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Abstract

The purpose of this study was to examine and explain
how elementary cooperating teachers understood their own
strategy of teaching and how they helped their student
teachers construct an effective strategy of teaching. This
strategy of teaching was taken to incorporate a style of
teaching along with a complexity of techniques that could be
implemented in particular teaching situations.,

A qualitative research method was employed to study the
teaching strategies of the three cooperating teachers. The
data were collected, coded, and analyzed; and categories
were developed. These categories clustered into three broad
areas and encompassed the philosophical underpinnings of
cooperating teachers, the techniques used by cooperating
teachers, and the process of "becoming a teacher." The
overarching quality which permeated the categories was,
however, that of "teacher as guide."” The belief that the
effective cooperating teacher always acts as a "guide" has
several major implications. First, an effective cooperating
teacher must understand what their teaching strategy is and
second, the cooperating teacher through the process of
"guiding" helps the student teacher construct their own
personal, professional, style of teaching. Four major
themes helped explain how the cooperating teacher guides the
student teacher in developing an effective teaching style.

The cooperating teachers in this study concentrated on



developing confidence in the student teachers, encouraging
and allowing more and more responéibility in the classroom
situation, providing for a number of situations where growth
could be directed and measured, and establishing a variety
of survival skills for the classroom. Each of these areas
was carefully directed by the cooperating teacher throughqut
the practicum. The most significant implication of the
research is that there is no selection process for
cooperating teachers and no current training program for
cooperating teachers. It is recommended that the
University, in cooperation with School Boards, establish
criteria for choosing potentially effective cooperating
teachers and that a mandatory training program be developed

to fill this gap.
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CHAPTER ONE

INTRODUCTION AND STATEMENT OF THE PROBLEM

Introduction

The relationship between the cooperating teacher and
the student teacher is crucial to the interests of the
teaching profession. There is little doubt that cooperating
teachers are a key element in bridging the gap between
theory and practice for student teachers. Mackinnon (1987)
suggests that some research has been done on the effect of
cocperating teachers on the attitudes and behaviors of
student teachers. He further states that many "students
define the practicum as 'the real world', and are quite
susceptible to the practices of their cooperating teacher"
(p.315). This suggests that the relationship between the
cooperating teacher and the student teacher is critical. It
would appear, however, that very little is known about the
process by which the cooperating teacher develops the
expertise of the student teacher. Keelan (1972) states
that:

some student teachers have a skillfully guided growth

experience which leads them to an artistic and

professionally effective performance in directing
learning, while others have a continuously frustrating
and emotionally disturbing experience during which they

receive little positive direction (p.2).

One cannot overemphasize the importance of the student

teaching experience in facilitating a positive professional



self-image. Such a self-image is not simply a question of
self-confidence in one's abilities to implement particular
techniques in specific situations. It necessitates a sense
that the cooperating teacher and the student teacher
understand an appropriate teaching strategy which
incorporates "a role definition, a teaching style, teaching
techniques, and professional identification"
(Ratz,1974,p.57). It was with this definition in mind that

a problem statement was identified.
Statement of the Problem

This study was designed to develop insights into how
some effective cooperating teachers help student teachers
restructure an effective teaching strategy, incorporating "a
role definition", a teaching style, teaching techniques, and
[a] professional identification through the practicum
experience (Katz,1974,p.57). Five exploratory questions
guided the study:

1. What strategy regarding teaching does the effective
cooperating teacher have? Put alternatively, what is
his/her understanding of his/her own classroom
strategy?

2. What techniques does the cooperating teacher choose to
stress in a particular set of circumstances in order to
help the student teacher develop an effective teaching
strategy?

3. How does the cooperating teacher teach this strategy to
the student teacher?

4. What aspects of the practicum experience alter or
reinforce the cooperating teacher's technique of
instruction?



5. How does the student teacher value this experience in
developing his/her own strategy?
Although these questions provided an underlying
direction to the research process, the design was open to

the addition of other questions as the research progressed.
Significance of the Problem

Recent literature in the area of student teaching
focuses on the student teacher, the faculty consultant, or
issues involving these key players. However, recent
research regarding the experiences and insights of the
cooperating teacher in teaching student teachers seems
rather scant, According to Grimmett and Ratzlaff (1986)
only five studies have "addressed the questions of defining
the role expected of the cooperating teacher" (p.42). Since
the practical component of the student teaching experience
has been viewed "as the most influential formative unifying
experience in a teacher education program," it would appear
that the cooperating teacher's influence is substantial
(Tardif, 1984,p.2). Little seems to be known, however,
about‘what actually happens between the cooperating teacher
and the student teacher. A study which focuses on the point
of view of the cooperating teacher may provide the
stakeholders of the "teacher education triad" with useful
information (Grimmett & Ratzlaff,1986,p.42). It is hoped
that this study will offer insights into the experiences of

the effective cooperating teacher. By uncovering knowledge



through the study of a field-based experience, greater
possibilities exist for understanding the overall strategy
of the cooperating teacher. It is by developing this
understanding of a teaching strategy, that the cooperating
teacher can help alleviate many of the 'tensions' that arise

during the practicum experience.
Purpose of the Study

The literature pertaining to the research problem falls
into three broad categories concerning the teacher education
"triad." Most of the research to date, however, focuses "on
the student teacher and the university supervisor, rather
than the cooperating teacher" (Richardson-
Koehler,1988,p.33), Grimmett & Ratzlaff (1986) state that
only five studies "Farbstein, 1965; Castillo, 1971;
Applegate and Lashley, 1982, 1984; Copas,1984" have
addressed the role expected of the cooperating teacher
(p.42).

The literature demonstrates that cooperating teachers
have difficulty defining their roles and responsibilities to
the student teacher (Richardson-Koehler,1988). Concern in
recent years for the declining number of cooperating
teachers and the quality of their professional abilities is
evident in many educational circles (McCaleb, et al.,1987).
This has led to the need to increase effective supervision
of student teachers. Student teachers state, however, that

the most "significant other" during student teaching is the



cooperating teacher (Karmos & Jacko,1977,p.54)., Karmos and
Jacko (1977) further state that "overall the cooperating
teachers were perceived as having the most significant
influence on the student teacher, and their influence was
perceived to be more in personal support and role
development..." (p.54). "However, the role of the
cooperating teacher is poorly defined and...teachers
generally are unprepared for the task of student teacher
supervision" (Grimmett & Ratzlaff,1986,p.42). Therefore, it
is necessary to define a strategy within the role definition
of the cooperating teacher. The most relevant studies
relating to "the definition of a sﬁrategy" were completed by
Castillo (1971) and Copras (1984). Copras identified
fourteen behaviors which "were found to have critical impact
on the student teacher" (Grimmett & Ratzlaff,1986,p.42).
Both of these studies are American in context and although
several Canadian studies have been done concerning the
supervisory role of the cooperating teacher, there have been
no Canadian studies which investigated an effective teaching
strategy as defined by the cooperating teacher in their

relationship with the student teacher (Karmos & Jacko,1977).
Definition of Terms

Cooperating teacher - is a teacher who also directs the
work of student teachers within
his/her class.,

Faculty Consultant - is a university faculty member,
graduate student, or other person
employed by the Division of Student




Practicum Experience -

Student teacher

Role Definition

Teaching Style

Teaching Technigques

Professional
Identification

Teaching, who supervises a group of
students.

is a period of eight weeks during

which student teachers are assigned
to a school in either the first or
second term of the University year.

is a university student who is
engaged in an assigned student
teaching experience.

according to Katz (1974) role may
be defined as "the duties,
responsibilities, obligations and
functions assigned to and expected
of occupants of teaching positions"
(p.56).

"refers to the individual and
distinctive variations in ways of
enacting the role of the teacher"
(Katz,1974,p.56).

is defined as the strategies by
which teachers expect to accomplish
their objectives (Katz,1974,p.57).

"refers to a cluster of variables
which includes teachers' ethics,
attitudes toward the job,
ideological position...and
commitment to teaching"
(Katz,1974,p.57).

Assumptions

The major assumption underlying this study was that

there is an identifiable strategy which incorporates "a role

definition, a teaching style, teaching techniques, and [a]

professional identification" that an effective cooperating

teacher uses and that this strategy can be "restructured"

and passed on to the student teacher and that teachers set

out to effect this strategy (Katz,1974,p.57).



Delimitations and Limitations

Delimitations

The study was delimited to three cooperating teachers
chosen from a list of participants in the P.A.C.T. 330
Project, and to one practicum experience with three student
teachers. It was also delimited to cooperating teachers and

student teachers in an elementary setting.

Limitations

The present study focussed on one member of the triad -
the cooperating teacher. A second limitation was the extent
to which the strategies of the cooperating teacher were made

explicit to the observer.

Organization of the Thesis

This thesis is organized into five chapters. Chapter 1
introduces and states the probiem. Chapter 2 provides a
review of the literature in four basic areas pertaining to
teacher education. First, paradigms, or a "way of viewing
the world" are discussed. Second, two teaching models, the
Concerns Based Model and the Critically Reflective Model are
described and explained. Third, the Coaching aspect of
teaching is expanded in light of how new skills can be
constructed and assimilated by the student teacher. The
last section attempts to explain how the knowledge embedded

in the actual practice of teaching is learned by the student



teachér. Cﬁapter 3 outlines the methodology, research
procedures, and data collection techniques used ia the
study. In Chapters 4 and 5 the findings are analyzed and
categories and themes which help in identifying a strategy
for the cooperating teacher and the student teacher are
discussed. The last chapter, Chapter 6, provides a summary
of the findings along with reflections and implications for

the "teacher education triad" (Grimmett & Ratzloff,1986).



CHAPTER TWO
REVIEW OF THE RELATED LITERATURE
Introduction

In the professional relationship between the
cooperating teacher and the student teacher the critical
issue is the "framing or building" of professional knowledge
and techniques necessary to achieve the profession's
objectives in a particular socio-cultural context. To
understand this transfer of professional knowledge'from the
cooperating teacher to the student teacher it is necessary
to understand first the.teaching strategies developed by
teachers to achieve their professional objectives, and
second, how the cooperating teachers teach their particular
teaching strategy to student teachers. The literature
addressing these two issues falls largely into four
categories,

The first and most critical category in the literature
is that addressing paradigms in teacher education.

Paradigms in this instance are viewed as "a way of viewing
the world" of teaching in a particular socio-cultural
context. 1In order for cooperating teachers to fulfill their
professional responsibilities they should be conscious of
the particular paradigm they bring to their educational

activities. The literature suggests there are four distinct
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paradigms. Each teacher will reflect one or more of the
paradigms in their behavior. The particular combination of
paradigms is critical to the teaching strategy that each
teacher develops,

Second, but no less critical, is an understanding of
modelé of teacher education. For purposes of this review a
model is defined as a structure which incorporates a
particular "world view" or ideology. Since the educational
ideology of the cooperating teacher affects the substance of
their own teaching strategies as well as the student
teacher's teaching strategy the question that arises is: How
is this ideology incorporated into actual classroom
settings? The "how" or the methods of teaching is the
teaching model. For reasons of relevance, the discussion of
the literature will be limited to two different teaching
models; the Concerns Based Model, and the Critically
Reflective Model. A third section, Coarhing, although not a
model, is related to the "how" of teaching and therefore
must be included in the literature review. Coaching, "the
provision of on site, personal support and technical
assistance for teachers" is critical fér an understanding of
how new methods of teaching can be transferred to the
student teacher (Baker & Showers,1984,p.1). With the
emphasis of coaching on the "real teaching situation" it
becomes necessary to understand the knowledge developed
through the actual practical experience of teaching.

Therefore, a fourth section is necessary.
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In their relations with student teachers, cooperating
teachers are contiﬁually involved in developing an awareness
of the tacit knowledge "embedded" in the concrete practices
of teaching. This is "that knowledge that accrues over time
in the practice of an applied discipline" (Benner,1984,p.1).
Therefore this last section will review the literature which
attempts to explain how the student teacher comes to
understand the knowledge embedded in the practical classroom
situation. Benner states that the practical knowledge base
"results when preconceived notions and expectations are
challenged, refined, or disconfirmed by the actual
situation" (1984,p.3). Therefore the literature on this
subject is essential in answering the question concerning
how cooperating teachers teach student teachers.

A critical examination of the literature in each of the
four areas: paradigms, models, coaching, and practical
knowledge, should provide added insight regarding the nature
of the teaching strategy of cooperating teachers and how
this teaching strategy is communicated to the student

teacher.

Paradigms of Teaching

The role of the cooperating teachers is two fold:
first they must have developed the "specific forms of
practice" necessary to be classroom teachers and second:
they must have developed the "specific forms of practice"

necessary to be teacher educators (Zeichner,1983,p.3). The
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questions that surface in the literature regarding this
subject reflect this dualism in the cooperating teacher's
role. Zeichner, (1983) for example, questions the goals and
purposes that are essential in a sound teacher education,
Fullan (1987), pursues this issue by asking how a fully
competent teacher is achieved? Hall (1987) further
elaborates on the need to define the role of the teacher in
order to design teacher eduéation programs that are
congruent., Spodek (1974) suggests:

all teacher education is a form of ideology. Each

program is related to the educational ideology held by

a particular teacher educator or teacher education

institution, even though the relationship may not be

made explicit, .There is no such thing as a value free
education,..(p.89),.

Zeichner (1983) concurs and elaborates further by
identifying four paradigms which dominate teacher educatijon
today: behavioristic, personalistic, traditional-craft and
inquiry-oriented, A paradigm according to Zeichner's (1983)
paraphrasing of Popkewitz, Tabachnick and Zeichner (1979) is
a "matrix of beliefs and assumptions about the nature and
purposes of schooling, teaching, teachers and their
education that gives shape to specific forms of practice in
teacher education" (p.3). <Zeichner (1983) contends that all
of the paradigms incluede "a sound liberal education and

provisions for mastery of basic academic skills" (p.3).

Each paradigm will be discussed briefly.
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Behavioristic Paradigm

This paradigm is grounded in a "positivistic
epistemology and behavioristic psychology"
(Zeichner,1983,p.4). "Production" is the basic metaphor
underlying this paradigm (Kliebard,1972)., Tom (1980)
further elaborates on teaching in this paradigm as an
"applied science" and the teacher as an "executor" of the
laws and principles of effective teaching. Teacher
performance and competency is measured against explicit
criteria. Further, this technical perspective of teacher
education views the future teacher "as a passive recipient
of this professional knowledge and plays little part in
determining the substance and direction of his or her

preparation program" (Zeichner,1983,p.4).

Personalistic Paradigm

This diverse paradigm employs a metaphor of growth
(Kliebard,1972) and is grounded in a "phenomenoloéical
epistemology and perceptual and developmental psychologies"
(Zeichner,1983,p.4).

Since the personalistic paradigm is a combination of a
range c¢f strategies, Zeichner (1983) has presented several
assumptions common to these strategies. These are: (1) the
promotion of "the psychological maturity of prospective
teachers [with emphasis on] the reorganization of
perceptions and beliefs over the mastery of specific

behaviors, skills and content knowledge; (2) the behaviors



of téachers and the environments they create are assumed to
result largely from the particular meaning and purposes of
teachers; (3) competence in teaching is equated with
psychological maturity, however defined, and prospective
teachers are encouraged to find their own best way to
function as teachers; (4) the student [teacher] is viewed as
an active agent in determining the substance and direction
of his or her own professional education" (p.5). This
paradigm stresses the process of-"becoming" rather than the

process of learning to teach,

Traditional Craft

Zeichner (1983) citing Floden and Larier expresses the
view that "tacit", practical knowledge which is "accumulated
largely by trial and error" provides the structure for the
knowledge base of this paradigm (p.5). Since the "process
of apprenticeship" is seen as integral to this paradigm,
"prospective teachers are viewed largely as passive
recipients of this knowledge and play little part in
determining the substance and direction of their preparation
program" (Zeichner,1983,p.5). It is through this "master
apprentice relationship" that cultural knowledge is

transmitted from the teacher to the novice (Zeichner,1983).

Inquiry-Oriented Teacher Education

The underlying theme of this approach to teacher

education is the "metaphor of liberation, of freecing the



intellect" (Garrison,1988,p.499). Through control of
technical skill in teaching and critical inquiry, "questions
about what ought to be done take on primary importance"
(Zeichner,1983,p.6) in developing the teachers' capacities
for "reflective action" (Dewey,1933), Feiman (1980) points
out that the greater the prospective teachers' awareness of
the consequences of their actions, the greater the
probabilif& of control and change. As Zeichner (1983) so
succinctly states:

The central question for both teacher educators and

their students from this point of view is in

determining which educational goals, educational
experiences, and institutional arrangements lead toward
forms of life that are mediated by justice, equality
and concrete happiness...(p.6).

It has been argued that the inquiry-oriented process
will enable teachers to actively participate in knowledge
production and distribution rather than passively acéepting
and consuming the accepted knowledge base. It is the
"problematic" approach to teacher-education programs that
will encourage a dialectic that critically challenges,
reformulates and challenges again (Foster,19&6).

Zeichner (1983) concludes that the most common pattern
in teacher education appears "to be an eclectic one which
incorporates elements from two or more general orientations
into a single program" (p.7). This flexibility of program
development reflects the diverse perspectives of individuals

in choosing the "priorities" that reflect one paradigm from

another.
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Models of Teacher Education

In choosing an appropriate model of teacher education
the "priorities" of the program reflect the "educational
ideology held by a particular teacher educator or teacher
education institution..." (Spodek,1974,p.89). One only has
to review the literature on teacher education to realize the
controversy and debate surrounding this issue (Clark,1988;
Hopkins,1982; Wideen & Holborn,1986; Zeichner & Tabachnick,
1981).,

Depending on the model of teacher education chosen,

' greater or lesser emphasis may be placed on such priorities
as "the meaning of technical skill, inquiry, and teacher
development" (Zeichner,1983,p.7)., A brief description of
two models of teacher education will include an examination
of their core assumptions and goals. The two models to be
discussed are: the Concerns Based Model and the Critically

Reflective Model.

The Concerns Based Model

The Concerns Based Model of teacher education is
contingent on a "three phase conceptualization of teachers'
concerns" (Fuller,1969, p.220). The three levels of concern
Fuller posits are: self, task and impact. Self concerns
reflect the student's "adequacy and potential to be

successful"” in the classroom as well as the student's
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potential to survive as a teacher (Hall,lQB?}p.dl). Since
student teachers often "wonder whether they will ever learn
to teach at all" such issues as classroom control,
evaluation, and control of subject matter are commonly
mentioned at this level (Fuller & Brown,1975,p.38).

Task concerns reflect the day to day routines of the
classroom and the frustrations often occasioned by the
teaching situation. Hall (1987) succinctly sums up this
concern when he states that student teachers "focus on the
details of feeding, watering, draining and moving children"
(p.42). Fuller & Brown (1975) further elaborate on these
concerns when they discuss student teacher worries about
working "with too many students or having too many non-
instructional duties" (p.37).

Impact concerns, the last phase in the continuum,
appear to be the most difficult to develop since it is in
this phase that reflective thinking evolves. Hall (1987)
notes that this concern results when "teachers begin to have
more intense questions that deal with student achievement,
the effects of their teaching on students, and how they can
increase their own professiopal capacity" (p,42). Fuller
also suggests that this model is developmental and often
impact concerns do not appear until the more pressing self
and task concerns are resolved (Hall,1987,p.42). She
further postulates that education courses should be designed
and sequenced to "address the felt needs of developing

teachers as these needs occur" (Fuller,1975,p.41).
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The Criticallz Reflective Model

It has been argued that student teacher programs must
(Zeichner & Liston,1987):

emphasize the preparation of teachers who are both

willing and able to reflect on the origins, purposes

and consequences of their actions as well as on the
material and ideological constraints and encouragements
embedded in the classroom, school and societal contexts

in which they work (p.23),

Although the concept of reflection has been frequently
mentioned in the literathre, it is only recently that
scholars have begun relating this concept more fully to
teacher education. (Schon,1983,1987; Tom,1987;
Zeichnef,lQBG).

Since student teachers view the teaching practicum as a

survival experience, it appears that the development of
reflective skills tends to be sacrificed for immediate
proficiency in the classroom (Fuller,1975,1969).
Researchers and educational theoreticians have continued to
eéxpress a need for the development of reflective inquiry in
the education of student teachers. The ideas of Dewey, Van
Manen, and Schon will be reviewed in tﬁis context,

Dewey, (1933) very early in his writings, had
formulated concerns regarding the process of reflection. He
distingquished between "reflective action", which involves a
rigorous understanding of a belief and its resulting
consequences and "routine action" which is guided primarily

by tradition, external authority and circumstance. He

further suggests that since reflection is such a specialized



form of thinking its purpose is "to transform a situation in
which there is experienced obscurity, doubt, conflict,
disturbance of some sort, into a situation that is clear,
coherent, settled, harmonious" (pp.l100-101), It is an
understanding of this paradox of knowing without acting and
acting without knowing that the teacher educator must help
the student teacher develop. |

Dewey (1930) suggests three attitudes that are
necessary if reflective action is to occur. These are:
open-mindedness, responsibility, and whole heartedness.
Open-mindedness involves the careful consideration of all
points of view on an issue. This attitude of open-
mindedness should anticipate a "critical appréisal" of the
.existing order within the schools rather than a total
acceptance of this order. Following open-mindedness is
responsibility which involves the consideration of the
various consequences of certain actions. Responsibility,
according to Dewey, must transcend the question of immediate
utility. Although student teachers are often faced with the
aspect of immediate survival in the classroom they must look
beyond the immediate to encourage not only their own growth
but also their students' growth. The last attitude,
wholeheartedness, involves the analysis and evaluation of
the purposes and consequences within the classroom setting.
Through analysis ;nd reflection a tentative solution is
established by transforming a perplexing set of

circumstances. According to Dewey (1933) reflection:
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emancipﬁtes us from.merély impulsive and merely routine
activity...enables us to direct our actions with
foresight and to plan according to ends-in-view, or
purposes of which we are aware...It enables us to act
in deliberate and intentional fashion to attain.,.what
is now distant and lacking (p.l1l7).
It is this reflective state that the student teacher must
strive for in the process of "becoming" a reqular classroom
teacher,

Reflective teaching and the quality of enquiry appears
to be essential, particularly in developing and
understanding a critical orientation to teaching. Zeichner
and Liston (1987) enumerate several authors, among them Van
Manen, Tom, Fenstermacher and Berliner who discuss levels of
reflectivity in one form or another. Considering the
similarities amongst the four authors only Van Manen's
levels of reflectivity will be reviewed.

The pervading theme throughout Van Manen's (1977)
discussion is practical action. At each level practical
action is established according to the criteria for choosing
alternate solutions to problems. Level I, or technical
rationality, is driven by "an instrumental preoccupation
with techniques, control and with, means-ends criteria of
efficiency and effectiveness" (p.209). Zeichner (1982)
states that: "this is the level that characterizes the
concerns and perspectives of many education students during
student teaching...." since these "ends, techniques,
control" etc. are accepted as given and once these are

achieved student teachers appear to suspend "open-

mindedness."
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The second level of reflectivity described by Van Manen

(1977) is:

based on a value commitment to some interpretive

framework...The practical then refers to the process of

analyzing and clarifying individual and cultural
erperiences, meanings, perceptions, prejudgements, and
pre-suppositions, for the purpose of orienting

practical actions (p.226),

At this level of reflectivity a debate regarding the "worth
of competing educational ends" must be initiated (Zeichner,
1987,p.24).

The last level, critical reflectivity, involves a
decision regarding the worth of various competing
educational values, Van Manen suggests that at this level
moral and ethical criteria are incorporated into the
practical action. Student teachers must attempt to
incorporate their goals with the larger societal goals which
continuously impinge on the classroom situation.

Encouraging debate over "what is right and not merely
over what is efficient becomes essential" (Zeichner &
Teitelbaum,1982,p.104). Teacher educators must look beyond
the technical aspects of teaching to the more consequential
issues.

The most recently debated writings regarding the nature
of reflection in teacher education have been attributed to
Donald Schon (1983,1987). Schon uses a combination of
Dewey's ideas and the "Meno paradox to explain his concept
of the reflective process" (Grimmett,1988,p.8). 1In

explaining his theory Schon distinguishes between the

actions of the practitioner and theoretical thinking or what



he calls technical rationality. Schon further suggests that
the actions and reflections of the practitioner (the '
classroom teacher) are the essential components in creating
meaning in the classroom situation. He speaks of two types
of professional knowledge. These are: reflection-in-
action, which encompasses on the spot experimentation and
reflection-on-action which is "action .planned on the basis
of post hoc thinking and deliberation" (Grimmett,1988,p.9).
Both these types of reflection involve experimentation”
through problem setting and problem solving. This process
of experimentation involves what Schon describes as a
"conversation" with the problem situation. The reflective
exchange in the "conversation" includes framing, reframing,
listening, practicing, listening again and reframing once
again., Therefore the development of an understanding of the
different aspects of particular practical situations involve
this continually changing process,

Understanding, however, demands experimentation, but
how as a student is one to experiment, since execution and
learning are developed simultaneously. This double burden
Schon likens to the "Meno" paradox:

It [the Meno paradox] captures the very feelings of

mystery, confusion, frustration and futility that many

students experience in their early months or years of

[professional] study. He [the student] knows he needs

to look for something but does not know what that

something is. He seeks to learn it, moreover, in the
sense of coming to know it in action. VYet, in the
first instance, he can neither do it nor recognize it
when he sees it. Hence, he is caught up in a self-
contradiction: "looking for something” implies a

capacity to recognize the thing one looks for, but the
student lacks at first the capacity to recognize the
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object of his search. The instructor is cauéht uﬁ\in

the same paradox: he cannot tell the student what he

needs to know, even if he has words for it, because the

student would not at that point understand him (1987,

p.83).

In accordance with Schon's concept of the reflective
practitioner, "action" becomes the catalyst for reflection
and the student willingly "suspends his disbelief, to give
the teacher's suggestion a chance" (Schon,1987,p.87). It is
through~£he process of taking risks and making decisions
that teachers begin to develop a sense of "competence,
control and confidence that characterizes professionals"”
(Grimmett,1988,p.11).

The basic purpose of Schon's writings was to describe
how the practitioner developed this sense of "competence,
control and confidence" in the practice setting. He
addresses the ongoing issue of theory versus practice and he
suggests that the competent practitioner must develop a
reflective approach to teaching and educational practices.
He states that "through advice, criticism, description,
demonstration, and questioning, one person helps another
learn to practiée reflective teaching in the context of
doing" (schon,1987,p.19). Shulman (1989), and Fenstermacher
(1989) have questioned the disparity between technical
rationality and Schon's reflective approach, often
suggesting that these two principles are not competing but
rather that one provides continuity for the other (theory to

practice). Schon, however, prefers to place his emphasis on

the "practical judgement that teachers use to quide their
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actions in various practice settings" (Erickson,1988,p.200).
He uses c: se studies or carefully documented stories to
"provide student teachers with potential interpretive frames
that could be "tested" in the course of their own'practice"
(BErickson,1988,p.201), This testing would encourage the
student teacher to become:

engaged in a kind of reflective transformation of

experience. They [would engage] in a kind of "seeing"

and "doing" as seeing their own situations as a version
of one they had observed, doing in their own situation
as they had seen the PDP people do...they [would be]
engaged in a process of metaphor, carrying a familiar
experience over to a new context, transforming in that
process both the experience and the new situation

(Schon,1987,p.25).

Schon demands a greater involvement of teachers in all
areas of teaching including teacher preparation. He
underlines the need to involve teachers through cooperation
and collaboration in research thus providing a means for
them to become informed regarding their "practice" and

assumptions about the meaning and intent of education.

Coaching

Although the concept of coaching and particularly
"peer" coaching has been applied mainly to inservice
education, Joyce (1980) at a conference at the University of
Alberta emphasized the importance of coaching in both
preservice and inservice training:
It is crucial that an environment be created which is

sufficiently supportive to maintain the teacher until
he is able to add the new strategy to his repertoire.
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This really means that every teacher needs to be an

expert coach (p.3).
The implication of this notion for the cooperating teacher/
Student teacher relationship would appear to be similar to
one emphasizing peer relationships. According to Fullan
(1982) if educational change is to occur, three factors must
be fulfilled; first, change must be meaningful, second, it
must be supported through implementation and third, teachers
must accept ownership of it. If these factors are fulfilled
"change" as in the transfer of new skills can be
accommodated., Joyce and Showers, after a great deal of
research, felt that coaching might be a partial solution to
this "transfer" problem, Joyce and Showers (1980) suggest
two purposes to inservice/preservice training; "learning new
skills" and "fine tuning" skills already learned (p.380).
They established four levels of impact ranging from: the
lowest level of awareness of cognitive knowledge; to a
familiarity with concepts; to a capability of using the
knowledge for action, and last, to an application of
problem-solving. Schon (1987) also discusses the students'
growth as they participate in the practicum, however he does
not identify specific levels of impact. Showers, Joyce &
Bennett (1987) also indicate four major components of
training. These include: presentation of theory,
demonstration of the new strategy, initial practice in the
workshop, and prompt feedback about their efforts (p.79).

The authors (1987) state that:
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Combinations of four components (theory, demonstration,
practice, and feedback) appear necessary to develop the
levels of cognitive and interactive skills that permit
practice in the classroom. For most teachers, even
combinations such as demonstrations along with the
study of theory do not appear to produce high enough
effects to sustain classroom practice, unless they also
have the opportunity to practice in the training
setting (p.85),

Other factors also contribute to the development of
instructional techniques (Joyce & Showers,1982, Mohlman,
Sparks & Bruder,1987)., It would appear that ongoing,
significant interaction must occur at a personal level if
skills are to be developed. Three techniques of transfer
are discussed by Joyce and Showers (1982) in addition to
coaching:

1, Forecasting the transfer process throughout the
training cycle;

2. Reaching the highest possible level of skill
development during training;

3. Developing "executive control”, that is a "meta
understanding" about how the model works...how it
can be adapted to students (p.6).

The first technique of forecasting appears similar to
Schon's reflections on the "Meno" paradox. Grimmett (1987)
eloquently describes the dilemma faced by the student

teacher:

The paradox of learning consists in a student not
understanding what he or she needs to learn and yet
only being able to begin the process by acting as if he
or she understood. This "launching out" is a necessary
precursor to knowing that something exists and to
knowing how something functions. This preliminary step
is neither blind nor certain; rather it is steeped in
the kind of experiential doubt and perplexity that a
person's mind inevitably seeks to resolve (p.8).
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From this "doubt and perplexity" comes mastery of the skill
through demonstration and practice. Here again, Schon's |
(1987) "Follow Me" model of coaching appears to represent
this next step to mastery (p.212)., This model of
demonstration and imitation demands that the students
follow, however, in doing so the students construct their
own performances. The last technique of transfer,
"executive control" provides the student with complete
mastery of the skill thus providing the student teacher with
"the intellectual scaffolding necessary to understand the
skill and its appropriate use and to discriminate elements
of the skill from one another" (Joyce & Showers,1983,p.7).
Several other important aspects continue to reappear in
the literature regarding coaching. Little (1987) discusses
six principles of advising, the first of which, common
language, is similar to Schon's references to dialogue
(p.35). Schon (1987) also encourages the development of "a
particular kind of dialogue" (p.10l), He indicates that
three essential features of dialoguing appear necessary in
establishing a rapport between the coach and the student.
The dialogue "takes place in the context of the students'
attempts to design; it makes use of actions as well as
words; and it depends on reciprocal reflection-in-action"
(Schon,1987,p.101). It is through this interaction and
developing common language that a more reflective
practitioner evolves. According to Schon (1987):

In this process several kinds of learning are
interwoven. The student learns to recognize and
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appreciate the qualities of good design and competent
designing, in the same process by which she also learns
to produce those qualities., She learns the meaning of
technical operations in the same process by which she
learns to carry them out. And as she learns to design
she also learns to learn to design - that is she learns
the practice of the practicum (p.102),
Students are being taught the art of becoming reflective
practitioners, a necessary step if they are to eventually
develop the skills necessary to deal with the real world.
Coaching according to Wildman and Niles (1987) must go
beyond teaching as a technical process to stress the "theme

of teacher as a reflective practitioner" (p.26).
Knowledge Embedded in the Practice of Teaching

Research in education has investigated relationships
involving classroom management, questioning strategies,
academic unit time, use of praise, reinforcement feedback
etc. however, very little appears to have been done
regarding the knowledge embedded in the actual practice of
teaching and how that knowledge is transferred to the
student teacher (Gilliss,1987; Barnes,1989)., Since research
in teaching has tended to focus on the technical rational
paradigm, "findings" have been difficult to apply because of
the widening gulf between theoretical knowledge and
practical knowledge (Russell,1989). Schon (1987) very ably
comments on this disparity when he states:

Technical rationality holds that practitioners are

instrumental problem solvers who select technical means

best suited to particular purposes...But as we have
come to see...the problems of real-world practice do
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not present themselves to practitioners as well formed .
structures.,.but as messy indeterminate situations

(pp'3‘4)o

What's missing are systematic observations of these "messy
indeterminate situations," how they are resolved and how
this knowledge, embedded in expert teaching, is developed
with the student teacher. Since there is a "growing
recognition among researchers that teaching is not a linear
process of transmitting knowledge from the teacher, or from
educational materials to [student teachers]", it becomes
necessary to develop an understanding of practical and
theoretical knowledge and to describe aspects of that

practical knowledge (Barnes,l1989,p.14).

Practical/Theoretical Knowledge

In discussing the relationship between theoretical
(knowing that) and practical (knowing how) knowledge,
authors such as Polanyi (1967), Russell (1987), Barnes
{1989) as well as Schon (1983,1987) have suggested that
there is a growing disparity between the theoretical
knowledge base taught at Universities and the application of
that knowledge base in the classroom. Since practical
knowledge can be accumulated without a theoretical base,
student teachers often question the validity of the
lectures, discussions and written assignments expected of
them at the Universify (Joyce & Clift,1984,p.5). As Schon
(1987) suggests many "educators express tneir

dissatisfaction with a professional curriculum that cannot



prepare students for competence in the indeterminate zones
of practice"(p.ll). It would appear that some practical
knowledge eludes scientific description., As Dewey (1974) so
aptly stated:
[A student] has to see on his own behalf and in his own
way the relations between means and methods employed
and results achieved. Nobody else can see for him, and
he can't see just by being "told" although the right
kind of telling may guide his seeing and thus help him
see what he needs to see (p.l51).
Therefore, it is necessary to develop an understanding of
the practical knowledge, "what teachers know how to do", and
how that knowledge is taught in the practicum (Russell,

1988,p.127).

Knowledge Embedded in Expertise

Polanyi in The Tacit Dimension (1967) describes one

category of tacit knowledge similar to "knowing-in-action"
as described by Schon (1987,p.5). Both represent
"constructions" that are "always attempts to put into
explicit symbolic form a kind of intelligence that begins by
being tacit and spontaneous." Lortie (1977) has compared
tacit knowledge to a process of "imitation" where the
student quite unsuspectingly takes on the ways of others
(p.64). Russell (1988) suggests that two components are
essential in learning to teach; observing and direct
personal experience. Experience as conceived by Benner

(1984) in From Novice to Expert "results when preconceived

notions and expectations are challenged, refined, or

disconfirmed by the actual situation. Experience is



ﬁﬁefefore a requisite for expertise"’(é.3), Poiényi'éw
sécbnd category of tacit knowledge explains the disparity in
the proficiency displayed by the student teacher and the
cooperating teacher. The cooperating teacher has
established many "tried and true" routines that may have, at
one time, been explicit, It is these internalized routines
the cooperating teacher draws upon in novel situations that
give shape to specific forms of practice (Popkewitz,et
al,1979). The student teacher, in contrast, "must rely on
conscious, deliberate, analytic problem solving of an
elemental nature" (Benner,1984,p.3).

The last category of tacit knowledge Polanyi described
is "usually non-verbal but can, with conscious reflection,
be retrieved to test against other knowledge" (Solomon,1987,
p.4). This category is very similar to Schon's reflection-
in-action. Since reflection-in-action is practitioner
based, on most occasions, our tacit understandings or
knowing-in-action helps us function successfully through the
day (Schon,1987,p.26). There are occasions, however, when
this knowing-in-action produces a surprise response. When
this occurs surprise leads to reflection and through this
critical reflection the practitioner develops restructuring
"strategies of action, understandings of phenomena, or ways
of framing problems" (Schon,1987,p.28). The goal of teacher
educators must be to develop this process of knowing-in-
action to one of reflection-in-action since "teaching is

seen as ambiguous and complex work requiring judgement,
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| égtion éhd the capécity to reflect and revise decisions on
the b&sis of one's observations and insights" (Barnes,1989,
p.14).

To this end it is essential that teachers begin to
record and document what they learn from their classroom
experiences. Far too often educational researchers have
impacted on classroom situations without fully understanding
the implication of their research. Furtherhore, if adequate
teacher education programs are to be developed, it is
necessary that cooperating teachers become involved in
understanding and describing the practicum experience of the
student teacher., Perhaps through this systematic recording
of the "practical" knowledge base, a better undérstanding of

the theoretical knowledge base will result.
Conceptual Framework

Given that the purpose of the study is to describe the
strategy of the cooperating teacher as it relates to the
student teacher, an approach based on interpretation of
meaning is necessary. 1In order to understand the
cooperating teacher's strateqy it will be necessary to
understand the four aspects as defined by Katz (1974) which
are incorporated in a teaching strategy. These include, "a
role definition, a teaching style, teaching techniques, and
[a] professional identification" (p.5). In other words, the

resulting findings will develop from a series of semi



strugtu;ed ipterviews with three coope:étiné te&chers and
their students., The study will parallel the findings in the
literature concerning how "practical" knowledge is learned
but the literature will guide rather than direct the study,
First the researcher will attempt to discover whether the
cooperating teacher has developed, through reflection or
other means, a conscious understanding of his/her own
classroom strategy. This "conscious understanding" of a
classroom strategy is the basis for the cooperating
teacher's expertise, The questions that follows are: What
kind of a teacher do we want to develop? and How does the
cooperating teacher teach the student teacher this strategy?
Which tools (questioning/reflection techniques,
demonstration techniques, practical experience technigques)
reflect the cooperating teacher's method of teaching this
strategy to the student teacher? 1If the cooperating
teacher's goal is to develop a critically, reflective
practitioner it would appear that three basic steps are
involved in the restructuring of this "conscious" teaching
strategy with the student teacher. The first step involves
the cooperating teacher modelling an appropriate classroom
strategy with interpretation from the student teacher.
Similarly, the student teacher would "practice" teach in the
classroom with interpretation from the cooperating teacher.
Finally, the cooperating teacher would confer directly with
the student teacher and both participants would offer

interpretation of the interaction. A further examination of
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the ?esulting iﬁpact this process has on the cooperating
ﬁeécher will be studied and finally a corroboration with the
student teacher should indicate the éongruence of meaning
attained and the level of development of the strategy. A

diagrammatic representatioh of the study might appear as

follows:
Cooperating| interpretation R Student
. A P4
teacher ) teaching teacher
N\
Y V4

Class

Fiqure 2,1
A Diagrammatic Representation of the "Cooperating
Teacher as Instructor"

Conclusion

Thé purpose of this chapter was to develop a
theoretical review of related literature concerning
paradigms of teaching, models of teacher education,
coaching, and the development of practical knowledge
embedded in the actual practice of teaching. The focus of
the chapter was upon the cooperating teacher, the strategy
which incorporates "a role definition, a teaching style,
teaching techniques, and a professional identification" the
cooperating teacher develops and how that strateqgy can be

taught to the student teacher.



Four sections were used to organize the chapter.
First, teaching paradigms were discussed in order to
establish a framework for the development of a teaching
strategy. Second, two teaching models relevant to the
classroom situation were described and explained. These
included: The Concerns Based Model and The Critically
Reflective Model. Third, a section describing and
discussing Coaching was included. The last section
attempted to develop an understanding of how the practical
knowledge embedded in the actual practice of teaching is
learned by the student teacher. To conclude, a conceptual
framework is used to identify the aspects of the strategy
and possible teacher activities identified in the literature
which will guide the study in describing the process
teachers use in helping students construct their own
classroom strategy and develop an expertise in the actual

practice of teaching.
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CHAPTER THREE
RESEARCH METHODOLOGY

The purpose of this study was to understand the
strategy of the cooperating teacher in educating the student
teacher about effective classroom teaching., Three
cooperating teachers were identified and interviewed to
discover whether the cooperating teachers had developed
through reflection or other means, an "explicit
understanding” of their own classroom strategy and a method
for developing this strategy with student teachers. The
teaching strategy was defined as incorporating "a role
definition,a teaching style,teaching techniques,and [a]
professional identification" essential to effective teaching
(Katz,1974,p.57).

This chapter includes three major sections; research
design, research methodology, and a discussion of

credibility,
Research Design

This study can best be described as interpretive in
nature, with the intent of developing insights into the
experience of three cooperating teachers in'choosing and
using an effective strategy in guiding their student

teachers through an eight week practicum experience, A



qualitative approach was used to collect data that would

further enhance understanding of how the cooperating

teachers structured their classroom realities. Semi-
structured interviews were used in the collection of data,

These interviews were conducted with three cooperating

teachers in order to examine their perceptions regarding the

development of a teaching strategy with three student

teachers., Interview questions were developed and used as a

guide to provide some structure to the interview.

In using an interpretive framework and qualitative
methods it is necessary that the researcher develop an
'understanding of "human interaction in all its complexity"
(MacKinnon,1987,p.16). Owens (1982) further states that
"one cannot understand human behavior without understanding
the framework within which the individuals under study
interpret their environment" (p.5). Bogdan and Biklen
(1982) outline five characteristics of qualitative research:
1. Qualititative research has th2 natural setting as the

direct source of data and the researcher is the key

instrument.

2. Qualitative research is descriptive.

3. Qualitative researchers are concerned with process
rather than simply with outcomes or products. How do
people negotiate meaning? How do certain terms come to
be applied? How do certain notions come to be taken as
part of what we know as "common sense"? ’

4, Qualitative researchers tend to analyze their data
inductively. They do not search out data or evidence
to prove or disprove hypothesis they hold before
entering the study; the abstractions are built as the

particulars that have been gathered are grouped
together,



5. Meanihé‘is of essentiai concerﬁ ﬁo the éualitative
approach (pp.27-28).
The research design used in this study corresponded closely
to the five characteristics listed, Since the researcher
interviewed the cooperating teachers over a period of eight
weeks it could be argued that the researcher came to
understand and explain the participants' world as they might
describe it. 1In describing the participants' world,
however, the researcher realized the necessity of also
maintaining an overall perspective of the research
situation. Since a descriptive study seemed to best suit
the research situation all interviews were semi-structured
therefore allowing for a great deal of flexibility. As Gay
(1987) states "typical descriptive studies are concerned
with the assessment of attitudes, opinions, demographic
information, conditions, and procedures" (p.189)., Once the
material had been collected it became rather evident that
the data analysis must be inductive since each cooperating
teacher expressed her "view of the world" from a "different
perspective." It would appear, then, that this study falls
into the category of qualitative research as defined by

Bogden and Biklin (1982),
Pilot Project

Upon reflection regarding the development of the
thesis, it became evident that many factors contributed to

the final document, One of these was a pilot project
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cqméleted during the term. 1In hindsi§ht, two ﬁajcr areaéyof
growth emerged from the pilot study. These are personal
growth and professionallgrowth. The former is an
appreciation of process while the latter is an appreciation
of the role of the researcher.

In terms of pérsonal growth, the task of analyzing two
transcripts required an in-depth examination of the
interview material that became all consuming. This type of
in-depth analysis requires continuous and careful
examination of the transcripts. In my case, not only was I
analyzing my transcripts but I was also interviewing my
participants, This process of analyzing and interviewing
provided some interesting insights as well as some
difficulties.

The first difficulty I encountered was labelling the
categories. The key words I had listed in the margins were
extremely helpful but I found, for example, that ideas such
as "growth through reflection" and "evaluation as
reflection" kept cropping up in the same category and
writing this category became very difficult. After a great
deal of thou¢h: I decided to call the category "Growth
through the evaluative process" thus incorporating the two
aspects "growth through evaluation" and "growth through
reflection.” It was at this point that I realized how
important member checks wetre in maintaining credibility.

Even though my colleagues didn't always agree with my ideas,
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| they were certainly able to add suggestions and insights to
my analysis.

A second major difficulty arose after the transcripts
had been analyzed and my categories did not relate to the
original questions in the problem statement. It became
evident that the categories "clustered" into three broad
areas rather than falling neatly under my questions. On
discussing this aspect of my categorization with colleagues,
they assured me that this was quite appropriate, suggesting
perhaps that my later research would add further insight
into this process. My instructor also assured the research
design class that research doesn't always fall into nice,
neat little categories, Even though I attempted to define
and name the categories by abstracting major concepts, I
noticed a great deal of overlapping. I wondered at this
point if I had spent sufficient time defining and developing
my categories. Perhaps what was necessary was a more
accurate description of the categories to help in defining
parameters that are more suitable,

A third area of concern arose regarding the questions
and techniques of questioning. During a second interview
with a cooperating teacher I became keenly aware of how
easily I could have influenced the data. I noticed from my
transcripts that I became much more careful about
editorializing during the interviews. My interviewing

techniques improved since the cooperating teachers did most



of the talking, often remembering ideas and insights after
the taping had stopped.

Another area of concern related to the grounding of
categories to the research. According to Powny and Watts
(1987), it is advisable to use more than one quote in
grounding the idea in the category to the researsh (p.167).
This was not possible with my two pilot interviews, however,
1 expected more effective grounding to occur after all my
interviews were completed, A second concern also developed
when a colleague and I discussed the relevancy of our data
to our categories. Were we forcing the data or were our
choices appropriate? We felt we were objective but as the
writing continued I appreciated the fact thét the teachers,
my colleagues and a committee member would be reading my
transcripts and offering advice. 1In rereading Powny and
Watts (1987), 1 noﬁiced they talk about "analysis [as] a
reconstructive and not & reproductive process" and I
wondered if I was being very creative and "reconstructing"
or simply "reproducing" what I had observed? (p.162). 1In
retrospect I realize that "categorizing" is not easy by any
stretch of the imagination and especially not if you're
inexperienced and insecure about defining, describing and
analyzing your data.

A final area of concern involved the identification of
hy themes. Although I identified three themes in my
analysis prior to writing up the categories, I did not feel

that I could substantiate each by grounding them in the



categories., I believe that the theme "growth" cﬁé across
all the categories and perhaps should be discussed in terms
of all three participants, thé students, the student
teacher, and the classroom teacher. Another aspect of
growth that might apply here was the professional and
personal growth of the student teacher and the cooperating
teacher. I also believed that "commitment" might apply
since the cooperating teachers discussed "wofking hard" and
evaluation for a better product. However, more information
was needed in order to see continuity between categories.,
The third oné, "survival" I believed was a category and not
a theme at all, I was sure, however, that other themes would
surface as I completed and categorized the interviews,

This mini research project also furthered my
professional growth, At the beginning of reflections I
discussed insights and difficulties and it appeared that
many of my insights developed by working through the
assigned tasks, encountering problems and coming up with
solutions., The most fundamental insight arising from this
study is that I, as a researcher, must rewain unbiased and
as objective as possible in analyzing my material., I
believe that for me a number of activities culminated in the
writing of the pilot project. Classroom dialogue and
professor guidance have been essential in providing me with
insights into the "process" and "analyses" involved. The
experience of the "observation and interview project" was

invaluable in providing some background for categorizing and
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stone in developing more acceptable interviewing techniques.
Overall, each task seemed to be designed to improve insight,
To develop and distinguish between the "looking" and the
"seeing" or as Powney and Watts (1987) say to provide
insighfs into the "reconstruction" rather than just

"reproducing" (p.162).

Research Methodology

Data Sources

Since the researcher was unable to access cooperating
teachers easily, she contacted Dr. Neufeldt in Field
Services at the University of Alberta. He, in consultation
with one of the practicum associates, supplied a list of six
teachers who might be willing to participate. One of the
criteria used to select teachers was their willingness to
relate and to share their experiences with the researcher.
Each of these people had a minimum of five years of
experience and all six were participating in a special pilot
project entitled "Practicum Alternatives for Collaboration
in Teaching" (P.A.C.T. 330) for an eight week practicum
experience.v Since there was a considerable time commitment
involving the interviews, each of the participants was fully
apprised of the involvement. Starting at the top of the
list, teachers were contacted by phone and the thesis

research was explained: the teachers were then asked to
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volunteer. The first three teachers contacted willingly

agreed to participate.
Data Collection

The data collection for the study developed in four
separate stages. There was a pre-practicum interview, mid-
practicum interview and post-practicum interview for all
three cooperating teachers as well as a single post-
practicum interview for each student teacher.

Once the cooperating teachers had been identified by
field services the researcher proceeded to contact each one

by telephone and interview dates were established.

The Interview

The three teachers who consented to be interviewed were
pleasant and most cooperative., Two of the cooperating
teachers were initially interviewed in their schools while
the third interview was completed in rny office at the
university., All the interviews were taped. Although the
interviews were semi-structured to allow for probing where
necessary, each interview was preceded by an informal chat
regarding its purpose and an explanation of the
confidentiality and anonymity aspects involved.

Once the tape recorder was turned on I usually began
with informational questions. Each of the three cooperating

teachers had taught for over 20 years and they had a



combined total of 40 student‘teachers between them, All
three teachers were very cooperative throughout the three
interviews and they made every effort to answer the
questions fully and often did not hesitate to ask for
clarification when questions were not understood or appeared
vague., It is interesting to note that often after the
formal interview had been completed, topics concerning the
cooperating teacher/student’teacher relationship arose
spontaneously and the researcher taped segments of these
conversations that appeared relevant. Bogdan and Biklen
state:
Interviews...maybe the dominant strategy foi data
collection, or...In all of these situations the
interview is best used to gather descriptive data in
the subjects' own words so that the researcher can

develop insight on how subjects interpret some piece of
the world.

The taped interviews appeared to fulfil this requirement.
Data Analysis

Since the material used for this study is written
material, content analysis using the "grounded theory"
approach of Glaser and Strauss was employed. Parker and
Gehrke (1986) refer to the process of grounded theory by
stating:

In general, before hypotheses are defined, data are
collected, coded, analyzed, and arranged into
theoretical categories and their properties. Then, the
categories and properties are analyzed to develop
working hypotheses and provide direction for the next
stage of data development (p.228).



Bogdan and Biklen (1982) state further that:

Theory developed this way emerges from the bottom up

(rather than from the top down), from many disparate

pieces of collected evidence that are interconnected.

It is called grounded theory (Glaser & Strauss,l1967).

As a qualitative researcher planning to develop some

kind of theory about what you have been studying, the

direction you will travel comes after you have been
collecting the data, after you have spent time with
your subjects, You are not putting together a puzzle,

whose picture you already know., You are constructing a

picture which takes shape as you collect and examine

the parts (p.29).

The researcher initiated this process of analysis by
transcribing all interviews. The transcribed material was
then returned to each participant to ensure its intent and
accuracy. The process of "saturation" as identified by
Glaser and Strauss was then initiated. They describe the
process as establishing categories and identifying inter-
relationships (Parker & Gehrke,1986,p.288). In order to
ensure that no new understandings could be gleaned from the
data by further coding, the researcher again reread the
material checking the labelling to ensure nothing had been
missed. Once the categories had been identified they
appeared to cluster together into three broad areas.

The three areas identified are the philosophical
understandings of cooperating teachers, the techniques used
to teach student teachers, and the "Crossing Over Your
Desk", the process of becoming a teacher. From these three
broad areas 16 categories and five themes emerged., Parker

and Gehrke (1986) in paraphrasing Glaser and Strauss suggest

that at this stage the:
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delimiting phase,,.enabled us to narrow the focus of
the emerging theory while increasing its parsimony and
scope. This phase stretches the analyst's ability to
be theoretically sensitive, that is to integrate
emerging categories meaningfully and to discern the
theoretically central from the peripheral, and the
salient from the trivial (p.232).

Both categories and the themes were discussed at this point
with a peer consultant to aid the researcher in discerning

the "central from the peripheral and the salient from the

trivial" (p.232).
Trustworthiness

Every effort was made to ensure this research is
credible, dependable, and as transferrable as possible,
Homans as quoted in Field and Morse (1985) lists six
variables used to evaluate a qualitative study. He states:

Six variables...should be used to evaluate the adequacy
of a qualitative study. These are time, place, social
circumstance, language, intimacy and consensus. These
relate both to the conditions under which that data
were gathered and the homogeneity amongst the
information gained from individual informants. 1In
discussing the criterion of time Homans notes that the
observer must spend sufficient time in the setting to
enable adequate contacts to be made and to establish
rapport with informants.

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

The fourth criterion of language maintains that the
more familiar the observer is with the language of the
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participants the greater the accuracy of the
interpretations. Similarly, the greater the degree of
intimacy that the observer establishes with the
informants the more accurate will be the observations
until the researcher reaches the stage of "going
native," which again results in a loss of objectivity.
The final criterion is that of consensus, the more the
observer confirms the expressed meaning of the
informants with other informants the greater the
accuracy of the interpretations (pp.l117-118),

In order to ensure the condition of time the researcher
interviewed each participant on three separate occasions,
thus allowing them adequate opportunify to discuss issues as
well as verify, correct and elaborate all transcribed
material. As Lincoln and Guba (1985) state, "the
comprehensive member check is thus of critical importance to
the inquirers, the respondents and the consumers of the
inquiry report" (p.374). Student teachers, although only
interviewed once, were given the same opportunities to
verify, correct, and elaborate their interview material.

The researcher took great pains to ensure the accuracy of
intent of the transcribed interview. Peer debriefing was
also a strategy used during the study. This strategy
involved opportunities for the researcher to test developing
hypotheses through consultation with colleagues on a
continuing basis,

In order to ensure the criterion of place the
researcher conducted most of the interviews at the schools
where the teachers work. Since the researcher has also
acted as a cooperating teacher and a faculty consultant she

was able to become involved in the interviews while still
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maintaining an air of objectivity throughout the process.
This experience, however, also permitted the researcher to
speak and understand the language of the participants thus
allowing for more precise and accurate "interpretations of
the situation." After the first interview the three
cooperating teachers appeared to be sufficiently
comfortable, on and off tape, to present their feelings and
understandings regarding their particular situations with
student teachers, This fact became evident when cooperating
teachers did not feel intimidated by further "tapings" even
though the interview had officially ended. The last
criterion mentioned was that of consensus. It became
‘evident that not only did cooperating teachers confirm each
other's meanings but the student teachers also corroborated
the "accuracy of interpretation."

Great care was also taken to ensure the establishment
of an audit trail., An audit trail allows an external
auditor to examine the process of data collection and
interpretation. According to Lincoln and Guba (1985) the
external auditor may be useful in "establishing levels of
dependability and confirmability (and, as an option,
secondary assessment of the level of credibility)" (pp.378-
379). An audit trail was built for this project by
maintaining the availability of the actual tapes, the
transcripts, and the materials used in coding and
categorizing the data. Therefore to ensure credibility,

dependability, and transferability Homans's six variables
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#long with member checks and an external aﬁditor were used
to continuously determine the accuracy of the data.

This chapter has presented the research design used
along with a brief description of the pilot study. Further
the methodology served to describe the process undertaken.

A discussion of trustworthiness concluded the chapter.
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CHAPTER FOUR

ANALYSIS OF THE INTERVIEW DATA

Introduction

The purpose of this analysis was to develop categories
which will help identify a strategy for the effective
cooperating teacher. Further, this strategy should
incorporate"”a role definition,a teaching style, teaching
techniques,and [a] professional identification"
(Katz,1974,p.57). 1In addition, this analysis helped
determine if in fact a strategy was restructured from the
student teachers' understandings of their view of teaching.
The analysis will be presented in three parts since the
categories clustered together into three broad areas. These
three 2zreas encompass the philosophical underpinnings of
cooperating teachers, the techniques used by cooperating
teachers, and "crossing over your desk." Many similarities
became rather evident when discussing the philosophical
understandings of the cooperating teachers. Five of these
similarities were identified and will be discussed under
headings including teacher responsibility, academics,
enthusiasm for teaching, and expectations for student
teachers and for themselves. The second large area
discussed techniques used by cooperating teachers in guiding
the student teachers in the restructuring process.,

Classroom management, scripting, modelling, cooperative
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teaching and evaluation were all identified and will be
discussed. The last large area to be discussed "crossing
cver your desk" encompasses the process of becoming a
teacher, in other words the controls imposed on the student
teacher by the cooperating teacher to achieve this process
and the critical factors necessary after "Letting Go" of the

student teacher.
Philosophical Understandings of Cooperating Teachers

When the cooperating teachers were asked to explain how
they viewed teaching or "what" teaching meant to them, five
basic categories emerged from the research: first, the
teacher's responsibility to the students; second, academics;
third, enthusiasm for teaching; fourth, expectations
regarding students and student teachers; and last, teacher

expectations.

Responsibility to Children

Throughout the interview three basic ideas developed
from the teacher's responsibility to the students., All
three teachers agreed that the student "was the most |
important person in the classroom," the student must
"profit" from the teaching experience, and the student must
develop a "caring relationship" with the teacher.

This belief in a "child centered" education impacted on
the teachers in various ways. One teacher remarked that in
her classroom "the kids do [all the activity] and [she's])

kind of a facilitator," rather than an instructor. She



. '53",\-_:

continually stressed that in her classroom the children
learned through involvement in activities. Another teacher
stated that "we are thinking'of the students as Number 1 and
what is best for them." This idea of "what is best for
them" is expressed in another way by the third cooperating
teacher through her discussion of a classroom situation.
She reinforced the idea that the teacher must "be aware that
the children have needs...so why embarrass them [rather)
become aware of individual differences and honor those
differences." This teacher also believed that her actions
must never impact negatively on the students. As one
teacher remarked "I figure if there's something wrong, I
should know about it...if I'm doing something wrong in the
class then the children are not profiting from my teaching."
The assumption being that if the children are not profiting
we are not doing "what is best for them." This belief is
also expressed when the teacher undertakes the role of the
conperating teacher,
I don't usually let them go on if I see that there's a
mistake being made, or something is being taught that
shouldn't be. I may stop them, and they are aware of
this...I'm not intimidating them, I'm not belittling
them, it's simply that we are thinking of the students
.».and what is best for them.
This dual responsibility to the student and the student
teacher clearly accentuates the philosophical understanding
of what is best for the student. In this situation, what is
best for both the student in the classroom and the student

teacher is accommodated. First, the teacher reteaches the

concept to correct any misunderstanding or misinformation
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presented to the students. During the reteaching, however,

the teacher, now acting as the cooperating teacher, is also

modelling appropriate techniques and methods for the student
teacher and once again "what is best for them" (students and
student teachers) is achieved. All three teachers appeared

to have very little difficulty in accommodating to this dual
role of teacher.

The three cooperating teachers interviewed also
expressed the idea that the students must "profit" from the
teaching experience. One teacher remarked:

I would say making it a challenge for the kids as well

as myself...because I don't want a class which is

stagnant,..that's the worst possible scenario in a

class when they're just sitting there and listening to

you instead of actively discussing or being involved,
The three teachers continually referred to the purpose of
teaching each particular lesson. They continued to ask,
"Why was this lesson taught?" "What did the children
learn?" "Did I achieve my goal?" when they found that their
students hadn't learned the lesson, One teacher in getting
this idea across to her student teacher remarked:

No, they didn't seem to get that [concept]. Let's try

and rework the same thing [using] a different approach.

Let's make sure they all get it...[let's) make sure

that the students are actually learning and getting

something out of it,
It would appear that not only are the students considered
the most significant individuals in the classroom, but they

also must "profit" from the situation if the teacher is to

view herself as successful. One of the teachers explained
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this aspect of her Philosophy to her student teacher when he
had to discipline a particularly difficult child:
You were right in sending him out, he cannot disturb
the class but I said, try and talk to him [the student]
after and tell him what he did wrong and why you had to
do what you did and how he can fix it up,
It is not only the teacher's responsibility to teach the
student but she must also show him "how to fix it up." Only
a friend, however, would help you "fix up" a situation;
therefore the teacher is also someone with whom a trusting
relationship can be established.
If the children realize that you actually do care about
them they will forgive you many things. You know...if
you say one word and mean another, they'll let you get
away with that if they think you're really sincere and
you really care.,.so I really think it's important that
they know you're sincere and that you care about them
-..it comes down to a grass roots way in the classroom,

You go nowhere if the children feel you're not
interested,

The three teachers felt a "heavy responsibility" which they
took very seriously since they felt that the children they

taught had "a right to have the best teacher in the

classroom."

Academics

All three cooperating teachers, in discussing the
structure of their teaching day, referred to the importance
of teaching the academic subjects first thing in the
morning, and "enjoying" the afternoon. One teacher remarked
"the children are more wide awake and more alert. They're

not as tired [in the morning] because sitting 5.5 hours in a
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little desk is a LONG time." Another of the teachers

concurred when she commented:
I usually like To keep the core subjects in the morning
like language arts, math or writing. 1In the afternoon
.. I usually begin with a story, I read a novel, we
discuss it and talk about it, we enjoy it, rather than
analyzing it, we enjoy it. The afternoon [involves]
our other subjects, social studies, science.,.The day
usually has...fun subjects.,.whether it's physical
education or art or drama, one of those in a day, so
there's variety, there's change,
The third cooperating teacher also expressed this view when
she explained, "my preference is to do...math, reading, and
language arts in the morning." It would appear that the
core subjects, reading, language arts and math are
associated with early morning "hard work" or analysis rather
than "enjoyment" for these three teachers. Although the
teachers felt that "flexibility" and "variety" was "a must"
during the teaching day, other subjects like "art, social
studies, science, physical education and music" were taught
in the afternoon. All three teachers placed considerably
more importance on the academic subjects, often planning
their days to provide for the academic subjects first and
the more social subjects later in the day. Variety and
enjoyment of learning, however, were not overlooked in
planning and organizing the school day.
I try to vary whether they're working as a whole group,
a small group or as pairs, or as an individual whether
it's in a corner, at their desks in the hallway...We
vary the settings, we vary the activities,
Even though this stress on academics is evident the

teacher realized that "flexibility" is still a key concept

to successful classroom teaching.
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" Love of Teaching

In discussing what teaching meant to them, the three
teachers mentioned a love of teaching. This love of
teaching was expressed in several ways through the idea of
growth, commitment, and dedication. These three ideas were
continuously linked to student and student teacher learning.
The idea of growth was continuously reinforced by such
statements as:

It's a situation where you try and instill a love of

learning wi in the students plus an independence of

learning where they take responsibility for their own
learning, ([they] can establish their own goals and try
to reach these goals and always try and move themselves
from where they are to a higher level of learning and
achievement. It's a cooperative effort,...it's you
working with the students and that "working with the
students" and that "joy of learning" are to me very
important and I think if you haven't achieved that
you're kind of missing the goals in education.
Growth, however, does not only apply to students, it also
applies to the dual role of the teacher. It is through
growth that the increased effectiveness of the classroom
teacher/cooperating teacher is reflected on the student.

One teacher stated:
I myself had a chance to take a whole week course in
effective teaching skills and I started using them
myself in the classroom and the difference it makes in
the children's learning is incredible.
Another of the teachers, when discussing the growth of her
student teacher, suggested that in teaching we should
remember to "break it down" making it easier for "them to

swallow." She adds:
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You know you take it a step at a time, in ten years
you're still adding things to your repertoire, you
can't start at the level of some of us who've been
teaching for years, it's a growth process,
This growth, however, appears to develop out of a self-
confidence and dedication to teaching and to the student.
As one of the teachers emphasized:
If you're not a happy fulfilled teacher you can't
transmit this to a student, so you have to have that
self confidence and that sense of worth as a teacher.
Often the cooperating teachers shared concern for students
when they stated, "kids have to end up somewhere you know, I
just can't I can't [refuse] to work." They feel a sense of
responsibility to their students, as another teacher stated,
"It's you working with the students...and if you haven't
achieved that you're kind of missing the goals in your
teaching." So again and again they reinforce the
philosophical underpinnings of their belief. A love of
learning must be passed on, not only to the students in the
classroom but also to the student teachers. One teacher was
commenting on her responsibility to student teachers when
she remarked:
I try and help them [to] be able to learn to cooperate
with students rather than taking the approach [that is
best expressed as] well I'm a teacher now, I will tell
you what to do. So they learn to have a cooperative
atmosphere with their students and are able to love
what you [the cooperating teacher] are doing and to be
able to pass it on to your students. And to help them
grow from where they're at to become better teachers...
Throughout the transcript such words as "to help the
student, to aid, to assist, to encourage, you guide them,

sharing with a student," continually appear, suggesting a
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commitment and dedic&tion not only to the student in the
classroom but also to the student teacher. As one teacher
commented, "I give the same to all students and I know I've
succeeded when I can help my students become 'independent
learners' and to love learning." Teaching, to these
teachers, appears to be much more than a job. It appears to
involve a "responsibility" to all students; it involves a
dedication to "pass it on" and it also involves growth or
moving the individual to higher levels of thought

processing.,

Teaching as Involvement

One might ask how are these Lofty goals of learning to
occur? All three teachers agreed that involvement in
teaching encompasses the ideas of the teacher as
entertaine:, injecting enthusiasm into the classroom and the
joy of working with student teachers.

All three teachers suggested that teaching really is
entertainment and that learning evolves through a process of
teacher/student involvement. They all talked at length
about keeping the students involved or "catching and
maintaining” their interest. As one teacher so ably
suggests:

I really want to inject an enthusiasm and pizzaz into

their teaching, you know skills first but now once you

get these skills in place let's try and get a little of

“this going. Let's not put the kids to sleep you know.

Once again we see the importance of "skills" which appears

to be separated from "fun", however, fun also appears to be
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an essential ihgredient in the school day. Not only do they
suggest that this enthusiasm and fun is necessary, one |
teacher equated teaching with entertaining when she said
"entertainment is nothing more than the children being
interested in what's going on up front." A second teacher
concurred when she stated:

I look at teaching as you're really an actor on stage,

now some people may disagree but I feel you're out

there with the intent "I'm going to be an entertainer
and I'm going to get these kids eating out of my hand,"
you know it makes more sense.

This sense of entertaining or acting is also linked to
developing excitement in the classroom. All three teachers
talked about excitement as another tool for learning. The
three teachers viewed excitement in the classroom as a
pragmatic reality, Excitement to them is a "positive"
aspect of the classroom, it aids in the transfer of
knowledge and appears to determine what is successful in the
classroom:

You don't want the children to fall asleep, you know,

if you're standing up there and you're not excited,

they're not going to be excited. You know there's
nothing wrong with them being excited so you're
injecting that in as well.
All three teachers also reinforced the view that an
"enjoyment of teaching" both students and student teachers
often evolved from this "excitement" in the classroom:

I'm always excited about getting student teachers

because I find that they bring a fresh point of view to

the classroom, they have ideas that I may never have

thought of and they inject a little spark of excitement
into my classroom, something new.
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This fresh point of view was also specifically mentioned by
another teacher when she remarked on the student teacher's
way of approaching things. "I may have one way, they have
another way that works great so‘I try it. They make me try
new ways." Another of the teachers also reaffirmed this
view when she remarked on how student teachers bring a
"freshness, a newness, a novelty" to the classroom. "The
kids couldn't possibly get bored when they have all this
excitement around them all the time." This enjoyment
according to the cooperating teachers is contagious and

affects both students and teachers.

Teacher Expectations

The last aspect evident in framing the teachers'
philosophies focussed on the expectations teachers had
regarding the cooperating teacher/student teacher
relationship. It became evident from the transcripts that
not only do teachers have expectations of themselves
regarding the progress of the student teacher, they also
have expectations of the student teacher.

The major expectation the teachers have of themselves
regarding this relationship is to develop a love of learning
and to pass it on to your students. One teacher very
eloquently described the expectation when she commented:

[We have to] try and help them learn to cooperate with

students...and to be able to love what they're doing

and to be able to pass it on to [the] students. [we
have to] help them grow from where they're at to become

better teachers and to make them understand that this
does not happen in one day, [or] in eight weeks,
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[because in] ten years down the road you're still
hopefully going to be learning and developing your
skills and becoming better at what you're doing...it
never really finishes.,
This cooperating teacher felt she could "pass on" this love
of learning and this unique desire to continue to learn, to
maintain a sense of curiosity since as she says "it never
really finishes,"
How is the teacher to accomplish such a worthy goal?
The three cooperating teachers offered rather practical
suggestions to encourage the student teacher's growth, The
first, unconditional support to try new ideas or to
experiment with new things was corroborated by one of the
student teachers when she explained:
I'd never have done a play, [but it] was a great
success,..it's wonderful to have someone [to help you]
try these things out, that are so new [to you] and [to]
know you have the support there. When it goes wrong
she can say 0.K. well this happened and explain,
Not only did the teachers supply unconditional support, they
also provided a non-threatening climate in which to
experiment. One teacher commented that the student teacher
must understand that their first priority must always be the
students. Once that concept is firmly established, learning
for the student teacher can proceed in a non-threatening
fashion since they too [the student teachers] also accept
this premise and can act accordingly:
We've been friends and we've shared jokes and laughter
and they realize that there are going to be moments
that are sticky and yet [they realize] that my number
one concern is the children in the class and if

something is hurting their growth they don't want it
too...They want to be good teachers so once we've

established that , they [student teachers] recognize my
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objectives and my priorities. Now we are friends and
we trust each other but I think mostly I try and be
non-threatening to them,

Out of this non-threatening, supportive atmosphere, the last
area of growth, risk taking, can develop. The student
teacher is continuously being encouraged to evaluate and
change "what" and "how" they teach in order to further the
growth of their students. One teacher remarked:
Their willingness to take risks...and to look at their
own evaluation of where they're going so they're able
to say, "hey I'm not doing what I'm supposed to be
[doing], so maybe I should do this." So they can start
doing that [becoming independent learners] themselves.
The cooperating teacher strives to establish a "feeling cof
comfort, a feeling of security and a feeling of
encouragement" with the student teacher in the hopes that
this "positive feeling tone" will become part of the
classroom climate., Along with this positive feeling tone,
certain expectations are also established. The student
teacher is expected not only to work as hard as the
cooperating teacher but they must also show initiative and
act positively on the teacher's suggestions:
It is also very important that they are willing to take
suggestions and act upon them and that they can take
initiative and expand any ideas that they have and that
they're willing to put in an awful lot of work. T do
expect them to stay after school.
The students, however, are never set adrift on their own
since the cooperating teachers realize that they are not
"supposed to be everything to everybody, God's gift to the

world." Quite the contrary, they are in the school to learn

from. the cooperating teacher, "to work on it together."



64

conclusion

In summary, the philosophy of the three cooperating
teachers interviewed stressed the importance of the student
in the classroom. The cooperating teachers continually
reminded the student teachers that since the students were
their "number one" focus, that their needs must always be
met. The teachers also valued academics and they all taught
the core subjects in the morning although they had the
flexibility to accommodate for timetable changes. They also
reflected their love of teaching through the ideas of
growth, commitment and dedication. The students' needs were
constantly addressed and it appeared to be the teacher's
responsibility to provide both the students and the student
teachers with ample opportunity and experience to grow.
Another factor influencing their philosophies was the idea
of the teacher as "entertainer." They all felt that
children can have fun and still learn; generally speaking
they all felt that students must have fun in order to learn.
A last factor involves the expectations that teachers have
regarding the cooperating teacher/student teacher
relationship. The cooperating teachers view their
responsibility as one of "passing on" the love of learning
that is so necessary in a successful classroom. Along with
this love of learning, however, goes the expectation of a

great deal of hard work, initiative and cooperation.
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Cooperating Teacher Techniques

The interview questions used did not specifically ask
for a list of teaching techniques; however, it appears that
this is an important issue involved in the cooperating
teacher's strategy of teaching the student teachers. Five
teaching techniques were identified in the transcripts:
effective classroom management techniques, modelling,
scripting, cooperative teaching and evaluating., 1In
examining these skills it became evident that the "how" of
teaching, the methodology of restructuring the student
teachers constructions, the essential aspect of teaching,

was addressed.

Effective Classroom Management Techniques

One of the major disappointments the cooperating
teachers and the student teachers mentioned was the lack of
knowledge the student teachers had regarding classroom
management skills. Not only did the cooperating teachers
feel that effective classroom management skills were
essential to the teacher's survival in the classroom but the
student teachers also expressed this same sentiment. As one
teacher remarked:

Well I think they have to be given more at the

university level on the effective teaching element, on

the classroom management. I know it's theory, but then
that theory can be put into practice and they at least
have a little bit of theory when they come out,

Another cooperating teacher affirmed, "They really have to

learn to get those teaching skills in place, that's very
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important if they're going to survive adequately on their
own," again linking effective teaching skills to "survival"
in the classroom, Since each of the teachers viewed this
area as extremely significant to the student teacher they
all taught "mini" classroom management skills in one form or
another to their students. One cooperating teacher viewed
it with such significance that she instructed her student to
"watch the classroom management skills that I'm using
[watch] how I'm going to manage these students and [watch]
how I'm going to keep control [and] write these things
down." Two of the cooperating teachers also mentioned
questioning techniques and lesson planning techniques as
essential skills in developing and maintaining control in
the classroom, One cooperating teacher taught her student
teacher the techniques of questioning to help her maintain
control in the classroom. As her student remarked
"questioning techniques...cut out most of the discipline
problems right away, if you're on task then they don't have
time to fool around." This need to keep the students and
the student teachers on task was continuously emphasized by
the cooperating teachers:

She didn't quite understand what the word "objective"

meant so I saiv , "Well what do you want the students

to lrarn?" and “What are you trying to teach them?"

"At the end did you succeed in teaching them?"

Another cooperating teacher ﬁrepared her student
teacher “or intervention in the lesson whenever it was
warranted by disruptive student behavior. Again her student

remarked "it was ‘that] we needed to get back on track here
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-+.and once you got back into it you were doing fine and the
kids were back on track too." There is always this aspect
of "looking, listening, and guiding." Another of the
cooperating teachers commented:
I'm looking for the effective teaching skills, that
includes everything from motivation, to their active
participation, to the body of the lesson, to the
closure, to the evaluation of the students to the self-
evaluation. [I'm] looking at everything,
In other words,.this cooperating teacher is looking for an
overall teaching strategy that works for her student, This
constant vigilance continues throughout the practicum
experience and it is often utilized to help the student
teacher gain insights and develop confidence in their own
teaching abilities., Nevertheless, these are not the only
techniques the cooperating teacher encourages her student to
develop. Throughout the three transcripts a "pragmatism" of
using whatever "works for you", within reason, appeared to
be sanctioned:
As long as it's an acceptable method and it works for
you, if the kids are interested and enthused and
they're learning, then that's great you know, if I
haven't thought of it that's not important as long as
we try these things.
The emphasis here appears to be on the effort to "try their
own ideas", to develop a pragmatic approach to teaching as
long as the children are learning, All three teachers
appeared to encourage this way of thinking and responding to
new situations. They also felt that there was no need for

the student teachers to reinvent the wheel and whenever the

opportunity presented itself the cooperating teacher
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informed the student about techniques that had worked for

them:
So it's being able to analyze, not only what they [the
student teachers] do but what you do and being able to
tell them why it works for you and if something doesn't
work to pass it on to them. I think that's very
important.
Once more, this idea of the pragmatic reappears. Along with
this pragmatic approach, however, the cooperating teachers
continually stressed the need for the student teacher to
understand why it does or doesn't work. Self analysis was
continuously encouraged in developing these problem solving
skills. One cooperating teacher, while advising her student
teacher, reemphasized this point when she remarked:
If what I'm using works, then try it. If you think
something else will work that you are familiar with try
it. 1If it doesn't, change. Go back to what I was
doing, go back to something else,
It's interesting to note that two of the cooperating
teachers gave examples of their student teachers remarking
on how they too wa2re using the successful techniques of the
cooperating teacher. "I've had many of them [student
w2achers] come back and say well you did this and this and
I'm doing the same thing." Upon reflection it would appear
the cooperating teachers have identified many successful
classroom techniques that "work for them" and they have been
successful in "passing on" many of these techniques. Their
overall success, however, must be measured in the actual

restructuring of these techniques into a successful

classroom strategy for the student teacher.
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uodelling

Modelling provides the cooperating teacher with several
ways of teaching the student and the student teacher, It is
through modelling that the cooperating teacher shares,
guides and demonstrates an effective teaching strategy for
the student teacher. Sharing through the "team approach" is
encouraged and developed throughout the entire practicum
experience,

I'd say probably to be able to work with another

person, [to] look at what they're doing and to analyze

what it is that they're doing and to be able to give
them suggestions as to why maybe things don't work out
and to tell [them] what they could do to make it
better,
The cooperating teacher continues to guide the student in a
variety of ways. Observation and conferencing are important
tools used in this process. It is through analysis that the
cooperating teacher can begin to help student teachers
develop their strengths and minimize their weaknesses:

I'll say O.K, today I want you to watch how I involve

the students in active participation, I did that and I

said, "How did I do it today?" and she has to watch

me, observe, record and discuss.
Further, it is the cooperating teacher's responsibility to
establish guidelines and expectations for the student
teachers., The cooperating teacher must help the student
téacher make that difficult transition from "student" to
"teacher", but in doing so the cooperating teacher must
clearly understand the elements of effective teaching in

order to pass them on to the student teacher. As one

teacher indicated:
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Well you have to know how to deal with the young
student teachers, They are fresh out of the
university, as someone said this morning, they are
learning to cross over their desks from being a student
to a teacher and I think...we have to be the guide to
do that, And as a cooperating teacher we have to know,
I think, the elements of effective teaching, we have to
know good classroom management skills, we have to know
the different teaching styles in order to be uble to
give this to our students.

During the transition the cooperating teacher, or model,
assists the student teacher in establishing a process of
ongoing evaluation through constructive criticism which is
followed up with suggestions for improvement:
A model,,.[is] a non judgemental advisor who is sharing
their experiences, their philosophy, their perceptions
of a teacher with a student teacher...and in our
conferences I ask the student teacher what would you .
keep [and] what would you change? and I share with the
student teacher [that] in my lesson today I would have
kept this but I would change this [as well],
The cooperating teacher guides the student teacher, through
discussion, to understand reflection as an ongoing and
continuous process by demonstrating it during their
conferences. The cooperating teacher also demonstrates
skills she expects the student to learn. The demonstration
of "modelling" is often purposefully planned to teach the
student teacher specific skills. One cooperating teacher
commented;
We worked at it [the lesson] together and then I taught
another lesson at that time and I said O.K. you pick
out what I'm trying to teach to the students, what do I
want them to learn so she observed that particular
lesson and then we worked all [the objectives] into her
lesson plan.
It would appear that the Cooperating teachers are very

prescriptive in the modelling they do at the beginning of
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the practicum. They appear to be offering the student
teachers a formula for success which is to be precisely
followed in the early part of the practicum., As the
pPracticum progresses, however, and the students gain in
confidence and experience, the cooperating teachers appear
to be more flexible. One cooperating teacher explained the
situation in the following way:
I like them to teach, or to model, the way I have
taught for the first few lessons. If I'm teaching a
reading lesson,..I will model the lesson and then I
want them to model the same type of lesson. Later on
in the practicum, they'll get their chance to use their
own ideas but to begin with it's modelling.
As the practicum progresses the student teachers are
encouraged to be themselves and to try new things. One
teacher remarks:
Sometimes you see yourself up there and it's
interesting.,.and they do something or use some c¢f vour
techniques, but I don't expect them to nor do I want

them to and I don't think the kids want to see a twenty
year old imitate a middle aged teacher. They have to

be themselves.
A student teacher corroborated this idea when she mentioned

"I used [the] same idea, different words, but it achieved

the same thing."

To the three teachers interviewed, modelling in the
cooperating teacher/student teacher context pervaded the
entire fabric of the teaching situation. Modelling occurred
during every facet of the relationship. The cooperating
teacher is continuously on call to demonstrate, to guide, to
share in a word to "model" the effective strategy of

teaching to the student teacher.
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Scripting

The practice of scripting is often employed by
cooperating teachers as a teaching tool and an evaluative
tool. This technique involves writing everything a teacher
says within a ten minute segment of a lesson. The written
text is then analyzed with specific objectives in place.

One cooperating teacher defined it in this way:

I write down everything she says and then we go over it

and we mark it. O.K., here you asked this question,

[but] that question is directed to only the student who

knew the answer, this question is directed to the whole

group, or this question is only directed to Johnny,
what were the others doing while this was going on?

That kind of thing.

Techniques such as questioning, classroom control, teaching
to objectives, closure, pacing and many others can be
identified and examined within the context of the lesson,
All three cooperating teachers remarked on the efficacy of
this technique in guiding the student teacher to reflect on
specific teaching situations. Reflection demands an
awareness of the situation and scripting was the technique
employed in bringing various aspects of the lesson to the
student teachers' "éonscious level”. One student teacher
remarked:

It [scripting] pointed out, particularly questioning

strategies, like overt and covert. I wasn't aware I

was using these gquestioning types and [scripting]

pointed it out, you just don't realize until somebody
tells you....More than anything, what happens is you

[the student teacher) become more aware as the

practicum goes on. You know what's expected of you
rather than what you feel yourself you should be doing.



73

Scripting helps the student teacher develop an awareness and
insight into what is actually happening.during the lesson by
clearly spelling out lesson expectations or Zzeroing in on
particular lesson aspects. As one teacher so aptly pointed
out:
I will pick out a certain lesson...and script it and it
may be for a particular aspect. Now if I felt she was
having problems with questioning, then I would script,
keeping this in mind, and then go back and talk to her
about it. Look, this is what you said, this is what
you should be doing; this is what you were doing.
Once the student teacher becomes aware of a specific need,
through scripting, and the cooperating teacher offers
assistance and advice, the process of self reflection is
. initiated and reinforced. One teacher commented on this
process when she stated:
In writing it down, she has a copy. She can look back
and say, What did I do well? What can I improve upon?
And that carries [on] for well over half the practicum,
into three-quarters of the practicum....and we'll talk
about it. Then the next day, "Did you do that?" "bpid
you achieve that?" And we work on it more. [I'm trying
to get her] to evaluate herself.
It would appear that guiding the student in establishing the
process of self reflection demands continuous feedback Erom
teacher to student. Two of the cooperating teachers also
used "reverse sucripting", the student scripting the
teacher's lesson to show the student the "how to" of
teaching. These two cooperating teachers felt it was useful
for the student teachers to actually "see" through
scripting. They felt that observing, although useful, did

not always bring the skills being taught to a conscious

level of awareness whereas the student scripting the teacher
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very clearly helped the student pinpoint the objective of
the lesson., One of the cooperating teachers remarked:

I don't think my job here is to make her job difficult.
It is to make it easier. And I know when I haven't
done something before and someone throws it at me and
hasn't shown me any ideas, I find that a little
frustrating,

This "how to" approach was another avenue for the
cooperating teachers to share the expertise they had
developed over the yecrs.

I have her script me for certain specific things...the
first time when she first did it she scripted me for
questioning and then we went down and I said, "0.K.,
how did I do this questioning?" and we looked at that
and then she scripted me for anticipatory set and for
closure,..,

All three cooperating teachers also found scripting '
useful as an evaluative tool. When the cooperating teachers
scripted their students they were often attempting to show
the students areas of strengths and weaknesses within the
lesson,

When the student does well you react positively and you
draw [on] that student's strengths and you work on
those strengths. You also have to work on the
weaknesses and I do that with the student teachers.

You want to draw on their strengths, continue to
reinforce, use those strengths but now let's work on
what you can do better.

One of the student teachers corroborated this use of
scripting when she confirmed:

When she'd [cooperating teacher] see a skill come up
she'd quickly scribble it down and put a box around it
or put a check by things that needed work...so that
when we'd sit down...she'd say "Well this is what I

I [student teacher] felt there was something [to work
on]. So we talked a little bit about that and we'd
choose...one or two things that needed to be worked on
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rather than saying this is the long list we need to get
checked out by tha end of the practicum.

Using positive reinforcement and chunking lessons into
manageable parts during the scripting seemed to make the
practicum a more productive learning experience for the
students. There is also, however, a "desire" for excellence
on the part of the cooperating teacher encouraging the
student to work just that little bit harder for the
"students to win...to learn" to be successful in the
classroom. This appears to be one of the factors motivating
the cooperating teacher in helping the student move towards

independence in the classroom.

Cooperative Teaching

The term "cooperative teaching" was used rather
frequently when cooperating teachers referred to the partner
relationship involving their student teacher. As one
teacher remarked:

I tell my class, we have another teacher who is coming
to my classroom. We're working together as a team and
they are to react to the student teacher as they react
to me. We have a team effort going here. They
[student teachers] are here to learn teaching skills
but they're [also] here to work with me in a
cooperative fashion. It is very important that the
students and the student teacher look at this whole
thing as a partnership. It's not I'm the big teacher
and you're the little student, and I'm going to teach
you all the things that I'm doing and you're going to
[do them]....Because for me those students come out
with a lot of ideals and a lot of excitement about the
whole thing and they should be treated as an "equal"
++..True , I have been teaching a lot longer and I have
the experience. But they have a lot of things I don't
know. So maybe it balances out. They have expertise
that I haven't been able to achieve yet.
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This "team approach" to teaching involves the teacher and
the student teacher working together in all areas of
teaching. Unit planning, evaluation and discipline are just
a few of the areas mentioned where both the teacher and - the
student teacher cooperatively planned and established
expectations for the student teacher and the students.

She [cooperating teacher] was very positive and said,

"don't worry, we have everything planned,...we'll be

working together" and that was the thing I always

appreciated with her., She always worked like we were a

team whereas before it was "you're out there on your

own now, go out there and teach."

Working as a team, however, involved several aspects of
sharing and guiding. All three cooperating teachers
appeared to be very realistic in their expectations of their
students. One teacher compared her approach to two
different students:

Last year I worked with one [and] we prepared what

should be taught at the beginning of the unit and I,

sort of, left it in her hands. She worked out the

unit...quite satisfactorily. Another student...for
example, had to work on a daily basis. She has brought
in materials, [and] her own ideas, but we've done most
of it together. So it is OUR unit rather than HER
unit.
§o, in some cases, cooperative teaching allows the student
to take on an independence and acceptance of responsibility
much earlier in the practicum depending on the nuturcity
demonstrated by the student teacher. It became ' iient from
the transcripts that the supervisory role of the cooperating
teacher involves continuous feedback in the form of

consultation.
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The cooperating teacher, nonetheless, must also acnept
the role of "coach" and when necessary must step in and
guide the student in every aspect of teaching. One student
teacher commented on this role when she remarked:

If [something] is being done wrong [and] if it was

really bad, obviously she's got to jump in. But no,

that's one thing ...she was really good about - leaving
it to me and then telling me after what I need and then
for the next class I would work on that.
In other words, it's the coach's responsibility to work on
strengths and weaknesses of the student teacher. The coach
must "push and get them to take risks" in order to be
successful in arhieving an effective teaching style of their
own. One of the cooperating teachers declared:

Yes, you encourage them to try their own ideas, to work

with others [since] they're part of the team. You're

the coach of the team and the team is your classroom -
the students, and you [the cooperating teacher] want
the student teacher to win., 1In other words we want all
the students to learn,

Learning then becomes the key to all actions taken by
the cooperating teacher. Whether these actions are sharing
through consultation or guiding through coaching, the
ultimate goal is for the team to "win." Therefore, it is
the coach's responsibility to ensure that learning continues

through the cooperative effort between cooperating teacher

and student teacher.
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Evﬁluating

In discussing evaluating as a technique used by the
cooperating teachers it is necessary to recognize the dual
role inherent in the process.

Cooperating teachers undertake both formative and
sunmative types of evaluation in attempting to advance the
student teacher towards a more reflective approach to
teaching., It would appear from the transcripts that ongoing
formative evaluation is useful in facilitating the student
teacher's expertise in the classroom. Furthermore, it is
also useful in establishing a framework for summative
evaluation on which the cooperating teacher will eventually
judge the student's overall abilities.

Several important aspects of formative evaluation
surfaced dquring the analysis of the transcripts. It became
apparent that the cooperating teachers worked from a
positive, supportive attitude and that they believed the
student teachers should be fully apprized of any and all
situations affecting their teaching.

When discussing a lesson all three cooperating teachers
zeroed in on the strengths first, no matter how "dreadful”
the lesson. One cooperating teacher commented on this
technique of evaluation when she indicated:

I asked her [the student teacher] first "What are your
strengths and what are your weaknesses? and then I tell
her what I think her strengths are, what she's doing

very well and what she could perhaps improve upon, some

more serious than others, but I said [let's] work at
this one, we don't try to do all of them at one time.
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Positive reinforcement was always an important factor with
the student teachers as well:

When we discussed a question, she [cooperating teacher]
was positive and supportive., That was wonderful,...She
never came to me once and said "that was just
dreadful,"”" even when it was she always found something
that was good and started with that and got me back on
track.

Although evaluation always began with the positive it did

not ignore constructive feedback to the student. As one

teacher mentioned:

The student has to tell me first...what did you do well
today, what could you do better? 1In your next lesson
what could you try a little harder [at]? I may agree
or disagree and we'll pick out something...for example,
«+.Classroom management skills [and I may] give her a
mini session in the teaching strategies. .

Constructive criticism was always based on Keeping the
student on track by offering suggestions but still remaining
realistic within “he context of the classroom.

You're going to be in a situation where you're trying

to help the student teacher, you're not trying to

criticize, you're going to offer suggestions rather
than criticisms and you're going to act positively
towards the student teacher but realistically as well
and that's a very sensitive area.
Evaluation reflects the realistic aspects of teaching.
Therefore ongoing and constant evaluation is necessary in
ensuring a continuity for the student teacher. In other
words, there were "no surprises" in store for the student

teachers.

She said "Well you've been telling me this all along,
so I know this is something I have to do." So it
wasn't new to her. It was just that it was written in
a formal way but she knew that this was what she had to
improve upon.
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All of the teachers commented on the "fairness" aspect
of documenting both positive and negative comments for the
student. One teacher even remarked as to the consistency of
comments suggesting that on occasion even teachers forget or
are misunderstood when dialoguing with students:

As a teacher, you may forget that, one day you said to

the student, "Oh, you plan so well," and then when

you're evaluating, you may give the student a two, but

what you meant was you did "well" on that lesson, It's

fairer to the student,
All of the cooperating teachers agreed on the necessity of
maintaining ongoing sequential analysis for two purposes.
First, they found it necessary to establish a process of
analysis and self reflection on a continuous basis; second,
they found it necessary to document and validate formal
evaluations.

Even though the cooperating teachers encouraged self
evaluation on a continuous basis with the student teachers
they also made an effort to dialogue with the student at the
end of each day in an attempt to further develop the self
evaluation process. As one cooperating teacher said "I give
them suggestions and then we look at that and they also
analyze their lessons." Occasionally the student teacher
must learn by "doing" and one cooperating teacher mentioned
that she often allows this to happen:

She had three or four objectives and she and the kids

were all over and she said "That wasn't very good was

it?" I said, "what do you think went wrong? What can
you do in the next lesson?" She tried doing one
objective and it worked. She said "It was much better
now I know what you're talking about." You see it

takes that time., They have to fall on their faces
sometimes. Sometimes you may even have to fabricate it
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a bit so they do fall on their faces, so they do know

what you're talking about..,.to get that experience,

If the student teachers experience only success they
are often unable to understand the difference between
effectiveness and non-effectiveness, Since it is the
cooperating teacher's responsibility to ensure the student's
ability to analyze occasionally the student may have to be
prodded to move from total involvement in a situation to
objectively examining and reflecting on that situation.
Cooperating teachers use a variety of methods to help
develbp this self awareness in their student teachers,

Documentation was also very popular with all three
teachers, Although documentation in the form of scripting
is often used as a teaching tool, it is also useful when
developing a summative evaluation of the student teacher.

As teachers and students remarked, there were "no
surprises"., The student was fully aware of the teaching
situation, good or bad, and they were constantly encouraged

to act appropriately.

Conclusion

In summary, all three cooperating teachers agreed that
certain techniques were necessary in guiding the student to
become an effective classroom teacher. They all felt that
effective classroom management techniques were not only
necessary but essential to the survival of the student
teacher as well as the teacher. Unfortunately, they also

felt that far too few university students have any training
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in this area} therefore they recommend that concentrated
workshops be organized to help alleviate this problem
somewhat.,

Modelling and scripting in conjunction with cooperative
teaching were three techniques that were also valued by the
cooperating teachers,

Medelling demonstrated the positive aspects of
effective teaching whereas scripting pinpointed both the
positive and the negative, thus allowing the cooperating
teacher to praise when appropriate and to correct where
necessary., Cooperative teaching was also beneficial in
establishing a partner relationship therefore placing
ownership of the class and responsibility for the class in a
shared context. Although the student is in the process of
becoming the final authority in the classroom, this does not
happen overnight and the partner relationship was a useful
technique in guiding the developing abilities of the student
teacher. The last technique, evaluation, is useful on two
counts; first, as a teaching tool, second, as an evaluative
tool. Since both areas are necessary to encourage self
reflection and analysis student teachers were evaluated on a
continuous, sequential basis, thus building on the positive,
All five techniques were used continuously often one
overlapping another where necessary to achieve the goal of

an "effective classroom teacher."
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Crossing Over Your Desk

The process of "crcssing over your desk" embraces the
"how" of becoming a teachér. This "how" of bhecoming a
teacher involves three basic areas; a pre-teaching area, a
teaching area, and a post-teaching area., Within the pre-
teaching area three basic categories emerged, First,
becoming a teacher, second the transition from theory to
practice, and third the dilemma of "letting go." The second
large area "teaching" would take into consideration the
actual experiences of the student teacher in the classroom
situation. The third broad area involves the categories of
analysis and sharing, both of which are necessary if the
student teacher is to become a reflective practitioner in

the classroom,
Pre-Teaching

Becoming a teacher

The student teacher in "Becoming a Teacher" develops an
awareness of what teaching actually involves., They begin by
realizing that many of their preconceptions regarding
teaching are based on a student's concept of what teaching
is and that these concepts are often inappropriate to the
real teaching situation. Both cocperating teachers and
student teachers remarked on this misconception regarding
teaching"

Mostly I suppose [teaching was] standing up there and

talking and then giving them [the students] sheets to
do, or maybe some games and things but the more I got
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they [the students] did a lot of individual work, group
work, pair work, all kinds of hands-on activities where
they could just do the things instead of reading about
it or hearing about it,
Student teacher preconceptions often did not appear to be
the reality of the situation regarding other areas of
teaching either.

Several of the students were quite amazed at the amount
of work necessary just to stay ahead of the students in the
classroom:

My student teacher said "I really don't know if I want

to spend the rest of my life devoting all my time to

this, I spend hours and hours and hours, sometimes
it's midnight before I go to bed and tiuere's still
work. It's not what you do here it's what you do
before and after. Two months off in the summer doesn't
make up for it"...I said "It doesn't really get all
that much better because...there are always changes in
education that you have to keep up with,"
This was corroborated by a cooperating teacher when she
remarked "it's interesting [hearing] from my student teacher
[about] the amount of work that goes into being a teacher
[since] you don't often hear that." Other students
commented about how they perceived ~'--sroom routines. One
student in particular mentioned that she had to constantly
try "to pick out different things [the teacher] was doing so
that when [she] got in there [teaching], she would be able
to roll with the routine as well." -

Rolling with the routine is not an easy task at the
best of times and when you're a student teacher and
unfamiliar with the "goings on" of the classroom it can

often appear impossible. All three cooperating teachers
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realized that their student teachers often had "panicky
feelings" in new situations. , The cooperating teachers,
however, often planned their teaching routines to introduce
tue student teachers gradually so as to accommodate for
these "panicky feelings." One student teacher corroborated
this view when she stated:
She [the cooperating teacher] would say to me, "I know
that you can do it on your own [so] she would leave and
at first I'd get this little panicky feeling but then
once you start getting into it [teaching] it's like, oh
this is just like my own classroom.
Overcoming this panicky feeling and surviving everything
they "throw at you" helps the student teachers develop a
sense of confidence regarding their abilities in the
classroom. A cooperating teacher further elaborated:
I said "Now this week you [will] have to plan the whole
week, I'm not even going to do this week." Well then
he realized, Wow, you know, this is really it!
As the practicum progresses, student teachers gradually take
on more responsibilities in the classroom, they gradually
develop more confidence in themselves and they gradually
move from concerns regarding themselves to concerns
regarding their students:
Although I still had the attitude of excitement and
wanting to teach it was more of let's think in terms of
the children, what will they be able to get out of
this? So my mind set was changed I guess more from me
oriented to what the students are doing.
The cooperating teachers continued to encourage the student
teacher's growing concerns for the "children", however they

also continued to encourage a consistency of action on the

part of the student teacher. One student teacher remarked
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that she was continually encouraged to "say it, mean it, do
it." she was also continually reminded to follow through
with a consistency that would eventually be predictable.
€o that by the end [of the practicum] the rules were
firmly established with them [and] I knew the children
well enough that I could say "Jason, just go sit over
there" right at the beginning of the lesson [because]
I knew something was going to happen.
Student teachers often naively believe that "being a friend"
and "being a teacher" are two incompatible ways of behaving,
One cooperating teacher explained the conundrum to her
student in this way:
He said, "You know you're saying do this and do that
[discipline] and I see you doing it and it doesn't hurt
your relationship with them [the children]"....They
[student teachers] are still trying to have the
children like them. I [explain] that in the first week
they like you and they don't change their minds about
adults unless you do something really horrific.
Once tihey "buy into the discipline" and establish a presence
in the classroom the transition from student teacher to
teacher is well under way. The student teacher takes over
"control" of the classroom and the Cooperating teacher
becomes the "guest"., She [cooperating teacher] must fit in.
There is a role reversal. The student has now progressed to
where she can "feel independent" and "confident," she can
take on the mantle of the teacher. As one cooperating

teacher remarked:

By the end of that eight weeks [practicum] I want to
look at her [and look] at what she's doing and know
tuat she's handling them [the students] as if it's her
classroom..,.When we've achieved that I feel I have
achieved my job,
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Thetransitionvfrom studént teacher to teacher, although
well on its way, is not yet complete, When asked if they
were real teachers both cooperating teachers and student
teachers recognized that an eight week practicum may aid the
student in "Creossing Over Their Desk" but that this was only

the beginning of the process.

Theory to Practice

In the category "Theory to Practice" it became evident
that the cooperating teachers and student teachers were
discussing different aspects of the same thing.

Cooperating teachers chose to discuss theory in terms of
practical knowledge and practical suggestions whereas
student teachers referred to theory as a knowledge base in a
specific discipline, Practical knowledge was referred to as
classroom management skills, unit planning or even
questioning techniques, Theory, from this perspective,
could best be integrated at a practical classroom level,

As one cooperating teacher suggested "you know you can talk
theory all you like...but you really need a practical
example to use it." Another cooperating teacher
corroborated this view in discussing the needs of student
teachers:

Well they should learn the theory first and they're not

learning the theory. This particular experiment that

they're going to now [PACT 330] they had I think two
brief sessions, well even that helped, but I think one
of the C.I. courses should be on classroom management,

Then they [the student teachers might] go out two days

a week, just to try the classroom management skills in
very simple lessons,
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Ahother cooperating teacher expressed‘this same view when
she compared student teachers in Special Education with the
student teachers that have academic degrees, Classroom
management skills along with maturity appeared to make the
Special Education students more effective in the classroom,
A similar idea was expressed by another of the cooperating
teachers when she was discussing the University's
responsibility to the student teachers:
I often ask myself what exactly do they learn over
there [the University] that's applicable to what goes
on in this classroom, and I don't think there's very
much, They do learn a lot of good knowledge in their
subject areas which they must have and that's excellent
and maybe that's all the Univers.ty should try and do,
Because their valuable teaching experience only happens

here and maybe the University should let it happen
here,

Student teachers nevertheless express a somewhat
different point of view when discussing their interpretation
of theory in the classroom. All three student teachers
referred to "theory" as part of a knowledge base in a
specific discipline, for example, one student teacher
mentioned "history." They also mentioned specific "actions"
relating back tc laws on principles. A specific example of
using "theory" in this fashion was related by a student
teacher when she stated:

I had taken a lot of history courses and when I was

taking them I thought, How am I ever [going to use

them]...but it was really neat because in social we
were learning about the Inuit and explorers...and a lot
of that knowledge came back and was helpful and even
with the Psychology...I did [certain] kinds of things

and I didn't even realize, it was because I had learned
it before that it came so quickly and so easily to me,
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This student teacher, however, also expressed a need for the
development of more practical, clinical aspects of teaching
such as more realistic lesson plans. One student teacher
commented on this aspect rcther ably:

One C.I. course focused on lesson plans which were
unrealistic, and I think it puts a notion into a lot of
student's heads that Oh my gosh, when we get out there
[classroom] we're going to have to make these
humungously complex lesson plans...you find that it's

- very different...I think it's a good idea to make
students do them, but to give examples....They never do
that they always give you theory, and outlines but thev
never give you a concrete example that you can use.
That's what they [student teachers] want and explain
that this was actually used in a real classroom so that
it's meaningful....If I looked back on my language
arts, those C.I. plans I made, they'd be useless, 1
could never use them because...they'd be a five hour
class if you had to implement everything.

Although student teachers appreciate the theoretical
aspects of developing a strong knowledge base, they also
appreciate the more practical aspects of survival, Survival
to them means understanding and using the practical
knowledge base of the experienced teacher to help ground the
theoretical knowledge base of the university in the

classroom situation.

Letting Go

All three cooperating teachers agreed their goal in
working with student teachers was to help the student "move
from being semi-independent to being independent." It
became evident from the analysis of the transcripts that the
"how" of "letting go" was addressed. All three cooperating
teachers used the mechanism of control.in two basic areas to

achieve this move towards independence.
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By maintaining and guiding the planning and curriculum
decisions within the classroom, the cooperating teachers
were always in a position to guide the student whenever
difficulties appeared to arise. One cooperating teacher
made this comment about planning:

We sit down every day to do our daily lesson plan, we

look ahead in the week to see what stories we're going

to cover, what objectives and skills we're going to
cover in language arts, We're looking ahead to see
where she's going and what she's going to do.
A second cooperating teacher also commented on control
through planning although she also elaborated on the process
of "letting go" by allowing her student to shoulder more

responsibility as the practicum progressed.

O.K. now we talked about how it went...and she said "It

worked but a lot of that was yours." I [cooperating
teacher] said "That's fine but you went through the
process of learning." I said -" Now we'll do [the

planning] for the next one" and she put a lot more of
her own [ideas into the unit] I said, "Your ideas
worked too, didn't they?"....Her confidence was like
" wow " .
Along with the extra responsibility the student teacher
develops more and more confidence. Furthermore they are
encouraged to experiment, to try new things:
I know I'm succeeding in getting them to where I want
them to get when they have enough confidence...and they
will actually try something completely new that they
are not comfortable with, like science which is one of
her week spots,
It is essential to remember, however, that all this "letting
go" only occurs under certain conditions. First, the
student teacher must cemonstrate the skills necessary for
teaching. One cooperating teacher mentioned, "You don't

give them very much until you see these skills developing."
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Second, the needs of the children in the classroom must
always be ensured. The student teacher must demonstrate
that the objectives for the lessons are being consistently
met thus providing appropriate learning situations for the
children:
Well I insist that they have their objectives [written
down] when they teach. [They have) what the students
are going to do to achieve those objectives [and] how
they're going to evaluate that the students have
achieved those objectives. I want all that written out
and then I want some sort of [self-evaluation],
The cooperating teachers continuously monitor the student
teachers and expectations regarding the overall curriculum
are carefully controlled. Since the teachers work within a
certain curriculum structure the students must also "fit
in." As one cooperating teacher commented:
Well I have my year planned, they [student teachers]
have to fit into that. Now there is scope in how
they're going to teach it and they can bring in all
sorts of extra materials....We consulted and talked
about it and she chose to do a play.
It became evident that although curriculum was used
effectively to define and structure the direction the
student teacher was to follow, the cooperating teachers
still allowed a degree of flexibility and choices in the
planning. Although cooperating teachers displayed
flexibility in planning and curriculum, they appeared to
maintain a continuing control of the class by "keeping a
foot in the door." As explained by one cooperating
teacher:
There's going to be a time when they're taking over

almost all of the class....I don't let them take over
fully 100%. I'm a little selfish, it's my class, I
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| have to deal with them after. So'I usuﬁliy havé a
lesson a day, maybe in varied subjects, but I keep my
foot in the door. I'm there a lot of the time, most of
the time while they're teaching,

This cooperating teacher expressed the views of the other
two cooperating teachers. Another of the cooperating
teachers mentioned she had to be "invited" back and that she
had to "fit in." However, the fact that she "would be"
invited back to teach was a given., The dilemma of "letting
go" is not easily resolved since the cooperating teacher
must "move the student teacher from being semi-independent
to independent" if the student teacher is to be effective in
the classroom. The cooperating teachers also realize that
théy will be returning to the classroom after the practicum.
One teacher stated "It's my class, and I'm going to have to
teach them after." The responsibility of maintaining
continuity in planning and classroom management would appear
to be taken seriously enough by the cooperating teacher so

as not to relinquish complete control of the classroom to

the student teacher during the practicum experience.

Teaching
Experience
When analyzing teaching it becomes apparent from the
teacher's point of view that experience, or practical
knowledge of the classroom is an essential ingredient of a
reflective practitioner. As one cooperating teacher
remarked when discussing the classroom experience of her

student teacher "the valuable teaching experience only
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happens here." Valuable teaching experience is then defiied
as that practical knowledge grounded in the realistic
assessment of the situation coupled with an appropriate
pragmatic response to the situation. Time and time ajain
the cooperating teachers and the student teachers referred
to the "real" teaching world as a "Hands On" e4perience
where "talking and doing" are different skills and where the
student teacher must "see and try" in order to learn the art
of self reflection, the "what" and "why" of teaching.

[Teaching] is so much of the actual hands on, of really
being there [in the classroom] and just doing all the
things...just being gquided through everything helped me
self analyze,...verbalize and evaluate myself and write
everything down. 1It's like always being pushed that
little [bit] further.

She further elaborated regarding the "Hands On" experience:
To talk about it [developing stations] and to do it are
two different things, you know, and I don't find that
there is a big emphasis in most of the [university]
classes on a hands-on approach to teaching.

This was further explained by a cooperating teacher when she

said:

You can do all the reading [about a specific skill]
that you want but until you see it and you try it you
don't know what they're talking about. 1t's the same
with children, they have to have their concrete objects
first then you go to the abstract, and it's the same
with the student teachers.

Actual practical experience is equated with what works, what

helps the student become more reflective and therefore more

effective in teaching. Student teachers were encouraged to
be realistic in their éxpectations regarding the teaching

situation and to understand their own limitations within the

classroom setting. One student teacher commented:
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We had a lot of children with a lot of problems and it
was hard to know the balance because you didn't want to
put too much pressure on them [the students] because
they already have so much on their minds...but yet they
are there to be learning and it was really hard to find
that balance...that even kind of keel that would be
helpful [with all types of children].

Developing an "even keel"”, a balance to teaching
requires more than just a realistic assessment of the
teaching situation, it also requires an appropriate
pragmatic response. Teachers constantly encouraged their
student teachers to "learn from their mistakes", to "use
whatever works" and to "try different things" in order to
establish a balance iq#the classroom that reflected an
optimum learning situation for the students. One of the
cooperating teachers related an interesting incident with
her student regarding learning centers:

The first weekend I [cooperating teacher] asked her to

come back and help set up the centers. She said "Well,

I think I got it all together." I said "Oh, O.K, I'll

be here if you change your mind." She was totally

frazzled on Monday. She's trying to set it all up, -and

I said "Well, how did it go?" She said, "Now I know

what you're talking about." Well after that it has

been like you wouldn't believe. She has been putting
things out, and putting in the time, and then she finds

her day is so smooth she says "I can't believe how I

can actually relax!"

Learning from mistakes although a somewhat costly experience
initially can also be rewarding in terms of developing an
independent, confident attitude. Planning and implementing
centers was again used to help a particular student teacher
develop an independence of action in her classroom:

For the Green centers [St. Patrick's Day] she used a

lot of my materials and a lot of...my units....So she
worked through the process; saw what it was like. Now
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there's a lot of help from me.  Then came Easter
Centers,..only this time she had a lot more of her own
things in it. A lot of mine went. [Then came] science
centers - she was going to do [them] entirely on her
own. I didn't come up with any of the ideas..,.The
science centers were all planned by her, She never
came to me for anything, and they were fantastic...It
was just wonderful.
It becomes apparent that the student teachers are encouraged
to adapt and change by learning frowm their mistakes, no
matter whether the change is immediate and occurs as the
situation demands or whether it is a long term change as in

the planning experience related previously,

Risk-taking

The actual "practice of teaching", always involves an
element of risk-taking. This is especially true with the
student teacher since they have not as yet assimilated the
"practical knowledge" hecessary to survive independently in
the classroom. It is by taking risks that the student
teachers develop confidence in their abilities and a "style"
of teaching that is grounded in the practical knowledge of
the classroom. The cooperating teachers have a dual role in
this area; first, they must model risk-taking and second,
they must encourage and if necessary "push" the student to
attempt new challenges. 1In modelling risk-taking the
cooperating teacher must be prepared for success as well as
failure. One cooperating teacher explained the situation as
follows:

They [student teachers) come [to teaching] with a lot

of inhibitions. a lot of fears...and they will not be

willing to risk take unless they know the climate is
such that they will be supported and that it's O0.K, if
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they make a mistake....and they have to see you willing -
to take risks in doing something that you have not done
before and are willing to try and fall on your face if
need be, so you have to model that for them too.

Another cooperating teacher commented, it's our
responsibility to "pick out strengths and weaknesses and to
push, get them to take risks" when necessary. All this
modelling and encouraging leads the student to develop the
confidence necessary to do the job.
She's doing these things [plays, operetta) that she has
never had experience in; she's doing a wonderful job,
That shows real confidence to try something that you
feel insecure about, initially. So that's growth and
confidence that I see.,..She was so quiet and sat back
there. 1In fact,..she burst into tears that first week.
She said "I don't even know if I'm doing the right

thing." Well I don't think it ever occurs to her at
this point in time, :

With confidence, the student teacher begins the reflective

process necessary of understanding the "why" of teaching.

In other words, once something new has been tried, student

teachers must analyze what happened in order to begin

developing their own style of teaching:
You have to be able to actually analyze and say "yes if
you try this,.,you might make it better." [You] try
and train them to think that way for themselves. You
say "O.K., this isn't working now what else can I do?"
So it's being able to analyze, not only what they do
but what you do [so] you can tell them why it works for
you and to pass it on to them. '

The cooperating teacher realizes that teaching is a

continuing process and that student teachers must accept

this element of "risk taking" as a facet of the job. Risk

taking leads to self reflection and self reflection ensures

that students are the focal point of everything teachers do.
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Never Let U

The essential aspect of any teacher training program is
that the student teacher through a varjety of experiences
develops a thoughtful, reflective style of teaching. In
analyzing the transcripts three factors appear to influence
how the cooperating teachers orchestrated this process of
becoming. The overriding focus of this section appeared to
be a continual process of supervision, in other words, the
cooperating teachers "Never Let Up." First they
concentrated on helping the student teachar develop a series
of skills, techniques etc. that encouraged immediate success
in the classroom, next they concentrated on collaborating
and consultiné.to guide the student teacher in becoming a
more effective practitioner and last they concentrated on
the importance of developing a self reflective attitude
towards teaching. By "never letting up" the cooperating
teacher maintained sufficient control of the teaching
situation to help the student teachers begin to develop
their own teaching style.

It became evident from the analysis that the
cooperating teachers used a variety of techniques to halp
the student change when necessary, One student teacher
remarked:

She pointed out those techniques that needed help

because she fely i+ might have beon detrimental to
myself or to the students....and 1t was obvious begause
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I'didn't have complete control of the class. She'd say
"Look you're being too happy-go-lucky with the students
and obviously [that] has to change."
Furthermore, this type of teacher gquidance regarding the
nitty-gritty goings on in the classroom were greatly
appreciated by the students. One cooperating teacher
remarked:
About twice a week we'd have like a formal kind of sit
down and [I'd say] "this is where I've been seeing
improvement....[often] we didn't sit down and [talk] at
the end of the day but it was in between, "Uhm, this
might help you in the next lesson" or "What did you
think of that?" even as we were walking to have lunch.

All these things would just be little evaluation
pointers.

On going, constant guidance and supervision was used to help
both students and student teachers. One cooperating teacher
described an incident in her class when the student teacher
had difficulty teaching the letter "I" during a writing
class. The cooperating teacher felt it was best for
students and student teacher to see the correct version and
to help the student teacher correct a mistake. The
cooperating teacher remarked:
That's a hard letrer to teach. They [the children]
have a hard time with this letter. I think...I'm going
to teach the lesson on Monday, I'm going to go over 1it,
And, again, I'm not doing it to show her up, I'm going
to explain to the students we're doing it for further
practice, because they are difficult letters. And to
show her [student teacher] how to correct a mistake.
This constant vigilance, whether in direct classroom
teaching or observation or consultation, is always done to
provide the student teacher with an adequate control of

skills so that children in the classroom are always

learning. Another cooperating teacher commented on
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developing one skill at a time however she also maintained
an overall perspective of what her goals for the student
teacher were:

Well,..say it's Questioning...and I model it and we

talk about it and she sees how I word the questions to

get everybody thinking and so on. Then you go back and
say "What happened here?" "Oh well I didn't quite have
their attention." "Oh well let's keep working on the
questions," I never let up we keep going back until
it's clear and in place....and if we forget (question-
ing] we'll go back and bring it back in line again.

The focus "never let up" is also evident when
cooperating teachers guide the student teacher by
collaborating and consulting. Most cooperating teachers
have a wide variety of resources, techniques and experiences
that have proved useful over the years. By collaborating or
consulting with the student teaéher the cooperating teacher
is often able to instill many crucial concepts regarding the
teacher's role., Another cooperating teacher explained her
technique of sharing her knowledge of planning by
collaborating with the student teacher. She described the
situation this way:

Yes, I constantly plan with the student teacher. Every

lesson we plan. I let them contribute their own

creative ideas....[Then] we sit down. I see the lesson
before she teaches it. We go over it. 1Is this a good
idea? Do you think this will work? Well maybe I could
do such and such. And then they teach the lesson.
This type of consultation is used to direct and advise the
student teachers since they, as yet, do not have the
experience to realize what skills are most effective in
teaching a class. One student teacher remarked on the

process the cooperating teacher utilized to help her improve
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the classroom situation. Through questioning and guiding
the student was lead to a conclusion., A discussion
involving a music lesson demonstrates the cooperating
teacher's technique:
Instead of saying, "Oh that [music lesson] was a
complete flop, which I felt it was, she said..."How's
it different than regqular lessons?" I talked a bit
about that and I said "Well...you have to keep moving
the kids or otherwise you're just hooked." She said
"That's exactly right. The next time we'll have to
make sure we have songs or things,"...It was more
drawing it out of me [getting me to see] what was
different and what I wanted to improve,.,
By interpreting the student teacher's comments the
cooperating teacher was able to provide insight into this
type of teaching situation., She was able to "draw it out"
of the student by exchanging observations rather than
insisting on her own interpretation and remediation of the
situation, Cooperating teachers also guided their students
by offering them suggestions when things weren't going too
well. Again the technique of "leading the student" through
questioning became apparent. The cooperating teacher
commented:
Well I start off by saying "What are your thoughts
about what has gone on today?" And she will give me her
feelings and there are certain ones I'll pick up on and
say "Well, you didn't feel too good about -~ why didn't
you; what did you think was wrong? What could you do
different?" AaAnd I always give suggestions that she
could try. I never leave a problem without giving some
suggestions as well.
By comparing notes, having conversations, and exchanging
observations and views the cooperating teacher guides andg
directs the student teacher. This collaborative approach to

teaching appeared to be very appreciated by the student



teachers since they were treated more like equals, more like
teachers than students.

In ordér to be a competent teacher, however, another
vital thread must be woven. into the tapestry and that is
self reflection. The three cooperatiﬁg teachers realized
that without self reflection teaching does not occur and
once again the focus was constadt and consistent vigilance
for this aspect of teaching to appear in their students.

The cooperating teachers "never let up", in their continuous
search for this self-evaluative aspect of growth in the
student teacher. Four steps appeared relevant in
establishing self reflection; comparing notes, corroborating
student's views, evaluation through questioning and
reflection.

When comparing notes the student teachers would start
out by analyzing their lesson for strengths and weaknesses.
Then student teacher and cooperating teacher would consult.
At this point the cooperating teacher would often offer
suggestions to "make things better. As one cooperating
teacher commented "they analyze their lessons, we compare
notes, and then we pinpoint one or two things that we're
going to stress." The initial stages of self reflection
have now been initiated through a comparison of notes and
corroboration. This was aptly demonstrated in the following
conversation:

She [student teacher] says, "Maybe I should have done

it this way" or "This didn't go right because I forgot

to do this, maybe I forgot to word my questions to have
everybody thinking, rather than disrupting my class."
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I said, "Yes, because you're thinking about these other
things this had kind of gone by the board."...so we
talk.

Here the teacher not only corroborated the student's views
.she also added explanation for the difficulty during
teaching, thus providing the student with the "why" things
didn't work out. The cooperating teachers, however, realize
that their explanations, although adequate and appropriate,
have been developed and continue to develop because their
own teaching strategy involves evaluation through
questioning. Therefore it becomes essential for the studeﬁt

teacher to learn this process. As one cooperating teacher

commented:

I will sit down with her each day "What do you think
you did well today?" And I'll tell her what I
observed. "What could you improve upon?" "Let's look
at questioning techniques,..let's try and work on
closure...or your evaluation.," And, we'll talk about
it. Then the next day "Did you do that?" "Did you
achieve that?" and we work on it more. So it's lots of
talking.

The cooperating teacher's goal is to achieve a self
reflective practitioner. Does the process actually occur
during the practicum? One student teacher in comparing her
growth from the beginning of the practicum to the end,
answered the question in the following way:

1 guess I was seeing things and I was able to analyze
myself better by then [end of practicum] too. So when
I said something she'd [cooperating teacher] say "Yes
that was something I picked out as well." Whereas at
the beginning it was hard for me to sit down and say
"O.K. what did I do right? Did I yet this across or
not?" It was more "the kids seemed to get the gist of
the lesson, they were happy at the end."
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Not only was this student teacher able to reflect on what
happened but her reflections were confirmed by the
cooperating teacher. It also became apparent that the
student teacher's questioning strategy had changed over the
‘eight week period. Her emphasis was now on evaluating the
actual teaching task and it appears she had learned
techniques and skills in assisting her in the process., The
emphasis was on the skills rather than "were thé children
happy?" One other essential element of self reflection
became evident from the analysis and that was the fact that
student teachers must continually remind themselves to keep
self reflection at a conscious level until it becomes part
of their "way of viewing the world." They must monitor
themselves since "there won't be anybody else., She is her
own monitor and so she is going to have to remind herself of

these things."

Conclusion

In summary, it became apparent that three separate
stages occurred during the student teacher's practicum
experience; pre-teaching, teaching, and post-teaching, Pre-
teaching involved the aspect of "becoming" that transition
of "crossing over the desk" and moving from being a student
to becoming a teacher. 1In other words the "how" of becoming
a teacher was addressed. Students suddenly realized that
teachers work very hard, they have a routine that works for

them and that flexibility and "rolling with the routine"
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. were expected atttibutes the student teachers must develop.
Teachers, however, did not expect the impossible. and
integration into the classroom routine was often gradual as
confidence was developed. By assuming more and more
responﬁibility the student teachers finally earned the title
of "teacher." |

Becoming a teacher also involves another majof.
transition, that of moving from the theory of teaching to
the practice of teaching. Interestingly, cooperating
teachers felt that a far greater emphasis must be placed on
the practical skills that student teachers need in order to
survive in the classroom. They all felt that the University
was perhaps remiss in this area. It was interesting to note
that although student teachers agreed that a more realistic
approach to the Ed C,I. courses would be helpful, they also
felt that the E4, Psychology and many of the academic
subjects were most useful. I believe this,discre?éndy is -
one of omission on the part of cooperating téaéhers since
their priority would be how best to make the student
functional in the shortest amount of,time; Perhaps they
believed that academics and theory are paft"and pafcel of
the University experience and did not need mention or’
elaboration.

The last category in Pre-teaching involves "letting
go", a process of helping the student move from a state of
semi-independence to independence in the classroom. This

was accomplished by actually planning situations in which
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the student assumed more responsibility in all areas of

lessen'piahning and curriculum planning. The cooperating

teacher on ‘the other hand rellnqulshed control of the

”_fclassroom only when they were assured that the student

,g~~teacher had developed the skills necessary to cope, It

gebecame apparent that these three cooperating teachers never
gave up,eompleeevcontrol of their classroom to the student
teaehefs andfes one teacher suggested this was done for

- purely selfish reasons since she was going to have to resume
teaching that class again after the eight weeks and she
preferred to avoid problems.

The categories of experience and risk-taking both
clustered under the broad area of "teaching." Experience
was defined as practical knowledge and was referred to as
"hands on" activities. Teachers further suggested that
student teachers must actually become involved in order to
realistically assess the situation since "sering and doing"
require different kinds of skills. If the practical
"worked" and helped the student in becoming more reflective
then it was encouraged. 1If, however, the teaching response
wasn't successful student teachers were encouraged to "try
something different", perhaps a more pragmatic response to
the situation.

Taking risks also involved developing and assimilating
the practical knowledge necessary for the student teacher to
survive in the classroom. Not only is risk taking necessary

in understanding the actual practice of teaching, it is also
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necessary iﬁ deveioping a self reflective practitioner in
the classroom, Therefore, not only does the cooperating
teacher model risk taking, she also "pushes" her student
teacher into situations which will encourage a self-
reflective attitude thus ensuring that the interest of the
children are uppermost in all teaéhing situations,

In the post-teaching area, the focus of cooperating
teacher was supervision, as one cooperating teacher said "I
never let up until I achieve my goal," Three factors
emerged as the analysis progressed, First, student teachers
were encouraged to develop a style that incorporated a
variety of successful teaching techniques with the focus on
classroom management, planning and questioning. Again the
emphasis was on what is best for the students. The second
factor focused on consultation and collaboration. The
cooperating teachers gquide, direct, advise and often lead
the student teacher in an attempt to provide insights into
the "whys" of teaching., The last factor focused on
encouraging the student teacher to become a reflective
practitioner. This they did by first comparing notes with
the student teacher to determine strengths and weaknesses,
Next they collaborated with the student teacher often
guiding them to move to the third step of evaluation through
questioning. After a great deal of practice a reflective
practitioner emerges, one who is able to monitor and change

thus once again ensuring the children's interests,
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CHAPTER FIVE
Themes Within the Interview Data

Introduction

As the analysis progressed five major themes related to
identifying how cooperating teachers help the student
teachers restructure their view of an effective teaching
strategy were identified. The first theme discussed will
address the question, What do the student teachers learn?
The answer was succinctly stated by one of the cooperating
teachers in the study when she remarked "they must develop
their own teaching style." The other four themes will
address the process or "how" the cooperating teacher
facilitates the restructuring of a personal, professional,
pedagogical teaching style for tie student teacher., These
four themes are entitled confidence, survival, accepting
responsibility, and growth. As the themes are discussed
attempts will be made wherever possible to relate them to
the material used in the analysis, It is assumed in this
analysis that student needs and student growth will be

encompassed in each of the following themes.
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What Student Teachers Learn

Establishing a "teaching style”

All three cooperating teachers in this study held the
view that their responsibility was to ensure that the
student teacher moved from a "semi-independent" state in the
classroom to an "independent" state. In order to do this,
however, student teachers were encouraged to develop their
own particular "way of viewing the world" and it became
quite evident as the analysis progressed, that cooperating
teachers were ever vigilant in ensuring this development,
Style, however, also involves the actual practice of
teaching and again cooperating teachers used a variety of
teaching techniques such as, modelling and scripting, to
help the students develop insights where necessary.
Furthermore an understanding of "why" a particular method
worked or didn't work was also necessary. One cooperating
teacher expressed her feelings the following way:

I also allow them to try their own method, if they

think it will work and [is] better. And if it doesn't

work, why doesn't it work but the main thing is to make
sure that those kids are learning.

It became evident from the transcripts that the
students were continuously required to evaluate what was
effective and why it was effective:

In our conference I ask the student teacher "what would

you keep [and] what would you change?" and I share with

the student teacher [that] in my lesson today I would
have kept this but I would change this [as well].
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Through coﬁstant guid#nce and supervision student teachers
were challenged to reflect, Cooperating teachersr"Never Let
Up" through the entire practicum experience and as the
student teacher took on more and more responsibility within
the classroom, cooperating ﬁeachers were still helpful in
elabotating on a.particular aspect of a teaching style,
Often teachers would say "This might help you in the next
lesson" or "wWhat did you think of that?" "Isg this a good
idea?" or "Do you think this will work?" thus opening the
door for discussions. As one student remarked, my
cooperating teacher often "drew conclusions out of me" she
was able to "get me to see what was different and what I
wanted [and needed] to improve." This constant prodding and
unconditional support enabled the student teachers to
develop the self confidence to take risks and make mistakes,
and to adapt and change, even as the lesson was progressing.
One cooperating teacher remarked:
I watch how they improve a situation or if they've
recognized a situation to improve it in the first
place. Just thinking on their feet, that's very
important and I think at the end of six weeks that
should be in place where you can adapt, and adjust and
restructure a lesson based on how the students are
reacting to it,
The cooperating teachers appeared to have a "vision" of how
the students were going to perform for the rest of their
teaching career just by the attitude they brought to
teaching. A positive, confident attitude to change, one

that includes evaluation and self reflection is encouraged

and promoted during the practicum experience,



How student teachers learn

Confidence
Another theme that kept emerging from the interview
data was helping the student teacher establish confidence in
their abilities in the classroom situation. When the three
cooperating teachers discussed this vital ingredient, they
all agreed that unconditional support and a non-threatening
atmosphere was essential if the student teacher was to
develop skills that would encourage optimum student
learning. One cooperating teacher described how she handled
those "bad times,"
It's important to be very supportive and to help those
students understand that they can't do it all at once
and if it doesn't go right there's nothing wrong with
that, 1It's O,K. to make mistakes and to go back and
learn and to improve in the skills you're working on.
Uhm, to support them through these bad times and
actually bring them up to a higher level.
Student teachers are encouraged to learn from their
mistakes, to take risks and to try new methods, techniques,
ways of planning in order to establish a style of teaching
that will enable the student teacher to accept new ideas and
integrate these wherever possible. Cooperating teachers are
forever vigilant in this area often using their own
experience or even modelling risk taking for the student
teachers in order to establish a pattern of behavior., One

cooperating teacher commented on this aspect of modelling

and risk taking when she was encouraged to have her student
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try a diffe:ent'method of teaching Social Studies by’the
Faculty Consultant:
Yes, and he kept us both right up on our toes and he
would not let us slack up on this Social Studies unit,
He kept at us right to the end. We could have said
"Forget it guy we're not doing it," but we decided
we're going to go for it and it worked out well,.,.It
has shown me that there is another way of approaching
social studies,,.and my student teacher and I got so
excited over it that I am now going to extend this unit
into a future center idea.
Both the cooperating teacher and the student teacher were
encouraged'to risk and both reaped very positive benefits.
Several important elements surface in this example, First
the cooperating teacher had sufficient confidence in her own
abilities that she could try something new, Second, she
encouraged and supported the student teacher throughout the
process and third, both received positive feedback from the
students that far exceeded their expectations., So in this
situation risk taking although initiated from outside the
classroom "was a wonderful success" and it benefitted a

variety of individuals.

Survival

Survival in the classroom appeared to be based on
assessment and action. Student teachers were encouraged to
adopt "whatever works" and cooperating teachers were |
consistently providing guidance through advice and
suggestions that might make "the situation better." One
cooperating teacher's comments reflected this behaviof when

she said:



Sl

It's very important to be able to give them some
'suggestions..,.it's of no value to say this doesn't
work....You have to be able to actually analyze and say
if you try this, these might make it better.
By acting on the advice of the cooperating teacher the
student teacher is gambling that they will become more
successful, more effective as teuchers. As this "trial and
error" method continues throughout the practicum the student
teacher gains more and more experience at "what works" in a
practical sense, 1In other words, taking risks becomes part
of managing a classroom and student teachers become much
more adept at "rolling with the routine." They are taught
to "fit into the structure" already provided in the
classroom. One student teacher commented:
At the beginning it wés'using more of their materials
but by the end...I [wasn't] relying on them as much as
using my own ideas. But my cooperating teacher would
always want me to do worksheets and things like that
although I didn't always agree with it but they had
structured and established it so by the end I was
making up worksheets and that type of thing.
Cooperating teachers, however, continue to relinquish more
and more control over classroom responsibilities. By
gradually "letting go" the Ccooperating teachers actually
orchestrates success for the student teachier. One
cooperating teacher described the process of "letting go" as
a slow "step by step" process. First she models the skill,
then she collaborates and consults with the student, then
the student tries the skill and finally an analysis of what
occurred takes place.

The cooperating teacher might ask "What happened here?"

and she will continue this process of "letting go" until the
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student h&s the skill firmly in place. Once that occurs she
moves on to other things, however, she still maintains a
global perspective and one cooperating teacher commented "if
we forget it [skill] we'll go back and bring it in line
again." So even though the teacher "let's go" she does so
on a limited basis always ensuring success for the student
teacher by building confidence and "passing on" a repertoire
of skills that work. As another cooperating teacher
mentioned "I tell them to try things [even if they)] disagree
because they have to evolve their own style of teaching.
Accepting Responsibility

In the process of becoming a teacher, student teachers
are encouraged to accept more and more responsibility in the
classroom until finally they take over completely. The
process of taking on the mantle of a teacher does not occur
without trauma for the student teacher. Student teachers
are in a very difficult situation since they are expected to
behave like teachers without having the practical knowledge
to "roll with the routine." Furthermore, student teachers
are also under the added stress of being evaluated at the
end of the practicum experience. Cooperating teachers are
well aware of this dilemma and in planning learning
situations they attempt to provide a non-threatening,
totally supportive attitude for their student teachers. As
one cooperating teacher mentioned, "I'm always very
positive. I always use the positive approach, no matter how

bad they are when they start." Therefore, the student



teachers are guided through modelling, planning,
encouragement and evaluation in order to help them develop
their own. teaching style. By modelling and planning the
cooperating teacher demonstrates the attributes they believe
to be important to successful teachers. One cooperating
teacher insisted that her student teacher model her
techniques precisely so as to learn the right way of
teaching. She assured her student teacher there would be
plenty of time to experiment, however, first the student
must learn from the teacher.
I like them to teach, or to model, the way I have
taught for the first few lessons,.,...I will model a
lesson and then I want them to model the same type of
lesson. Later on in the practicum, they'll get their
chance to use their own ideas, but to begin with it's
modelling.
Furthermore, through planning student teachers are prepared
to accept responsibility for the class in small stages.
Yes I constantly plan with the student teacher. Every
lesson we plan. We sit down. I see the lesson before
she teaches it. We go over it. Is this a good idea?
Do you think this will work? Well maybe I could do
such and such. And then they teach the lesson.
Nevertheless student teachers are quick to point out it's
easy enough to "look and listen" it's quite another to
teach. The transition from student to teacher, however, is
often easily and smoothly accommodated in a supportive and
non-threatening atmosphere. Aas one cooperating teacher
commented "we have to be the person, the guide to do that."
All three cooperating teachers appeared to value this non-

judgemental approach to guiding the students to accept more

responsibility. Making mistakes is part of the learning
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p:dcgés gccofding to the teachers, "it's 0,K. to make
mistakes" as long as you go back and learn from your
mistakes and improve,

How is the student teacher to know when they are ready
to accept more responsibility? One technique used by
cooperating teachers was evaluation. Evaluations, both
formative and summative, always began by mentioning
strengths in the lesson then weaknesses.

You want to draw out their strengths continue

reinforcing [them) and use those strengths but now [you

say] "let's work also on what you can do better" and

you do the same thing with students in your class.
Cooperating teachers felt that this type of an approach
ensured that the student was never faced with "surprises" at
the midpoint or final evaluatidns. One cooperating teacher
explained how she felt about the evaluations when she
commented:

Everything in both evaluations was written down and was

something that we had already talked about, which was

good; there were no surprises at all. The final

evaluations were very close in the ratings,
Taking on the "mantle of the teacher" is not an easy task
and cooperating teachers attempt to make the transition for
the student teacher as painless as possible. Positive
reinforcement and a supportive attitude help the student
evaluate and reconstruct their own teaching style.
Controlled planning of lessons and units further "allows"

the teacher to direct and guide the student's growth in the

process of becoming a teacher.
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‘ Growth |
Growth involves an ongoing self critical process in

terms of strengths and deficiencies of student teachers as
they attempt to establish a personal, professional teaching
style. This process demands the active involwement of the
student teacher in two areas. These are self reflection and
evaluation. Through self reflection and guidance the
student teacher comes to understand areas of strengths and
weaknesses. Whereas through evaluatioﬁ the student is
encouraged to analyze and judge aspects of their personal

style that require improvement.

Growth Through Reflection

Growth demands that the student teacher come to
understand different aspects of the teaching process,
Through observation the student teacher becomes aware of how
other teachers behave in different teaching situations,
Often specific situations are orchestrated by the
cooperating teacher to help the student teacher become more
reflective regarding their teaching practices:

I want you to pick out the kinds of questions I used,

and I'll give her the plan. 1I'll say...here are the

kinds [of questions you'll be looking at] the
knowledge, the analysis, the synthesis and whatever,
see if you can pick out my words...

Once a specific objective is identified and observed,
the cooperating teacher uses conferencing to further explain

the "what" and "why" of the lesson. From this point on it

is expected that the student teacher will begin teaching.
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1Both cooperating teacher and student teacher collaborate to
improve the student teacher's performance:

I start saying you know, great you made it through your

first lesson or something very positive,..you stated

your objectives...then I put suggestions for
growth...then I give them suggestions and then we look
at that and they also analyze their lessons too, we
compare notes and then we pinpoint one or two things
that we're going to really stress for the next week.

Once the student teacher's objectives have been
realized, the cooperating teacher employs "scripting" as a
concrete example to continue guiding the student teacher in
developing reflection:

S0 you go through the scripting and they can see that

happened in your lesson then when they teach it then

they try to put these things in, Then you script them
and they can see if it's there or it isn't there, and
when it's not there, then you ask them Well how did it
go when it's not there? and you talk about how it
went...how did it go here when you did have it in
place? and they [student teachers] can see the
difference,

Scripting serves several purposes for the cooperating
teacher. First it provides a concrete example of the
interaction that occurred. Through an analysis of these
interactions, the student teacher is encouraged to change,
adapt, or carry on. Scripting also helps provide a
perspective to what is appropriate and expected in a lesson
and what is not appropriate. A third, and perhaps most
important purpose, is that scripting combined with
questioning provides the cooperating teacher with a teaching
method that encourages self-reflection and through self-

reflection professional and often personal growth occurs.
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Growth Thtcugh Evaiﬁﬁgion

The three cooper&ting teachers interviewed felt that
student growth was an essential component of the practicum,
It is during the evaluation process that risks are
encouraged, classroom management techniques are reinforced
and individual teaching styles are developed, The student
teacher is expected to "cross over their desks from being a
student to being a teacher." Evaluation through reflection
encourages this "cross over.“ Student teachers are expected
to "try their own ideas" even if they don't always work,

The important questions the cooperating teachers seemed to
emphasize regarding risk-taking were; Why the method did or
didn't work? Did the student teacher fulfill their
responsibility to the children? As one cooperating teacher
indicated:

I also allow them to try their own method, if they

think it works...try it and even if it doesn't work try

it if it doesn't why doesn't it...but the main thing is
that we always have to make sure that those kids are
learning.

Risk taking, although encouraged, always carries the
proviso of accountability to the student in the classroom. -
It is through evaluation that this accountability to the
student is insured. All three teacheré expressed the view
that there must be a balance in risk-taking since it can
lead to growth or confusion:

You have to be able to actually analyze and say "yes"

if you try this and maybe try this, these might make it

better. And to try and train them to think that way

for themselves. Say O0.K. this isn't working now what
else can I do?
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Risk-takiny abpears to be a rather im@ortant element in‘
the process since it is through risk-taking that the student
teachers begin to restructure their own teaching style.
Often student teachers willingly accept advice and criticism
from the cooperating teacher since the cooperating teacher
is the most "significant other" in the practicum experience,
This willingness, however, to model themselves after the
cooperating teacher can be quite limiting, The cooperating
teachers encouraged the student teacher to deVelop their own
style, however, they also both reinforce the idea that it is
not necessary for the student to reinvent the wheel and if
something works then it should be used:

If you're willing to do the sharing and give them the

trust,.,..if you don't give them much experience and also

allow them to take their own direction and to develop
their own styles, they're going to be like you so it
takes a lot of courage to say 0.K. I am going to trust
this person.

The cooperating teacher appears to accept and encourage
a realistic approach to teaching the student teacher., She
accepts that the student teacher must grow and becdme
independent, however, a certain amount of control is
necessary to maintain this delicate balance. It is a slow
careful process of restructuring the student's way of
"viewing the world." It is this process of "observing",
"guiding", "pushing" and "letting go" when necessary that

encourages the student to grow by developing a style that

works for them.



Conclusions

From the ongoing analysis, five major themes were
identified which related to how the cooperating teacher
helps the student teacher restructure an effective teaching
strategy. The first theme discussed the question of "what"
the student teachers should learn. The following four
themes ‘addressed the issue of "how" they should learn.
"What" was identified as an individual professional teaching
style and the "how" themes were identified as confidence,
survival, accepting responsibility, and growth., Each area

was discussed and grounded in the literature wherever

possible and pertinent.
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CHAPTER SIX
SUMMARY REFLECTIONS AND IMPLICATIONS
Introduction

“This chapter consists of three major sections. The
first section summarizes the purpose of the study and
reviews the research methodology. The second section will
address reflections pertaining to the study and the last
major section will discuss implications for practice and
research in relation to the cooperating teacher's

responsibilities to the student teacher.
Summary of the Study

Purpose of the Study

The purpose of the study was to develop insights into
how cooperating teachers help student teachers restructure
their way of "viewing the world" into a viable strategy
during the practicum experience. The reasons for the study
are elaborated upon in the literature review and further
suggest the importance of the cooperating teacher's role in
helping the student teacher restructure their professional
knowledge and techniques in order to achieve the

profession's objectives in a particular socio-cultural



context. The following five research questions were

addressed.

What strategy regarding teaching does the effective

cooperating teacher have?

What techniques does the cooperating teacher choose to
stress in a particular set of circumstances in order to

help the student teacher develop an effective teaching

strategy?

How does the cooperating teacher teach the strategy to

the student teacher?

What aspects of the practicum experience alter or
reinforce the cooperating teacher's technique of

instruction?

How do the student teachers value this experience in

developing their own strategy?

Research Methodology

Semi-structured interviews were used in the collection

of data. Three cooperating teachers and their student

teachers were identified as participants. The cooperating

teachers were interviewed three times over an eight veek

practicum in order to examine their perceptions regarding
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the Sttﬁcﬁu:iﬁg of a teaching strategy for the student
teacher, At the end of the eight week practicum the three
student teachers were also interviewed in order to
corroborate the research data, Each interview was taped and
transcripts were returned to the participants for
verification, correction, and elaboration thus ensuring the
intent of the data was accurate. Follow up interviews with
the cooperating teachers provided them with the opportunity
to answer additional questions ang elaborate on specific
issues related to their role.

Data analysis was continuous from the initial interview
with the teachers. The information from the transcripts
evolved into three major areas, Philosophy, Techniques, and
Teaching. Categories were then established under each
heading. It was interesting to note at this point that the
categories evolved into three major areas rather than
falling neatly under the five questions asked. All five
questions were answered, ho&ever, in a rather circuitous
route. The categories were then analyzed and five major
themes were identified. One theme centered on 'what"
cooperating teachers taught and the other four were
concerned with "how" this was accomplished, The 'what"
focused on the student teachers as they developed their own
style of teaching, whereas the "how" focused on the student
teachar's survival, growth, confidence, and accepting of

responsibility. From an analysis of the categories and



themes many areas of growth resulted for the researcher.

These will be discussed under reflections,

Reflections

Introduction

From my experience as a cooperating teacher and a
faculty consultant, many of my ideas regarding the
cooperating teacher/student teacher relationship have been
confirmed, whereas other ideas have to be reevaluated, My
reflections will be discussed under three broad headings;
reflections on the improvement of the cooperating teacher,
reflections concerning the guiding of the student teacher,

and reflections relating to the University's responsibility,

Reflections on the Improvement of the Cooperating Teacher

From the onset of the study, it was my belief that
cooperating teachers are the most "significant other" in the
student teacher experience (Karmos & Jacko,1977). 1In so far
as this relationship is so vital I believe it is critical
that cooperating teachers learn to articulate their
knowledge and beliefs about teaching so as to influence and
guide student teachers. Lortie (1975) aptly states that the
aim of teacher education programs should be "to increase the
person's awareness of his beliefs and preferences about
teaching and to have him expose them to personal
examination" (p,231). Workshop experiences focusing on

identifying a classroom Strategy or a particular "style of



: gegcﬁingﬁ, and techniques of teachin§ iﬁvolving evaluation
and supervision of stﬁdent teachers would be invaluable to
the cooperating teacher. Since the practicum experience is
basically grounded in the actual practice of the classroom I
believe a theoretical framework encompassing an organized
body of knowledge must be included in a workshop experience
for cooperating teachers thus helping to ensure a quality of
performance in teacher educators. As Joyce and Clift (1984)
remarked "a continual production and dissemination of
knowledge about teaching, learning, and teacher education"
is a must for teacher education (p.9),

Unfortunately once teachers are certified they are no
longer required to upgrade their teacher training and
therefore they "learn to solve their problems on a
relatively pragmatic and ad hoc basis and doubt that there
actually exists any body of knowledge that can gquide it"
(Joyce & Clift,1984,p.16). These teachers often focus
entirely on the clinical aspects of teaching when acting as
cooperating teachers therefore it is essential that they
become involved in an upgrading program if they are to
become teacher educators. This division of theory from
practice "alienates them from the intellectual roots of
their profession" (Joyce & Clift,1984,p.16).

"Letting Go" of the classroom responsibilities became
another major cause for reflection., My experience with
cooperating teachers suggested that in many cases by the

fifth week of an eight week practicum the student teacher
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had assumed combléte control. This did not happen with the
student teachers in my study, quite the contrary, all three
cooperating teachers continued to teach one period
throughout the practicum. The question that must be asked
is: Which experience is most useful to the student or does
it matter? According to Joyce and Showers executive control
provides the student with the "intellectual scaffolding
necessary" to understand and use the skills where necessary.
If this is true this last stage of student teaching should
encourage, even demand, that the student teacher acts as an
independent "teacher" in the last weeks of the practicum,
Although the idea of scripting was not new, the
approach used by the cooperating teachers in this study
added insight into how this type of documentation might be
used as a formative tool as well as a summative tool.
According to Killian and McIntyre (1985) cooperating
teachers are reluctant to offer negative comments or
critical remarks when evaluating student teacher
performance. The cooperating teachers in my study often
commented on their reluctance to evaluate their students at
the end of the practicum experience. I wondered if ongoing
continuous scripting might be used to document successes and
failures thus providing the student with adequate feed back
and "no surprises" at the end of term. This form of
evaluation, if performed on a regular basis, once a day
initially, and perhaps twice a week as the practicum

progressed, might help in two ways, First, ongoing



evaluatioh}ﬁould occur and second,‘evﬁiuation could develop
in a non-threatening, supportive atmosphere thus preparing
the student teacher for a realistic assessment of their
strengths and weaknesses at the end of the practicum{

One last area of reflection regarding cooperafiég
teachers was the continuous use of didactic questioning
strategies which often forced the student teacher to reflect
on what was happening or how a situation might be improved, °
One student teacher remarked on how her cooperating teacher
"drew the answers" out of her. This brought to mind Schon's
(1987) examples of conversations between Quist and Petra in
order to develop reflection-in-action using the "graphic
world of the sketchpad as the medium" (p.75). I wondered if
"scripting"” wasn't used as the cooperating teacher's "sketch

pad" in order to develop "reflection in action."

Reflections Concerning the Guiding of the Student Teacher

Two major reflections seemed to evolve from the study
regarding student teachers. Often student teachers are
unable or unwilling to make educated choices regarding
lesson procedures and appropriate materials and must
therefore rely on the cooperating teacher to offer this
initial support. 1In this sense the student teacher adopts
the role of "follower and not leader" placing themselves in
the precarious position of being totally accepting
(Schon,1987). This however has its drawbacks since

according to Schon (1987) the student teachers must have
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complete confidence in their abilities to remain independentn
of the cooperating teacher. As one of ‘the student teachers
remarked "she [the cooperating teacher]" had developed the
structure in the classroom and even though she (student
teacher) was not comfortable with worksheets she still used
them since the cooperating teacher expected her to." Did
this cooperating teacher allow her student sufficient
latitude to grow and develop her "own style of teaching" or
did the cooperating teacher socialize her student teacher to
accept worksheets as the norm? Zumwalt (1982) encapsulates
the essence of my concern when she states "to improve
education...one educates teachers in a way that enhances
their deliberations about teaching" (p.225). Without the
capacity to be self-critical a teacher can scarcely be
considered professional (p.327).

The second area of reflection pertinent to student
teachers involved student teachers and risk taking.
Throughout the transcripts‘the three student teachers were
encouraged time and time again to "try something new" even
if it doesn't work try it and then ask why it worked or
didn't work. Combs (1971) discusses the absence of threat
in the learning situation and it would appear that the
students are very willing to take risks and to try new

things in a supportive, non-threatening atmosphere,.



Réflectiong Ralgtihg to’the Universitg's qué§nsibilit2
Several ;nteresting considerations regardiné the

University and the practicum experience resulted from my
study. Student téachers and cooperating teachers both
- remarked on the need for equipping student teachers with
survival skills, Needs such as classroom management skills,
planning skills, and communication skills were most often
mentioned. 1It's interesting to note the concern expressed
in the literature indicating that "student teaching
contributes to the development of utilitérian teaching
perspectives in which teaching is separated from its
ethical, political, and moral roots" (Zeichner &
Teitelbaum,1982,p.96), This concern I believe is grounded
in the needs expressed by student teachers and cooperating
teachers regarding survival skills. It would appear that
the University interprets the needs for survival as a
"utilitarian teaching perspective," however, I've wondered
why an "emphasis" on survival needs necessarily removes the
teacher from their "ethical, political, and moral roots."
If, indeed, the technique becomes an end in itself then
remedial action is necessary, however, I believe using
various techniques to solve problems allows "the teacher" to
get on with larger issues thus embracing their "ethical,
political, and moral roots." From the experienced
cooperating teacher's pcint of view it became apparent that
student teachers must work in a guided clinical éxperience

if they are to be successful in the classroom. Perhaps the



b University must come: to recognize their responsibility to
student teachers by providing them with comprehensive |
‘curriculum courses offering such clinicai experiences, The
student teachers expressed a need to be more practical in
their expectations regarding other aspects of teeching as
well. Specifically mentioned was a realistic notion
regarding planning lessons for the classroom. It would
appear that University professors do not have a realistic
view of what "a real lesson plan" should involve and
students are often "passed" on the basis of what appears
theoretically to be a good plan but in actual fact is
unrealistic in a classroom setting, Both cooperating
teachers and particularly student teachers felt that
incorporating the theoretical planning with a clinical
experience might be more realistic.

Another interesting idea regarding the University
emerged from my analysis, As stated earlier, it was my
opinion that the cooperating teacher was the most
"significant other" in the student teacher's experience.
Much to my surprise, however, it became apparent that the
Faculty Consultant could also play a significant role in
improving the quality of performance of the student teacher
experience as well as providing the cooperating teachers
with new insights. This was a most refreshing idea since
from my experience more often than not the cooperating
teacher and the student teacher join forces and provide a

"show" for the faculty consultant in order to ensure the



'student teacher an excellent evaluatlon at the end of the ’
term, In this situation the faculty consultant took on the
role of "significant other" for the cooperating teacher,
guidine, suggesting, offering advice where necessary, thus
ensuring an excellent teaching experience for both
cooperating teacher and student teacher. Perhaps this is
also a role that should be encouraged for the faculty
consultant, |
Personal Reflections

A final unanticipated section involving my role as
teacher educator also evolved from the writing of this
study., It became rather evident to me as the study
progressed that many of my taken-for-granted assumptions,
beliefs, and values required reflection and reassessment.
The reality expressed by the cooperating teachers while
often similar to mine, in some instances was very different,
Concerns involving questions regarding my own personal style
of teaching became much more pressing as the study
pProgressed. I also began to wonder just what I valued as a
teacher educator. How important is it to allow the student
teacher absolute control in my classroom? How important is
it to reconcile the gap between theory and practice? What
kinds of qualities does a good teacher educator exhibit and
how do you test for them? It became apparent that I came
away with more questions than answers. Nevertheless one
critical understanding surfaced and that is the importance

of the cooperating teacher as a guide in helping the student




teacher develop the capacity to be self critical in all

teaching situations.'

Implications

Implications for Practice

- This study has implications not only for cooperating
4teachers, but also for student teachers and the University
Programs. Based on the literature review of Chapter Two as
well as the analysis of the transcripts, certain
recommendations must be considered for each of the three

interest groups, cooperating teachers, student teachers, and

the University.

Selection of Cooperating Teachers

Since the cooperating teacher plays such a vital role
in guiding the student teacher through the practicum
experience and since the skills and abilities of the
cooperating teacher are critical factors in determining the
quality of the student teacher's practicum experience, it
becomes apparent that a screening process identifying the
best qualified cooperating teachers is necessary. On the
basis of my study, several criteria for choosing the most
able and best qualified cooperating teachers seem relevant.
Foremost among these criteria are a high level of enthusiasm
and a commitment to teaching and a demonstration of

excellent teaching ability. Equally important are strong



supervisory skills with respect to student teachers.._
'particularly the ability to help the student teachers become
self reflgctivg.practit;oners.
Process of Training Cooperating Teachers

The major objective of the student teaching program is
to develop the most able and qﬁalified teachers possible,
Since the cooperating teacher guides the student teacher in
practicing "effective teaching in the context of doing" it
is essential that workshops and University graduate courses
culminating in a Masters'degree be developed to ensure a
reflective practitioner in the classroom (Schon,lQB?,g.lQ).

Traditional workshops and inservices appear to be
ignored by most cooperating teachers because "they don't
offer anything new", therefore change appears necessary,
The P.A.C.T; 330 project at the University of Alberta is a
modest beginningveven though all of the participants felt it
was limited in many areas. Perhaps the P.A.C.T. progect
could be "beefed up" to include more relevant theory for
cooperating teachers as well as a clinical experience
incorporating models of reflection for both student teachers
and cooperating teachers. Further, university courses
offering effective teaching techniques, communication
skills, the reflective process, and so on, could be
developed and used as the basis for a Masters degree thus

ensuring a reflective practitioner.




Institutions responsible for the professional

development of teachers must develop a specialized program
of study for student teachers. Fuller's (1975) research
specifically states that education courses should be

. designed and sequenced to "address the felt needs of
developing teachers as these needs occur" (p.41). Survival
skills such as classroom management, lesson planning, and so
on, must be included prior to all practicum experiences if
student teachers are to advance to the more desired level of
impact concerns where reflective thinking evolves
(Hall,1987),

z;gg;ications for Faculty Preparation

Institutinns undertaking professional preparation of
student teachers must have faculty members qualified in the
area of teacher supervision, Faculty consultants must be
clearly aware of their responsibilities to the student
teacher and the cooperating teacher. Part of this
responsibility includes guiding and advising the student
teacher as well as the cooperating teacher. Perhaps faculty
consultants should be screened rather than being chosen from
a pool of graduate students since they share the
responsibility of "guardian" with the cooperating teacher.

If money was no object, I would recommend utilizing
experienced teachers that have specialized in a particular

curriculum area - social studies, science, language arts,
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| Fﬁculty cohéﬁltants must also be trained in techniques
of evaluation. Mandatory university courses stressing
didactic questioning strategies, scripting, and

communication skills should be developed.

Implications for Future Research

Although this study provided some useful information
regarding how the cooperating teacher teaches the student
teacher, further research would be helpful in expanding the
meagre data base in this area, The following research might
be included:

1, Replication of the research with a larger sample of
cooperating teachers and student teachers to determine -
if their views regarding how the cooperating teacher
actually teaches the student teacher corioborates the
findings in this study.

2. Further research should be conducted to identify
specific skills necessary for University courses for
cooperating teachers, student teachers, and faculty
consultants.

3. Further research should be conducted using different
methodologies to ascertain variables that facilitate or
detract from the cooperating teacher/student teacher

relationship.




J7 'd; , Future tesearch mlght be used to evaluate both sh rt, ff

and long practicum periods,
A Final wWord

This,study examined how three cooperating teachers
guided their respective student teachers in structuring a
teaching style that worked for them. Although all three
coopérating teachers approached this task from a different
perspective, several common themes surfaced as the research
progreﬁsed. The most significant factor arising from my
study, however, is that the coopérating teacher continues to
act as a "guide" throughout the practicum experience.
Therefore, it is appareﬁt that the professional excellence
of the cooperating teacher is one of the most critical
factors governing the quality of the student teachers'
educational experience. Zumwalt (1982) states "good
teaching demands very able people" therefore the process of
selecting and educating cooperating teachers is critical if

the quality of teaching is to improve (p.248).
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PreePraqticum Interview Guide for Cooperating Teachers

a) How many years have you taught and at what levels?
b) How many years have you had student teachers?

Tell me a bit about how you view teaching? What does
teaching mean to you?
Probe: characteristics

role

Work through a typical teaching day and describe and
explain some of the things you do.

What does being a cooperating teacher mean to you?
What does it involve?

What kinds of experiences have influenced you as a
cooperating teacher?

What do you think is most important for a cooperating
teacher to know?

When you observe a student teacher teaching what are
you looking for?

How do you find out what the student teacher knows?

For example, your student teacher has been with you for
three weeks, How can you tell what he/she knows? Walk
me through your analysis.

How do you help the student teacher develop an

effective teaching strategy? Can you use examples?

Probe: How do you actually teach the student the
strategy you define as important?

In which areas do you feel you have the most impact on
the student teacher?

Has this practicum experience altered or changed your
way of teaching?

What advice would you give a cooperating teacher who
was about to receive a student teacher for the first
time?

Can you suggest ways the practicum experience might be
improved for:

a) cooperating teachers

b) student teachers

Are there any topics, comments, or insights that you
would like to mention that I've forgotten?
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3.

4.
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Mid-Practicum Interview Guide for Cooperating Teachers .
Questions/concerns about the transcription., Are there

things you wish to change or discuss?

How do you prepare your student teacher to teach.
Probe: plan of action,

How do you introduce the student teacher to your class?
Do you usually have a specific plan for the student
when she comes to you. Discuss the process - explain
or suggest.

What the student teacher adds to your classroom.

Do you help the students design objectives on long term
plans? -

How do you establish developmental growth in your
student?

Briefly discuss evaluation.
Probe: process of cooperating teacher evaluation

I noticed that you teach the core subjects in the
morning, is there a reason for this?
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Post Practicum Interview Guide for Cooperating Teachers

' Has your view of teaching changed with the 8 week

practicum experience and with me talking to you?

Explain what being a cooperating teacher means to you?
What does it involve?
Insights,

Have there been any experiences over the last 8 weeks
that have influenced you as a cooperating teacher?

Suggest the most important things for a cooperating
teacher to know.

What are you looking for when you observe a student
teacher? Explain,

After these 8 weeks how do you assess the student
teacher? How do you find out what they know?

How did you help the student teacher develop an
effective teaching strategy?

In which areas do you feel you had the most impact on
the student teacher?

Has the practicum helped you in any way?
Can you suggest ways of improving the practicum for:
Probe: cooperating teacher?

student teacher?

Have I forgotten anything?
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Post-Practicum Guide for Student Teachers

Explain what teaching means to you now that you've
completed the practicum? Is your view of teaching
different or the same as the cooperating teacher?
Explain. *

Explain what your expectations were for your

‘cooperating teacher,

Suggest the kinds of experiences that influenced you as
a student teacher,

How were your introduced into the classroom? Did the
cooperating teacher have a "plan of action" when you
started?

What aspects of the practicum were most significant for
you?
Probe: What did the cooperating teacher stress most?

How did the cooperating teacher evaluate you? Suggest
the kinds of characteristics she was looking for.

How did the cooperating teacher actually teach you what
was important? Where did the cooperating teacher have
the most impact? Explain.

Did both of you agree on what was important? Explain,

Was there a change in the way you were treated at the
beginning of the practicum and the end of the

practicum? Explain,

How were objectives for long term plans handled?

How did your cooperating teacher develop your self
confidence?

What should you know before coming into the classroom?
Probe: Suggest ways of improving the practicum.
How would you change the practicum
experience?
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Appendix B

A Pilot Project of the E.C.S.D.
and the U, of A.



PRACTICUM ALTERNATIVES FOR
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PRACTICUM ALTERNATIVES FOR COLLABORATION IN
TEACHING

P.ACT.

: A Pilot Project of the E.C.S.D. and the U. of A.

PAC.T.is apilot project of the Edmonton Catholic School District
and the University of Alberts. The University of Alberts is
responsible for teacher preparation and traditionally the Edmonton
Catholic School District has cooperated with the University in its
programs through the practicum component. In this project these
two parties have. undertaken 8 collaborative approach to the
practicum,

The purpose of the project is:

* Tointegrate theory and practice through collaboration in the
preparation of student teachers and the further development
of cooperating teachers.

* To provide a structured support system for student teachers
in their practicum experiences.

* To provide an opportunity for creating and maintaining
professional growth experiencas for Cooperating teachers.

* To provide directions for planning alternate models for the
practicum.
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ASSUMPTIONS:

1,

As professionsl educators dedicated to the teaching/learning
process, members of the teaching profession and the university
community are committed to professional development.

Thore Is & nesd rfor scheol districls and the
universily lo collsborate in the orepsralion of
cooperdiing leachers and Student (eachers.

The faculty of Education will ensure that students have a strong
background in both curriculum and pedagogy.

Mombers of the Facully of Education must have
closer contacts with the schools.

Student teaching is the first phase of the long term process of
continuous development of the teacher.

Bolh the schools and the taculty of Educstion
will ensure lhal lhere is an environment which
ONCoUrages experimentation and reflection Iin
oraer that lhere is an inlegralion of theory end
praciise. 7he principal is critical in rostering
Such & climate &t the school /evel,

Special preparation can assist teachers in fulfilling their role
as cooperating teachers.

A program which focuses on the development of
observelionsl, analvticsl and coaching skills
will be part of such preparation.

Developing and changing professional classroom practices
requires time and structured support.

The program must be systemalic and long range
n nature comprised of specific inservice end
lollow-yp components. This project Is the
Initial stage of what is to be & systematic snd
long range program of teacher adevelopment.



DESCRIPTION OF PROJECT:

This pilot project between the University of Alberta and the.
Edmonton - Catholic School District will prepare student teachers
and cooperating teachers to engage in reflective analysis and
feedback on their classroom practices. The cooperating teachers
will be provided with training in the areas of supervision and
coaching of teachers. Student teachers will be provided with a
more structured approach to their development which will
emphasize that the practicum is but the first stage of their ongoing
growth as professional teachers. The project will provide a wasll-
rounded professional experience for both student and cooperating
teachers. In this undertaking, the University and the District will
jointly plan, exscute, and evaluate the project for its implications
with respect to teacher prsparation.

EXPECTED PROJECT OUTCOMES:

As the objectives of this program are to increase teacher
involvement in teacher preparation and to provide professional
development alternatives for cooperating teachers thréugh the
coordinated efforts of the Edmonton Catholic School District and
the University of Alberta, the critical outcomes must includs:

= evidence of significant collaboration among all parties.

= provision for on-sits systematic support for student
: teachers

- lincreased professional  development opportunities  for
cooperating teachers.

- identification of a8 contact person at the district level as
well as evidence of increased communication between
Faculty of Education personnel and individual schools.

= @& model for practicum alternatives based on the evaluation of
the project which could be utilized in other university -
school district collaborative endeavours.
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PERSONNEL:
STUDENT TEACHERS:

Four half day sessions Lo be presanted by Lhe praclicurn
associates/laculty consultanls altached Lo the program.

Two of these sessions will occur on campus before the
practicum, and the last two in pulling oul sessions during
the first four weeks of the practicum.

COOPERATING TEACHERS:

Four half day sessions Lo be presented by the practicum
associates/facully consultants attached to the program.

Two of these sessions would require substitute teachers,
one before practicum begins, and.one within the first two
weeks of the practicum. Student teachers would provide
the coverage for the remaining two sessions,

COOPERATING SCHOQLS:

Holy Family John Paul |
Mary Hanley St. Elizabeth
St. Richard

FACULTY PERSONNEL:
Al Neufeldt Yvette Brown

Joan Mclean

ISTR P N

Minimal <~ principal assistarce

DATES:

Winter term , .



DELIVERY:
ln iiﬁo initial yﬁaf br the project, one setifdh of ﬁich of the
following Education Practicums will be addressed:

Ed. Prac. 330

Ed.Prac. 350

Ed.Prac. 353

EVALUATION:
Survey of cooperating teachers before and after project.
Survey of student teachers befors and after project.

Evaluation of individual learning of both groups through
anecdotal records.
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ED PRACTICUM 330

"People do not necessarily learn from the experience, perticularly if

they do not think about it or do not take responsibility for its
creation” - Anonymous

OBJECTIVES:

. To build on the orientation session the Universily provides to
cooperating teachers in order that these teachers may develop
their supervisory skills throught a structured program.

v To ensure that the student teachers have had the opportunily
lo experience a systemati. approach to the practice of
teaching and classroom management in order that they may
reflect on these with the cooperating teachers.

COURSE OUTLINE:
STUDENT TEACHERS:

1. Classroom Management
2. Communication Skills
- with students
=~ with peers
- with cooperating teachers

COOPERATING TEACHERS:

1. Supervisory Skills
- observation
- analysis
= preparing for feedback

2. Coaching Skills

Content will be finalized after a meeling with the fall Practicum
AssocCiates but in keeping with the general cofitent for the whole
project.
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EVALUATION:

The evaluation should have sume common components
with that of the other two praclicums. Therefore., the
project as a whole should have an evaluation component.

Timing of sessions: - lime of year
- Llime of day

Content of sessions
Reflection on personal growth

Comparative statements from éoooerating teachers who
have participated in both the reqular program and the
pilot project.

Sample to include
- student teachers
- cooperating teachers
- practicum associates
-~ coordinators



