there are 68 vocational shops not in pse. }
, 2. school systems will require 130 vocational/ technical teachers for replaccment in

the next five years. This figure is based on anticipated retirements and normal
attrition.

3. enrollment in the Unjversity of Alberta vocational teacher program is low. Out
of 33 enroled at the Wiversity most of them are in business education. Of the
11 graduates this year S are vocational/ technical. ~

4, the high wages and job opportunities for tradesmen are cxccllent making
recruitment into teaching difficult.

5. the 3 years now required to qualify for a conditional certiticatc are scheduled to
be increased to four in 1976. This would make it even more difficult to recrujt
potential teachers.
(BTEC Meeting Minutes, 30 October, 1974).
In the letter the Curriculum Branch of the Depanmcn‘t-’fof Education madce a
recommendation -that, "the schedule for phasing out the 3 yeag uﬁiversily program for

preparing vocational education teachers for a Provisional Certificatc be delayed until

September 1, 1980."

¢
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Al thé ‘meeting of 30 October, 1974, of ‘the Board of Teacher Education and
- Certification, where this letter was received and discussed, it' was pointed out that sixteen
vocation‘al classrooms were closed that year because of the unavailability of vocational
teachers. On the other hand school interest in the vocational program was said 10 be holding
up and even increasing. The ‘humbcr of schools offering vocational education continued
~ growing dramatically after 1960 as Mathew (1983; 49) points out. By 1983, the number of
schools offering a vocational education program reached fifty-two from the cighteen approved
<:.%2 and the Univcrs;ity of Alberta was the only provider of vocational education échers
in the province. To meet the increasing demand, school boards hired vocational teachers from

. other provinces and sometimes fromy other countries.
The second thrust was felt duri;xg A1977-78 as Karel Puf fer,,,the then Chairman of the
Department of Industrial and Vocational Education at the Faculty of Education of the
University of Alberta, confirmed. During that year a request came from the Superintendents
of Schools in Calgary and through the Teacher Qualification and Service Board (TQSB) that
| there should be an increase in the supply of vocational education teachers. It was estimated
by these groups that there would be a dramatic increase in the demand for vocational teachers
m Calgary because of great numbers of vocational teachers éppro.aching retirement in that
area. They suggested’ tﬂll they would require approximately eighty vocational education
teachers :er year for the next five years. These groups directly approached the Dean O%gl‘fa
Faculty of Education at the University of Alberta and the Chairman of the i)epartmerit of ¢
- Industrial and Vocational Education of the same institution, and asked them to recognize the
need and provide for greater output of vocational education graduate teachers. Their ‘views

suggested that there would be an increased demand for teachers in this arga in the coming few

years. . P ﬁq
j' fﬂg” ;

¢

In the meetings of the BTEC the concern about the shona%%f‘; vocational teachers
,was.‘ raised repeatedly. Other organizations like the ATA and th&AS%‘A were also somewhat
c}?néemed about the evident shortage. In 1979, the BTEC set u‘éia‘ special committee to study
the problems related to the supply and demand for vocational teachers. The report submitied

~af W
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by the Committee revealed the reasons for the shortage of vocational teachers, one of these
being that there was little financial incentive for vocational education teachers. The report
(1979:5) stated
The combmatnon of low income during the period of preparation, the long
period (two years), and low starting salaries as compared 10 the increasingly Higher
wages paid by the industry, discuu.ugcd many potential candidates from entering the
program, ,
The Special Committee of the BTEC also recommended to the Faculty of Education that
(1979:2):

. that efforts be made to increase the intake of prbspectivc students by
expanding the cooperative program offered by the University of Alberta and the
University of Calgary for the preparation of vocational teachers in the Calgary area.

It is recommended : that - the Department of Industrial and Vocational
Education, Faculty of Education of the University of Aiberta, implement procedures
enabling prospective vocational education teachers in other university centres Lo
complete the basic program:requirements.

It is recommended that the B.T.E.C. recommend to the Faculty of Education
of the University of Alberta, expansion of their ‘on and off campus' evening credit
program in vocational education ....

In overall, the province needed vocationally trained individuals to fulfill the demands
of growing economic conditions. That, in turn, created a need for vocational education
teachers. By the mid-seventies there still was a perceived shortage of vocational education

( .
teachers and there were constant pressures on the Faculty of Education to meet this crucial
need. The Faculty of Education was also requested to consider offering a vocational

education teacher program al/Calgary for the southern Alberta population.

Response of the Faculty

The Faculty of Education at thg University of Alberta was the only faculty in the
province that prepared teachers of vocational education, therefore the issuc was of prime
concern. The response of the Faculty to this need was both positive and supportive.

Acceplance and support. The Faculty recognized Calgary and southern Alberta’s need

for more teachers of vocational education. The Dean of the Faculty was well grounded on
the needs of the time and was well prepared to consider any suggestions regarding the training

of vocational teachers. Explaining this situation, Worth (Personal interview, 18 January,
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1985), the then Dean of the Faculty of Education at the University of Alberta, stated:

We knew that there was a shortage of teachers in the area of
vocational -technical education. The teaching force in vocational and technical
education was either aging or had moved to take jobs in" industry because of the
buoyant economy ....

] was on the Executive Committee of the BTEC where the Report on the
Shortage of Vocational Teachers was referred to and discussed. Therefore we were
well aware of the situation and were actually getting prepared to introduce new
measures ....

K The demand was readily accepted by the Faculty. R. 8. Patterson (Personal
" interview, 14 January, 1985) believed that there were [wo reasons thal prompted this
acceptance: (1) the demand was coming from the BTEC which implied approval by the
Minister of Education and prospective financial support; (2) the support of the Faculty did
not mean lQlal involvement of the Faculty but only that of the Department of Industrial and
Vocational Education. Patterson (Personal interview, 14 January, 1985) revealed:

There was such an evident pressure from the BTEC, mainly through the
Department of Education that we were sure. money would not be a serious issue.
Moreover, this issue did not involve the whole Faculty. The Department of
Industrial and Vocational Edycation was able to cope with it. As the Department
was the only one of its kind in the Province, the concern was not much of an issue
for other. universities either.

Preparation. The Faculty acceded to the needs of school beards and decided to
increase the supply of vocational teachers. At the same lime in response to the needs of
southern Alberta the Faculty of Education at the University of Alberta planned to collaborate
with the University of Calgary.

Collaboration. Worth (Personal interview, 18 January, 1985) mentioned that in order
1o meet the needs of school boards in the Edmonton and Calgary areas, the Faculty of
Education conceived a well-planned move to save extra expenditures by the province and
additional efforts by the University by recommending a collaborative venture. He indicated:

Karel Puffer (then Chairman of the Department of Industrial and Vocational
Education) and I worked with the people in Calgary to see whether they would like
to develop a cooperative program with us because it meant that there would not need
to be a new department of Industrial and Vocational Education either in Calgary or
Lethbridge. What the Faculty of Education at the University of Alberta was doing

was taking responsibility for meeting a concern jointly identified by people in the
universities, in government and in the field.
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Patterson (Personal interview, 14 January, 1985) indicated:
In part, the decision to provide that program at the Calgary location was
more directly related to the demand for vocational teachers in Calgary rather than

just t@ have more vocational teachers. Probably both pressures came together to
effect this development ....

Bursary. The financial requirements for this program were different from those for
any other new program or from any addition to &n existing program. The need 10 attract
qualified persons to the teacher training program in vocational education called for f inancial'
incentives. After 1970 the federal government had withdrawn its financial pport lor
bursaries and school boards did not wish to or were unable to continue providing bursaries on
their own. The Special Committee of the BTEC (1979) had' observed that by 1973 the
number of new bursaries awarded- had dropped to seven. ~Although Alberta's bursary
regulations were revised in 1975 and again in 19’7‘9 and the size of bursary was increased
substantially, still bursaries provided by the provincial governmenl were not sufficient to
attract students to the program. The Faculty had its own limitations. it could not stretch its
budget to accommodate the effort to increase the supply of vocational teachers. Puffer
(Pe;sonal interview, 12 November, 1985) commented that "thc program needed lhé support
of government in order that we could a;tracl prospective stidents. Remember, at this time
the economy was booming and few journeymen really wanted to teach for low salaries
compared to those in industry.”

Since the proposal came through the BTEC, the Facult. Jlecided to approach the
government through that channel for additional funding. Worth (Personal interview, 1%
January, 1985) indicated that, on the recommendation of the Executive Commiucc.‘lhe Board
agreed to draw to the attention of the Alberta Education Minister to the need for a special
provision for the trair&ng of more vocational education teachers. At that point the Faculty
was required to submit a proposal to government explaining s financial needs. In this
proposal the establishment of a special program for vocational education teachers at the
University of ‘Calgagy campus was also put forward :y .the Faculty. Worth (Personal

interview, 18 January, 1985) recalled:



So we developed a proposal that had two components to it. One was the,
extension of the existing bursary provisions to Provide incentives for people working
in industry to leave their jobs and come into the program. It was aiso buuuted iw |
the proposal that the bursary shouid be substantial.

The other component was that we would establish, both at Edmomon and at; X
Calgary. a special program that would run over fourteen continuous months and  °
would be equivalent to two years of university education. Special provisions would
be made for tradesmen and they would be aliowed to teach after fourteen months ....

The proposal, which was tabled with the BTEC, needed the approval of the Alberta
Departmemt of Advanced Education for the bursary component and of the Alberta
Department of Education for the program and associated certification. The Faculty enjoyed
strong support from most of the stakeholder organizations, as was apparent at the meetings
of the BTEC. Therefore, there was no problem in obtaming financial hclf) frc;m the
govcr%m’cm The proposal was accepted. J. Hrabi (Personal interview, 30 May, 1985) from
the Provincial Department of Education recalled that "the Faculty of Education at the
University of Alberta was very prompt to respond, and there was a quick agreement between
government and the Faculty regarding the bursaries and the program for training vocational
teachers.”

A compressed program of fourteen months was introduced both in Calgary and in
Edmonton by the summer of 1981 amd an increased bursary of $20,000 for the fourteen
months was agreed upon by the provincial gov;rnmcnt. |

Implementation. There was a rather immediate surge of interest by people who
wanted to take advantage of the relatively short program with the added attraction of a
bursary. - - — *

The introduction of the new program created extra administrative tasks for the
Faculty. Worth (Personal interview, 18 January, 1985) revealed: -

Operatipnalizing the program was the real problem. In the initial stage the
availability of bursaries was-in doubt. Then we had to put into place the procedures
for advertising the program and for sorting out eligible candidates to be interviewed
from the many initial applicants. Interviewing the the candidates was an added
responsibility for us.

The erganization of the program at Calgary 'demanded minor administrative

édjustmcms. One of the staff members from the Faculty of Education Qt the University of

Alberta was assigned to offer specialization courses at the University of Calgary and to
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arrange for the practicum for the vocational education program in the Calgary area. Major
admlmstrlme responsibilities for the program were borne by this member. Students entering
into the Calgary program were cnrolled as University of Alberta students.  These students
were requnred to have one year of advanced standing, that is, they had to possess proper trade
certification and sufficient wQrk experience. The second and l‘hird vear course r‘e.qhiremenls
were scheduled over a fourteen month period. The “compressed " schedule program’ involved
“ a thirtegn week ptacticum divided into three separate phases -- onc week obscrvauon four
weeks of student teaching, and eight weeks or student teaching experience. qudcms entering
in the Summer of 1981 werc eligible for teacher certification by September of 1982, For the
compleuon q& .the B. Ed. degree, the students of the "compressed” program could study in
summer seksnons or in Evening Credu programs while employed as teachers.
| COursc lnsm.nguon for the "compressed” prqgram at Calgary was handled jointly by
the two F;cuhics The practicum was a joint effort between the Department of Industrial

qﬁ Vocalnonal/EducauOn of the University of: Alberta and the practicum office of the

Facuit) 01' Educatlon at the University of Calga:y Furthermore, the University of Calgary

. ok look thc fcsponsxbxhty for regular couries in the areas of Educational Psychology, FEducational
. "

T:oundauops and cher core courses V0cauonal courses were taught by faculty members of

R
: The University bf Calgary offered its support services, provided space and secretarial

» ’ 34
hglp Somc of the students, admmed as non- malnculated adults; were also interviewed and

.Aa,.

testcd.by Studan Counselhng Services at the University of Calgary. Student records were
icyl at both campuses Fees were paid to the fees ofrncer at the University of Calgary, lhcn

Lhose fees were split. The University of Calgary retained a poruon of the fees and f orWardcd

&

In the first year, twenty-five students were enrolled in the new vocational education
¥

program at the University of Calgary, and approximately thirty students wcrc'.cnrollcd in the

-

second year. At the same lime, a "compressed” program was also being offered at the

University of Alberta, extending over the same period of time. A parallel second route in
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‘Edmonton was the standard prog@n for preparing vocational education teachers.
thanging economic conditions in the province led the Faculty administrators and the
[Deparument of Indugtrial and Vocational Edw‘n to decide not to carry ‘the compreése{l
. 6 «
program any further. lAf[er two intakes in Calgary imd Edmonton the program was
terminated. W. H. 'Wor«th (Personal inler_view. 18 Jénuary, 1985) commented that:
'thn the second gropp of students was‘gradt}gmg the bottom started to fall
,' out in the construction industry. There were increasing numbers, of. people in
industry who wanied to come into teaching so there was actwally no need o have a
special program in place. o : \
. N .
Karel Puffer (Personal interview, 12 NOGvember, 19853 agre’fd with Worth and
R . . A
perceived that the ch}anging tinles had another repercussion. He stated "the only problem

\

M : . ' o 1 R v
with this output of teachers was that the d¥onomic conditions ‘changed and-teachers who were
L ; Fe _

supposed to retire or return ‘to industry in Calgary did .not retire. So we felt that we hads

produced a surplus of Teachers because of this cﬁangc in» employment opbortunities v

In general,' the "introduction of & compressed schedule program and the Faculty's
eff oris" ,incre'ase the supply of ;oca(ienalr_educalion leachers were cd_nsi'dere‘d successful in
the o‘on o{ Eugene Ratsoy (1984.:91), ihe' eva,lua&;r of the compressed program at
Calgary. The rtp;)n states, "In the opinion of the+Valuator. the program achieved the
expcctatibns set for it. In a word, it was a suécessful ventu}e.' The weaknes.;,es of the

program mentioned in the report were the inaccurate needs assessment that resulted in too

‘many students‘in sdme areas, the short lead time provided for the prograrh, the large-number

of suﬁents if classrooms, stress for students, some administrative problems, and shortage of

staf f . 'On the other hand, the report provided the positive outcomes of the program: , .

-~

Pl R »
- First, at the provincial level, the program was seen a{ helping break down
. institutional elijism between the two cooperating universities and to allow for a more
“» complete fulfilment of a mandate ‘to prepare vocational and industrial teachers for
8 the entire province, while increasing the awareness for vocational educasion in the
province. Second, school systems in the southernepart pf the prqxince were seen as
particular beneficiaries of the program in .having a great supply of vocational
teachers, mqr'e informdMon abbut potential TeCTuits . in w’o;ational education....
Third, the Faculty®df Education at the University of Alberta and its Department of
Industrial and Vocational Education were vieweg by. responden(s as having benef ited’
from their involvement, the “fogper mainly in the strengthened linkages with the
k’{nivusilycof “Calgary, Faculty, snd the latter mainly in the increased visijility at-th;
rovincial lever. Fodrth? the Faculty of Education gt the University of Calgary ...
benefited from its participation.... Coq L
: LR » 4 ' !

-, A '
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Thus, "strengths oﬁ"{he"program outnumbered and outwecighed the weaknesses”

(Ratsoy, 1984:91) and the compressed program at Calgary could be regarded‘as a success.

Worth (Personal interview, 18 January, 1985) percerved that the compressed programs offcred

by the Faculty of Education at the two centres, Calgary and Edmonton, were successf ul. He

stated: Y

We demonstrated our capacity to respond 1o a crucial nced in our external
environment. This required special courses, special staffing, and special sch
and for this unusual arrangements had to be made. This pjogram, in my |
highlighted the adaptability of the Faculty. It involved policy. m W-rcau
creative program reorganization. . 7y

The ATA reptesentative N. P. Hrynyk' (Personal interview, 4 Junc, 1985) also

’ -4
.appreciated the prompt adjustments made by the Faculty of Education (o increase the supply

F

of vocational education teaghers. He remarked:

.
» \

' The Facuity showed extrcine readiness to accommodate to both the needs of
ihe community by producing more vocational education teachers -and to the

- “requiirements of the profession by maintaining standards. The program offered did

mot undermine the standard. The Faculty was flexible and ready to cooperate with
) governmenl ,

The sueoesso( is program, atd.et e need to respond to another exterrf8l requirement

¥
led the Departmemdf dusmd’aﬂ ional Educationt tcﬁntroduce an outreach program
for ifstructors of sults in post- secondary institutions. The program was instituted on an
t ?
e§penmemal baSrs in 1984, and offered -a sequence of I-ducauon courses at eight centres

(SAIT, AVC Grouard. Grand Prame Regional College, Fairview College, Red Deer College,
., Olds Col}ege CVC Slave Lake, Ft. McMurray College) throughout® Alberta. Kare! Puffer
(Personal rntemev‘ 1’\November 1985) elabora\gd ..

Although this program takes more than four academic years lo complete,
through outreach offerings we have accommodated the educagonal needs of
instructors’in post-secondary institutions who otherwise had no oppaortuhity o get a
diploma or degree in'Education. Thrsrprogram was predicated upon thé pressure and

- and Edmonton. We have quite a few students in the qutreach program who have
degrees other than B. Ed. and now they are taking 3. Diploma m»Adult Educauo yIn

outreach to rmprove their competence as instructors. » FY

~ survey of neells of colleges and institutes of technology outside the cities of Calg::y
(RS

> The prograrq is drvrded into four componenls 6r parts. As the program is Qerwraﬂ'ﬁ

for students who have the certification of a tradesman and nine years of expeﬁence rullhc

: 4
-trade, they get one year of. adva tanding towards the degree. Then they pursue what the

' | s
| .

Q
e

L)
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Faculty offers: them in lhe'Centre’ (which includes courses in Vocational education as well as
in Educational Psychology, and Educational Media as well as a few other courses). The
students are requested to take one year in an institution other than the Umversny of Alberta;
and f&q)ly they are requrred to come.to the University of Alberla for a year. Certam
adjusuﬁems have been made to implement_the program. For example. the shortage of
prores;om has led to the establishment of self -study packages and teleconferencing tutorials.
Prol:essbrs visit each cemre'f our times a year. Thus, with these accommodative changes the

Faculty has been helping people living outside the cities of Calgary and Edmonton to pur_Sue a

. . ‘ . .
vocational teacher education program.

~ .

o I . ) -
B. lntro_duzing a Generalist Elementary Route and a Major/Minor in the Secondary Route
g »
This part of the chapter describes the introduction in the seventies of the generalist
)

wemary route and the major/minor for prospecuve secondary schqo% teachers by the

Faculty of Education to create better job opportumues for Faculty graduates. Thrs

adaptauon was made in response to the needs of school boards who wanted to hire teachers

with broadly based training in various subject areas. Thig part of the'chapter is divided into

A

two sections, namely, the initiation and the response of the Faculty (including the two phases

of preparation, and modifications).

;lnitiatio‘ ‘ '
v

&

set up with . the -"exngctatidn that students in the elementary route would select one area of

concentration. Similarly, studems preparing for secondary school teaching had to spec,ialize”

only in one major SUbJeCl area. By the mrd seventres adr—'mmstrators at the Faculty felt a,

shrf t in the requirements of school boards and realrzed thal the gaduates ‘the Faculty of
Education were havmg difficulty in obtaining teaching positions, espécially in thg Edmonton
area Unemployment was mcreasmg among Faculty graduates because the major schobl

\ i 4 . Hﬁ £ ﬂ
‘ - ‘ &

. Until the early 1970s, the teacher education program at the Faculty of Education was

¥



- , f‘ . 169

jurisdictions were not prepared to hire secondary school teachers able 1o teach iaonc subject

area only, Most of secondary route graduates were even prepared to teach in elememary or

. junior, High schools due to the unemployment situation. Si4mi|arly, at the elgmentdry level,
falling enrollments and shrix:k-ing schools prompted school systems to hire lcac;:m could
teach classes having doubfe grades. It was well realiz.cd by gyaduatcs _”ssckr'ng jobs, that it
would"be beiler if they were competent in two or three subject areas. Thesc faculty graduates
provided major input that prompted the‘Faculty of Education 10 consider changes in the

offered B. Ed. program. W. H. ‘Worth (Personal interview, 19 December. 1984) recalled

that: . .

" The Faculty of ‘Educatipn was getting feedback, from its gradiites and fr
school systems abougetlementary teachers who they claimed wete incapable
teaching a number subjects incluped in the elementary curriculum,
éxample, it was ref§ that one superintendent was astonished .to léain t
somebody could come oY of the teacher preparation program and not have taken a

/\so\_ reading. Such a situation was entiredy possible given the

- s

Pauei!eﬁ/(Persona} interview, 3 January, 1985) observed that the roots of this issuc
copld .bc t‘raced to the introdu;lion of the éxteﬁdcd practicum.~ He stated that 12.6 people in
the "field" agencies were comer;led and desired that siudcnls graduating from tﬁe Facm;lly
should have a high level of skill developmeﬁt so they could "more easily and di[_cctly step imo

classrooms and Lakcmdﬁng responsibilities.” Gordon Mclntosh (Personal interview, 16

>

October, 1984) coﬁfir,med by stating that, "A 'very strong empha;is‘ was coming from outside

to devel#p teaching skills among student teachers.... 1 recall that 4 high level of teaching
v L
skills were demanded by thé ATA which later reflected -in the report of USR'C of the
v K |
Faculty.” _ \

»
¥

' The Faculty of Eatation deeided to review its B.Ed. program. During that period of

revision once again it emc?rged that training of generalists would be more appreciated by the

*field." W. D. Wilde (Personal interview, 2 June, 1986), Chairman of the Department of

C » . .
Elementa#ry Education, recalled: g ¢

N ' - h

j ,.ﬂ‘hcre were lots of reasons.... The number one (reason) was that we were

revamping the Faculty's main decision to review the B. Ed. program. As a part of

the Faculty, the Department of Elementary Education decided to Iearn what the

people in the field wanted and it appeared that they wanted generalists .... Had the

»
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Faculty not decided to review the B.Ed. program the generalist glememary route
would not have been implemented. .

Preparition
These reports prompted the Faculty to start collecting systematic feedback from the

field and to ,061icit the views of the people particularly in the Edmonton Public and the

Edmonton Catholic school systems. The Faculty had already started having annual.meetings

?

»

Y

.
»

‘Chairmen of the Faculty. This was one of the sliatégies used to get more informatfon from
R - . [ P ’

that inyglved. senior administrative staff of thegg two school jurisdictions and Depanmemfa

X
the fgeld. It b¥came clear from the perspective of these two ju}isdictions that the Faculty
N b‘ 7 » -

would rcalfyﬁ be qoin%xmce 1o school systems in the province and to its own graduates if it

) ' 9 . . M
prepared elementary teachﬁslby means of a generalist route and if the secondﬁ teachers had
- ’ ’g +

&

at least one "minor” along ‘with-#heir ‘major.” ¢ .

The Facully's Undergraduate Sluﬁ:\é Review Comrpiueé (USRC), parallel in lime..

was receiving reports of a similar nature from the field, which p@'ed reinforcement. ’The

Y

USRC Report recommended a generalist route for the- prepar%liOn of elementary school &

teachers and Sl;ggested that the secondary school teachers should have preparation with more
than one teaching subject concentration. Furthermorg, the views from various parts of iﬁe :
Faculty became the m;jor ‘vehicle for focussing a/ttenlion on the need for cﬁangc and for
bringing these neeéled changes to the levgl of decision;makingf

_Paiterson, the then Associate Déan of Facul/i'y. (Personal imervie(n, 3 January, 1985)
played an i/mportam {S‘I:e in gatheriyg information and ggiiing feed back f romtextemal bod;es
Patterson (Personal interview, 3 January, 1985) indicated:

[

The interest in the Generalist Elementary Route became apparent in the
general program revision that. we stafjed in the F:.quty in 1976. The assigninent that
I had as ap Associate Dean was to provide lead.rship i?ul-‘aculty to this revision. ¢

We attempted to find out what ple wantcd to see changed or introduced in our

undergraduate ggacher educatiory’program. We reached two kinds of conclystons.

One, related td-the secondary } ogram, was thdt we nwdezuo offer one major.and

one minor or two majors in the area of secondary education so leachers would b€
s able to tegch more than one subject competently. The other related to the
preparation of tea¢hers for the elementary level. The concern that teachers trained -
for the elementary level should be abie to teach most of the subjects offered in the
elementary schools helped promote the idea of a generalist program.

. ‘;‘
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One of the ways we came to these conclusions was that I interviewed and ’
intéracted with a number of different groups. 1 remember going to the Alberta
School Trustees' Education Council, meeting with them to hear their points of view
about ou.graduates and the kinds of teachers they wanted in the school system. |
can also remember meeting with some of the hiring authorities at the local school
jurisdigjons, for instance, the Superintendent.and some of his assistants from -
Edmonton Public, Edmontop Separate, Strathcona County, Sherwood Park and Sl
Albert. I tried to find oufffrom them what experience they Jhad with our recé
graduates and what they thught was missing in the qualifications of our sraduale?\/‘
1 ajge met with people frgm the ATA and the Department of Education. In short, |

ie® to sample quite widely from different interest groups and from people who had
experience with teachers in-the field and who could offer sfin ikructive input to
our revision program activiGes. "

Generally, the rhessage across all of the g VgES & clcmentary
teachers had to be prepared as generalists who cq ‘ Weglvely in various
’subject areas. ? . , ) .
° ‘w mform@xon influen ort prepared. by B 2raduate Studics Review,

Committee. The Committee similar information from other sources. The
. hd ”

Report (1977:6) mentions:

1

z.. the USRC recei uts Trom- gany sources which encouraged- the °
Faculty ... 10 prepare se - teachers with mor® 4han one teaching subject
yconcentration, and elementary tqachers with a better foundation in all ‘tcaching
subject areas. .

The report was evemually tabled with-the Faculty of Education Councrl The Faculty was

generally supportive of introducing a "Minor OtheyMa)or, in the Secondary route

although there was some disagreemenl over a@ring a generalist route for elementary.
teachers. There wtre some concerns rgardmg the lowermg éf the acadenhc standards m the -

teacher education prdgram Several faculty members thought that the existing program with

Y

its emphasis on a few specral subJecrs like arrthmeuc or mMsic, for which students require
M. %
more sophrcuc,ared and in- depl lmowlcdge was more appropriate. -In addition,’ lherc was a
s
concern within the Faculty lhat.: the Depa;lmen\ of Elcmemary Education was already too

heavily loaded to bear the extra burden of training students as generahsts The Depariment

we -

of Elemegtary Education, many felt, had too maﬂy courses in. the total program.
In 197~e Faculty' s Committee on Basic Skrlls and Knowledge studied f urther .the
recommendauons of the USRC Report This Commmee also reeOgmzed that _enough

3
emphasis should be placed on' "the generally recogmzed identifiable sk;lls common to the

majority of teaching situations lrrespectrve of clientele, subject matter or grade placemcm.

A S

Ld o
¥ .
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« The report submitted by the Committee also indicated that: y = , -
‘ While beginning teachers need to be equipped with a modieum of basic skill;.
1. - they aiso*need 10 have experiences in which they are able to relate and study the

utilization of these skills in specific contexts, subject areas and pupils of differing
abilities. . N .
’ ‘ \Q N . . (
(CBSK Report, Appendix III, P.1). . i

a
The Departments of Secondary and Elementary Education were prepared to fake the

2 .

L

ql -

>

4

necessary effort and started 'relobing proposals to implement the changes by ™ -, ‘

above-mentioned ireports. Most of the responsibility then shifted to the concerned
' depaﬁmeﬁts which were left to decide how minor courses‘ would be introduced with maj,or'
, counses and how the gc’neralist program w Qbe ‘proyided for. The Department of ’
\Elementary Education mhe up with a‘%pr,o ‘f "module” to, cover eight subject areas.
i wa of these were required for the u.ndt;‘rgradué’le progigm. With each "modulg,” as a part
of the generalist preparation, the Department of Elementary Educat‘ion also imroducl:.e; the
concept of basic requirements, referred lO’as "e'lemems.". "El®ments” meant the course
backgroumi ”’Studems taken in the othes facullies of lh‘e; Uni\'/ . The Deﬁaartmem of
' Elementary Educatidbn propos/ed thal‘ the reguiremenl§-for the generalist route should ensure
that students®covered at icast seven diff;re‘m ’kfnds of *subject .group'ings and at least one
course in Each grouping should be laken"outside the Faculty. This méant that there was a
det: inite outside contribution Lo thegeneralist program of the Fa.Culty. b
The "modules” were eventually a;;proved but those were considered éosily and labor
iptensive. The "modules” required four#'pstr‘uctors to éffer 9 creys&nstead of 12 and the
* enrollment was restricted in those classe‘s."" -
lmplerr;entation. The id;a 643. a géneralist elementary educaﬁon was accepted inA the
» Spring of 1977 but bec5u5e of numerons diff icultigs kﬁe new .‘pfogra'm took some time bgforé
its implcmentatioq: The process of irhplethenting the change in the Depam_neni of éeconc;ary
Edixcation was comparatively smoother because it was relatively gt_raightfbrward lo\idemif y a
majoi' an.d a minor. 'l;he Delpqnm.em of Secc;ndary Ed@a}ion fcj;%r:nalized the ‘development of
minors in all thirteen subiect areas. Four non-subject si')ecialig.aliogs wer_e also developed.

' » N a e . ) ’
The staffing, however, was a problem so mm‘lly the minors were not made compulsory for

«

L

»
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dents. ‘ ’ . 4

At the elemcmary level introducing a generauq.grocrlm proved 10 be challenging. A

8!
conflict dc\g:loped within the Department amongst vaﬂqu's subjgcc area groups demanding a
major . part of the program Eventually, each{of them were givén equal time and cach of -

them were gnven less umc than t&ey hagd bef or Accordiri‘g“t' Worth (Personal .interview, 19

mccember <ﬂ$) the staff in the Departm#bf Eiemcmary Education could not accept thé

A ]
0

ie .

.

notion of a\generalist route pmlosophxcally at the early stage. Later, in terms of their own
«

ar&\ Qt%‘glﬂays had difficulties in compromising.” However, in the Fall or 1979,
generahst elementary route was mtroduced ‘with the 'broad goal to@rcparc subjcu gencralnsls

| N o
who can teach all children normally found in elememary hool classroonit K-6." "t o
Y % . ,

These adaptauons were made by the Faculty.on its gwn initiative, and in spite of .
h » 4, .
some internal - disagreements were implemcmed successfully. According to W. Wilde, the

Chairman of the partment of Elememary Education, any’ change look time o gct

L, . .

estabhst”t once the rowline had been established and people understood their role, the
adaptati as complete. However, he recognized that there has been a continuous
“<n

disagreement within the Faculty. Worth (Personal interview, 19 December, 1984) indicated:
‘ Even to this day there are people in the Department (Elementary) who fecl
that the program is not good enough because the students get only two hours of
/mstructxon say, in Mathematics, or in Reading, when they should have much much

more. ~ 4

. I think that generalist specialisl conflict will always be with us. This is

something which people in teacher educatian have debated for years and will conunuc
to debate for years to come.

&3

v

Patterson (Personal interview, 3 January, 1985) agreed: .y
i
- At ome stage the question or debate was not whether the generalist
" expectation was appropnalc it was more asking the question:- Have we developed
the best way of - Qrcpanng generalist teachers? That was anaissue at that time and |
lhat still is a matter of consxdcrable discussion in the Faculty. } ’

oreoJ’er. the generalisl program ended up with too many courses and’ it appeared

_ that there wéte more to comé.- Thesdemand for mqge courses appeared 10 be insatiable. For

) [example, since the generalist program had been introduced, the Alberta Department of

. - N » ." - ! . )
Education came up with a formal curriculum in Health and ®Mrama, both not provided for in

the Elementary Generalist Route. The Faculty would have to do rurther revision to

T ¢
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accommodate these areas. The adaptation in this particular case appeared to be a continuous
. S
one. SN

[y

C. The Preparation of Computer Literate Teachers v,

!
wwxrd part of this chapter describes the ef forts of the Facult of Education to

keep pag; \d aagp{ to the growing interest of parents, teachers students and government in
(hc arc; of computer literacy a Tlns part of the chapter s divided into three alons T‘
)ﬁrst h&cnt:m alwh mc,hnstory and initiation of computer assisted instruction within the

L 4
FM "Ihe second section dcscnbes the increased external’pressures felt by the Faculty to

r literate teachers. The final section presents the Faculty's attempts o cope

o .7
wikh § ressures. N

;f L ) 'l.’his'ceﬁtury is marked with technological devek;pmems and new dimensions of
knowladge l;av;t)een knocking on the doors of educational institutions.” One dimension of
® contemporary knowledg is related to computers. The responses te these developments by the
| Fagmy of Edwaubn pre quue “timely. The. Faculty, fully aware of the t nologncal
ch‘anéq‘ With foresxght began to mcorporate computers in its instructional pr rams~
redehers, Thn.s resppnse was not a reacuon to the demands of any parﬁculu extibnal body but

tather was groundcd in the needs of the changing umes Later, however, forces outside the

Loy *

' Faculty picked up momentum and the speed with which this happened took the Fac\nlty of
Education .of’f -base.; The Faculty was aware«of the rapid technologx_cal changes occyrring
all around it and wanted to keep pace with it but this was not a simple ‘Lask. However, this |
sectiop of the chamer clearly shows that the Faculty had been aware of the need of the timg,
and had already introduced some changes. |

In the sixties, the Faculty of Education at the University of Alberta had a reputation,

for- 'its lezidersh\ip in Computer Assisted ln_ﬁruction. The Faculty, through its Diviston of
' ‘ 1
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Educational Research Services, was regarded as a pioneer in the usage of computer technology
for educational and research purposes. [t was mentioned in the Edmonton Journal of October

3, 1967, by Dona Harvey that, "This will be the first time that computers will be used in a

0 :
‘ UniversRy Faculty of Edugation....” Worth (Personal interview, 18 January, 1985) stated:

« I think that the early impelus for applymg computers in edycation in Alberta
came out of the efforts from wi s Faculty.. We undert a leadership role in

esmputer applications long before there ‘was much concern In the schools about
computer literacy.

N\

Patte?on (Personal interview, 24 January, 1985) also believed that the Faculty was
responsible for introducing computers in the area of teacher education. He recalled:

It goes back to the early efforts of Dr. Hunka. His success in gaining 1BM
1500 computer and using it to develop computer assisted instruction for courses in
the Faculty of Education and in the University was critical in establishing our

Faculty s plate in the forefront of developments in CAI
By thk\sﬂly}s had started using more computers for various. purposes &nd the
Faculty wassisted the schdols gnd monitored the changes. Hunka, the Coordinator of the

Division of Educational Research, reported in the Faculty of Education Council mecting on

June 3Qth, 1974 that:

Continued growth in the use of computer-assisted instrucl%_n faciljties was
- noted in 1973-74. In particular, there was an increased use of the system for large
courses .... The CAl system continues to be used. by the Edmonton Public School
system for their gifted gtudent program and for demonstrations. ‘
Major improvéthents were made to computer programs (0 more Qaningf ully
analyze- student performance data generaled by the CAI system. TheSt programs
which are oper?wnal on the University's scientific compuler form the basis for A
instructors nproving their CAI instruction. . ,

Individual efforts within the Facﬂlty.’ By the 1970s the popularity of computers was

-

overwhel.ming. There were demands from pak\ms. liachers. students, communjty
organizatipns and from the Jovernment to integrate computers in the school.systems. Pc0plé
.« within the Faculty also felt the thrust of thc movement. In addition to the spc_cial‘iz:dv
activities of the DERS, a need to'provide training to student teachers in computer instruction
| was felt by faculty members. A\professgr in il;c Dcpartmcn{ of Industrial and Vocational
Education, M. Petruk, recognized the signs of the time and tfied to inl,;oducc"a few courses
in computer assisted instruction for student leaCherg. Worth (Personal interview, J8 Jalnuary.ﬁ

1985) recm&ed : - Y
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The next big push occurred l‘ the mid and late-seventies when
microcomputers began to be known to people. Persons like Dr. Petruk, in the
Department of Industrial and Vocational Education, started to promote the use of
microcomfPuters .... He persuaded his Department Chairman to let him use a project
number to offer a course on micros in education to interested teacheérs and

ad . So we started with one section of that course then added another
it in'ynother term and it started to snowball. There were many workshops
on the topic as well.

.... In addition to iffttrnal changes Dr. Petruk started to go into the field.
That stirred a lot of interesi.... Furthermore, Dr. Petruk encouraged people to,
write to his Department Chairman and to me, and to the Minister of Educati%lo
introduce more. courses in this area. As a.consequence we soon were getling ifee
and four letters per week from school superintendents, or from groups of teachers,
or fromyan ATA local stating that they would like ‘us to offer courses in
microcomputers. - .

-
Petruk was also %ccessful in gaining a.pumber of donations of mictocomputers.

These microcomputers\came about the same time that the University acquired new computers
. ‘ 1]

in the Divisi cational Research Serwices. The enrichment of the Faculty through
these additi(;hs and tﬁe-dona_tion of microcomputers brou g effect on the activities
"‘of ‘the Faculty. Thus, the enthusiam of a small number of? embers was well matched

. { . . 5 »
- by the support of a few bodies. The t;‘éan's Advisory Committée (24 October, 1984

observed that: ' : ‘ e e

Initiatives in relating computers to Instruction taken within the Faculty of
ucation during this period of gaounting interest and growth have been the results -
N the efforts of a small number of individuals acting off their belief ip the future of,
computers in education.
. g . y-
Thus, this particular issue had a unique beginning. Seeded inside the Faculty. .

comf)uter education needed nourishment from Sutside to grow. The Faculty reached out to

& get external bodies inigrested.

.
- ‘.
‘ 1 3 .
External Pressures

Ll
\ ~ Ondpthe outside interests stafted growing ghere was:no way to control them. Af‘r
: /

L

the initial stage, both outside pressures and the Faculty's"‘attempis to respond to the need of
'S - ~ 4

the time, moved 'si¢ by side. Sometimes these activities of the Faculty were not even in

response 10 external demands begause the Faculty was trying to adgpt in its own way while the

3

outside pressure was mounting. ' .
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Interest of the Alberta Departmens of Education. The major push came when the

government became interested in computers. By 1978, the Alberta Department of Fducation

was taking microcomputers quite seriously. A series of studies under the heading of
"Education Technology Studies” was funded by the provincial Department of Education. The

Department of Education subsgribed to a large number of related journals and arranged
N : ' )
demonstrations on the use of microcompusets. The activities of the Department of

Education, as Thiessen (1982:9) explains, included:

informal and farmal contacts with school personnel throughout the Province,
as well as in the rest of Canada and numerous sites in the United States were
established and maintained. A con‘ndcrnble number of site visits were made. both
within Alberta and in the United States, by the Minister, admmnstralors classroom
teachers, and ofTicials from the Departmént .
The purpose of all these acuvme; was lo ascertain as clearly as possible the
. direction being taken by others within thf field of education, by the high technology -
manufacturers and educators.

The views of the Ministef” of Education. Through the New Release #30, on 23
October, 1981 the views of the ®linister of Education on computers and their application in
the schools of Alberta became known. The report }n the Ncns Releasc stated as follows:

The Honourable David ng Minister of Education, says he hopes the
number of microcomputers in Alberta Schools will triple in'the gext 18 months. . .

. Speaking to the Alberta Society for Computers 'in Edycation, at the
‘Electronic Education Expgsition '81, King said the projected increase reflects the
realization by Alberta Edmnon of the\du‘l'and expanding role of computer- ass:4ed
instrugtion and other computer Spplications : ®

'As a teaching tool and a communications tool, computers, when pmpe'rly
used will aid teachers and free them to spend more time with individual students, ) :
says Mr. King .... ~ .ot A

'An agrecment has been negotiated with Bell & Howell ... With this
agreement we Wish to establish a benchmark that, by prig¢" advan@ge. will encourage
boards to invest in computers. However, we are got impdsing th®§ decision on iocal <
jurisdictions ' ' .

& L)

’ With these statements, the Minigter announced that Albcrta would lmroducc (.ompulcr

literacy into the cumculum at the elementary, junior high and senior high level and lhat pilot

’ et R

testing of a computer literacy cumculum would begin in.September, 1982. He alsp smed | SR
I » ‘un

"there must be adequate and appropriate leacher preparauon and inservice activities.”™

P_gularuy of mi ;Lrocomm‘ With the mcreased interest of the govcmn-ﬁn and ‘
with money and computcrs available in the schools, computer education in the schqo!.syslcm E

- .
started moving along very rapidly. There were many excited and interestgd people in the
M . L 4

A -
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“schools. The ATA and ASTA were also supportive of the introduction of computers in

schaols of Alberta. Other professional educational agencies such as the Albefta Ed

Communications Authority, the Alberta Society for Computers in Education and the

£

, Teachers' Association Computer Council were also interested in mass cqniputer liteny
phenomenon wa)s aided by the development of portable and inexpensive microcomp l
access to computing was ot limitéd to institutions with resourses. Alberta l!d
tried to provndc computer facilities within the schools and by June, 1982, appr tely 60
percent dT Alberta‘s schools dad access 1o at least one microcomputer foA)\e 1982- 83 school

' year. All these activiiies made the shonage of trained teachers in the sphere more apparent.

‘ Explaining the position of the school boards, Patterson (Personal interview., 24
hnw{. 1985) reported:
; ¢ We had a letter froms the Calgary School Board that stated it is their hiring
icy now that their candidates have computing literacy® skills. So this sort of

external pressure has become more widespread ... such/ that the Faculty cannot assure
thal our graduates will be adequately equipped. T
9

Thg Mnmster of Education’s task force on comgulers in_schools. In June, 1983, the _
a
' Repont of the anster s Task Force on Compulats in Schools was pubhshed TmRepon

ecviaded that "by 1985 all students in Alberta schools shall havc regular access to a
computer learning station.” The Report contained specnﬁcxrecommcndauons for tegcher

) training, as follows:

That all students graduating from the Facuki{s of Education of Alberta's
universities after July, 1986, bc requnred to have completed.a computér htcracy
course. .

That the Board of Teacher Edycation and Certification gfescribe  the !
successful completion of a one semester computer litetacy course as one of the
prerequxsues for graduation fram an undergraduate program in a Faculty of
Education in Alberta.

That the Board of Teachrer ¢ Education and Centification establish the
successful completion of a gtandard, 40 hour computer literacy course as a

Y. requirement for thcqsmr alion: .thchers coming.into Alberta. X

X That the Faculti¥’ of* ion*in Albera's:{ibviversities offcr majof and - .7 -

- rmpor specnalxuuons»in eduat{bhal computing.

¢ With these tecommendations the govemment envisioned that in five years time "all studems
graduating ftom Alberta schgols will be computer literate and all teachers graduatmg from the

Faculties of Education of Alberta universities will be computer literate ...."
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Faculty Position ‘ » C *
One majox factor 'um hampered computer literacy programs in the province was a

lack of qualihed personnel 1o conduct them. Even after in- servnce training the teachers often
(

« felt not qualified to teach compuler literacy topics to their students. It was essential that
teachers receive proper training to become competent and confident tcachers of “computer
literacy and that \Faculties of Educatjon in the_province be responsible for providing such
training in their pl';e-scr\}ice programs. As mentioned earlier, the Faculty of kducation at the
.University of Alberta was already in the field but now. with the emergence of corfiposers
throughout society the Faculty had to speed up the changes. )

Similarly, dordon Mcintosh (Personal interview, 16 Octofer, 1984) observed:

When | became a member of CCPRA in 1978 and later in 1981 when | was
A'ssociate Dean I felt that the most important issue that emerged, was the interest in
.microcomputers and computer technology. By that time, the movement was
stimulated largely outside the Faculty.. The Faculty had ptovndedi the leadership
carlier and had helped the provincial government t0 take a position on’ computer
technology in schools. But as the government established a high priotily to computer
technology, it appeared that the interest of the people in the Faculty, who were
major figures for movements, was narrow and limited 10 the Faculty. The more
wide interest in this technology did not begin to have any impact on Faculty until the .
provincial government took its position on this. And then, very quickly, schools |
were demanding teachers who had the knowledge. : ’

. Furthermore, it was more or less a challenge for the Faculty to have private

institutions take interest in providing computer literacy. Patterson (Personal interview, 24

January, 1985) indicated: ) \{

¥

~ With other institutions and private emerpnse takmg an interest;in computer
hleracy the University could not avoid action in thivvarea® If it did fail 1o act, i
would be so sadly outdistanced and otber agencies would provide the service ..

Ad-hoc Committee on_Corhputifig_ Needs. In 1979, the Dean of the Facuhy’ of °

Education at the University of Alberta established a Facully ad hoc Committee on Computing

Needs .to advise him on mauers rclaled to current and future compuung needs of thc Falulgy .
;‘;’ﬁfté’r a%onsndcxﬁle amount of reseakh had been done the ad hoc ‘Commmee submitted its
report td the Faculty of Educauon Council on October 8th 1980. This Jeport drew attention
to the increasing influence of compulers and recommended lha;. "teacher education should

include experiences that will provide appropriate preparation to the teachers of '.‘theac,
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students,”

Regarding external changes the Committee reported that:
i

Significant progress is made in mlroducmg the use of computers for
mstrucuonal functions in many school jumdlcuons in Canada, the United States and
Europe. In Alberta the Department of Education has indicated that a number of
curriculum areas and school administrative services are being altered to include

computer applications. For example, as many as 6,000 microcomputers could be in
use in Alberta schools within three years.

The Commiltee had a twofold purpose; one, to gather information, and two. to advise

~

the Faculty on desirable changes and adjustments. On the second issuc the Commitice

recommended :

. While the Faculty already has provided leadership in computers in
education, ... the accelerating pace of change demands that even more be done in the
future ....The rapid and significant growth of computer technology and applications,
with their attendant impact on all members of society, especially the young, points
out the need for school curricula and methods to reflect these developments.
Correspondingly, ... the Faculty of Education must adequately preparc students for
effective uuhLauon of computers through its basic teacher education program, ay
well as lhrough its continuing education and graduate level activities ..... -

It is difficult to foresee and to anticipate the long-range computing needs of
the Faculty_ While it is apparent that such needs are likely to grow in the immediatce
future, the response to these needs should be examined on a continuing basis and
related to changes in school and university policy, advances in technology. changes in
teacher education approaches and available expertise in the Faculty.

The Faculty of Educalion received donations from microcomputer manufactureres in
1980, which were generously matched by the Alberta Advanced Educ;ti\on Endowment Fund.
As a result, a Microcomputer Laborator) was established in 1981 to be used by the sludcnls of
computer related cours\es such as Ed. Ind. 496/587, Ed. Psych. 478/%1 Ed. Bus. 355, Kd.
C. 1. 565 and Ed. Admin. 506. On September 24. 1981, the Dean's Advisory Committce
suggested that most of ffxe departments within the 'Faculty were showing interest in e

»
application of computers in education and it was advisable 1o eslablish a "rationalized guidc

on computer courses” to coordinate the eff;)rls of the Faculty in the area.

All of this applied very strong pressure on the Faculty to introduce teacher education
courses and experiences in computer;assisted instruction. 1;1 an attempt to respond to the
demands the Faculty established a permanent committee called . the Computing Needs

Committee to look at the matters of computing within #jc Faculty. Patterson (Personal

interview, 24 January, 1985) recounted:



181

In the summer of 1983, when I became the Dean there was a major report
which came forward from the Computing Needs Committeg which was chaired by
Dr. Romaniuk. The timing of that Report more or less ceincided with the major
Task Force Report of the Government (again undet the chairmanship of Dr.
Romaniuk). The Task Force Report recommended some sweeping changes
computer application in schools. They were targeting at that time for one compu
in the school for every eight children. We felt the pressure of these
recommendations in our Faculty. .

- . A

After the statement of the Alberta Minister of Education and the Report of the Task
Force on Computers in Schools the position of the Faculty became more vulnerable. The
Minister of. Education strongly supported the issue and believed that there should be a massive
number of computers in the schools of Albeng and Rhat all children should be computer -
literate. The amount of pressure was high and the catch-up period for the Faculty of
Education was bound to become lengthy. The Faculty of Education Computing Needs
Committee recognized the crisis and mentipned in its report as follows:

The implications of the Minister's announlc\emem for the Faculty of
Education and the University are enormous. It creates.immediate requirements for
the training of teachers and the support of research at the graduate level. The
implications are importagt at all levels of teacher training and in almost all subject
matter areas taught in thw schools. If the Faculty of Education is to fulfill its
mandate of exercising a lead®ship role in education, it must respond to these needs
and take major initatives .... , . 4

This demand from the field, coupled with the rapid evolution of computing
which is increasing both in scale and complexity, greatly exceeds the current levels of

. staffing and resources of the Faculty.

At that vuinerable stage the Faculty decided to have broader discussions on the matter
of computers in education Patterson (Personal interview, 24 January, 1985) said. "I asked
the Facuity Executive, Committee to look a2t the recommendations of both reports sand 1o
prepare a series ofjmmions that could cotne before the Faculty Council so that we could
: |
cventually establish a clear statement of policy.” The Dean was cautious about two things.
~ First, he did nof wani to create a separate center for computers; secondly, he aiso wanted to

L .
avoid creating a group of Faculty members who would be regarded as computer experts. The
Dean, in a sense, wanted (o capture the involvement of a large number of faculty members
and wanted to make computei literacy much more central to the on-going activity of the

Facully:'.
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Modificatipns. The Facuity Council eventually decided to approve a set of proposed
motiownd "reinforced ;he steps tl.m had already bec:'\ taken.” according to Patterson.
Courses oh computer literacy are not excusively taught in one Depar}mcm. There are courses
in Vocational Education and Industrial Aris, in the Departments of Sccondéry and Elcn;cmary
Education, and in the Departments of FEducational Psychology and Educational
Administraion. Computer Literacy also foﬁns a part of a practicum course. So this arca is

developing Faculty wide, as Dean Patterson wanted it to be. Hec (Personal interview, 24

January, 1985) indicated:
g : ’ ’ 1“'\-\

. This interest did not develop as an exclusive. department item. If it had it
would have been easier to say that this department would provide the leadership in
the field. We are trying to make it a Faculty task so,we- have to find a way to
involve all the interested persons in all departments.

There were other activities that accompanied the abovc-mcm?bncd activities for
example there were proposals for a minor and for a Diploma in computers. But all
developmental activities relajed to computer literacy of teachers were affected by various

factors.

Factors that influenced the implementation. Various internal and external factors,

revealed in interviews and discussions with the people within the Faculty, p'rovidc insights
about why the Faculty could not keep-pace with external preséurcs and expectlations. S. M.
Hunka, the Director of the Division of Educational Research Services, (Personal interview, 15
April, 1985) summarized the plight of the Faculty=in the following words:

The reasons leading to the Faculty's inability 1o cope with this particular
demand are various and at all levels ....The most important is the lack of manpy,
then there are problems of staffing, non mobility of staff, lack of expertise, inériia
among Faculty members, and above all, at all administrative levels, | feel, there was
lack of foresight. They somehow disregarded the importance of the issue. They
made a few adjustgpents here and there and kept on postponing the major issue. The
administrators were reactionary not visionary.

S. M. Hunka suggested that the Faculty was "defensive,” "constraining,” "not risk -taking,”

"not proactive” and as a "not growing” place where computer literacy could not develop as it
should have done. To some extent the administrators of the Faculty may be responsible for
the slow adaptation but there were other reasons as well, as N. P. Hrynyk (Personal

rd

interview, 4 June, 1985) from the ATA observed:
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Regarding computer literacy there is considerable sympathy ¢ithin: the
Faculty but I.think that the Faculty has some internal problems in implementing such
as availapility of finances for equipment or lack of permanent qualified staff. I
think the Faculty needs ir-service education just like teachers and these things do not
happes simply or easily.

The speed of change. Both the speed of change and amount of pressure coming from

the outside forced the Faculty to speed up the changes which was not very feasible. E. W,
Romaniuk, a professor in the Department of Educational Psyéholdgy and Chairman of the
Faculty 's Computing Needs Commfttee observed in a personal interview (12 April, 1985):

R It is something which has happened very rapidly. In the school systems, for
example, everybody is caught 'by it. Computers are the things the school boys are
asking for, parents are curiods about, the government is eager to introduce.
Everybody moved so rapidly in this province that we were unable to cope or to keep
pace.

S. M. Hunka also confirmed stating, "the field has'moved so rapidly that it is beyond the
Facu.lty's ability to impact.” hd

This speed of change has also made the Faculty cautious. vll has created a dilemma
for the Faculty -- how much change ghould be brought in to cope with the present situation

. and how much training in the skill should be offered that would meet the future demands of

society, but would not bring the dis’illusionmem for faculty students. Patterson "( Personal
interview, 24 January, 1985) commented as ol)\ows:

1 suspect what is going to happen is that we are going to get a group of
students in our school system who will have the basic literacy level and as they comg .
here these individuals will require a much different ¥ind of instruction. So if we
have not made the adjustments in our own familiarity with computers that
generation is going to make some stir as it arrives here .... So that is one of the
constant sources of debate in the Faculty -- how much do we change, what do we
change and how fast do we change? .... .

Furthermore, there are many who see computing as an answer to
employment, in other words they want to jump on to the bandwagon of computer
expertise. They are hopeful that the qualifications and corresponding interests. in the
schools would immediately provide job offers to them. Well, there is not that degree
of mobility or opportunity within the system. So we may end up with a lot of
disillusioned people.

Being a part of the University. Being a part of a larger structure meant that the

niles. regulations and priorities of the latter had to be heeded. The training of computer
¢ S - .
literacy in the Faculty was also affected by the University's hiring policy as Romaniuk

{Personal interview, 12 April, 1985) pointed out:
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....Due to the financial circumstances of the University, we have not been
hiring since 1972 and there has been a virtual cease on sjaff hiring, cettainly in our
Faculty for the last few years. ....Quite ironically during the last few years we had
. been seeing lots of people coming through who were trained specifically in that area.
Moreover, you cannot argue the importdnce of computer literacy for
education in a big structure like the university that has many other priorities’ and
responsibilities. ‘ @ _ ’ /‘
. (urthermore, the salary y’ven to an Assistant Professor by the University did not

seem attractive to the people trained in educational computing. @Jhe Faculty of Education

r

Computing Needs Commiltee (1983: 7-8) observed:

* . ... it is apparent in the long term that the University's position of hiring new
staff at the Assistant Professor's salary makes it difficult to attract staff with
. expertise in_educational computing.” The starting salary levels at the University of
‘Alberta, particularly  for persons with Ph.D.s in educational computing are
considerably less than those offered by industry. Thus, the Faculty of Education will
probably face many of the same problems in attracting and keeping qualified staff as

- do departments of computing science at universities across North America.

~

Lack of planning at the injtial stage. It was also felt that the introduction of

computer literacy courses by some enthusiastic individuals of the Faculty in the early seventies
. § . . -

was not organized and that that had some repercussions for growth in computer lncrac‘

within the Faculty. E. W. Romaniuk (Personal inlerview;, 12 April, 1985) men‘tioncd:

In those initial days there were a number of courses which were beﬂ(g taught
but nothing was organized; nothing was pre-planned; it ‘was just put together. The
insttuctors who offered the courses, in some cases, were people who had no skill in
the area. It was like approving a music program and then asking people around is
there anybody who has ever played a piano. Then anybody with a little familiarity
with piano would be given a crash course to teach music. Can a crash course in
piano ever be taken to teach music? : .

_ Nobody really knew what to do and how to do it. Even for those who knew
what to do it was still difficult to put it into the shape of a program. -

R. S. Patterson (Personal interview, 24 VJanuary, 1985) explained the problems of

those early days:

One of the things that happened when Dr. Petruk started to affer the course
on microcomputers was that there was a very big rush of tedchers in the field who
wanted to take the course. The very demand for the coursenoutstripped the offerings

“and the experience we had. Dr. Petruk video taped a fil# through ACCESS and
provided an opportunity to students to take a course through television. When
students finished the course they were allowed to challenge the examination of any
course in order to gain credit. '

Faculty involvement. Having undergraduate students in the Facultyrach_’ng:/e computer ,

Iiléra‘cy demanded total involvement by Faculty members and individual Departments which
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was lackmg Former Dean Worl ” (Personal mtervnew 18 January 1985) observed that
"Peoplc in the Faculty had other prifrities and _neglected \Inputer literacy as somelhmg that
would be unimportant for a long time." - Present DeapgBatterson (Personal mlervnew 24

January, 1985) commented:

The basic dilemma as | see it is thé non-willingness of staff -members to learn

- about and use the technology. Often it happens that people here rely to a large

extent on rather limited teaching strategles Unless they are prepared to change some

of these practices they are not really going to model the uses of computers through

" our classrooms ....So ome¢ thing | am partxcularly concerned about is the professnonal
development of our staff.

S. M. Hunka (Personal intcrview. 16 April, 1985) also believed that, "the disregard
of 'De'partmem Heads and :;ldminisbators was prompted by the disimeresl of their staff.” R.
G. Mclmosh (Personalﬁinlervie\:‘). Al6 October, '1984) “observed that, "There was no Faculty
wide‘foresight. if there was any foresight it was limited to very few people.”

In jyly 1983, the Report of the Faculty of Education Computing Needs Committee

also observed 6115 lack of coordination within and without the Faculty. It recommended

" What is netded is a Faculty-wide coordinated “eTfort with appropriate
designation of short-term and longer-term priorities and programs, coupled with a
division of labor within the Faculty, and cooperation with other sectors of the
Umversnty ahd educauonal commumty

Financial énstratms T}[ Faculty of Education at the University of Alberta could

not stretch its budget to acdommodate new programs, least of all a program requmng
expensive equ:pmem and high expertise. In relation to the lack of resources, E. W.

Romaniuk (Personal interview, 12 April, 1985) thought that both };rovincial Deparrtments of

Education and to a certain extent the Faculty of Education were responsible. He stated:

The government is certainly not giving us any money. I think, we are caught
between two rtments -- Department of Education and the Department of
Atvanced Education. Whereas the Depanmem of Education tries to involve us in all
its plans to introduce computers in the schools, the Department of Advanced
Education that does all the funding for such programs; is not coming forward.

. Then we have not gone qut to government and asked for money. That

is, the Faculty of Education has not gone out and specifically asked for any funds to
make our students computer literate.

S. M. Hunka T‘P@al Hervicw, 15 April, 1985) agreed with Romaniuk's stating

that "money was the most important factor.” He indicated:



introducing an area ogspccializalion during a time of conslraint and in an

N ’.\ . ,\.
’% -

‘e : : bl

The Faculty has never taken advantage of funding the provincial governrhent
could offer in the area of computer literacy. And the government did not ¢ome
forward: because education is not seen as a means of future viabillty by these
politicians. "They do nof believe that future profit may depend on today ‘s
educational research and development.
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Changes to be brought in. The Faculty of Education was facing the challenge of

Jhere of

apathy. But Dean Patterson was optimistic and envisioned a better future. He (Personal

-

inierview, 24LJanuary. 1985) explained:

Y

We are trying to get some funds from the Government. The Minister of
Education is trying to promote and encourage computer literacy. He has provided
the signal to educational communities that we, as teacher edycation jnstitutions have
not kept up to his expectations. So one of the things that the three universities have
adopted is a more united approach. We have let the Minister of Fducation know
that the Department of Advanced Education should provide ngcessary f unding to
support us in mdRing some of these changes.

....Then, because of the initiative of the people in the Faculty, (as I
mentioned Dr. Petruk had been busy in negotiating with IBM for a ‘major
equipment donation to the Uni\'/gtxl we, the Faculty of Education along with other
Faculties of Engineering and mputing Services received equipment worth 2.5
million .... These 125" computers will be used by Dr. Petruk in his project with
schools ....This project has the potential of greatly increasing our Kaculty members’
interest and involvement as they have to evaluate different software that IBM has
prepared for school use. This has necessitated some agreements with the Provincial
government. The Department of Education is very supportive and cager 1o
encourage the initiative we have taken.... Dr. Hunka had also received a grant from
SSHRC 1o continue his work on computer languages. |

I hope, there will be an opportunity to create some kind of professional
development centre for members of our Faculty where they will be able to work in
gaining competence in the area of computer literacy.

One of our present Committees under Dr. Wilde is working to foster
inter-faculty cooperation, especially with the Faculties of Computing Services and
Medicine.

|§( All this should be able to provide the right kind of support system and
shoutd’ encourage our gpembers to more involvement. This gives us ‘some hope that
we will begin 1o see changes in the basic program and in the various instructional
methods of our instructors.

For me the main difference is that we have a better readiness level now than
we did five years ago. Al least there is greater visibility and interest in the Faculty
than before.

Finally, in May of 1986, the Faculty-adopted a program proposal that a three-credit

educational computing science course or equivalent be mandatory in the B.Ed. degree for

those entering the program after August, 1987 (Faculty of Education Council minutes, May

6, 1986).
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D. Discussion

*

This chapter has described the \rcsponse_of the Faculty to the changing needs
A

/‘-assodated with teacher preparation. Like the preceding two chapters the information in this

chapter revealed cnvi(m*mal inﬂuen;es on the Faculty, the Faculty's response to these

éxternal needs\. and the process of adaptation of the Faculty.

Al

External Influence

Outside organizations recognized the need for changes in teacher training and provided
e ir'npétu; for change within the Faculty. However, the case for a generalist elementary
route and a major and minor in the secondary route was an exception ingthat the Faculty
itself- identified changes occurring in 'the field and took the initiative lo make desired
modifications-in its B. Ed. program. The need for more vocational education teachers was
felt by the school boards of the province, particularly in Edmonton and Calgary, and was
’tonfirmcd by various surveys and re;earch. After discussing the issue, the Board of Teacher

Education and Certification (BTEC) invited the Faculty of Education to respond.

Adaptive Besponse of the Faculty

The pattern that emerged when analyzing these issues c-onfir‘roed that the adaptive
response of the Faculty may be discussed in three gtages. In the case, of training vocational
education tcacpers the response, pattern could be presented in the stages consisting of initiation
(acceptance and support), preparation, and implementation. Similarly, in the case of
generalist education for elementary teachers and a major and minor for secondary teachers, it
was possible to describe the response pattern as consisting of internal initiatien, preparation
and implementation. There were some dif ferences in the case of preparing computer literate
teachers in that the pattern seemed to be internal initiation, followed by the recognition of an

increased pressure for change and then followed by the stages of preparation and

implementation.

<3
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lnitiatigp. The Faculty respondod/ positively in all three cases. The Faculty of
Education at the University of Alberta l.lad ﬁlrcady assumed‘lhe responsibility for the training
of vocational education teachers, and when a'shortage of yocalional teachers was perceived in
the 19707‘1 the Faculty' |did not shun this rcsponsit;ility. A decision was made (0 cooperate with
the Univc(s‘ily of Calgary in offering a fourteen month condensed program that would

prepare vocational education teachers for the southern part of Alberta.

The issue of preparing generalist elementary teachers and the introduction of a minor

b4

along rwilh a major\( the secondary level describes the Faculty's attempts to respond 10 the
needs of school board? in the province. The issuc seemed to be different from the other iwq
in that lﬁe pressure to introduce the generalist elementary route and a minor as well as major
in the secondary route did not come from any particular organization. 'Whilc conducting an
jnu/:rnal assessment, Faculty admnistrators perceived that the school systems needed more
E;heralist rather than specialist teachers.

The issue, dealing with the preparation of computer literate teachers, reveals general
awareness in the Faculty of technological changes. Attempis by individual faculty members
had placed the Faculty in a leadership position in this area back in the sixties and carly
seventies. Later, an unprsecedented interest in computers by different bodies, such as the
provincial gmernr\em, schools, parents and studéms. resulted in increased pressurc on teacher

~training instiluli'ons in Alberta to prepare more teachers with computer skills in computing.

Preparation. In the preparation phase there were various adaptive processes and
“strategic moves by Facuhy administrators. For the training of vocational education teachers
the efforts of the Faculty were directed towards preparing a proposal, cooperating with the
Faculty of Education at the University of Calgary and persuadiog the gOVernménl to provide
large bursaries that would attract more students to the program. These activities enabled the
Faculty to obtain financial support from the government and encouragement from other
stakeholders. Similarly, research was conducted and additional inforr;ation was sought by the

Faculty to confirm the changes needed in the teacher education program, which led to the

introduction of the generalist elementary route and a major and minor for secondary school
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teachers. The feedback from the field sustained the 'activity. All stakeholder organizations
interested in teacher education were aware of the need and were suﬁportive of the Faculty's
initiative. In the case of preparing computer literate teachers, in spite of its earlier efforts,
the Faculty of Education at the University of Alberta could not keep pace with the demands
and expectations of the various groups and organizations. The Faculty established two

corrr.fliuccs to examine the problem and recommend changes. The lack of financial support

from the government, the priorities of the University, its hiring policies, disinterest among the

faculty members, lack of planning in the initial stage, and lack of expertise were.the
constraining fnctors that.affected the preparation and implémcnmion phases of adaptation in
the case of computer literacy. Another concern that emerged within the Faculty was to yhat
degree should the Faculty attempt to respond to the continuing rapid changes in technology .
Implementation. With the cooperation of the Faculty of Education at the University
of Calgary a compressed program of fourteen months was offered on that campus. The
F;éull)' also offered a similar program on its own in Edmonton. There were quite a few
structural changes, added rcsponsib;litics and some adjustments at the initial sitage of
impiementation, especially ones associatedwith the new Calgary program, but all in all, this
temporary adaptation was a success. By the time that the first two groups completed the
program, economic conditions in Alberta had chapged. The need for more vocational

education teachers was not pressing any longer, and administrators in the Faculty allowed the

program to come to an end. Furthermore, it appears that when the initiative was centred in a

unit, such as a single department, there was a greater chance of success as in this case. The

degree of success of this adaptation could be attributed to the fact that the Department qf
Industrial and Vocational Education was solely responsible for introducing the new program
and had the full support of Faculty administrators. Financial t}clp from the provincial
government in the form of bursaries for students also facilitated adaptation in the case. of the
training of vocational education teachers. In addition, joint efforts and collaboration with
another organization.. in this case the University of Calgary, had a positive effect which were

lacking in the other two cases. Furthermore, the success of this program led to other positive

!7.
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changes introduced by the .Facully such as an outreach program in vocational educatiod for
adults.

In spite of some administrative problems such as disagreement among racuj'y
members, extra work load. division of programs. schedul;ng of courses, and student
counselling, two program modifications -- the generalist clementary education and a major
and minor at the secondary level -- were introduced and their implementation was consideréd
moderately successful. As this adaptation was directed towards imc.mal changes. the stages of
pr;paralion and implementation were not afTected by environmental barriers. . Since the
Faculty did not need extra financial help to introduce the changes. these could be implemented
quickly and smoothly’. Although initiated and implemented internally, the roots of this
change lay outside. It ‘was an adaptation which was made by the Faculty }o perceived external
needs rather than to explicit external demands. " In spite of its success this adaptation did not
have total agrccl‘ncm of all faculty members; many continuied to question the advisabili,ly of
this change. Two departments, Elementary Education and Secondary Education, were
s;paratcl;\ﬁnd individually invoived in developing proposﬂs and implementing the changes in
the case of the gen'cralist clementary routc and the major and minor in the secondary route.
Their efforts contributed to the success of the changes. On the other hand, increased
workload and too many courses also affected the implementation of the ggncralisl clementary
route to a certain extent.

In spite of many drawbacks associated with enhancing computer literacy of tcachcrs’
tr{c Faculty managed to make steady progress in this area. ‘The seemimgly apathetie—attitude
of faculty members towards computers qnd the non-éorﬁmilmcm of individual departments
were apparent causes behind the slower pa'cc of adaptation in this case. ' Moreover, attempts
to involve the total Faculty in the programs of computer literacy delayed developments.
Various internal problems such as lack of expertise, lack of. planning and lack of coordination
had a negative effect on proposals to train computer literate teachers. Also. the lack of
financial support affected the pace of adaptation in this_ case. However, the siow pace of

adaptation did not negate the fact that efforts were being made within the Faculty to meet the
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Needs or %e timal ‘ | *

Adaptation withiy the Faculty

All thre"/iuuefdiscuued in the chapter revealed that the adaptations made by the
Faculty were aj least moderately successful. The temporary adaptation made to prepare
greater numbers of vocational edxk@n teachers could be regarded as a success. In contrast,
the imbalance between the pressure from outside the Faculty and the Faculty's attempts to
cope with those pressures in the case of preparing computer literate teachers and the b&sistem
dissatisfaction among some facully members regarding the generalist elemcnur§ _route
reflected on the lower degree of success achieved in relation to these two aghpmions. If
comparisons were made with the issues discussed in' the preceding chapters it would be noicd
that unlike those issues none of the cases discussed here seemed 10 have an individual faculty
member's coﬁxmilrﬂ!ht to provide cominuidg support except at the initial stages in the case of
computer literacy.

In general, the Faculty was aware of changes in society and was responsive to the
needs of society. Mostly, the Faculty reacted positively when mage aware of the need for
change by external organizations or tried to make changes itself, even without external

q instigation, if a problem was recogrized.



Chapter IX
ANALYSIS OF AQAI"TIVE RESPONSES OF THE FACULTY . -

The putpose of this chaptet is 10 analyze the findings'prescn!ed in the three preceding

. » .
chapters related to the responses by the Faculty of Fducation at the University of Alberta to
[ ]

its environment in the area of teacher education. ThiS disjmon is based primatily on the

. -

seven issues previously described. Support is provided. whenever possible, by relevant
. / )

statements of the interviewees. Some reference is also made to the related literajure. This

chapter is divided into three parts. The environmental influences on the Faculty of Education

——

and the external inputs that demanded definge responses from the Faculty arc examined in

-

the first part. The second section is an analysis of the responses of the Faculty 10 these
N b

environmental stimuli.” Several generalizations, derived from the case studies. are presented in

this sectton. The third part provides reflections on the adaptability of the Faculty ‘

A. Environmental Influences . \

4 ¢
The framework of the study was based on the assumption that organizations, as open

systems, continuously interact with their external environments and that lrﬁy are greatly
influenced by the properties of their related su;roundings.merc are basicklly two categories
or levels of cnvirOnmgm used in the literature to describe the cnviror;mcms in which
organizations exist: the general eﬁvimnmcnt (Hall,'1966) and ti;c specific or 1ask environment
(Dill, 1958). The general environment is the total of outside factors which may influence any
aspect of the organizauor;. The specific or task environment is the more immediate
environment apnd is considered more reievant for the inditidual organization than is the

former. Generally, organizations in the specific evironment share the purposes of the focal

organization and have power to influence the decisions of [hat organization. ’

i 192 -
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‘ ThF seven isssues discussed in‘}hc preceding three chapters highlighted the influence of
the em?ironmém sﬁrropnding the Faculty. These issues indicated that most of the initiatives
for change in the teacher edwlién program of the Faculty of Education originated from
outside of the ,Fz;cully’ilsclf . However, the Faculty of Education interacted regularly with the
organizations lﬁat made up its task or specific environment. These organizations, recognized
~ earlier as stakcholders or interest groups (Chikombah, 1979), namely, the Alberta Department
Cof Education, the Alberta Department of Adva’nced Education, the Alberta Dchers'
Ass‘oéialion. the Alberta School Trustees' Association, and the University of Alber}a.baffected :
the functioning of the Faculty. For example, the initiative to introduce the extended
‘ practicum was taken by the Alberta Department of Education, the Alberta School Trustees'
Association and the Alberta Teachers' Association. The need to prepare more vocational
teachers for the province was realized by school boards and was communicated to the Faculty
by the Bogrd of Teacher Education and Certif icaliop (BTEC). The pressure to make leacﬁers
professionaliy computer literate came from the ‘Minister of Education, from the ATA, from

I

teachers generally and from other interested bodies. These organizations exerted an influence

-

which may be réffarded as direct and regular because of the constant interaction of the Faculty
with therp. t

Moreover, the analysis confirmed that there were other organizations in the field of
education which had an interest in teacher education and in the activities of the Faculty. In
spite of their imerest,\ these "other” educational organizations were not a part of the
above-mentioned specific environment; th‘e.refore, their effect on the Faculty was‘not as
continuous, yet their influence was felt. These organizationsj were the Conference of Alberta
School Superintendents (CASS). the Alberta Catholic School Trustees' Association (ACSTA:),
the other universities of Lhe‘ province, and other Faculties at the University of Alberta. For
example, the issue of special training for Catholic schoo! teachers was brought up and pursued
by the ACSTA. -

The findings of the study also suggest that there was one segment of the environment

which did not fall under the above-mentiohed categories of "other organizations,” nor were
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they part of the specific environment. Thesc organizations were totally "external™ and
included parents' groups, religious bodies, ar;d organizations representing minorities. These
Barlicular"‘ organiza£ions can be idgntiﬁed with the organizations referred -z;s external
participants by Ivor Morrish (1976:48) who mentions, "The external participants, who exert a
more indirect influence through the dissemination of information, by raising expectations or
by invoking sanctions, include in their numbers non-educationists, foundations. research
councils, academ®s and industry.” These organizations had a sporadic and short lived interest
in the preparation of teachers primarily guided by their own self imterest. For example, The
Alberta Indian Education Center and the Association for Learning Disabled Children lobbied
or made demands in order to meet the needs of the special groups they represented. These
organizations seemed to be more interested in promoting their own causes rather than in
modifying the teacher education program offered by the Faculty of Education.
The other environmental component, mentioned in the literature, was the gencral
\nvi«ron‘mem of thexFacully. It was found in the sujdy that the Faculty was not directly
concerned with what is happening "out therc,” as it was not considered feasible or possible by
faculty administrators. L. R. Gue, a senior university professor (Personal iﬁtcrvicw, 19
v
April, 1985) pointing out the limitations of the Faculty stated:

We have to figure out how much the Faculty's programs can meet the
expectations of the schools and school boards. Then there are so many problems in
society that it is impossible for the teacher education program to address phem all.
How can the Faculty meet the challenges of racism; discrimination, drug-addiction,

single parent families, absenteeism, drop-outs, etc.” Well, the question is how far

can we go as a teacher preparing institution (o meet those challenges of the rcal
world? 1

The Faculty did not directly address those problems. It was, however, recognized that each
pressure or demand ¢eming from specific, other educational or external organizations could be
related to changes in the general environment.

The general environment provided the framework within which the specific and other
external organizations acted. The shortage of ‘vocational teachers and the attempts to increase
the supply of these teachérs is an example of this effect. Economic conditions in the province

-

were the cause of the government's initiative to introduce vocational education into the

.
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schools and to provide a financial incentive for teachers to pursue-training in this area. Evén
' then, the supply of vocational teachers could not meel the demand. The ;;crsislcm appeal of
school boards led the BTEC lo"pressure the Facu\lly to take certain measu.res to remedy the
‘shorlage of vocational teachers in the seve‘ics. Another example is the increasing popularity
of mi“crocomputérs and_the pace of change in the field of compuﬂler technology generally that
motivated the Faculty to speed up its attempts to cope with this societal change. Changes in
the hiring policies of s¢hool boards, declining enrollments, and unemployment of Faculty
graduates could be regarded as another example of changes that prompted the Faculty to
revise its B.Ed- program and to introduce the generalist elementary route and a major and
mino'r emphasis in the secondary 'rome. The government representatives also emphasized
during the interviews that the conditions of the general envir.onmen‘. had affecled theit own
decisions and the expeclations they held for the Faculty. Thus, a relationship between' the
demands and expectations of organizations external to the Faculty and the nceds of the
different groups in society could be identified. These organizations representied the interests
of various groups, and Sombined together, they represented the interests of society but
changes in society did not always affect the Faculty directly. Worth (Personal interview, 18
January, 1985) perceived that, "the general environment is the easiest to deal with, in the
sense that you are not expected really to do much r;lore than fhst to observe the changes and

sometimes be prepared for them.” '
The environmental context in which the Faculty of Education operated appeared quite
important during the decade 1974-1984. In order to account for the various environmental

influences identified in the present study, a refinement was made to the categories or levels of

environments mentioned in the related literature. Ingtead of the two levels found in the

.

literature - - specific and general -- five levels were identified in the study which much better
explained the environmental influences on the Faculty. The most important environmental
influence was the Faculty’s parent organization, ~lhe University gf Alberta, “this very special
external environment” as Worth called it. Not only did the demands for change come from

the University but thg whole process of adaptation was affected by the University, as is
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discussed later in this chapter. The Faculty appeared 10 be closely linked 1o its environments
and the influence of the immediate, specific, other educational, external and .gcncral
environments on the Faculty could be traced.+

The Faculty's interactive closeness and its proximity to the cxlvcrnal organizations was
a méjor factor in determining the amount of influence the organizations fiad on the Faculty.
‘Aore specifically, the order in which various environments of the Faculty affected it was (1)

-

immediate (the University of Alberta), (2) specific (the influence of teachers, trustees,
governnT€hl, school boards), (3) other educational organizations (other universities, the
Alberta Catholic School Trustees’ Association, the Conferénce of ~ Alberta  Schools
Superintendents, other educational bodics). and (4) external (other organizations which
represent parents, minorities, or religious groups). In addition, (5) the gt;neral environment

(social, cultural, technological, legal, ethnographic and other conditions) had an indirect

influence on the Faculty. These generalizations are pictorially represented in Figure 9.1,

! Li General Environment
Faculty of Education

¢
i External, Non-Educational
Immediate Environment ' -
‘ ) (Non-Educational Organization
(J of A) : ducat
Specific Environment Other Educational
(Stakeholders) (Other Educational Organizations)

¢
Fig 9.1 The Faculty and its Environments

b ) .
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Environmenfal Inputs

The findings of the study confirmed that the Faculty of Education at the University
of Alberta, like dther educational institutions, was designed for stability rather than for
change, and in most cases the impetus for change came from outside not from within. Inputs
coming from external organizations, however, tcndea to generate a positive response within
the Faculty. In his book (1969) Berrien asserts that there. are two types of inputs:
maintenance and signal. Maintenance inputs egergize the system and enable Vil to function
while signal inputs provide the system with information to be processed. Two quite similar
types of inputs were found in the present study, mentioned as primary and secondary inputs.

Primary inputs. The findings of the present study indicaied that the manner in which
the external organizations tried to influence the focal -organizhtion‘ was through "primary
inputs” which might correspond to the signal inputs of Berrien. These inputs carried
information about changes .in the environment. They ~ came as policy changes and
recommendations from government, as éuggestions and resolutions from various stakeholder
groups, and as requests from other organizations. For example, thé extended practicum was
inlroduce:i in the Faculty as a result of changes in Alberta's teacher certificatigghpolicies.
There were persistent pressures from a group of organizations interested in religious education
which demanded the training of teachers for Catholic schools. Joint recommendations were
pu'l forward by various organizations which came thrdugh the Board of Teacher Education
and Cergicalion and prompted the Faculty to introduce a compressed schedule for the
preparation of vocational education teachers. Formal and informal requests made by the
Native community and org:nizations interested in the education of Natives caused the
initiation of Project Morning Star. The demands of a politically strong organization generated
Faculty efforts to train teachers to cope wi?h learning disabled children; and demands,
re§olutions and suggestions came from a variety of educational and non-educational groups
for the preparation of teachers who would be computer literate. All of these policy changes,

demands, and suggestions were grounded in the perceived needs of a particular group or of

sociely at large.
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For the Faculty all of these primary inputs were either expected or unexpected. The
pressures, de@ands. recommendations, expectations, suggéﬁlions or requests coming from the
governmeht or stakeholder organimtions‘were known to the Facully administrators. Bccauuse
the administrators had reprmnﬁlion on various comr;{tlees of external organizations, the |
Faculty regularly received resolutions and recommendations of the ATA and the ASTA.
Moreover, there was an interaction at a personal level among the administrators of various
organizations. "For this reason,” Worth (Personal interview, 15 October, 1984) commented,
"some of the exterr;a] inpu}§ are even shaped by the Faculty before they affect the Facull;."
On the othér hand, the demands of other oréa’ni\zations were novel, unexpected, rather sudden
and often forceful. One example is the dema\hds coming from a parents' group (o train
teachers to cope with learning disabled ch.ildren. .

Table 9.1 shows what organizations were interested in bringing change, what was the
environmental level of those orgaﬁizations, what was the nature of demands or primary inputs
and why those demands were made. The Table indicates that the organizations interested in
change were the Faculty itself (two times), the University (two times), the stakeholder
organizations (seven times), other educational orgariizations (four times), and other non
educational organizations (fbur times). The numbers in the brackelﬁ reveal that the
stakeholder organizations had maximum informational input to introduce a change. These
informational inputs came in the form of demands, requests, policy changes, rescarch,
resolutions, and recommendations. The Table also indicates that there were five reasons for
these informational inputs, which appeared once or more than one time. These reasons werc:

changes in the government policy (1), improvement in the quality of teacher education (2),

needs o[ special groups (3), needs of school boards (2), and the technological ch,ange.s in
. A/; ’\‘.
society (1). : L /!

. §
-
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Secondary inputs. Environmental influences on the Faculty did not end with the
primary inputs, nor with the demands made or information provided. There were other types
of enviqro'nm‘cnlal inputs (called secondary inputs) that continued to affect the whole process
of adaptation. The nature of these inputs was differnt from the demands, suggestions,
recommendations or other informational inputs that preceded the initiation stage of any
adaptation. These s‘econda‘ry inputs were of two types: facilitating (like the maintenance
inputs of Berrien) or constraining. Financial support from the government or other sources is
an example of a facilitating input. Constraining inputs were generally indirect. These types
of inputs were generated as a result of scif -interests of the external organizations, for example
the question of "release time” and the non-cooperation of teachers in the practicum. On
other occasions, these inputs were the result of <e stakeholder organizations' concern for
teacher education such as the program standards of Project Morning Star. The lengthy
preparatory period of the extended practicum is one of the examples of constraints in the
"pull and push” process. Another interesting feature of these secondary inputs was that the
slance taken earlier could be reversed. For example, in this case the government, which
_originally was the initiator, was later lobbied by other organizations to reinstate the pohcy of
the extended practicum. Similarly, in the case of éompuler literacy the Faculty was well
aware of technological changes in society and tried to adapt to those changes. However, later
it was put under pressure by various groups when the popularity of migretomputers increased
which made the Faculty, a leader in computer assisted instruction, appear somewhat slow in
adapting. In addition, sometimes even the purpose of initiation was lost duc to thesc
secondary inputs. For éxample, the demand to introduce a compulsory course (o enable
student -teachers to cope with lcarning.disabled children turned into an ambitious plan for a
research institute for the learning disabled, a plan that could not be implemented. The
concerns of the ATA relating to program standards of Project Morning Star led 'lo several
adjustments even after the implementation of the project.

Frequently, the secondary iriputs} were more varied, more numerous, and more

forceful than the primary inputs. It seems that the reasons for continued environmental
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influence at the later stages of preparation and implementation included the large number of
stakeholders, their continuous interest in teacher education, their regular interaction with the
Faculty of Education, their support and sometimes their self -interest.

It was generally found that the amount of environmental influence decreased as the
adaptation reached the stage of implementation because by then the Faculty was seen as
responding to the need for change. There were, however, two exceptions: the extended
practicum w;mc the stage of preparation was greatly affected by environmental turmoil, and
computer literacy where the external pressure was at its highest during the implementation
stage. However, the observation can be presented pictorially as in Figure 9.2, which shows
that environmental influences coming in the form of primary or informational inputs were \\/
more forceful than the Faculty's response at the initiation stage. Secondary inputs -external
facilitators and barriers -- were found present at the stage of preparation that affected the
procels ofd adaptation but by then the Faculty's involvement had also increased. In the third
and final stage the influcn;e of the secondary inputs was even lesser and the Faculty appeared
to be more involved in the process.

A ‘ \
B. Response of the Facuity

This section discusses the responses of the Faculty to external stimuli. It describes the
nature of the responses and the factors which affected the responses at different stages of
a\daplalion. |

Contingency theorists strongly believe that there is no sing‘!e best way to cope with
efvironmental pressures. Similarly, Snow and Hrebeniak (1980) claim that organizations
adc‘»pt different internal strategies to deal with perceived pressures. The present study also
confirmed that there is no single or simple way in which an organization, responds to its
environment. Both positive and negative respdnses were made by the Faculty. In addition,
the responses differed in length of time, and in the amount of energy and efforts they

. [ . . .. N
consumed. Some were in the form of temporary ada;’tauons such as Project Morniag Star or

2
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the compressed schedule program for training vocational teachers. On the other hand, there
were also major permanent changes to the teacher education program such as the extended
practicum or the generalist elementary route and the introduction of a minor as well as a
major in the secondary route. In conrast to the major changes were the introduction of a
minor in religious and moral education and a three-credif course in computer literacy.

The findings of the study. confirmed "“.‘ the issues, describéd'ir; ih; preceding ]
chapters, could be - presented in : terms of ' thrge phases -- initiation, prepargtion and
implementation -- and it rhay be pqsited that adaptation is a proccés (Cameron, l983;}~1iles.
1982). The environmental influences discussed iyn the previous section tcnfjcd to generate a
respons'.c which could be presented diagtammatically as in Figure 9.3.

—
Initiation '
r
. The first stage of the adaptation process was that of initiation when an external
demand or suggestion related to some external change, required a corresponding change ih thed
teacher education program. The case studies showed that most of the time the impetus for
change came from the outside. Only two of the seven cases revealed internal initiation. In
the case of computer literacy, this was due to individual efforts by faculty members, and in
the case of the-generalist elementary route and major and minor in the secondary route this
was due to the decision by faculty administrators to revise the B. Ed. program.

Thus the environmental inputs provided information regarding the changes to be .made
by the Faculty. At the same time, these primary inputs generated a need to assess internal
capabilities and limitations as well as external capacities and constraints (Miles and Cameron,
1980). In aimost all of the case studies the assessment of internal capabilities and limitations
followed the receipt of information from the outside. Saliénl cues from the environment were
used to interpret internal capabilities and limitations. The chief worry for the Faculty was the
shortage of financial resources and its dependence on other organiL‘(ions for these resources.

Other constraining factors were the shortage of staff, lack of expertise or space, the shortage

of time for planning, and other administrative problems. While evidence of the Faculty's
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effort io make internal assessment was available in almost all cases, exploration of external
capabilities and weaknesses was :omewhat lacking. The respondents from the external
organizations felt that the Faculty had rarely "gone out” to ascertain the needs of the field.
The information about the "'field" came effortlessly to the Faculty through the BTEC and
anhual resolutions passed by the ATA and the ASTA.A It appeared that by participatling in
various interinstitutional arrangements, administrators of the Faculty had an increased
knowledge aboul what was going 'on in the field. This might be the reason that there was very
little initiative on the part of the Faculty to learn about the environment whereas Terreberry
(197.1) asserts that adaptability is a function of ieirning about the environment. Responses
made by the Faculty without learning about the environment were likely to be interpreted in
organizational language as "reactive” responses.

Assessment of the internal situation was followed by decisions to make particular
responses. The study revealed that the nature of the initial response of the Faculty to
individral stimuli depended on various f aﬁors as follows:

1. The perceived importance of the issue as identified by Faculty administrators;

2. the importance of the organization from which the pressure Was coming for the Faculty;

3. the magnitude of the pressure;

4. the internal support of faculty members or departments for the issue; and,

S. . the stance taken by the University of Alberta.

These factors as they influenced the initiation stage of adaptation, are presented in Table 9.2.
The table shows the seven issues and the factors that influe‘nced them. The prescnc‘e of these'
factors in the particular issue is indicated by an X. | ‘

Perceived importance of the need. Faculty administrators played an important Fole in
N

determining what is good for the Faculty. The administrators of the Faculty exercised their /

rights of choice and decision-making thus promoting a positive or negative response to the
external stimuli. As indicated in Chapter V, the frequent decision of Faculty administrators
not to respond to an environmental stimulus clearly indicated that much depended on the

choice of leaders or decision makers. This was explained by Lawson (Personal interview, 8

’
/
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May, 1985), Im of the Education Faculty at the University of Calgary, who stated:
G C . '

. m'eh depends on us. Sometimes we invite a kind of intrusion from outside,
then we consider it. The process of considering implies that the information will be
received but not necessarily acted upon because that control is within the Faculty and
the Unixersity. 1 think that is ihe mechanism of the University and defining the
program of teacher education as a university program means that we can draw a line”
between receiving input and acting upon it.

t .
There could be several reasons for not acting upon certain inputs such as philosophical
differences; nonfeasilziliti' of demands, lack of resources, or other internal limitations but
above all, it was the decision of the administrators that determined the nature of the
responses. Since the issues selected for thi§ study were ones for which the Faculty had made,

Y
al least initially, a positive response, nqQ co.mmenls can be made on the matter of negative

TeSporises. . | .

When. the administrators of the Facultly could identify with the need of the pressure’
group the initial response was positive. The exiernal pressures through which changes came
were transmiued_via the administrator. Examp..s of this were evident in the study as
follows: t}:e Native »community informally apprqached Lhe‘then Dean of the Faculiv, Mver
Horowitz; an active member of the Association for the Learning Disabled, contacted Dean W.
H. Worth informally; the Dean's participation in the meetings of the Executive Council of
the BTEC made him aware of the shortage of vocational teackers in the province; the
representatives of the ACSTA and othér Catholic jurisdictions approached the Dean of the
Faculty, W. H. Worth and the Chz;irmen of two departments. The administrator played a
balancing role by mediating between the internal and external participarits in the system.
Thus, lhé decisive persof]_in the process of S'daptation was the chief administrator of the
organization. Examples of such mediation were the cases of Project Morning Star, the
compressed program for vocational teachers, :gxd, 10 a certain extent, the issue of introducing:
compulsory¢ courses ;or student-teachers to enable them to cope with learning disabled
children. The willingness of the administralo}r to introduce certain changes always tllad a
positive affect as is confirmed by the findihgs of Eastcott (1975:113), that "the personality .of
... the Dean, ang the expectations he hol‘ds',for decision -making processes within his sphere \of

Influence is clearly a very influential determinant of the nature of procedures.”
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A .

Source of pressures. The response of the Facﬁlly also depended on where the pressure
was coming from and on the relationship between the Facully and that particular
organization. As mentioned earlier, the proximity of external organizations determined the

i ' E3

amount of their influence on the Faculty; similarly; the nature of the relationship of the
Faculty with a given external organization determined the nature of the Faculty's TCSponse lO\
"
the organizaliop's demands. The Faculty enjoyed a different relationship with cach
organization in the organization-set and with other educational organnauorg. The most
influential among the stakeholders was the provincial government. The Faculty had two types
of dependency relationships with the government of Alberta, economic and contractual
Faculty had a contractual relationship with the provincial Department of Fducatr -
because of its certification policies the Faculty was responsibic for maintaining
standards. Likewise, the Department of Advanced Education determined funding so changes
within the Faculty depended on the financial support of this organization to a certain degree.
The University of Alberta’s Faculty of Education, to be able to exist and operate, needed to
gain and maimain the approval and support of the government. During the past few years,
the provincial government has assumed incrcased responsibility for funding, for program
changes, for accreditation, and for shaping the education of teachers (Anderson, 1981). The
government and its departments tended to cxpect that their recommendations would be
positively accepted by the Universities in Alberta and their Faculties of FEducation. The
government seemed quite aware of its influence on the Faculty and of the power it held. as
Hrabi (Personal intcrview, 30 May, 1985) from the Alberta Department of Education
explained:

I would be surprised if the government's attitude is not paternalistic 10 some
degree (by paternalistic I mean a desire to influence).... In the final analysis it
would be difficult for the Faculty of Education to ignore overtly the suggestions or
recommendations made by the Department of Education because the government has
two or three ways of exercising its power. One is through its money. Secondiy, I do
not think that any Faculty would take the chance that its graduates would not be
certified by Alberta Educatlion. It would be foolishly brave to do so. [ do not think
that the Faculty would ever be ready to put up with the public uproar that would
result. And finally the government could say that the agreement, signed in 1945, is
off.... Those would be very unlikely steps to be taken but if the government starts

playing hard ball that is the situation one may get into ... sd | simply cannot
visualize the Faculty of Education not responding to the government’s
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recommendations.
b
Thus. the Faculty of Education had relatively little power compared with that of the
gbvcrnmcnt in relation to teacher preparation and had to be receptive to the demands coming
from the govcrnmerﬁ. For exﬁmple, in the case of the extended practicum, in spite of the
resistance within the Faculty, the government's wishes were implemented bécause this
particular policy change was associated with the certification of teachers. Thus, the Faculty
of Education appeared to be more open and receptive to the organizations it was dependent
upon, such as the two departments of gévernmem. This finding corroborates that of JacoBs

(quoted in Hall, 1982:236) who contends that organizations vary in their vulné\rability to

environmental pressures, and points out that the more dependent an organization is on its

i
.

environment the more vulnerable and open it is.

Most of the respondents agreed that next to the government in influence on the
Faculty, was the Alberta Teachers' Association (ATA). The ATA has repr.esemcd a powerful
group of teachers in the prov}qce and historically has been politically active in the field of
education gt;ncrally, and teacher education specifically. A representative of the ATA is a
membes, of lbc*‘ﬁ?ﬁﬁy\oﬁ-{éducation Council. The Alberta School Trustees' Association
(ASTA) ha:é/also been granted representation on the Faculty of Education Council although,
as the ASTA representative observed)"lt is not seen as a substantive stakeholder group by the

Faculty.” These organizations, howecver, have appeared to be genuinely concerned abéut the
preparation of leac{éﬁrs. The ATA and the ASTA, as external organizations have informed
the Faculty about the needs of the "field." By means of resolutions approved at their
meetings thése two associations have provided regular and continuous suggestions to the
Faculty. Also, because of their continuous interaction with the Faculty these organizations
han been able to con;/ince the Faculty to make certain changes in teacher education. Because
of the continuing interest in teacher education shown by these prganizations and their regular
contacts with the Faculty, the Faculty has been responsive to them in a positive way.

The relationship of the Faculty with other organizations, however, was not very clear.

The Faculty was not directly answerable to these other organizations, for example the
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ACSTA, the Alberta Indian Education Centre, or the Association for the l.carning Disabled.
Yel these organizations could not be ignored by the Faculty because at times they presented a
genuine need Qf societr 'ich was recognized by the Facull;'. Somctir’nes t‘hcsc organizations
were politically influc as was the Association for the Learning Disabled Children.- On
occasions the Faculty attempted to exploit the interests of these organizations for i‘l.\ owﬁ
benefit. As an example, the Faculty was quitc involved in developing a proposal for an
institute for learning disabled individuals and was able t{)‘usc 1o its own advantage the special
interests of the Association for the Learning D.isab}ed. )

Iy

Magnitude of the pressure. The total pressure on the Faculty was another factor that

determined the nature of the Faculty's respdnse. The magnitude of pressure was determined
by two factors: (1) the 'collecli‘vity of support for the issue that included the number of
stakeholder gfoups supporting a panicul‘ar point of wview, and the support ol other
organizations and community, and (2) how genuine was the ‘d on which the external
demanq was grounded, and the historical background of the issue. In the present study, for
example, the issue of the extended practicum had the support of all major stakeholders and
the interest of the Minister of Education. Similarly, in the case of computer literacy amon(‘\
tea;hers, not only the Minister and the stakcholder orgaﬁizalions but also the public in
general, demanded computer literate teachefs. On the other hand, the pressure for special
training for teachers of Catholic schools was given a luke-warm reception by the Facdl(y
because the pressure was coming from a single interest group that had very little support from
L)
other stakeholders. Nevertheless, the longstanding demand"‘“n special preparation for
Catholic school teachers had somé posi;ivc effect on faculty administrators. Similarly, the /
writings on the benefits of the extended practicum and their discussions in ‘the educational
community had a positive bearing on the acceptance of the government's proposal. The
amount of pressure on the Faculty in the casc¢ of learning disabled children was determined by
the growing political power of the pressure group. The positive response in the cases of
Project Morning Star and the compressed program to train vocational teachers depended on

what were perceived to be, valid needs of the Native community and of school boards in

n

P
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Alberta. Both of these issues also had a sound research base.

Internal support. The initiation and promotion-o'f adaptations made by the Faculty

always had internal support in varying degrees. Sometimes this support was really strong
from the very beginning, sometimes it came later whpn sought by Faculty administrators.
This internal support was an imporlani factor in détermining the nature of the initial
€
response. Worth (Personal interview, 15 Ottober, 1984) fglt that, "The adaptations made by
the Faculty over time are the combination of outside impetus and inside support and efforts.”
o

Former Acting Dean of the Faculty, Enns (Personal interview, 10 April, 1985)
commented :

The programs developed and the changes made are the results of support and
decisions of the people within the Faculty.... If we had been responding to all
pressures from outside, the teacher education program would not be four years in
length." It would be ten years because they (outsiders) want several courses in every <

possible area they could think of. On the other hand, we welcomed the changes
which were agreeable 10 us.

-

N. P. Hrynyk (Personal interview, 4 June, 1985) of the ATA agreed and posited
that, "Whenever the Faculty respondeq to the Associaliyn or any other organization ‘posilive
it was because there were Faculty people who held the same beliefs as the people in the
Association.” .

The case studies also showed that the support of faculty members had a positive
effect at all stages of adaptation, the training of vocational educati'on teachers is an example
of this support. On the other hand, disagreement among faculty members or their attitudes
were deterrents to adaptation that slowed the pace of adaptation; for cxarﬁple, in the initial

stages of implementing the extended practicum, introducing computer literacy for teachers,

and indﬁxding a minor in religious and moral education,

The position of the University. Much depended on the stance taken l?y the University
on a particﬁlar issue. If the University of Alberta -- the parem\ organization -- was
supportive, the response of the Faculty was definitely positive. The influence of the Senate
of the University was obvious in the cases of Project Morning Star and preparing teachers for
the program for learning disabled children. It was stressed that the support of the Senate of

“the University in the two examples mentioned, had a facilitating effect on the inital response
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of _1he Faculty. This interest of the parent organization prompted the Faculty to take some
positive actions. In contrast, the secular stanee taken by the University was not supportive of
a positive response in the case of preparing teachers for Catholic schools.

The present study indicates that there is no uniform and ‘predic'tablc response 10
environmental pressures by the Faculty. Acceptance by the Faculty during the initiation
phase depended on its assessment of imerna\“ limitations, on the decision of Faculty
administrators, on the relationship between the Faculty and the organization from which the
pressure was coming, shpport of other organizations, support of faculty members, and the

stance taken by the parent organization, namely, the University of Alberta:

» Pre‘parationb

Acceptance by the Faculty during thé initial phase of adaptation led to lh\e stage \of .
preparation. This stage appeared 10 be the most critical of the threc. Preparation by the
Faculty was affected by powerful external pressures and at the same time by an awarcness of
inner limitations, as Table 9.3 indicates that this stage was affected by a maximum number of
factors. gThe study indicated that this phase required strategic handling by the Faculty in the
form of manipulating, convincing, negotiating and pacifying different bodies and individuals.
Research was undertakep and information sought regarding what changes were 1o be made
and at what level. Coalijions were formed if deemed necessary. Plans were developed.
Generally this stage was marked by the establishment of a temporary or permanent unit or
committee. A proposal or proposals were prepared seeking financial help, changes in
curriculum, program additions, or Ehanges in administrative structures. Thus, it was
indicated that the Faculty reflected a combination of awareness of external needs, internal
capabilities, and knowiédge of tools and techniques that could be used for solving the problem
in Jott's (1972) terminology. According to the viewpoint of Miles and Snow (1978) the
Faculty had successfully dealt with "engineering problems” which were directed to "how to"

questions. -
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These. internal and external factors as they affected
, are presented in tabular form in Table 9.3.
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External factors. There were several external activities which were not under the
i

conlr(;l of the Faculty. Some of these affected adaptation negatively. The following factors

cmerged as the main external barriers to atlaptation at this stage:

1. dependence on external bodies for financial help; --

2. embeddedness of the Faculty in the broader University, for example, priorities placed by
the University, academic tradition of the university, and university policies;

3. concerns of the stakeholder organizations, such as the ATA in relation to certification for
Project Morning Star graduates, and the concerns expressed by this association regarding
standards of the Program; and

4. sclf -interest of external organizations, such as the issue of "release time” raised by the
ATA in relation to the extended practicum, the non-cooperation of teachers, and the
changes in policy and withdrawal of funding by the government.

Financial dependence of the Faculty was viewed by Faculty administrators as the
principal reason for slow and unsuccessful adapatation by the Faculty. Most of the
government officials, however, did not share this view. The environmental conditions,
particularly the uncertainty and lower resource supply, have been referred to as the cause of
the _Facﬁlty's slow pace of adaptation and of the increasing depe@rlc—bon specific external
bodies. Horowitz (Personal interview, 22 April, 1985) claimed, "There are all kinds of
appmaches.'m you cannot respond positively to all of them. You cannot respond to any of
them without additional funding.” For almost all cascs: the administrators of the Faculty
asserted that ;ising costs and resource scarcity had expropriated the decision-making of the
Faculty to a certain extent and had increased the Faculty's dependence on specific external
bodies such as government and the university.

In some cases respondents felt that because the Faculty was a part of the University it
had certain limitations imposed upon its decisions. It was also stressed by respondents that
the Faculty needed the agreement and support of the parent organization at each and every
step of adaptation. Before complying with gny demand made by an external organizalion, the

Faculty required the permission of the University, and before implementing any change the
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Faculty had to go through the tedious task of getting approval from various University
committees. The University policy which put a frecze on hiring led 1o the slow pace of
adaptation in the arca of computer literacy. On the other hand, the well established rescarch
and scholarly pursuits of the Department of Educational Psychology led to disagreement over
the definition concerning "the learning disabled.”

Respondents reported that external organizations like the government and the ATA
caused delays in adapiation made by the Faculty. These external sources of delay were,
sometimes direct such as the ATA's concerns about the program standards associated with
teacher education and about the certification of Native teachers. At other umes the Faculty 'y
adaptiveness was affccled indirectly while the stakcholder organizations disagreed among
themselves, for example, the question concerning whether or not there should be “release
ume” for cooperating tsachers in the practicum. non-cooperation of teachqrs 1n relation to
practice teaching of the University of Alberta students. or withdrawal of funds by the
government in the case of the extended practicum. Administrators in the Faculty, however,
felt that concerns expressed by th: ATA and decisions taken by government were not aimed at
creating barriers for the Faculty in relation to its efforts at adaptation.

Likewise, a set:}of external factors emerged from the data that contributed positively
to the adaptive proccesses of the Faculty of Education. Among these the following are
positive external factors.

1. ﬁnTcial help;
2. coalition of different organizations; and -
3. interest and support of other external bodies.

In most of the cascs, financial help was recognized as an important factor in
facilitating adaptation. Examples were the financial support of different bodies for Project
Morning Star, a special grant for the extended practicum, and bursaries for the training of
vocational education teachers. Other important facilitators included the support of other
organizations. These organizations were the stakeholders, the ATA, the ASTA. and the BTHC

as in the case of the extended practicum or other organizations that supported Project
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Morning Sl,r. Moreover, it was found that while individual organizations had problems in
accomplishing changes, cooperation among orgahizations and team-work contributed to
successful adaptation. The study showed that the Faculty demonsirated a tendency to
increase cooperative activities and to form caalitions whenever there was a need to influence
onc of the stakeholders. The Faculty decision to combine and coalesce had ‘;osilive and
desired cffects. Horowitz (Personal interview, 22 April, 1985) confirmed by stating,
'thnévcr a change has occurred the Facuh'y allied itself with ope or more other
orgafnizauon\. no matter what the issue is it usually takes more than one institution to bring
about change and this would be true for the Faculty of Edwauon.” For example, the focal
Faculty and two other Alberta Faculues of Education h@ worked together 10 persuade the
government to restore the policy on the extended practicum. The Faculty cooperated with the
Faculty of Education at the University of Calgary in the case ONYW training of vocational
teachers. The Faculty sought the cooperation of the Association of lhé Learning Disabled
Children 1o get some more money for the insli(u.t'c'. The Faculty joined forces with the Native
Education Centre and thgf Alberta Indian Educatign Centre for Project Morning Star, winning
the support of tﬁe Provincial Departments of Education and obtaining financial help from the
Department of Northern Development and Indian Affairs. The findings confirm one of the
generalizations made by Frey (1977:116) that in an organizational set the power of a
dominant unit can be off set by a coalition of lesser units.

These cases of coalition forpnation have shown that organizations can and do present a
unified front with companion organizations in order to gain sirength, ﬁnd in this participative
mode autonomy is diffused and boundaries are merged. In the case of the extended practicum
there is evidence of deliberate adjustments among organizations. For example, the ATA
decided not to pursue the issue of "rclease time” while cooperating with other organizations.
On the other hand. the description of Project Morning Star reflected that even in a
cooperative venture, heading for a common outcome, organizations tend to pursue their goals

and try to retain their autonomy.
4
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Internal faciors. At the staBe of preparation there were few internal factors which
could affect the pspcess of adaptation negatively except the disagreement among flaculty
members, and their disinterest in change, as is evident in the cases associated with the
extended practicum, computer literacy and religious cducélion. James Hrabi (Personal
inl_crvicw, 30 May. 1985) commented on the behavior of faculty members that slowed down

o
the pace of-adaptation:

The university does not appear to work under any kind of time constraints.

The time seems to move much more slowly in post-secondary institutions. ... By
nature university professors are great debaters. They love debates. They arguc about
abstract issues and take lots of time to consider things... The university is a very

important and powerful institution in a democratic country but it has a VCTY SCrious
weakness which is its slow response. 1 do not see a faculty getting very close to the
cutting edge of change.

- The positive internal influences associated with the preparation phase of adaptaton -

3

were:
1. joint efforts;
2( commitment of an individual;
3. responsibilty of a department; and,
4. administrators’ adaptive and strategic activities.

Like coalitions, joint efforts by the Faculty and other groups or coordination within
the Faculty were considered as positively contributing factors. Also, it was found that
personal incentive was at the leading edge of any adaptation even though the power of an
individual was sharply constrained in an organization by the system. This study, however,
showed that individual commitments had a very strong positive influence. It appeared
rgpeatedly that the success of a program could be attributed to the attempts of cither onc
individual who may have been the leader of the organization, or several individuals. In the
absence of commitment by individuals the adaptation generally did not succeed. For cxamplc:‘,

*Q,in the case of religious edygcation there was no individual within the Faculty to fight for the
cause. This may be have accounted for the mild success of the issuc 1n the Faculty of
Education in the University of Alberta in comparison to a prompt response and successf ully

implemented program at the University of Calgary. On the other hand. the imual interest of
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Myer Horowitz and R. S. Patterson with respect 1o Project Morning Star and the interest of
S. M. Hunka and M. Petruk in relation to computer literacy, facilitated the implementation
and carly development of these two program changes. It was also found that if any single
department took the responsibility for an adaptive effort the adaptation turned into a success,
as was the case in relation to the compressed vocational program and Project Morning Star
(in the first two cycles).

Political strategies were used by Faculty administrators 1o gain financial support in
almost all of the reviewed cases. Political approaches were also employed to reinstate the
policy of the extended practicum, and to negotiate with different bodies in relation to
certification, program standards and recognition of programs. These varied political activities

of the Faculty administrators had a positive facilitating effect on the adaptive process in the

Faculty.

Implementation

Implementation, like thc two earlier stages of adaptation, namely, initiation and
preparation, did not occur routinely, although it did become routine as an adaptation became
operational within the Faculty and 2s the Faculty returned to the stage of equilibrium.
During the ‘implementation stage, the Faculty's involvement with the specific adaptation
increased, and the influence of the environment on the Faculty decreased. The Faculty's
work evolved as it discovered how best to achieve the desired result. In the stage of
implementation new programs were incorporated and structuralgchanges were introduced. The
problems the Faculty generally faced at this stage were internal and. administrative. The
cooperation of other organizations, coordination among departments and the commitment of
faculty members was sought. Information was disseminated, and the evaluation of the
implemented program was cafried out in some cases.

Like the stage of preparation, this stage was also affeged by positive and negative
factors that facilitated or constrained adaptability of the Faculty in the implementation stage.

These factors were, once again, internal and external. These internal and external factors as



they affected the final stage of implementation are presented in the fbllowing Table 9.4.

Externgl factors. As mentioned earlier, external influence was minimal at the
implementation stage. External factors having a negative impact were limited in number and
strength at this stage. The concern of the ATA regarding the quality of Project Morning Star
prompted a few changes even at the stage of i'mplcmcnlation. Sometimes, the dependency of
the U‘niversity on external sources for funding resulted in failure to |m;;lcmcnl a proposal as
was the case in the efforts to establish an institite for the learning disabled. .

The frequently mentioned organiuli/onal characteristic was the "embeddedness” of the
Faculty in an acadcr;lic organization like the University. The literature on organizations as
—wcll as on higher education (Frey, 1977) shows that the traditional characteristics of
universities are not conducive to effective change. [{ogcrs (1969 :vii) doubts that cducauonél
institutions can ever understand real life problems and respond continuously because "it 1s the
most traditional, conservative, rigid» bureaucratic instutution of our time.” The unusual
characteristics of universities mentioned by researcﬁcrs'(Pcrkins, 1973; Frey, 1977; Cameton,
1979) include multiple and unclear goals, the existence of a dual governance pattern of
bureaucratic and collegial administratiod, and their autoriomy and scholarly traditton. The
Faculty of Educgtion being a part of such an organiunioh is inevitably affected by thesc
characteristics. The fact that embeddedness of the Faculty puts certain constraints on the
adaptability of the Faculty was also recognized by all fepresentatives of outside organizations.
In the. opinion of J. Hrabi (Personal interview, 30 May, 1985):

It is hard for a Facull'y to change beqause it is part of a big university
complex. Changing the rules and policies in a particulag Faculty may mean changing
rules within the whole complex. There is another reashn for the Faculty to change
very little, and that is the university, in my view, is an institution that more

approximates anarchy than any other institution that 1 know because of the notion of
academic freedom. )

Moreover, the university itself is in a very dependent position as it has to rely on the
1 4
Department of Advanced Education for resources. Furthermore, since tcacher education, 1s
the responsibility of the University, the Faculty needs the approval of University authorities
L]

before introducing any change. Standardized personnel procedures, centralized budgeting and

administration have an effect on the adaptive measures of the Faculty. In almost all cases the
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! TABLE 9.4
FACTORS THAT INFLUENCED THE IMPLEMENTATION STAGE
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Faculty had to seek the approval of the University before corﬁmining itself 1o any change.

In addition, a teacher training institution situated®in a university faces paradoxical
situations. The adaptive capacity of such an institution depends on knowledge of the ficld.
On the other hand, the tradition of a university faculty protects them from outside upheavals
and promotes individual scholarly activities of faculty members which creates an incrua of
resistance to change; an alienation to the field's needs develops and makes the faculty slow 1o

respond as the following comments reveal.

The climate of universities made the ASTA representative, Lawrence Tymko,

.

(Personal interview, 22 May, 1985) express his personal view on the Faculty's adaptability :

I have no doubt that our recommendations are seriously considered by the
Faculties of Education. However, we find them somewhat slow to respond, but then
that is the nature of university institutions. 1 understand thc way they arc
structured, the way they“operate, the way they process issues, the way they decide....
You cannot just change programs in a university....

But this atmosphere also alienates university professors. Tell me, do
university professors ever get into the field? Do they really know what is happening
in the field, as their students and the teachers do?t With such a low level of
intefaction with the field I am no® sure that change can evet come from within; it is
bound to come from outside, from the people working in the field.

Worth (Personal interview, 15 October, 198?) commented on the incrtia this
atmosphere produces among faculty members:

The Faculty of Education has unique features. Most of its members arc
specialists and they have a relatively narrow self -interest. It is very difficult for
them to see beyond their special interests to the broader picture. These idiosyncratic
commitments impede colleclive efforts at change. The environment of the University
encourages them as it rewards self -direction and specialization. . It i§"very hard to get
them aroused about an issue that does not directly +t them....I think individual
members of the Faculty are quite adaptive, but p. .cther, in a collectivity, they
are much less adaptable.

...1 guess the Faculty is not in constant contact with the external environrgent
if constant contact represents the aggregate interaction-of faculty members with
people in the field. There are pockets of isolation and times of isolation. But |
think that in the past few years the Faculty has become more receptive and quite

i
()

sensitive in responding to externalsneeds. ... Still, it takes a long time for peopic to o
agree on a change. Even after agreeing to change it takes a long time for it to be r
implemented.

Carney (Personal interview, 14 March, 1985) was discussing the introduction of <
courses in religion to prepare teachers for Catholic Schools when he put forward his opinion:
Adaptation is not very easy in the\\Faculty. For adaptabilty, | think, a

climate to induce people to adapt is very impoxant. People in an institution like the
university get into niches, into certain activities where they are too comfortable to
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"take off" because change means an "extra” load to them. What they need is
resources, a frec hand and other incentives like sabbatical leaves and peer support.
Those kinds of .measures can accelerate adaptability.

These opinions and perceptions of faculty members and outsiders confirmed the
observation made by Andrews (1982: 3-4) in rclation to the dilemma of faculties of
cducation:

The dilemma is heightened, moreover, by tensions, which are often equal and
opposite, in its relationship with its constituent teacher groups and school systems.

In result, the mission has been forged as a delicate balance between the utilitarianism
of the field and the scholarly pursuits of the university.

Another issue associated with the autonomy of .the university also appeared in the
cases of the extended practicum and Project Morning Star. The views of the present Dean
Pau%wcre expressed in his letter to Mike Steinhauer of the Blue Quills Education Centre
(Chapter VII). Some outsiders were also concerned about the distance which academic
organizations like universities create from the field. In the opinion of Lawrence Tymko
(Pcrsdpal interview, 22 May, 1985) posited:

The Deans believe they are professional. They are teacher trainers -- they
know what is needed and what is to be done ... .They very jealously guard their
boundaries... even within the University there is territorial jealousy.

A somewhat similar observation was made by N. P. Hrynyk (Personal interview, 4
June, 1985) of the ATA, who was expressing his viewpoint on the situation. He stated:

My personal opinion is that the Faculty of Education is not as adaptive or
flexible as I would like it to be. I know why. I understand its bureaucracy. I
understand the nature of rules and the relationship that has grown up over the years,
the growth of territoriality among departments, the development of specialists within
certain territories, and the tenure of staff which may be good in itself but
perpetuates sameness rather than change....Still, sometimes | am surprised that an
organization where members have so much auton could be as responsive as the

- Faculty of Eéucation at the University of Alberla.w
. n . ‘e .

However, there were a few factors that affected implementation positively such as the
assurance of financial help in the cases of Project Morning Star and the extended practicum;
the encouragement of other organizations for.the Project Morning Star; and the constant
support of the stakeholder organizations in the case of the extended practicum.

Being an "embedded” organization has igs limitations but the situation is not all

negative as the aforementioned discussion reflects. -It also has its positive features. The
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support given by the University and the power it holds has contributed positively in many
cases, specifically in the cases of the extended practicum and Project Morning Star.
Furthermore, the Faculty might use its "embeddedness” strategically for its own advantage as
explained by the Dean of the Faculty of Education at the University of Lethbridge. Fric
Mokosch (Personal interview, 8 May, 1985): -
We may use the notion of control or choice to serve our purposes both ways.
One, when the university is on our back and tells us to do certain things we mav tell
the university that we have a certain obligation toward school boards or the ATA .
When other organizations want something we may tell them that we are bound by the
university rules and regulations. It is not a matter of control per sc. it is a matter of
getting the best input that we can work at that stage.
Thus, sometimes thﬁFacully can lean on its parent organization for support and thereby can
control the environment,

Internal factors. Based on the study findings, the following were recognized as
internal factors having a negative effect on adaptation. It was also observed that while
external barriers affected the initial slé’gc of the adaptation and the stage of preparation,
internal barriers affected the siage of implementation. The primary ones were WS
1. internal administrative problems due to lack of expertis, lack of coordination, 6r lack of

planning; €
2. the attitude of faculty members;
3. the size of‘ the Faculty; and,
4. some administrative problems.

. The major internal barriers were related to-the-members of the Faculty who cither had
no desire to change or disagreed with the proposed change. The attitude of some faculty
members remained not very supportive throughout the process of adaptation and even after
that. Examples are the cases of training of computer literate teachers, the génecrahst
elementary route, religious training for Catholic schools, and preparing teachers to cope with
learning disabled children. These issues could never get the support of I:hc entire faculty
which, in turn, affected the success of the adaptations. )

Some administrative problems werc mentioned. These were associated with short lcad

time for planning, the shortage of funds and staff, the lack of equipment, lack of
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coordinalion.‘éﬁd_jy lack of expertise.

One of the reasons for slow adaptation that was also mentioned by the interviewees
was the the size of the Faculty. In the cases of the extended practicum, religious education,
gcncralist‘ clementary education, and computer literacy, the large size of the Faculty was a
barrier,.;l:c'cording to Faculty administrators, in the process of adaptation because the large
sizc méant greater demands would have to be made on resources and which were often
limited. Hrabi from the Department of Education also perceived that the size of the Faculty
makes communication of the Faculty with external bodies difficult and this eventually may
hqje an effect on the adaptiveness of the Faculty. Hrabi (Personal interview, 30 May, 1985)
posited: " |
The Faculty of Education has the same problem which we had in some other

institutionts. It has become huge and the very size of the Faculty has a negative
effect on the consistency of infofinal communication that occurs between the two
groups -- the Faculty and government.

lndividual commitment, as mentioned earlier, had a definite positive influence on
adaptalioné/ Such commited personnel appear as essential to the successful implementation of
a program. Similarly, the ime_r\est of the Departments of Educational Foundations and
Industrial and Vocational Education facilitated the procéss of adaplatibn in the cases of
Project Morning Star and the training of vocational teachers.

The study also showed that the Faculty had sought optimal information about its
programs, its services, and the new changes within the Faculty once they became a part of the
Faculty's operation.

These above-mentioned three phases, under the effect of inhibitors and facilitators,
present a complete picture of the process of adaptation. But, as described above, the stages
of adaptation appear in a linear manner. But the study shows that these stages and the
adaptive processes were not mutually exclusive. The whole process of adaptation was
contorted; there was much overlapping of the stages and the adaptive and strategic processes
were interspersed throughout the process of adaptation so that it appears more in tangles or in

spiralg than in a line. Preparations were done, research was conducted and proposals were

developed at the initial stage (i.e., Project Morning Star). In spite of its initiation the
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Faculty took a defensive position when the external pressure mounted (i.e., computer
literacy). Wilhdrawal of the policy regarding the extended practicum by the govermment
virtually put a stop to preparations in the Faculty to introduce the program so the attempts of
the Faculty and other organizations to reinstate the policy was initiation or continuation of
the stages of preparation. » ¢

It was also found in the study that financial help, individual commitment and
managerial strategies were strong forces facilitating the Faculty's adaptations. On the other
hand, internal problems, organizational characteristics, the attitude of faculty members, and

shortage of resources imposed weak constraints.

C. Reflections on the Adaptability of the Faculty

]

Almost all llhe respondents, both inside and outside the Faculty, claimed that the
Faculty was "fairly adaptive” or "adequately responsive.” On the basis of the evidence
collecled‘ in the study it a;;pears that most of the respondents from external organizations
perceived the Faculty to be fairly adaptive but reactive and definitely slow in responding.
One of the reasons for this percep“fion was that they felt the Faculty did not take nitative as
S. Odynak, from the Department of Education, (Personal interview, 24 May, 19%S)

observed:

Traditionally the Faculty of Education was at the cutting edge of changes in
the educational system of this province but within the last few years it is the
Department of Education that is at the cutting edge of change and the Faculty has
‘stood back and watched what we are doing. 1 think we should move back to a
previous era which had a greater partnership among stakeholders.

Hrabi (Personal interview, 30 May, 1985) made a similar comment :

If 1 go back to the years when the Faculty was relatively small and some
departments were in their infancy, | would say that we, the government, were doing
in part what the Faculty wanted us to do much more so than is the case with the
huge Paculty of today.

I am concerned.... We can mﬂuence the Faculty by laying on requirements
but I'd like to see more suggestions for change rising from the Faculty. That should
be the seat of teacher education. I find it quite amazing that the suggestions for
change in teacher education tend to come from elsewhere.

These comments may have merit. However, as indicated in this study, the Faculty did take
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the initiative in the cases of computer literacy and the generalist elementary and the major
and minor in the secondary route.

The observation made by officials in the external organizations, especially the ATA,
the ASTA, was that they felt that the Kaculty never tried to get information about what was
going on in the field. Again, a partial refutation of this view is that in the case of generalist
clementary education and the major and minor at the secondary level, faculty administrators
did go out to seek information.

Other observation made by the representatives of stakeholder organizations was that
the Faculty instead of becoming proactively creative remained in a dependent position. They
felt that in the present economic situation of the province there should be an attempt made by
the Faculty to "manage in decline” (Cameron, 1983). The opinion of the representative of
the Department of Advanced Education, D. E. Berghofer (Personal interview, 30 May,
1985), was that the Faculty did not make any attempt to get out of its dependency Sftuation,
which was the reason of the Faculty's low adaptive behavior. Berghofer claimed that the
Faculty by strategic planning could be less dependent on external bodies for finances. He
mentiond:

Adaptability and dependency do not go hand-in-hand. ‘There is some truth
when the Faculty administrators talk about financial constraints but most often the
impression one gets from organizations like the Faculty of Education is that nothing
can be done unless there is some additional money. I think the Faculty would be
more adaptive if it were more imaginative and creative. Instead of financial
dependence it could adopt a strategic stance. Lack of resources always challenges one
and one has to set the priorities to cope ... looking for alternative sources for
funding is another strategy which may lessen the dependence of the Faculty on us
and increase adaptability.

The case studies also show that the impetus for change tended to come from the
outside and the changes xv the Faculty introduced were mostly within the Faculty. The
creation of subordinate units within the Faculty to direct the related activities and facilitate
the aduptation in the cases of the extended practicum, course to learn about learning disabled
children, Project Morning Star, and computer literacy are the examples. Creation of these

temporary or permanent urfts was a major step which was taken in almost all cases. These

committees had twofold functions; one, to buffer the environmental pressure and two, to get
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more information. These commitees appeared to take the responsibility of the external
pressure, even for some lin;e, so faculty members and Faculty administrators could pursuc
other activities. vFurlhermore, these committees were generally established at the stage of
preparation when the i‘nvolvemenl of the entire Facully was not necessary. like lhcsg‘/
committees, sometimes, as in the case of preparing voc;m'ohal teachers, a department of,/ﬁ;c
Faculty was given sole responsibility for making chafiges. In most cases. changes whiych' were
introduced in the Faculty included appointment df/new staff, the existing members of staff
were given more responsibilities (cxlended'praclicum). new facilitics were provided to students
(computer literacy), new courses and programs were introduced (religions education,
computer literacy), temporary programs were offered (vocational education, Project Morning
Star). But, could it be concluded on the basis of these findings that the Faculty is reactive
and attempted to make internal changes to provide a better fit to a deterministic environment”?
Do the internal adaptations made by the Faculty of Education imply that the Faculty is
totally reactive?

The study findings reflected that the Faculty has responded to environmental stimuli
in most cases and "acted” u;on them in only two cases. The limited evidence of proactivity
shows that, if necessary, the Faculty administrators could make strategic decisions and became
politically active. The case studies reveal that the administrators in the Faculty took certain
strategic decisions to control the environment. The study shows the evidence that there were
activities which were oriented bevond the boundaries of the Faculty such as interinstitutional
arrangements with the University of Calgary (vocational education), and the Blue Quills
Native Education Centre (Project Morning Star). There has been evidence that the Faculty
was able to manipulate the environmental forces and bring in desirable . anges to suit itself
and its program changes. For example, the Faculty succeeded in introducing new standards of
admissions, new rules for certification (Project Morning Star), more bursaries for sludénls in
the vocational education area (vocau'o{]al education teachers), continuous grants for the
extended practicum anrd the restoration of the policy on the extended practicum.

Furthermore, the Faculty did not begin to prepare teachers for Catholic Schools as the interest
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group demanded; instead, the Faculty introduced courses in "Religious and Moral Education”
that were in tune with the University's sccular objectives, yet satisfied the interest group.
The most important proactive behaviour is reflected in the case of the generalist elementary
route and major and minor at the secondary level. The administrators of the Faculty were
concerned with providing useful services to its constituents in the environment therefore they
used members' communication links to environment to find out what changes were needed, to
receive feedback about the value of the services the Faculty provided, and to modify those
services as indicated. In this case, the Faculty was open to direct environmental influences
and encouraged the elements of its environment to participate in the Faculty's organization's
functionings.

Moreover, the reactive behavior of the Faculty was not due to choice but rather was
duc to power dynamics and the dependence of the focal organization on other organizations.
Organization theorists (Khandwalla, 1972; Pfeffer and Salancik, 1978) believe that when an
organization is vulnerable it reacts to the environment because it does not want to face a risk
of failure by ‘bcing innovative or proactive. The Faculty \of Education has an open and direct
relationship with many organizations. Moreover, its deﬁendency on its parent organization
and on the Alberta Departments of Education and Advanced Education made it more
vulnerable. Even though the Facuﬂy appeared more reactive than proactive, the
above-mentioned focus of analysis has emphasized the Faculty's ability to control and
manipulate its environment when necessary. lLawson, Bean of the Faculty of Education at
the University of Calgary, (Personal interview, 8 May, 1985) posited:

Because we are vulnerable to a lot of environments we are always walking a
very thin line and part of the trick is to maintain control over the environment. It is
to use the environment to our advantage rather than to our disadvantage. That is,
we could crumble under the burden of the environment or we could get around it and
use it to our advantage.

In summary, the Fac\{lty changed in respose to external demands. Although most of
the changes were internal, the Faculty was able to affect its environment and get the desirable

results by means of coalition formations, by joint ventures with other organizations, by the

use of media, by seeking external support and by negotiating with external bodies. According
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to Staw and Szwajkowski (1976:345) all thesc activities reflect the ability of an organization

to consrotits environment (if not to change it). So viewing adaptation as a dynamic process

|
i

it can be said that therc were elements of strategic choice as well as structural changes for the
focal organization -- the Faculty of Education. The adaptation of the Facults 1o s
environment over a period of time may be described as a cvclical phenomenon adopuing [o
structural and strategic changes. Thus, if the Faculty has demonstrated the traits ol 3
reactive organization that has waited for events to take shape before responding (Miles and
Snow, 1978:21), it has also shown the charactenstic of an "analyzer™ and “prospector”™ o« ut
anticipated the shape of events to come and acted accordingly. 1.ike the view of Hrebumak
and Joyce (1985:347) it may be concluded that for any given organization, clements related 1o

strategic choice and environmental determinism exist simultaneously

D. Summary
-

Throughout the chapter the continual interaction between the Faculty and its evternal
environment has been highlighted. Primarily, ’lhc external conditions of the Faculry were
determined by specific environments. All organizations of the orgar;';;lion set, namely, the
Alberta Department of‘ Education, The University of Alt:fcrla, the Albenta Tcachers'
Association, the Alberta School Trustees’ Association, and the Department of Advanced
Educati influence the Faculty on a regular and contining basis. Because of the Faculty's
comrac?and dependency relationship, the most influential were the Provincial Departments
of Education. }Olher orgaﬁizalions such as the ATA seem to be politically more powerful
than the Faculty. Moreover, the closer relationship of these organizations with the ficld
makes them more knowledgeable about the needs of the field and of the profession.

In addition to the organizations in the specific environment there are organizations.
external to the set that have sporadic and timely interests in the teacher cducation program

and 1n the activities of the Faculty. These non-educational external organizations seemed 10

be motivated by their self -interests and demanded certain changes in the teacher education
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program.

In turn, the factors which motivate the other organizations or the organizations of the
speaific organization-set may be connected \Mc needs and conditions of the general
cnvironment . f

The Faculty's immediate and most important environment is its parent organization,
the University of Alberta. Being a part of a university, the Faculty shares the powers of the
parent institution but at the same time the adaptability ol the Faculty is greatly affected by
being an embedded organization. The issues of autonomy, scholarly tradition, involvement of
Faculty members in the change process, policies and priorities of the university, and- distance
from the field of practice reflected on the appropriateness of placing teacher education in the
UniveP3ty milieu.

Other negative external factors, bevond the control of the Faculty were financial
constraints and disagreement or non-cooperation of the stakeholders. Similarly, there were
some internal problems that impeded the process of adaptation. These problems were mostly
related to faculty members, their disagreement among themselves, their disinterest in change,
and their specialization, or these problems were administrative in nature such as lack of
planning, lack of expertise, difficulty of moblization and staffing. At the same time, there
were féclors that contributed positively to the process of adaptation within the Faculty. The
external facilitators were financial help, the support of other organizations, the formation of
coalitions, the interest of a powerful person or organization. Among the internal facilitators
were the joint efforts of the Faculty, support of faculty members, administrators or
departments, commitment of an individual and strategic moves by the administrators of the
Facuity.

L J

Finally, the Faculty in spite of the traits associated with being a reactive organization,/

could not be considered as "purely” reactive. There is evidence of the exercise of "choice”

among external pressures or domains and of the use of "strategies™ by administrators 10

manipulate the environment by the administrators of the Faculty.



Chapter X

SUMMARY, CONCLUSIONS AND IMPLICATIONS

This final chapter, divided into four sections, presents an overview of the study 1 he
N
first part of the chapter provides a brief description of the purposes of the study. ‘4

commentary on the conceptual framework, reflections on the rescarch methodology used and
L4

a summary of findings. In the second part, a number of conclusions drawn from the study
are -presented. The pracucal and theoretical implications of the study along with some
suggestions for further research are included in the third section. The fourth section of the

chapter contains the concluding comments on the study.

A. Summary

In this study an organization's adaptive responses were cxamined. The research was
. primarily concerned with the dynamics and management of responses of the Faculty of
Education at the University of Alberta to its eﬁvironmem. The studv has attempted to
provide new insights into the external pressures experienced by the Faculty. the sesponses of
the Faculty -- the process of adaptation in the Faculty -- factors that facihtated or inhibited
the adaptation, and ways to conceptualize and analyze the process.

The problem examined is one of concern to administrators of teacher education
organizations and universities in North America. Persons from other organizations who
initiate, fund, and monitor changes in the Faculty of Education may also be interested 1n
knowing how much they contributc to the process of organizational adaptation. Also. they
may develop an understanding about the constraints faced by the Faculty.

This study was prompted by writings which indicate that there 1s a lack of

understanding of organizational adaptation in educational institutions like the Faculty of

232
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FEducation. Existing theories on organizational adaptation, a conceptual Tramework and a
contextual background, derived from the related literature on organization-environment
relations, were presented. ’

The theme of the studf‘is best reflected in Caplow's (1976:176) dictum that "no
organization exists in a vacuum.” Bascd on the open systems perspective it was assumed that
organizations interact with their environments and that organizations respond to their
cnvironments. There are two major apptoaches to examining organizational adaptation.
While one body of research suggests that the degree of "fit” between an organization's
structure and its external environment affects its operational effectiveness, another body of
research suggests that the influence of managerial perceptions and strategic choice must also
be considered. The structural-contingency p~ispective belongs to the first approach which
assumes that an organization Ags fo adapt to environmental changes. The second approach is
the strategic-choice perspective type in which adaptation depends on the managerial skills of
administrators, and on the environmental domain on which they choose to focus attention.
Two types of environments are recognized in the literature, general»nd specific. General
environment refers to those environmental conditions within which all organizations operate.
The specific environment includes individuals, special interest groups, professional
organizations, and organ;mlions other than the focal one. Based on this two-fold perspective,
an attempt was made to examine the influence of exterpal bodies on the focal organization, in
this case the Faculty of Education, and the responses of the Faculty to those influences. In
order to determune the relationship between the focal organization and the organizations in the
environment, and to provide a better understanding of the Faculty of Education at the
University of Alberta. a historical perspective has also been presented. g_\,

The case study method was adopted for the study. The foci of in-depth examination
were seven issues. It was assumed that if the details of organizational responses in different
situations could be examined it would be easier to understand how an organization used its
capacity to adapt to external stimuli. The signif icancé of these issues was determined on the

basis of an analysis of documents and a review of the perceptions of the administrators of the
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Faculty. Information on the seven issues selected for detailed examination wgs collected using
two different approaches -- a review of documents and personal interviews with peoplc. Past
and present admintstrators of the Faculty, other persons knowledgeable about the issues and
individuals representing a number of interest groups were selected for the interviews.
Unstructured and semi-structured interviews were conducted in an informal atmosphere. The
case studies on the seven issues provided the types of information nceded to examine the
‘dynamics of adaptation in an educational organization. The data were analysed both duning
and after the period of data collection: analysis of data collected in the early stages helped

data collection in the later stages. Further analysis of the information collected made

categorization possible. The categorization brou to focus the impact of external

initiatives, response of the Faculty, its organizat racteristics, external and internal

barriers and facilitators to adaptation and the verall adaptive processes in the
organization.

Seven issues selected for in-depth examination were described in threc chapters. The
following issues were the extended practicum, Project Morning Star for Native tcachers.
preparing teachers for Catholic schools, preparing teachers 10 cope with leggning disabled
children, the training of vocational education teachers, introducing the generalist clementary
route and a major and mi;wr at the secondary level, and making teachers computer literate.
The findings of the study, based on the above-mentioned issues. fall under three hcadings - -
environmental influences, response of the Faculty, and adaplat?ih'ty of the Faculty.

The results of the study reveal that the Faculty felt environmental pressures coming
from various quarters such as from its parent organization. from stakeholder organizations,
from other educational organizations and from non-educational organizations. The study has
also provided an insight into the types of pressures the Faculty faced. These pressures came
in the form of policy changes, recommendations, resolutions, requests, and demands. These
influences or primary inputs carried information about environmental changes and demanded
corresponding change within the Faculty. These pressures were either continuous (therefore

expected) or sporadic (therefore unéxpected).
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The response of the Faculty or the: presess of‘adaplalion could be divided into three
stages of initiation, preparation, and implementation. The findings of the s:udy revealed that
the initiation stage and three t*pes of responses: (1) resistance - acceptance, (2) support -
acceptance, and (3) im’liation~ by the Faculty itself. The stages of preparation and
implementation followed the stage of initiation, except in the case of preparing teachers 10
cope with learhing disabled children.

Several factors, some negative and others positive, affected each of. the
above-mentioned stages of adaptation. The findings of the study specified a number of
;ifcumstances that served as external barriers to the process of adaptation. These barriers
were lack of fin;ncial support, concern for the standards of the program or certification,
disagreement ameng stakeho‘lder organ;wlions. and embeddedness of the Faculty. Numerous
vexing internal problems that the Faculty encountered in introducing a new program were also
described in the ciﬁ studies such as administrative adjustments, attitude of faculty members,
- and l'ack of coordi&a,lionvamong departments within the Faculty. On the other hand, there
were factors which a;ilitaled the process of adaptation.

Finally, it may be concluded that the Faculty remained "fairly adaptive” 1o a variety

of pressures coming from various organization. In spite of the influence of several jnternal

o

IS [ . I'4 .
and external inhibiting factors the Faculty has been successful in implemefting most of the
) ," |
. g . ”
programs on time. Much credit for this success goes to strategic manipulations of the

administrators of the Faculty, and to internal and external facilitating factors.

B. Conclusions

¢

The seveﬁ case studies presented were related to important questions and provided
many useful insights‘imo the nature of adaptation in an educational organization. Based on %
the findings of the previous chapter, conclusions have been formufated around three seged
themes: environmental influences, organizﬁtiona] response, and reflections on the adaptability

of the Faculty. &
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Environmental Influences

Impact of various conditions. The findings of the study revealed that the Faculty was

affected by its environment and that most of the initiativés for change came from outside.

Importani_organizations. The organizations influencing the Faculty included the

University of Alberta as its parent organization, the stakcholder organizations, other
educational organizations, and some non-educational organizations.

The most important influence was that of the "immediate” environment, namcly, the
University because it affected not only the initiation of adaptations but the entire process of
adaptation.

The Faculty was greatly influenced by its specific environment, conslilﬂlcd by
stakeholder organizations like the two Provincial Departments of Education, the Alberta

cachers' Association, and the Alberta Scr;ool Trustees' Association. These org.zmimuon.s
constituted the organization-set and had direct and regular relationships with the Faculty.
Othc{ educalio‘nal organizations also influenced the Faculty's activities because of their central
",interesl in edUcélion, f&r example, the Alberta Catholic Schools Trustees' Association, and

'Y o
other i'm'i'vérsilies‘.' but jth‘e,ir' ;nfluence was less regular and less direct in comparison to the
influence of the ofganizations in the specific environment. A number of ecxternal
organizations, which r;eifhér belonged lo,lhe organization-set, nor were in the field of
education, for' example, the Native groJS‘s, minorities, parent group, a'lso had a short-term
ahd sporadic in;eresl in the preparation of teachers. The general environment, described by a
number of Wi&ﬁfs as constitutling Iecﬁnalogical. social, polilical:.cullural, and economic
conditions, h;?j an indirect influence on the Faculty through the dcmandbs made by the various
' orgam’zatior;s already mentioned.

Nature of environmental pressures. The influence of the environment on the Faculty

. . 4 . . .
was felt through primary and secondary inputs. Primary inputs came from the environment
*
prior to the initiation of an adaptation. They tended to represent the needs of a special group
or society at large. A variety of means were used: policy changes, resolutions,

recommendations, requests and demands. Secondary inputs also came from outside but in the
&
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form of facilitators or barriers that affected the process of adaptation.

Generally, the amount of environmental influence decreased in the later stages of

adaptation as the involvement of the Faculty increased.

Adaptive Responses of the Faculty -~
The response of the Faculty to environmental stimuli was neither uniform nor
routine. Nevertheless, there was some similarity in the process that followed. This process
consistéd of three stages: initiation, preparation and impl%memation.
1. The initiation stage was marked by the processes of awareness, internal assessment, and
decision-making.The initial response of the Faculty revealed three patterns: resistance

and acceptance, support and acceptance and internal initiation.

(39

With respect to the other two stages of adaptation ﬁreparau’on was found to be fhe more
crucial because at this stage administrators had to deal with both external and internal
pressures. Most of the? strategic processes and decisions were taken -at this stage.
Processes such ‘as negotiating, coalescing, convincing, planning, developing proposals,
holding meeings, getting approval of the University, and information processing were
noted. ) 4
3. yDuring the stage of implementation, the Faculty introduced some changes within the
Faculty in an attempt 10 adjust to the exﬁarngl demands. External influence was minimal
al this stage. * .

Important factprs. Based on the study, five intervening factors were found that

shaped the nature of ttljresp,o‘ > at the ir'litiationﬁstage"‘cf adaptation. These factors were:

Y?;u:,: as perceived by. the administrators of the Faculty; (2) the
e )
relationship of the Faculty to the organizations from which the pressure for change was

(1) the importance of {he

J .
coming; (3) the magnitude of pressure which was determined on three grounds, namely, the .
support for the issue, the genuineness of the need, and the historical background of lhep issue;
Joo
(4) the internal support of faculty members for the issue, and (S) the stgé taken by the

University on the issue. .
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During the stages of preparation and implementation the embeddedness of the Faculty
has emerged as an important factor in the process of adaptation. The parent organization,
the University of Alberta, provided its strcngll{“anpi support 1§ the Faculty but at the same
time affected the adaptive efforts of the Faculty through its policies and prioritics. through s
academic tradition, and lhrough/its dependence on the government for resources. Being an
embedded organization, the Faculty reqL;ch”d"tb‘E J#Wf."" of the parent organization before
committing itself to any change and befmcﬁm%mgmng a major change. The autonomy of
the university reflected in the case of Project Morning Star, the scholarly pursuits of its staff
as appeared in the case of preparing teachers for learning disabled children, and the
university's distance from the field as in the casc of compufcr literacy, alt seemed to affect
the process of adaptation.

cwBarriers. The findings of the case studies highlighted the barriers whose loci were

24 the ’ Faculty. These barriers constituted serious impediments to achieving
¢ iiational adaptation because the Faculty had very little or no control over these cxternal
\ ctivities. Among these external factors, the most important factor was the dependence of the
- Fécﬁity on the government to finance specific programs. Furthermore, the ;clf-inlcrcsl of

the individual organizations created unexpected impediments during the stages of preparation

and implementation.

[

Internal barriers included the apparent apalhe_lic attitude of faculty members,
disagreement among faculty members, personality conflicts, lack of expertise, lack of
resources, lack of coordination, and work overload.

. Positive faclors. Facililaling external factors were financial help, interest of other
organizations or influential persons, interest of stakeholders, support of the Senate of the
University. and the coalitions among different organizations.

Positive internal factors were joint efforts, support of faculty members, support of

~

the Dean or one of the departments, and com&i&mem of an individual.
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Adaptability of the Faculty

The response of the Faculty, in the case studies reviewed, was primarily reactive. The
contemporary situation, as illustrated in the study, found significant environmental pressures
coming fromwoutside the’ Facuity. The interviews with the officials in the stakeholder
organizations suggested that for the past few years the Faculty has become more reactive and
has allowed external bodies to define the parameters of modifications within the Facuity.
Furthermore, the relationship between some of the o;ganizations of the specific environment
and the Faculty was characterized by as a dependent pdwer imbalance with the Faculty being
the weaker member. This situation stimulated reactive changes within the Faculty. The
reactive response of the Faculty led to internal chatges whereas proactive response could have
led to strategic changes within or outsxde the Faculty. Thus it appeared that by making the
distinctive internal modifications lhe Faculty was surviving and in S$pite of being very
dependent on its immediate and specific enviranment, the Faculty was remaining adaptive.
However, when the /whole process of adapwtiOh was analyzed, there was evidence of
proactivity and strategic measures taken by Fagulty adminisfra;ors 'such as invitialion in the
case of computer literacy, the identification of needs in the case of the> g&éralist elementary
route analhe major and minor at the secondary level, getting financial help, forming
coalitions with different orm’lﬁns and so on. Though lh? responses *of lhe‘/Faculty,
appeared to be more reactive than proactive, the ability of the Faculty o maﬁipulale its
environment was evident in the case of the extended practicum, in the case of Project

Morning Star, and in the case of special education for teachers of Catholic schools. This

gwidence of limited proactivity and of strategic manipulation leads to the questions concerning

whether the Faculty would be able to rise above its dependent state or would become

-

increasingly reactive to dominant external organizations.

2



240

C. Implications

In the preceding sections, a summary of the report and an oullivyjof conclusions
drawn from the study have been presented. In this section of the chapter these conclusions
are translated into general statements which could form a basis for changes in theory and
practice. The implications of the findings are also combidered with regard to possible
directions for future research.

=
Implications for Theory

The- study demonstrated the importance of the environment for the focal organization
of the study, namely, the Faculty of Education at the University of Alberta. Results of the
analysis affirmed that organizations of the specific environment, and to a certain extent,
organizations outside of the organization-set influenced the Faculty. However. the most
important env;ronmenl for this "embedded” organization appeared to be constituted by ity
parent organization, tge University. The study revealed that the categorization of
environments is not simple. The literature on cnvironment-organiz&uion relations  has

"identified two levels of environment -- general and specific -- which were found 0 be

insufficient to describe the Facuity's e‘nvironment and to account for influences of the
environment on the Faculty. For purposes of the present study there was need to distinguish
'between the immediate environment of the embedded organization, in the nancr that
Khandwalla (1978) suggests and the specific environment of stakeholder organiutio}ws. Also,
the generall environment wés too all-inclusive for purposes of this study . lnstea'd, inclusion of
two more specific categories -- other educational organizations and non-educational

|

organizations -- appeared to be more meaningful, perhaps even essential, for explaining the
various influences on the Faculty. The explanation of immediate, specific and other external
organizations might lead organization theorists to find a clearer explanation of the dvnamics

which exists between a focal organization and external organizations. Also evident in rhe

study was that'establishing clear boundaries for an organization is difficult. The case studies
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provided evidence that when organizations shared a common goal, a merger occurredQnd ‘
bouﬁdar,ics disappeared. These findings are in keeping with the contention of Starbuck
(1976:1070) who indicates that the idea of organizational boundaries is largely perceptual.

Similarly, information has been extended regarding adaptation in the Faculty. The
literature suggests that an organization makes reactive, internal or structural adjustments in -
response to its environment. Alternatively, it responds by trying to influence the environment
through the managerial strategies used and the c_hoices made. In further investigating these
“two types of responses, it was learned that organizational adaptation was neither purely
structural nor strategic. The Faculty in making reaclive'imernal changes, was making an
adaptation which is explained be strpctural-comingcncy theorists. However, the Faculty made
definite choices about responding 1o certain pressuees while not considering o’rs.
Furthermore, Faculty administrators used certain manipulative strategies to control the
- environment in the interests of the Faculty which provided evidence of strategic adjustments.
The information contained in the study reflected that Faculty administrators attempted to
kgep a balance between internal needs and external expectations. Since the adaptations in the
Faculty were in the form of internal (structural) changes and external (strategic)
manipulations, it would seem plausible 10 conclude that organizations are likely to rely upon a
mixture of both modes and that a viable theory of adaptation must encompass the two. It
would seem improbable that an organization could function with a structural adaptation that
would amount to complete abdication of managerial choice or skills, and of conscious
attempts to manipulate the environment. On the hand, ® is highly unlikely that an
organization could function by ignoring necessary internal «-:1stments in response to changes
in the environment. The theoretical development of structurs strategic adaptation, the ideas
avssocialed with integrated adaptation, including the possibi® o' -vclical characteristics of
#his process might offer an enlightening perspective for others - .. « > studying organizational
adaptations.

The study has also brought into focus the closeness of two theoretical perspectives:

Greenfield's viewpoint and the strategic-choice perspective.  The study, developed under the
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conceptual framework of structural and strategic-choice perspectives, has supported the
\
"creative role of the individua‘l“s in the organization,” as Greenfield (1983) posits. The study
has revealed that individuals played the most important role in organizational adaptation. The
perception, choice and decision making of faculty administrators at the initiation stage, the
political and strategic manipulations at the stage of preparation, and their support and
commitment of other individuals in all threc stages of adaptation, has considerably affected
the process of adaptation. On the other hand, another human factor -- the disagreement and
disinterest of faculty members -- also affected the adaptation proces negatively al an
organizational level of analysis.

In addition, the insights concerning inhibitors affecting adaptation within the Faculty
revealed the impact of differences in power, dependency relationships, and organizational
traditions on the adaptive process. The findings of the study may also have relevance for
change theory. The initiators, barriers, and facilitators, that were identified in the study may
prove to be important variables for consideration in planned change cfforts. Knowledge of
these variables might help in assessing the limits of .attepable change.

Implications for Practice , .

Since ‘Lhe present study is concerned with a single organization, caution must be
exercized in generalizing the findings to other organizations. Nevertheless, some conclusions
drawn from the findings of the study may provide indications for practical and constructive
use by educational administrators, particularly those in teacher education institutions.

The external pressu'res on the Faculty may be sporadic or continuous. The nature of
teacher education is such that there are always diuffering expectations, demands. and

<

recommendations from various quarters. Consequently, Faculties of Education, as teacher
[ 4
hcngc of

preparation centres, are in a sensitive position as they are confronted by the ¢h
keeping a delicate balance between meeting external demands and meeting internal stability.
Administrdtors of the Faculty face a two-fold task: acting as gatekeepers as well as agents of

change. They must buffer the effects of disruptive forces while bringing about productive
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changes. Sometimes the external pressures come from organizations in the organization-set
that are more‘ powerful than the Faculty, or from organizations which have the support of
government or the public at large. There is always a danger of overreacting to powerful
environmental pressures. In its eagerness to serve society or Lo please powerful external
bodies, the Faculty may become overly responsive or malleable to external pressures. As a
result, the balance between internal stability and meeting the needs of the environment, may
be disturbed. Administrators in the Faculty must excercise boundary maintenance activity to
cnsure that they achieve a degree of internal stability while meeting the demands {or change.

In addition, a variety of choices confront faculty administrators almost every day.
They include choices about the pressures the Faculty may or mav not consider for response.
Even if the Faculty chooses to respond, the responses vary. The Faculty of Education is too
big. too complex, too diversified, to be a unified monolith. But the responses made by the
administrators ideally should complement one another and be supportive of the objectives of
the Faculty and of the University. Miles and Snow (1978:153) support lhig point of view in
their statement thart:

Organizational adaptation is neither an uncontrolled ‘phenomenon nor a
process involving perfectly rational and efficient choice. Instead, adaptation occurs

through a series of managerial decisions, the effectiveness of which hinges primarily
on how consistently managers' choices are integrated.

L]

Another factor that appears to be important is the promptness of Lhe response and the
timeliness of the adaptation. The study revealed that promptness in response was appreciated
and delay in making an adaptation was criticized. Paul Mott (1972) also recognized
promptness as a criterion of effective adaptation. This time factor should guide the decisions
of administrators. Issues that are top priority concerns at one time are low priority concerns
at ano{her time. Administrators of educational organizations need 10 recognize these changes
in salience; in addition, they need also to anticipate and contribute to them. They have to
adopt a strategy for collecting and using information bolh"‘to respond to and to stimulate
changes in the Faculty. -

The pace of adaptation is also conditioned by certain barriers that impede the progress

of adaptation. Some of the barriers are internal to the Faculty and a{e directly within the
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decision making sphere of the administrators. These internal barriers arc those which the
system itsell can regulate. One such barrier is the attitude of faculty members who are
involved in their own specialized plans and projections and move in different directions.
Their support and invofvcmenl is needed 1o ensure effective adaptation in the Faculty. Am
adaptation in the Faculty affects the role of professors. Although. in the main. their
responsibility is to teach and to dé research, af the time of change they take on a broader role
that includes concern for the Faculty's allcrﬁpls to change and 10 adapt. In additon.
coordination among the various departments within the Faculty 1s also needed. Without
support of faculty members and coordination among departments, the Faculty's efforts to
adapt, its planning, allocation of resources, and cxpenditure of encrgy will not be ahgned and
the chances of adaptating effectively will be substantially lessened. Morcover. the Faculty has
to make its field-oriented activities more visible to the public and other organizations m order
1o r;:duce the "ivory tower” myth.

Other barriers to adaptation arc external 1o the Facully and bevond the Faculty's
immediate control. Even though external, these barriers potentially can have a profound
effect on organizational adaptation. The formation of coalitions emerged 'as an cffective way
to minimize the influence of these factors. Two current conditions -- unstable fiscal support
and the increcased vulnerability of the Faculty -- ‘provide reasons for the Faculty to have an

\d
increased interaction with external organizations, particularly those in the Faculty s
ofganizalion set. The case studies showed that knowledge of and ability in nter-agency

/ ' °
coordination were crucial to the adaptation of the Faculty and to the future of teacher
education. This knowledge ‘demands an integration of the field, facultics and government.
The questions of academic standards or autonomy of university or the rights of tcachers, or
selfish interest of other organizations should not dictate the preparation of teachers. The
“territorial imperative” is dysfunctional (Keeler, 1976:37) for a common purpose, which
revolves around how best to prepare future teachers.

Both internal and external problems need strategic handling. The most crucial area

for strategic manipulation is financial help in this current period of cutbacks and
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retrenchment. Faculty administralorf( need greater sensitivity to the costs associated with
program changes and greater awareness of alternatives 1o choose from so that they may learn
to manage change in umes of financial constraints, that is, to adapt and change under
conditions of lmited rcsources;.

It would seem that the improvement of teacher education depends to a large extent on
interinstitutional  activities.  Management strategies call for increased response to
environmental factors but at the same time internal stability should not be at stakc. Resource

supply and financial problems need skillful handiing.

Implications Tor Further Research

A major limitation of the study was that the data collection occurred over a limited
ume period which provided little information on how organization adapts in response (0
environmental stimuli over time. To track continuous adaptation, a longitudinal study would
seem 1o be most appropriate. The rescarcher has to "live” with an organization for an
extended time period and examine the adaptations made through direct observation, periodic
interviews and related documentary research. [L.ongitudinal assessment would permit
identification of trends and examination of the continuing process of organizational
adaptation. )

Further work needs to be undertaken to identify more clear[y the effects on the
Faculty of #fie distant or general environment. The present study indicates that the general .
environment does influence the Faculty primarily Lhrough'olher organizations in the
organization set or through organizations external to the set.

Further research can be undertaken to identify administrators’ contribution to the
pr\occss of adaptation by examining their attitudes, perceptions, awareness,.decision making
capabilities, and administrative abilities.

In addition, more research may be conducted in the area of organizational adaptation

of educational institutions, taking the factors, identified in the study, as variables.

»
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More research should be directed at the dependency-adaptability component of an
organization. The financial relationship between the Faculty, its parent orgamzation and
government might also be studied in greater depth. This financial relationship was a mmnor
aspect of this study but could be examined further, particularly 1n the context of the current
conditions of financial restraint.

It is hoped that this study will stimulate further rescarch on the strategies emploved
by educational organizations o control their environment. Evidence ol such control efforts i
the Faculty was provided in the case studics.

The perception of ex-students regarding the adaptability of the Faculty s worth
further investigation. They-could better judge the closeness of a unmiversity Faculty (o the
field. Moreover, during the process of research it appeared l.hal university professe are
considered to have too specialized knowledge and littlc awareness of the field. Althoiw here
18 literature which analyzes the professional-organization relation, it would be worthwhile to
study the professional-organization-environment triangle. The degree to which the
environment, the organization or individual professionals control the adaptability of an

educational institution appears worthy of close examination.

D. Concluding Comments

The intent of the study was to develop an understanding of the process by which
orgﬁ/imlions adjust and adapt to their environments. Taken together, the analyses of the
events associated with the seven case studies did, in some measure, explain how the focal
organization, the Faculty of Education, ad'gipls to its environment. Addiuional outcomes of
the study were a better understanding of admunistrative decision making in the Faculty, of the
procedures used in planning and implementing organizational change; of the :nfluence of
internal and external factors, both positive and negative, on efforts to adapt, of the
significance of relationships between the Faculty and other organizations; and of the role of

administrators in controlling the external environment.
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In reflecting on the study. it now is clearer as to the utility of the t}ﬂrclical
framework of the study. The theory served as a guide. providing a cenlraal focus for the
rescarch and suggested a number of questions to be explored. At certain times, however, the

theory imposed limitations on the study and perhaps served as;y constraint on the research.

The mdings of the study served three different purposes. First, some of the findings'

served to provide concurrent validity for the theory. These findings affirmed the utility of

the general perspective which views organizations as being adaptive in response to

environmental changes. Second, in addition to providing support for the theoretical

perspective the findings suggested some modifications to the existing theory. For example,
the study revealed the importance of factors that affect the process of adaptaiion‘ Each of
these factors provide direction for theory genéralion‘ For example, on the basis of the results
it was concluded that a number of factors over which Faculty administrators have very little

direct control are crucial in determining the pace of adaptation. After more stuydies of this
-

1ype have been done, these factors may be recognized as variables to be included in such"

research. Third, some of the theoretical propositions were not supported by -the study

<

findings. For example, there was no evidence of any "strategic decisions” (Yoshihara, 197@)

'

taken by Facuity administrators. These resuiis call for more research in this area.

H

It is now apparent that the rescarch methodology that was used could be refined so as

* .
to provide an improved understanding of an organization's capacity to adapt. JFo& example,’

o

) ,
rather than commenting merely on their own perceptions it may have been advisalfe to_have

Faculty administrators comment on the statements and perceptions of the repr lagiies of

the stakeholder organizations. Similarly, if the study were done in three stages 1t“ ave

assessed more accurately the capacity of the Facult) to adapt. That is, if all, Snfo‘;leon

! L
rcgardmg the seven issues, gathered from interviews with internal rcspondem fvrom

primary and secondary documentary sources were, analyzed in the first st" L 4 ‘r), “the
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seven issues but did have strong views about the overall adaptability of the Faculty. It would
have been more relevant if their perceptions could have been captured with the use of a more
structured approach. In turn, in the third stage of data collection, the perceptions of
"outsiders" could again be checked with Faculty administrators for their reactions. In this
manner the research would have developed in the form of a dial.oguc and the diffcrent
perspectives - - {indings associated with the case s‘tudics, the views of 'oulsudc}s", and the

reactions of insiders - - would have provided more conformity to the data.
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27 Sept. Dr. M. Wyman, President, U of A. The Minister of Advanced Education.

1974, 5 April. Dr. J. E. Qallagher, Chairman, Ind. Dr. M. Horowitz, Dean, Faculty of
and Voc. Education Education, U of A. .
1975, 7 Jan.  Dr. R. Carney, Executive Difector of Dr. M. Horowitz, Dean, Faculty of
) Northem Development Group. Education. ~ ’
1975, 27 Feb. G. L. Berry, Chairman, Depl Dr. R. S. Patterson, Chavrman . P,
of Secondary Education. Dept. of Ed. Foundations. " 4 ’
1975, 1] April. Dr. D. A. MacKay, Chairman, Dr. R. S. Patterson,*Chairman, &
Dept. of Elem. Educaion, Dept. of Ed: Foundations.
1975, 17 April. Dr. R. S. Patterson, Chairman, Dr. D. A. MacKay, Chairman..
. Dept. Ed?* Foundations. Dept. of Elem. Education. .
1975, 7TMay. Dr. D. A. MacKay, Chairmar, The Staff of the Dept. of El.
o , *Dept. of Elem. Educatign. Education. . )
1975, 12 May. Dr. M. Horowitz, Dean, Faculty of Dr. RS. Patterson, Mr. Carl Urion, - -
EJucauon Department of Ed. Foundations.
1975, 13 June. G. K. Gooderham. Dept. of © Dr. M. Hgqrowitz, Dean, Faculty of
- lndia_n Affairs, I:,ducauon Uof A.
1975, 17 Sept. Dr. James'Hrabi, Chairman, BTEC.. F. Enns, Acting Dean, Faculty
‘ of Education.
1975, 18 Sept. Dr. H.;Gunning, President, U of A. Mr. R. A. Bossetti, Assistant
. Depuly Minister of Advanced -
‘ 1ién.
1975, 26 Sept. Dr. F. Enns, Ao zeh Fac t ¥ . W. Bride, Exgglittve
of Educa%on . *w .}9 Secrelary ATA. @
1975, 1 Oct. 'Dr M. Horowitz, chc Presndenl s Ms. -P. English, President, ATA.
(Academxc) U of A
. 1976, 8 Dec. Dr. L. R. Gue, Professor, Dept. of Dr, W H. Worth, I%an Faculty of
Educational Administration. Education.
1976, 9 Dec. Dr. W. H. Worth, Dean, Faculty of Dr. lames Hrabi, Chairman, BTEC.
“y Educatxon
1977, 19 July. - James Hrabi, Chalrman BTEC. Dr. Kevm McKinney, I:xecutnag
s Secretary, ACSTA.
. 1978, 17 April. Dr. R. Lawson Dean, Faculty of . Dr. J. Hrabi ~Cha1rman.BThC,
Education, UniVersity oY*Calgar)\ VI
1979, 20 April. Dr. M. Steinhauer, Executive Dr. R. 5. Patterson, Assoc. Dean,
, Director, Blue Quills Ed. Centre Faculty of Education. _
1979, 23 April. Dr. R. S. Patterson, Associate" Dr. Mike Steinhauer, Executive
<0 Dean, Faculty of Education. : Director, Blue Quills Ed. Center. |
.1981, 19 June. Dr. W. H. Wonq Dean, Faculty of Vice*President, Finance and
Education. Administration, U of A.
1981, 8 Dec. Dr. M. Hofowitz, President, U of A. Asgistant Deputy Minisyer of Advanccd -
‘ Education. - . F
1982, 7Jan.  Dr. W. H. Worth, Dean, Faculty of Dr. A. Pearson, Assistant Dean ; .
' Education, . Practicum. . b, ,
O ~ A Iy .4
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List of Persons Interviewed

‘Name of mlervnewees their posmons and the dates of interviews are listed below:
]imi nterview
Dr. Myer Horowitz,
President, University of Alberta,
2 October, 1984.
Dr. W. H. Worth, X
Former Dean;, Faculty of Education, \

.
S

- 16 October, 1984.

Dr. R. S. Patterson, .

Dean, Faculty of Education,

16 October, 1984. .

Dr. _‘3 G. Mcintosh, - «
Former Associate Dean, Ficulty of Educauon Umversny of Alberta.
16 October, 1984. v ,

T

The Key Informants: ‘ ‘ .

.Dr. R. S. Patterson,

Dean, Faculty of Education, University of Alberta.
11 December 1984; 3 January, 1985; 14 January, 1985; 24 January, 1985; 5 February, 1985; 6
March, 1985. ) S
Dr. W. Worth, ’ , ’
Former Dean, Faculty of Education, University of Alberta.

6 December, 1984; 19 December, 1984; 18 January, 1985 24 January, 1985; 30 Januar) 1985.
Dr. FY Enns,

%

For cting Dean, Faculty of Education, Umversnty of Alberta. .

?,??985 ' .
Horowitz, ‘ ' e

Former Dean, Faculty of Educauon and President, University of Alberta

22 April, 1985. .

Qther Faculty Members: N Lt

Dr. R. S. Pannu,

Professor, Depﬁ'fmem of Educational Foundations, R

Faculty of Educstion, Uni¥ersity @ Alberia,

18 March, 1985.

Dr. Eugene W. Romaniuk,

Professor, Department of Educational Psychology,

Fa&uty of Education, University of Allxrla

12 April, 1985.

Dr. S. Hunka,

Coordinator, Division of Educational Research and Services,,

Faculty of Education, Umversny of Alberta. , PR :

15 April, 1985. ‘ *

Dr. R. J. Carney,
Chairman, Department of Educational Foundations,
Facflty of Education, University of Alberta.
14 March, 1985.
Carl Urion, .
Assocmlc Professor, Departmem of Bducauonal Foundations,
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Facully of Education, Umvcrsn) of Albcrta

16 April, 1985.

Dr. J. P. Das,

Directoy, Centre to Study Memal Retardation

Faculty of @ducation,

University of Alberla 17 Apnl 1985.

Dr. L. R. Gue,

Retired Professor, Department of Educational Admnmsuauon
Faculty of Education, University of Alberta.

19 April, 1985

Dr. Karel Puffer,

Professor, Department of Industrial and Vocational Education,
Faculty of Education, University of Alberta.

12 November, 1985

Dr. W. D. Wilde, ™

Chairman, Department of Elementary Educanon

Faculty of Education, University of AlberLa

2 June, 1986.

People from Other, Organizations:

Dr. R. F. Lawson, .
Dean, Faculty of Bdyc auon Umversn) of qu 743
8 May. 1985S. -

b
N

Dr. Eric MoKosch, T e

Deans Faculty of Education, 'Unwcrsm of Lethbridge.

8 May, 1985.

Dr. J. Hrabi, ,

Assistant Deputy Mimister,Alberta Department of Education
30 May 1985. .

Dr. S. N. Odynak. ' : N

Assistant Deputy Minister.

.Alberta Department of Educatiop,

24 May, 1985. .,
Dr. N. P. Hrynyk,
Assoclate E.utwc Secretary,
Alberta Teachers' Association,
4 June, 1985.

~ Dr. Lawrence”l‘ymko.
Director of Educationa! Services,

The Alberta School Trustees Association,
22 May, 1985.

Dr. D. E. Berghofer,

Assistant Deputy Minister, 2

4 . *

Alberta Deparument of Advanced Education

30 May, 198s.

Dr. Kevin McKinne

Executive Director,

The Alberta Catholic School Trustecs Association,

29 May, 1985. - ’,

’ ‘
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