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- ABSTRACT - - . -,

-

- : , o
The purpose of thlS study was to conte%tuallze ‘and
_1nterpret the experuences of a. group of prospectlve early
‘,childhood teachers «during one academlc term. The study took
-place durlng the second term of therr-"prof3531onal year "o
durlng ‘which -time they were engaged in both unlver51ty
-fcourse work and practlce teachlng at thelr preferred level.

‘ﬂ The f1eldwork°and data analy51s were guided by ‘the
B ba31c tenets of symbolic 1nteractlonlsm as represented in,

.the work of Herbert Blumer. Blumer s works were osen

- because he expounds a more 1nterpret1ve or phenomenologlcal

'J';the descrlptlon and 1nterpretatlon of experlence

_.varlety of symbollc' lnteractlonlsm . This. sefmed
:partlcularly apt for a study Wthh had as its baszc purpose '
v

In order to collect the data I became a part1c1pant
observer in a class of twenty seven Early Chlldhood
educatlon students at "nghlands Unlver31ty "r Part1c1pant
observatlon, as I have used it here, refers to a combination
‘of ;ntervrewlng,_document analy51s, 1ntrospection and direct

‘participation and observation.. During the. unlver51ty}based

,1,portion- of the fleldwork \I attended all classes and.

-lnteracted/ regularly; wlth - the -stadents, focusing
spec1f1cally on the experlences of two key 1nformants When
_the students were placed in school classrooms for an eight
week practlcum, I visited four key 1nformants weekly 1n
| ;order; to explore their experiences. In addition, I
maintained regular contact with eight secondary informants.
In each of the two data 'chapters; one on the
university experlence and the other on the—practlcum, I have
represented the students’ experlences.ln a.thematic manner.

Each theme constitutes an aspect of professiohal preparation'

vi



.

which'tobk aon significdnt,meaning for the informants. In a
subsequent chapter, their’experiencqs‘are-organiied and
discussed from three « _fferent framgs of_reférence: (1)\§he
relationship betdeen “heir evo%ving experiences and ‘how tha%}
informants' defined their situations; - (2) teéchef.education
as a‘socialization experience; - é%d (3) implication§ far the
design of prbfeasionél‘pfeparatigd’programs. . ; L

yThe study closes with a-short_chapte;.of personal
refléctions, on the 'resea;ch:.procéss. and béccalau#eéte
"teacher educatioh. ; o

K X . ' ’ ’ =



—-

ACKNOWLEDGEMENTS : ,
o SRR

Many 1nd1v1duals have made 51gn1f1cant contrlbutlons_

“the successful completion of t

'$ work. To each and
very one‘of them I am most apprecia ive. o
My wlfe, Anne, - ‘has both encoura d and supported this

pro;ect from its inception. In addltlon, she has acted as

" an edltor,.readlng and - commentlng on every chapter of thls'

-

" thesis.. I ‘am truly . lucky to have had her love,.

Vencouragement, and suggestlons during this three year trek.

To my children, Beth and Jamle, I offer a heartfelt
'ﬁthanks,“ I'm sure it hasn't been-easy having a father who
was,home so rarely and who, when he was home, frequehtly
showed the. strains and stresses of his work. Maybe we can
change that now. ” '

-

My supervisor, Dr. Al MacKay, has been a source of

"conStant support encouragement and crltlcal feedback I

couldn't have asked for anyone~better ' R

All of the members of my on- campus committee, Dr. Myer
Horow1tz,,Dr. Janis Blakey, Dr. Mary Young and Dr. Ken Ward
have contributed signifiCantiy to this work. I wish for
them to know that I am truly grgteful for thelr wise -and .
patlent counsel -

I also wish to thar- r. Christopher M. Clark: of
Mlchlgan State: Unlver51ty, tor consenting to be my external
~examiner. . o

Those who actually took part in the study must, of-

course, remain anonymous Without their- voluntary

participation thls .work would never have been completed
Unfortunately, a brlef‘"thank you" on a page such as this

comeg nowhere near to expressing how I truly feel about

.their contributions.” Each of them, I'm sure, understands

that, and will thus know what I mean when I say that I don't
know how to thank them ' .

To my colleagues and close friends, Beth Youung, Lloyd

. viii ‘ : -



. r
x . .

~

Stéie_r,iBorkAur Harisen, Mary Ann Mclees and Darllen,e;‘ El"‘liott',. T
I can o&ly say that, I "have‘_’ been lucky to have been here at
the same time as they.. In a less direét wa{z, their
contributions have béen sﬁb_stantia'i-.‘ o , |
~Lastly, thanks to a friend many kilometers away, Dr.
David Muttart, fo‘r helping me believe in myself. I doubt
h _thaﬁ I would have undertaken this task without, his support.

A

1
-y



Chapter

L

. . _ et } J ,
TABLE~“OF CONTENTS o
oy
/-\—-
INTRBDUCTION Sy
A Pura?se of the Study . . . ~ ~ -
Guiding Questions
Néed for the Study . . . . . N

- Dissertation Organization

A Framework for Inquiry . . .

a
Assumptions, Limitations, Delimitations

N

&

RESEARCH DESIGN AND METHODOLOGY: A LOGIC OF
JUSTIFICATION |

Theoretical Foundationé

Introductioﬁ ' .
The Methodological Implications of
Symbolict Interactionism

Participant Observation

Validity -

ar

Reliability .

Doing the Research . . . . . .

Gaining Acéess. . . . . .

‘Meeting the Students - .

Dé;

SETTING

Univetsity Program
:Introduction..“.. e
The Elementary.Di;ision

Page

B 00 B W W

[ =

14
14

14 .

48
" 48
48
48~

M



4

5%

.

v

‘

'The Schools

‘\v;x@he Early Chilnhoed{Mino:
'Tne Ke& Informants .
Becky.
Holly . .

Janet . . . . . =

§e Leger

‘\\ Margo . . . . . . . . 0L

Melinda
Looking Ahead . . .. .

THE bNIVERSITY EXPERIENCE‘
Classroom Life = .
Structural Elements
'Early ChildlLood
Educational Administration
Summary and Discuss;gn
The Instructors
Early Childhood
‘ Educatlonal Admlnlstratlon
Issues—dnd Concerns e
The Strucpure-of Learning Enwvironments
Schedule Pressure . . ..
akncern for Marks
All That Is Practical
Required Activities '
. gerly.cnildhood L

»# Educational Administration . : .7

Anticipating the Practicum .
Synopsis of Issues and Concerns

Chapter Summary .. . 7.

THE SCHOOL EXPERIENCE . . . . . .

Introduction

BeCky . . . . o- 'S
<y

_“50:

52

53
Tis7
) 6L

63

67

10
72

73
73

13
13-
85

91
96
107
113
113

121

126
129

136 -

136
141
144

149

152

154

154 .

157

X

. 157 .



?

Chapter Summary - .

Leger
Margo §
Melinda

Issues -and Concerns

‘Ma;or Themes .- . . . . f;t N ;//.

Role Definition: A Tendency to Conform

The Cooperatlng Teacher A Focal
Position ,
The - Faéulty Consultant: Role Amblgulty

'-Evaluatlon Under the Mlcroscope

-

'Mlnor Themes

Controlllng the Chlldren

\Subtle Modlflcatlons

Student Teachlng As Perkormance‘
The Theory/Practice Issue_

Synopsis of Issues and Concerns .

o -

o

 DISCUSSION, CONCLUSIONS, FUTURE
"CONSIDERATIONS WAYS OF VIEWING .THE

EXPERIENCE )

Introductlon

.The Deflnltlon of the Sltuatlon
’,dBelng A Student . . . .. .

Practical Knowledge‘
Doing Well Overall
Be;ng A Student Teacher . ‘.

A General Deflnltlon of the Sltuatlon )

Cooperatlng Teachers and Conformlty
The Faculty Consultant

The Slgnlflcance of Classroom Control
Student Teachlng as Performance
Summary ’

A Few Comments on Soc1allzatlon and

o Profe531onal Preparatlon

xii; -

160
162

164

167
167
167

178
193

206
218
218

1228

237
240
244
251

253
253
256,

258
261

265
270

271

273
279

283
- 286

289

291



B
The Concept of Socialization
» Pfdfessidnai Schools
The,Bafly'Childhqod Students
Summary .
Implicatibné for the Design of Teacher

. Education Programs

‘Theory and Practice . gt e

Selecting Significant Others
Comﬁun;catibn:ih,Supporting
Relationshipé
Ccnclusions: .
Coursework . . . |
Pracﬁicé Teaching *
»Relating.the Two

A B .
Future Considerations

LOOKING BACK . . . . . . . =
’ Introduction

The Research Process

Teacher Education

A Closing Comment
BIBLIOGRAPHY

APPENDICES . . . . . . . ..\

xiii

292

294

2398
308

309
310
315

316
319
320
322

323

325

331 .
331
332
340
348

350



'CHAPTER 1

" INTRODUCTION

x . “ d

The responsibility for providing a formal,educatibn,
;hil filtaring through°var;ous'governmental and local
contZol structures; ultiﬁate}y rests withﬂthe mul;itude of?
classroom teachers w};h whom-Childreh régularly.interact.'
Research on effective teaching (Brophy and Good, 1986) is
demonstrating that what a teacher chboEeS to do in the
classroom has a significant influence .on the academic
performancé of the stucents. But perhaps more importantly,
the.”pdtential influence of teachers on the thopghts,
feelings and actions of young children, by virtue of
_sustainéd social contact, is momentous.. | ‘ .

The formal breparation»of these teachers has become .
largely the  prerogative of the university. While program
_length and structure may vary, course work tends to be
lérganized infg' three compoﬁents: a general 1liberal
education, subjec¢t matter specializations and pedagogical
stud;es (Lanier, 1984:68). In additi9n,‘a field component
or practicum is ‘invariably’ included and is commonly
identified as.the sine qua. non of preservice preparatibn.
The efficacy of these programs, howéver, has been and
continues to be the topic of much debate among academics and
practitioners. ‘Some argque that their impact, at best, is -
short~-lived (e.g., Arnstine, 1979), while oiﬁers)pnderscore
their importance by stating that the education of society.

can rise no higher than the qualifications of its teachers

v . 1
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(Corrigan, 1982:37). Lament is .frequently heard about the
distance between a typical curriculum in a teacher educatiOn
program and a strong intellectual orientation (e.g., Lanier,
"1984:73F. Indeed, Cortis (1985:14) ' likens teacher
preparation to medieval craft guilds which were typified by
an apprenticeship mode%. ‘Such: an emphasis on the practical
or technical has &d many t@ suggest that the practicum is
prlmarlly a soc1allzatlon into the world of schools (e. g..,
Iannaccone, 1963:73), and others to suggest that this
’socialiiation ~has "frequently been -at the expense of
intellectual activity (e.g., Patterson, 1984:38). The
theory-practice dichotomy also finds frequent expression in
i the teacher education literature'(efg.,'Miller and Taylor(
. 1984) and is supported by comments from practitioners in the
field, such. as that made by a 23 year ol{ elementary school
teacher with two years of classroom experience (Kushel and
Madon, 1974:139):.

It's not that all my education courses up
until student teaching made little sense, -
most of what they had to say had little
application to the day-to-day realities of
" teaching, unfortunately.

&ore recently, criticism has focused on whéther or not
. @ substantial data base has beenjestablished uponqwhich_to
desidn the skills component of teacher education programs.
A large.body of reéearch has developed in the area of

teacher effectiveness, with many proponents ~asserting that
certaln teacher behavioural variables relate positively to
‘student achievement (e.q., Brophy and Good,. 1986) - Yet
others consider that to "shatter" ‘social 1nteractlon into
dependent ‘and lndependent varlables is an overly simplistic
view '0f human behaviour (e.q. Tabachnlck 1981:77).

Finally, there are those who suggest that a\complete social
analv51s of teacher educatlon 1nst1tutlons '‘is in order
(e g., Clarke, 1984:48).

\
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Surprisingly, researchers have only :ecently‘begun to

focus in any serious manner on the worl§ of the prosp®ctive

teacher. Although possibly explained, in éart, by
idéological orientations to research,'%his."oversight“ seems
_remarkable in that the mbst basic intent of a teacher
education program is to have a positi&e and modifying
influence on these individuals. It was here, amid the
experiences of education students, that this stqu was

_based.

-

P_uxmse_af_the_sindx

A

interpret the meaning which selected teacher candidates gave

to their ‘university classroom and practicum experiences

during one academic term. In other words, I wanted to know

what it was lYke to be a student in a teacher education
program. I was looking for an understanding of the aspects
of these experiences which took on significant meaning for

the partidipants.. e

The need to contextualize the meanings individuals

attach to their experiences necessitated my becoming

‘familiar with the settings in which they interact in an

"~ The purpose$of this study was to contextualize and

;

attempt to "capture" their experiences as they unfolded. As ,

the study is foupded on a conceptualization, of meaning as
being sociall} derived, méaning a;d context afe indivisgible,
and any attempt to diScugscmeaning devoid of the context in
which it is assigned is, in and of itself, meaﬁingless.

J

s -i. : . ‘

.

3 : , , :
I have no’ constructed hypothesés to gquide this

inquiry because T didn't set out to test anything.



Hypotheses assume a knowledge of what one is‘looking’fcr,'
_and I entered the field with little idea of what I wanted to
find.: [The rationale for this stance is explored in greatertx
detail in chapter 2.] 1Instead, I adopted a grounded theory :
orientation (Glaser and étrauss, 1967), but I avoided-rigid
adherence to a prescribed'data COllection.technique. In. the
~absence of formal hypotheses, three questions' were
>COnstructed‘to guide the study:

- 1. ‘What aspects of the university classrdcm’experience

take on significant meanihg .for the teacher

cand1dates° ‘ , v

2. What aspects of the practlcum experlence take on
31gn1f1cant meanlng for the teacher candidates?

3. Are aSpects of the university classroom experlence
altered or relnforced as the teacher candidates move

'through the practicum?

| v
. Need for the Study

In splte of the quantity of research which has been
undertaken, the persxstence of nagging questions relating to
the dpblous impact of preservice ‘preparation (e.g.,_Lortle,
1975;@1) attests to the dismal knowledge base which has been
genera ed. Addressing the recent history of research on the
stude‘ts of teaching Lanier (1984:31) uses descriptives such -
as f...desultory in nature, poorly synthesized, and weakly
criticized." Hersom (1984:255) ‘describes teacher education
as/ having suffered either from meglect or an
vay&—toq—exclUSive focus on the practicum. Amid the
orient ions and foci which past researchers have taken,
there is an obvious lacﬁ of activity which centres on the
emerglng experiences of prospective teachers as they engage

/1n preservice preparatlon Even w1th the aforementioned

/
!
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emphasis on ‘the practicum, Adler (1984:15)\points out that
the dynamic nature of that'experience has received scant
* attentionu Such a situation raises questions about the
reasons for’thfs neglect,‘and why an increased focus is
warranted S ‘
The spar31ty of resear%h of an experlentlal nature
undoubtedly reflects prevailing orientations’ to methodology
which’ exist at given "times in history. Research in teacher
education, and in education generally, has been dominated
for much of this century by an empiricai-analytical approach
whlch iz premlsed on three axioms: (1) the. diecovery of
screntlflc laws, whlcn can be used to predict - human
.behaviour; (2) the _assump;;on that behaviour ' has
characteristics which are_dndependent of peréonal'intentions
and motives? and (3)5the‘belief)that res« .rchers must
T%aintain an appropr;ate distance from the phenomenon‘to
guarantee neutrality and control subjectivity (Popkeditz et
al., 1979552). Such an orientation has tended to exclude
the adoption of ethnographic-type approaches to knowledge
generation'which‘characterize many studies in sociology and,
' more specifically,'cuitural anthropology. While this -form
of research is by no means new to education, it has only
recently gained widespread recognition and acceptance
. (Bogdan and Biklen, 1982:3).

Thomas Kuhn, in his classic., work The St:ugtu:e Qf
Sg;ent;ﬁ;c_ﬂhxolut;gn& documents the changlng nature of

scientific thought'and the accepted values and methods that
may typify the (natural science) research communlty at any
time. He terms these accepted examples of practice
"paradigms" (Kuhn, 1970:10), and likens'paradigmatic shifts
to "revolutions". (Kuhn, 1970:12). ‘While there are
differences between social research and natural science
research (one might argue that the social sciences are, at
best, pre-paradlgmatlc), the types of questions- asked and {
methods employed are. nonetheless gu1ded by,'or at least %



betray, theAassumptions ynich underlie a part;cular view of
the social Qériq. In the area of teacher education, as with.
other fields of education, greater emphasis 1s being pleced
upon the world of the individual. Rist (1982:x) describes
this orientation to inquiry as bringing "...the study of
human beings, as human béings, to center stage." Belanger
(1984:68) emphasizes one. particular aspectvpf the importance
‘:ef\this line of inquiry: |

" What a teacher believes and values as a
"person and a professional is seen .as the
<:;? - fundamental initiative for effectiveness as

a teacher. This is not to suggest that

Sklll and knowledge ares unimportant but

! rather that the highest priority for
l consideration in teacher education 1is the

J '~ attitudes, beliefs and values of the

candidates. \

The call for a concerted focus on individuals and
their experiences as they pass through preservice programs
has been made by.a numb€r of scholars (Ryan, 1980;
Tabachnick, 1981; Tabachnick and Zeichner, 1984; Koehler,
1985; Wideen and Holborn, 1986; Cruickshank and Armaline,
1986}~ Thiststudy‘was, in part, a response to this appeal.

Ihgg;etigal_jﬁpg;LAngg. Sears (1984:6) -and Ralston
-(1980 11), conducting doctoral research of a nature similar
to thlS study, have decrled the" current knowledge base 1n
teacher education. Indeed, Sears'somewhat sarcaStlcally
points out that .more is kn%wn of native cultures on remote
Pac1f1c islands than is known of the values and outlooks of
those who wish to become teachers.

T@;s study contributes to our emerging understsnding
‘of the experience of neinglan education student .and a
student teacher. In addition,fI have atqij:ted to shed

light on how prospective teachers view em$elves as

ecome student teachers. (. _. -

//étudents and how this vieY of self is renegotiated as they
b



Exagtigal_lmpgxgange; The basic'purpose of a teacher’
educatlon program is to 1nfluence the" pedagoglcal and
curricular decisions made by prospectlve teachers once they-
become inservice practltlode;s. - Becker et.al. (1968:2)
suggest that the best waQ. to do this .is to focus on-
students' views of their-own experiences in an.attehpt to
underetand what influence§‘those behaviours one wishes to

.inflaence‘ The relevance of this perspective should not be
overlooked ﬂro move toward an understanding of the'meanlngs
which students assign to their 'experiences is to better
allow the instructor, the adm;nlstrator, or the currlculum
developer to assist those individuals in becoming teachers. ,
Having conducted research on three first-year teachers
Everett-Turner (1984:239) reflected on the 51gn1f1cance of 5

understanding the individuaY which is both revealing and gﬁ
164

sensitive in its basic humanness:

- The message that came through to me ... was
how important it is to make a genuine effort
“to come to know each individual student*in
* his or her uniqueness. While I realize one

instructor cannot be everythlng to everyone,

I am committed to making more time for
personal encounters with individual and
small groups of students, to find out what
things are important in-their lives and in
what way I can help them in their becoming a

-teacher. .

_ ’

In addition, the organization and administration of
teacher education prfograms can, and should, be informed by
the experiences of its students. = Problems which become
evident in the day-to-day process of preservice preparation
need to-be addressed by decision makers if the process is to

be made more meaningful to,tﬁoéeﬂit is intended to assist.
R
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The selection of a framework “for’ any study requlres ah\’/
'understandlng of its purpose and, accordingly, of the
concepts central to it. .As‘previously outlined, “meanlng"
is- the key concept in thls study and one approach whlch
addresses -the 1nterpretat10n of meanrng, and subsequent
behaviour, is symbolic %nteractlonlsm A

The "modern origins of symbolic interactionism are
commonly traced to the thoughts and teachlngs of George
Herbert Mead. A professor of philosophy at the University.
of Chicago from 1894 to 1931, Mead published‘relatively
little during his lifetime, but had a profound impact on
many of the soc1ology students who took his courses. Most
notable among these, and one of the principal exponents of
interactionism during this century, is Herbert Blumer. ;@

Symbolic interactionism takes as its.central foiys the
relationship between the individual and the largeafsocial
setting 'in which he or she. interacts. - This peggpective
essentially rests on three underlying assumptions; &bout the
‘individual in society: (1) that people act towg#és things
based on the meaning these,things have for. them ’(2) that

the meaning of such things comes from the soc' ‘interaction

one has with others; and (3) that these meanfi{§s are handled

3 Y

%&v@f’%ﬂ cess (Blumer,

1969:2). This interpretive proceﬁé%?, ceptualized as
intermediary between stimulus and respg

by Mead to beécritical in symbolic o&wh
same symbol

and modified through. an 1nterp;et

. was considered
,mication, as the
an have different meanings in different
contexts (Ritzer, 1983:163; Craib, 1984:73-74) . Following
from this, response is conceptualjzed as a construct¥¥ act
based on the meaning which the individual has assxgned
through an 1nterpretatlon of significant symbols

Implicit in this perspectlve of behavrour 1s the view

that the soc1al world is composed of objects which are

e/



meaningless {hdep ndent of human experience. Objects have
'meanlng only becauge 1nd1v1duals attacn meanlng to them, and
this meaning "~ arises through social 1nteractlon.
Furthermore,'meaning does not exhibitta static quality, but
‘varies with individuals and situations. As™ Den21n (1978 7)
notes, "human experience’ is such that the process of
defining objects is ever-changing, subject to redeflnltlons,
relocations, and realignments." | . . T

At the heart of the interactionist view of human’-
conduct is the assertion that each individual has a self.
This means - -that iAdividuals have the capacity to interact4

with themselves, i.e., become the .object of their own:

actions, in the same way as they interact with others. Each w

person can make indications . to himself or herself about
thelr env1ronment, consider alternative responses, “and
dec1de upon a suitable course of action. ThlS process of
self-indication 1is essentlally a conversatlon with one's
self through the "use of 51gn1f1cant‘ 'symbols _(thzer,
1983:163)" Such a view of internal (with self) and external
(with others) conversations. has led: Craib (1984:71) to
designate symbolic interactionism as "society as-
conversation." o

Conceptualized as a process, as opposed to a structure
located within the human organism'(Blumer, 1966:535), the
self is absent at birth and in.'very young children, but
develops as a result of social 1nteractlon (Mead
i977:199). The enabling element in thls development is the
ability of the individual to view himself or herself from
the standp01nt of others. This capacmty emerges during.
childhood soc1allzatlon, a process in which Mead (in Charon,
1979: 65- 68) dentified three stages. (l) a ‘'preparatory
(stagé/ln whlcﬁﬁihe infant imitates others, though‘being only
1m1tation lacks symbolic undersgtanding; (2) a play stage,
emerglng 31multaneously with the acquisition of language, 1n
which the child beglns to adopt the perspectlve of (take the



'role of) certaln key 1nd1v1duals -«"signifi%ant others" -

who serve” as role- models, and (3) a game stage, where the

. child develops the ablllty to adopt the perspect;ves of

'groups'of individuals - "generalized dther" ~ such that the
self becomesﬂ deflned from a generallzed societal
- perspective. ’ By means of taking the role of others, each

t_1nd1v1dual forms & -concept- of self.

Draw1ng from Shibutani '(1955f, Charon (1979:6@}
-descrrbes a fourth stage absent in Mead's tyoology, a

| reference ngroup stage, 1n "which the view of self 1is
dependent upon* the reference group (a speC1f1c generallzed

v'other) with which one 1nteracts As- such, the way in which -

- the self is vpresented is determined through social

interaction with these groups and must be negotlated anew in

\
new SLtuatlons

Meltzer (1967:12~ l3)~ ‘has 1dent1f1ed the major
' 1mp11catlons of selfhood for an understandlng of social’
life: (1) an 1nd1v1dual may ‘interact with oneself, and
: through conce1v1ng of oneself in a dlfferent way, can bring
" -about changeh (2) since actlng toward -oneself need not be
' overt,--1nd1v1duals have a’ mental 1life; and (3) the
1nd1vxdual is viewed as having the ability to dlrect and
control his or: her behav1our and thus, unllke a simple
‘stlmulus response conceptlon of human conduct, 1s not merely
a pa531ve agent ‘ . @

As social partic1pants, each individual establishes a
framework in which 1nteraction» takes‘ place. This 1is
referred to as "defining the situation," an act which may
serve to Iimit interaction, but is not deterministic.
Definition of the, situation emerged as a central concept in
-thlS study, and is explored in more detail in Chapter 6.

In consideration of the focus on the individual or the
small group, symboliciinteractionism is,frequently_termed'a
microsociology. While this has drawn much criticism; the

intérrelated concepts native to the perspective seem
> . . — .

I
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part:cularly appropriate for a study of the experiences of
1nd1v1dual unlver31ty students. The focus here is very much.
on the micro; on the world of a small group of individuals’

and the way they interpret their cirCumstances.

E '. I . v » E ]'t v (] b N ,
. The, assumptlons I have carried into this" study are
essentlally those ‘underlying a symbolic interactionist

perspective on the social world:

1. That ea;h individual has agselfzand that behaviour
is based upon the nature of the-self;indications:
each makes regardlng the objects and events which
are ev1dent in- the;r soc1al environment .

2. That each individual actively constructs reality by
interpreting the meaning ,of their emerging
experiences, and that this meaning*is established’
by means of a shared symbol system enculturated
through social 1nteractlon N

3. That -individuals interact in a group situation by
fitting together their respective lines of action.

4. That. the meanlngs which 1ndlv1duals attach to their .

"“ ‘experlences can best be learned by "catching” these .
-; =, €Xperiences as they unfold thrpugh a research
w» . 00 R '

fé&]f ‘process of frequent and SUSEained . social

' fnteractjion.
°+ NS, That indi

iduals are capable .of describing their
féeiings,ﬁbeliefs and actjons. '

e participants, with time, will not be
abnormal guarded 6r\feserved during formal and

informal interaction ._th me.

In addition: to these aSjﬁmptiQns, I have identified
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two limitations of the %tudy: I, ' =

1. Thls study is limited by my ablllty to record and
'1nterpret ong01ng social 1nteractlon N

2. Gi¥en the context-specific nature of sociel
discourse, the results of . this study may not be

transferable to other 1nd1v1duals in otheg

[

settings.

% Lastly, "I have spec1f1ed three dellmltatlons which .«
. have served to make the study manageable . o

. . £ : ©
1. The study is delimited to a focus on a small number
of individuals. Although I interacted will all
twenty—seveh ‘members of the ‘class wherever
ér* possibie, the majority of the data have been .
prov1ded by six key informants. '

L]

2. ?he study was largely: mestrlcted to one academlc
ter@ '

v 3. The. study only invd%ped elementatyi‘edggetion
% students minoring in ea:ly'ctiidhood. T
’\‘ : -" N
. | . v
:.~- P .:' . . v | . ) ’
L ' : ' . . | S
The remeining chapters in this dissertation have been
organlzed 1n the follow1ng way. In Chapter 2, "Research‘
'De31gn and'Methodology A Logic of Justlflcatlon,f I detail -
. my rationale for conductlng the study in the way I did and
utline—tke technlques which I employed. Chapter 3, "The
S ttipg,"'provides the reader with a basic overview ogkthe
rogram in which the Eariy Childhogdwstudents were enrolled,
and a brief'biography of each of the key informants.
‘Chapter 4, "The University Experience,". is the first of two

data‘chapteri. In it I focus exclusively on the experiences
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of the students durlng 'six weeks of coursework and 1dent1fy
-and descrlbe %hose -elements of classroom llfe whlch took ‘on
51gn1f1cant meanlng for the part1c1pants ~In Chapter §,
"The School Experlence, the eight week practicum is
'descrlbed and, as in Chapter 4 eiements of the experience -
whlch assumed promlnence are 1dent1f1ed and descrlbedf
Chapter 6, "Dlscu531on, Conclu51ons, Future Considerations:
"Ways of Viewing the Experlence,_‘provides a discussion of
.the 1ssues and concerns 1dent1f1ed in the previous two
chapters‘ahd qonclu510ns and future considerations which

foflow from the In the'lastvchapter,;"Looking Baek," I

provide a brief adpount of my thoughts on the research

PR

on

experience..



CHAPTER 2

'RESEARCH DESIGN AND METHODOLOGY: A LOGIC
"OF JUSTIFICATION - ' '

ID‘I‘ KQd!le't ion | : : . .o
Methbd is much more“than a set ofuprocedures for -
carrying out a réséaréh project?fGX;y'plan for‘conducting
research. carries with it a seﬁ of assumptions about the
nature'of_théﬁphenomena under investigation'(ontoiogical
assumptions) ~and how they‘ might best be Qtﬁdied'
(epistemological_asSumptions). These assumptions betray ﬁ0w
researchefs'understand the world and influence how theyvgo
about doing what they do. Smith and Heshusius (1986:8)
«refér'to this as a "logic of justification," and I have
adopted this'desiézétion as a subtitle for this chapter to
‘indicate that ‘I intend nét only to describe what I have
: dohe, but to justify it on the ‘basis of assumptions I have
made about the social world. | | | h
o In very general terms, I have adopted an idealist .
po?ition. By thisVI mean that instead of assuming. the
existence of a social.world‘external tQ the individual (a
realist perspective), r{havé assumed that such a world is
cdnstfucted by indivfahals through everydéy~ social
‘interaction. The central thrust of this position is that ‘
social-reality is an inteipréted phenomenon, that meaning'
is ascribed to something on the basis of how an individual
makes sense of it. Having adopted this perspective, my
. ‘ .

14
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primaxy interest in this study was in gaining some degree of
understandinc about theﬁway educgt;on-students intetpret
their circumstances 4nd subsequently structyre their
realities. o
The particular perspective on symbolic interaqtiohism
which I have adopted'és a framework is consistent with an
idealist orientetion, and from this perspective follow
certain implications for appropriate ways of investigating

the social world. ‘ - _ S C:

Symbolic I L
withiq symbolic interactienism two:prihcipei schools
of'thought have.developed polar perspectives on the way in
'which reseérch into human behaviour should be conducted.
- The so—called“IoQa Schocl, led by the writings qf Manford
Kuhn, adopt a' quantfitative orientationfto'research methods,
apparently in an attempt to demenstrate that the somewhat
' nebulous concepts J&f symbolic. 1nteraétlonlsm can be
operationalized and studfed in a "scientific" manner (Kuhn,
1964; Meltzer and Petras, 1970) . A | ’ X
Herbert Blumer, on the other hand, 'advocates an
interpretlve ap roach. to méthodology. Representing the
so-called ' Chicago School, he considers that to detach
oneself from the interaction process is to miss the cruc1al
interpretive stage He states (Blumer, 1967a:146) :

Al

To try to catch the interpretive process by
remaining aloof as a so-called "objective™
observer and refu51nq—to take the roleyof
the acting unit is to risk the worst kind of
subjectivism - the objective obsérver isg
likely to £ill in the process of
interpretation with his own surmises in
place of catching the process as it occurs
in the experience of the acting unit which



uses it.

His\ basic premise is that human 1nteractlon, in all
1ts complexlty, must be studied’as it occurs 1n _the natural'
settlng, that any attempt to reduce it to a 51mpllst1c form
by studylng quantlflable unlts of overt behaylour is grossly‘
1nadequate (Blumer,v1980.417 419). I an article describing
al. phenomenological symbolic ‘interaction - ‘interpretive
interactionism - Denzin (1983'133) captures the essence of

this methodologlcal stance and, in so doing, betrays its
ldeallst rootc-

meaningful interpretationsv of human
.experience can only come from those persons
who have thoroughly immersed themselves in

the phenomenon they wish to interpret and
understand..

v

Following lagically from this, Blumer (1967b 93) notes
that the techniques employed in a social inquiry must be
such that they'allow the researcher to become intimately
familiar with the ongoing experiencee of the individuals
under study and the settings in which they interact. This
perspective ledbme to employ the investigative techniques of
participant observation in otder to carry out my research
plan. | |

\

’

E > 0 ’ : ] »

I define part1c1pa?t dﬁservation in a. manner
concordant with Den21n (1978:183) to refer to a combination
of interviewing, document analysis, introspection and direct
participation and observation. The extent to which a
.tesearcher is a participant observer is related to -the
degree of involvement he d; she has with the informants and
~activities’in the study.. Spradley (1980: 58-62) identifies

‘wandndescribes ive levels of part1c1patlonﬂiang;ng from a
N _ O .
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highw\degree of invqlvement to nonparticipation.
Nonpdrticipation is restricted to observation. The
‘researcher, in this caée, has no involvement with either,fhe
subjects or the activities being observed. The lowest level
_of involyemeqt is passive, where the researcher is present
on site 5ut has very limited contact with the pa;ticipants.
The next stage, moderate pérticipation, describes a level
of involvemeht5 which bordersw on being what Spradley
'\\41980f60) terms an_ "insider," In other Qords, the
researcher has a significant degree of involvement with the
people and activities at the research site, but stops éhort
of achieving_the status of a "regular." The next level of
involvement, active, participation, refers to the situation
where a reseérchér attempts to become involved. with the’
people and activities he 6r she i§ studyin%\to the fullgst
pcs. ible extent. The last stage, complete'participation,
rf rs to the situation -where a researcher begins to
systematically study a situation in which he or she is
already an ordinary participant. This is the most difficult
level of participant observation for, as Spradley (1980:61)
points out, %t is very hard to study a situation that one
already knows well as a participant.
| With the exception of the th éxtremes; complete
participation and nonparticipation, my role as a researcher
varied through the other three stages depending upon the
circumstances present at the timé; No one stage accurately
depicts my role during the 'fieldwork ¢tphase of this study.
Later -‘in this ' chapter, in a sectioq' titledr "Data
Collectiqn," I describe and defend my varying approaches to
participant gbsgrQatian.ﬁ | ) . ‘
- As a means of data collection, participant observation
immerses the researchef in the ‘everyday life of the.
individuals and events under study. This enables the
researcher the opportunity to QeVelop solid field

relationships crucial to the success of the study (Whyte,

-
~



1979'65) and to be present as. experience unfolds and the
participants talk about and react to the elements which
constitute their "social world. The need to focus on what
the partcipants say, how they say it, and the context in
which it is said cannot be understated. For it is here'
where an understanding of the meaning\which people .attach to
events f@ found. Taylor (1982:300-301), inferrino the
importanCG of language, states: '

.. my choice of Words may display a certain
. +y 'stance‘towards the "subject matter, e.g., one
-7 of detached interest, or one of passionate

- involvement, or one of ironic. affection, or

-one of cynical schadenfreude. .

But an’understanding of the nuances of a‘language, or the
speciadlized vocabulary which may characterize a particular
.endeavour, demands a familiarity which is likely to elude an
%outsider Again, Taylor (1982:317) points out:

it is plainly impossible to learn a
language as a detached observer. To
understand a language you need to understand
the social life and outlook of those who
speak it.

Participant observation affords a researcher the opportunity
to acquire such an understanding:

As part of participant observation, valuable data can
be obtained through self-observation (Kaplan, 1964:141;
Spradley, 1980:57-58) . By undergoing the same experience as
theApartcipants a researcher can use the insights.derived
from this -experience to provide a knowledgeful base from
which to precipitate discussion. Questions can then move
from a "What did you do today?" orientation, which leaves
‘the researcher at the mercy of the individual's ability (or
desire) to recall events, to a "What did you think
about...?" orientation. This is a mode of informal
interviewing for which.'Craig -(1284:29) uses the term

S



"stream-of-consciousness."

‘-/ .1

1idi . C A
In a general sense, validity refers to the accuracy'of

the data presented in a research study.i But depending upon
the ontological and epistemOlogicai orientation of the
researcher, validity is conceptuaﬁlzed in different ways
.(MacKinnon et al. 1987) . ¥ '
Much debate in educatlonal research, and in social’
.science research generally, has focused-on the suitability

of applyi%g investigative techniques employed in "the natural

sciences to inquiries of a social nature. Terms like
"positivism," "interpretive sociology," "phenomenology,"

"hermeneutics" and "critical theoryﬂ“ﬂto name ‘@ few, have
been‘introduced through this debate and have become part. of
the contemporary lexicon of_social:research. I don't intend
to explore each of these in detai} in this work, but a very
general differentiat}on between - two of the dominant
frameworks is necessary 'in order to understand that a
concept ‘like validity does not have a standard meaning.

The dominant research orientation during much of thés
century in North America has been p051t1v1st1c, a term
derived from Auguste Compte's "positive phllosophy " As
with so many of the "buzz words" of social research, it has
been used so diversely that it now lacks a standard ‘meaning.
It's Centrat thruet, however, has been three-fold (Glddens,
1974:3—4){ first, that the methods of the natural sciences
can be justifiably applied to_the social world; secondly,‘
that invegtiéative outcomes may be construed as "laws" or |
g%neralizations of a "law—llke" nature; and, thirdly, that
the results of lnqulrles of a social nature carry no
logically inherent: pollcy 1mplr¢atlons.. The impact of this
position on social research conducted_on'this continent is

19
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revealed by Keat'q d Urry (1982:90):
From the 19305 to the 1960s American social
science has been largely positivist. Its
predominant @ concerns have been- the

establishment of general laws of social life
from which empirically testable consequences

o can be derived; Operatlonallzlng concepts

I, such that they. refer to the observable and
especially <0 the measurable; " and the s

*ﬂ statistical .- manipulation of ‘naively

" » collected and organized empirical data.

In essence, researchers adopting this stance have

accepted tﬁe existence of a social world external to, and
independent of, the 1nd1v1dual Thg validity of research-
findihgs. hinges very stxquly on whether or not the
researcher 'has followedw acceptable methodological
péocedures. |
Others have challenged this view. As MacKinnen‘et al.
(1987'9)2point out, researchers adopting an idealist stance
shifted their attentiodn away "from the investigation of an
objectively real 'soc1al world to an interest in
understandlgg how. individuals interpret the socmal world in
whlch‘they part1c1pate. Understandlng, specifically an

interpretive or empathetic understanding ("verstehen"),

served as a unifying element for these researchers (Giddens,v

1977:135%. Not Surprisingly, then, the validity or accuracy
of research data hinges on their "adequacy." That is,' the

descriptions pfovided by the researcher must be acceptable.

and make sense to the individuals who have participated- as

research SubjeSts. , ! , N
Many Writers have\attempted to take this general

orlentatxon to the assessment of valldlty and explaln how it

‘actually ‘applies when conductlng fieldwork. Sqme, like

LeCompte aneroetz (1982), have placed an over-reliance on-

methbd and, in this sense, have attempted to -meld” the

interpretive conception of validity with the more

|
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positivistic view. They have, however, accuratéiﬁv 8
that the credlblllty of /{he dataesfles in determﬁnxng f??
whether categorles created in data aﬁ@ly51s are shared in %3

1.%

,meanlng between the researcher an& ’ e part1c1pants
(LeCompte and Goetz, 1982:44). Arso,,;ig&%- K
the trustworthlness, c}

Unfortunately, this offers a great temptabz@ﬁﬁto then rely

enhances

on time as a major criterion of valldlty while overlooklng

the possibility that the researcher who spends twelve months .

with a group of individuals’ mlght not necessarily tell a

more credlble story than the researcher who confines his or.
her study to a six month period. The purpose of arprolonged

field engagement' is to allow for the development of trusting’
relationships between researchetr and subjects so that the

participants will be wllllng to sHare their thoughts and

feellngs about their circumstances. .

This discussion about the co}/e

Y
researcher's'j%ew of what he or she is studying and. the

spondence between the

-~

participant's/view” of what he or she is experiencing
pertains \to internal validity. External validity, on the
other hand, refers to whether .or not the fiindings of the

éLttings._ While

obviously dependent upon the credibility of the data, the

‘study can be generalized to other similar

question frequently raised in human behaviour studies is
whether generalizability—=is possible given the
context-specific nature of soclal interaction. Such a
notion is problematic in social theory, although Cusick
(1973:5) has speculated that what is reasonable behaV1our
for individuals in one situation ds reasonable for others in
51m11ar srtuatlons. The problem with this assertion is that
it focuses solely on the immediate context and overlooks the
individual histories. which have preceededt}t. Nevertheless,
the onus is on researchers conducting interpretive studies

to provide an in-depth description of peoplesngircumstances
_ : v ; s {
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add‘ settings in orde to allow \for a discussion of
transferability to otﬁZ; settings equally well described.
This has commonly céme to be known as "thick description®
(Geertz, 1973). | '

Reliabili
Reliability refers to the replicability of a research
@MprOJect and,.;ike validity, has an internal and external
component (LeCompte -and Goetz, 1982:4%,37). Reliability
also lacks a standard meaning, for the way it is conceived
in measurement theory varies -with its application  to
- interpret?ve studies. Once again, the ontological and
!Zpistemological assumptions which researchers bring to their
. investigations influences the way thlS concept is addressed.
Bailey {%382.75) points out that in a test- retest
situation reliability refers to the "consistency of scores
'of a single measure." This is most commonly "assﬁred" by‘
the-repeated application’ of a test instrument 1@ similar °
. settings on the same measure. Since, in an interpretive
'Stﬁdy,. the researcher is the instrument; as it were,
rellablllty is addressed by focusing carefully on the role
,and activities of the researcher. The -questlon thus
sw1tches from-one of "Wer . nsistent readings found in
other 31tuatlons° " ‘to "Wcild ther researchers in simiiar
sett;ngs be able to reconstruct the‘original study?" While
’/BLQEEnting'obvious difficulties, given the context-specific
nature: of social 1nteractlon, it falls to the researcher to
‘prov1de a thick description of his or her activities and
dec;31on making. LeCompte and Goetz (19

7L>suggest that

areass researcher
g o . -
status .position, informant choices, social¢gituations and

this requires a focus on five proble

condltlons, premises and analytlc constructs, and procedures

. 9f data collection and analysis. ‘ _

¥ : ! “u
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In;efnal reliability refers to inter-rater or
inter-observer reliability, That is, would ‘others observing
similar circumStances_dﬁring the same period of time provide
similar ratings or findings? With interpretive research,

the most common method of addressing this issue is through

the retention of , virtually all documents, notes, -

interpretations and comments which make up the res@arch
mosiac, a process which Lincoln-and Guba (1985:319) label an
"audit trail." Owens (1982:13) emphasfes that this concept
is ‘all-inclusive and urges _researchers io_ retain the
following: raw notes, edited summary noﬁes, records of
meetings rélated to the research, all. documents constituting
data sources, the"specificaticL of data analysis procedures,
the rationale for categqry development in the‘data analysis,

interview guidelines and completed documents.’

E . ] E . ]

Sain :
When I first conceived the study, I decidedvthat since
I had received my formal preparation as a secondary school

- teacher, I should attempt to minimize my biases by focusing

on preservice elementary education students. I also decided

that I would need to identify:some d¥oup of education
students who moved from class to elass,es a ‘group-. - I had
not, however, at that point narrowed my focus to early
childhood. ) B |
In early discussiong with various individuals, I
developed an appreciatidh for the fact that having  a
researeher in one's classroom for an entire term ffas not
something that every university instrucfor relished. Even

though"If intended to stress, that my focus was

[

./
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n0n~evaluative, I understood that havxng someone there who
was closely observing all activities and who was regularly
1nteract;ng with class members could be dlsconcertlng for
many instructors.. Consequently( an Early Childhood
instructor ("Dr. Mullen”) was recommended ‘to me as someene
who might be receptive to my purposes.

During our first meeting her enthusiasm quickly became
apparent. She urged mé to consider doing the study with a
-gzoup of third year elementary education students who were
minoring. in early childhood. - Her -receptiveness was

- unexpected and I virtually fell into her offer. JSome time
later I began to'wonder why she was so ‘eager to have me in
her classroom, but through subeequen% meetings it became
apparent: to me that she was truly interested in
undeaitanding'the:students' perspectives on earlybchildhobd
teacher preparation. @ [Throughout the entire fieldwqu'
phase, and+o the point of .this writing, her interest in the
study-never overtly waned, a fact that served asna contindal
source of 1nsp1rat10n for me.] This was the first step in .
gaining entry to’€pe Elementary Division of Highlands
University, and ;t)is.atguably the most impertant.

| Having secured the *informal approval and. direct
involvement of a nniversity instructor, the most apptopriate
next step was to secure the formal approval of the Division.
Chairperson. -

The first meeting with the Chairperson lasted for
approximately twenty minutes, durlng which tlme I outlined
my ideas for the study and told her that I had a‘readﬁ'
discussed it with Dr. Mullen While she gas very pleasant,
she cautloned that negotlatlng entry durlng the flrst term
of the upcoming year might be difficult due to a general
‘faculty uneasiness over large class-size&. On the other
hand, she felt that Dr. Mullen's receptiveness was a
poeitive sign. As I was about to 1eave her office, she said

“something that brought the entry process_into clearer focus
* A
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forAme Without recounting her commen's_veroatsmj/:L was
readlly apparent that <this meeting had en .an assessment of
@EF not my proposal. Given that my stpdy'was not - radical in
the extréme or blatantly unethical, Eh% inferred that the
same study in the hands of two different people could have
- substantially differént outcomes, ~In my case, the
Chairperson conveyed the message that she felt I would'
conduct the study in an ethlcal and professional manner, SO
that - there would be no negative repercuSSlons for the
Division. I can only speculate that “had she corncludéd
differently, the proposal would have gone no furtper.
Two months passed.before‘I spoke with the Chairperson
again. As I had heard nothing siffde our first meeting, I
was becoming apprehensive about whether the study would
receive official sanction. When we did meet, she told me
that as iong as the study was acceptable to Dr. Mullen} .it
would receive her support. \I took this to be 'official
appfoval althou?@ nothing was ever put in wrltlng She did
request that I prodee her with a brief outline of the study
so that she mlght ﬁ%ve it on file. I did this, and also had
it approved by Dr. “Millen. J
- This entire process oEthalnlng atcess had taken
approximately half a year. ‘ |
A , - o
Prior to the commencement of the practlcum, I
undertook the process of gaining access to the schools where
the. Early Childhood students were placed Knowing this
would take some time, I began the process long before I had
decided which of the Early Childhood students would become
- key lnformants . . _ )

I first approachedﬁkhosegindividuals at ‘Highlands
University who were responsible for overseeing” student
teacher placements. They requested that{II £fill out, a
research application form in which I was %o indicate the

following: the purpose of the research,/tﬂe procedures I

[’r 4
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would employ in the schools, the particular student teachers

" in -whom I was interested, how frequently I would—be v131t1ng

Y

each school,, ethical considerations I had employed in the
design and conduct of the 'study, possible value .the Study
mightk'ﬁavé for the cooperating organization (school
district), and the specific personnel and-schools I would.bg\J
visiting.' These formsr were sent to the appropnpiate |
personnel in each of the school dlstrlctsvfor approval.

Ohce I'd recelved formal: approval- %rom the dlStrlCtS,
I wrote to each 'of the principals in the gchools I mlght be
visiting'-outlining my project and requesﬁng permission to é
visit the schools on a weeékly basis. All of thelprincipéls
were contacted because I didn't know at this stage which of
the students would become key ipformants. In most cases I

received confirmation either by letter or by telephone.

NS

" Dr. Mullen and I dec1ded that the best'ilme to conduct
the study would be durlng the second‘term of the ‘third year .
of preservice preparation. The third year 1is  their
"proféssional year," i.e., the time during which.they do the
bulk of their student teaching. Tle practicum during the
seqond'term of the third year is a “preferred" one.‘ That
is, the one’ durlng which they -are olaced at the‘early
childhood level (K 3; mostly kindergarten).

Since I wanted to join them in January, Dr. Mullen
arranged for me to meet.,them early in October. Dr. Mullen
had not taught them to thig paint, but since she would be
doing so  in January, 'she sent a note to them early in the
academic year requesting a meeting to discusg class
business. In the note she alluded to me, indicating that
thére_was someone she wanted them to meet.

On the day of the scheduled meeting, most of the early



she wished to talk about the upcoming term and introduce:me.
Everyone, of'course,flooked in my direction\and I managed a
_weakrsmile, She asked each_student\to introduce himself or
herself (all but two were female) andrto'sayAa few words
, about thelr summer activities. o o

A When. my turn arrlved I was-  very nervous. All of my
rehearsals or this day were in vain, for what I said just
-"came out/~i\i began by telllng them about my background,
:what I wes cd&rently dorng, an&zabout the nature of the
<study I wanted to undertake I requested their perm1351on
to join thelr class in January, and I was relieved to find
vthat there were no objections. At ‘this point Dr. Mullen“
interj?cted, tatlng her support for the. study and why she
felt it was important. Many of the students nodded,,
‘ apparently agreelng that the prOJect ‘was worthwhlle " One -
young woman asked why I had. selected early chlldhood
Another wonder aloud whether I would "...tell [Dr. Mullen]
things we say about’her in Class?"n’We'all laughed, but I
‘was quick to point'outfthat all information would be treated
in a'confidential‘manner._ I also-told them that the writing

of the dissertation would involve the need for numero.s

L verbatlm accounts, but that names would be changed and these

statements would be checked Wlth the speakers to ensure
' accuracy. Whlle this seemed to satlsfy them, the questlon»
cut’ to the . core of the anonymlty issue wrth its inherent
'assumptlon of potentlal reprlsal J' ';” '
oI asked the students if they would be w1111ng to meet
'w1th me (without Dr. Mullen) at some Jfé bséquent date.
.Arranglng this’ meetlng proved, 1n1t1ally,&§umte dlffrcult,
not because ‘we couldn t flnd a mutually copvenient date, ‘but
=because I had trouble gatherlng the courage to make the
telephone calls which would 1n1t1ate tact. I dec1ded to

te October, but

‘start calllng a Monday ih



issue. I've included the excerpt from my journal made
immediately after the call was completed

Called‘[Anise] first and, wouldn't you know
it, had ah unexpected experlence I had not
anticipated anyone answering the phone other
than the person with whom I wished to speak:
-In this case, {Anise] was not at home, but .
her motRer ~(?) was and asked who .was
calling. I stumbled as I didn't quite know
what to say. I muttered that I was a
doctoral -student -at .the University of
- Alberta and had sat in on an Early Childhood
class at Highlands University and wanted to
talk with [Anise] on matters pertaining to
that. She seemed to accept the explanation
but I had visions of her wondering just’ who /
this pervert was. Said I'd call tomorrow.

The point 'is that my identity was queriedﬁ by a-
nonpartigipant and I didn't know how to respond; There are
" no definite answers to problem situations. such as this, but

I'm ¢onvinced that the best course is honesty. By this I
mean honesty in every aspect of the research process. (At
no time did I ever intentionally. deceive any member of the
rstudy unless I was placed in a p051tlon of hav1ng to protect
someone's 1dent1ty ]

;f I was. eventually able to arrange the second meetlng”'
and I asked the students, who had had tlme by now to digeast
hwhat I Nad told them durlng our first meeting, whethe: they
had any questions or cbncefns. No one spoke; but all seemed
'receptive in a rather bland way. I informed them that I
would like to interview each one individually before the end
'of the term in_orde; to“gather background data. [(As it
-tnrned‘dut, the interviews didn't start until after the term
hadfended and they.prdceeded well into the second term.
Three - students out of the class of- twenty seven were never

1nterv1ewed ]

'\



/ I.joined the Eaxly Childhood students for their first
- clags of the second term a little over a year after I had
firét conceived of the study

-

Data Gollecton

The Structure of ﬁhe~Eieldwork. The fieldwork portion
of this study was divided .into three distinctive phases.
The first phase. involved initial, semi-structured interviews
that I-condHﬁted with most of the students in the class
(Appehdix 1). These were undertaken in order tos gather =
basic demographic data and to learn a little bit about their
early school yéars.and why they had chosen to become
teachers. In addition, I wanted to acquire some early
insight into how they felt about their university program.

My original intention had been to interview all of the
students before the second. term began‘so‘that these data
would be collected before I bégan the arduous procéss of

‘takingLHaily fieldnotes. While much of the information
gained through these interviews could more easily have been
gathered by a short questionnaire survey, I felt thaf’the
personal interaction would assist in developing closer
relationships between myself and the students. As it turned
out, the logistics. of scheduling interviews ‘with
twenty-seven people”forced me to conduct many of them well
into the seéohd term, when I was already a participating
member of the Early Childhood class. And as I mentioned
préviously, three students were never interviewed.

Much of the information acquired through these
interviews was never used. Early in the planning stages of
the study I realized that i.would need to narrow my focus to
a feW';ndividhalS as the‘fieldwork prégressed in‘order to

gain a greater depth of understanding of the wdrld of .



interacting'regularly‘wdgh all‘twenty-seyen students. At
this early stage, however, I had no idea‘gho the informarnts
would be. Consequently, the only-datéfused from these
initial 1nterv1ews were those of the-six key 1nformants,v
once I had identified them : '

The second phaserf the fielduorkstelated to the 5 ¥
weeks of hniyersitythurseWOrk During thls time I attended
almost all of the classes with the Early Chlldhood students
This 1ncluded two classes a week ln Educatlonal
Administration ("EdAdmln;" three hours per class) and four
classes in Early ChlldhOOd Atwo "regular classes of up to
three hours each and two "labs," also three hours each in
lenggh, although.the students were free to leave as they
WlShed) hf' ' p : Cow v

When I entered the room for the=x flrst Early Chlldhood
class I selected an empty seat in a far corner of the room.
From this. p051tlon I was able to survey the entire ‘room and
I was also able to take fieldnotes wrthout attractlng much
attentlon . But ‘this posrtlon had consequences wthh I
hadn' t consxdered I was seated w1th Holly,-Janet and
Edlth three young women whom I qulckly learned constgtuted
a prlmary group w1th1n the room. lee all the ;est of the
studentg I remalned in the same- ' seat throuqhout*the entire
term. I ¢ould have sw1tched posrtlons regularly, but not
w1thout attractlng attentlon Furthermore, remalnlng in one
place afforded me ‘the opportunlty to develop closer’
relatlonshlps W1th these three women, and some others who
were seated nearby (Anlse, Mellnda, Nancy and Gwen) Janet,
Holly and Melinda eventually became key 1nformants durlng
the fieldwork. Anise and Gwen became secondary informants
during the - practlcum i} '

The same 31tuatlon occurred xn EdAdm1n~ Qn the flrst
day of classes I. posrtloned myself at the centre back of theaé
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- room 1n order to observe everyone. 1 was seated with Leger,
Margo and Dana. Leger and Margo later 'served as . key
iqformants~while Dana became a secondary informant.

Approximately two weeks. 1nto the classes I began

meeflng with two key 1nformants ("HollY" and "Janet") every
week 1n order to explore cr ssnoom experiences in greater
‘depth and thus, enrlch the data I was gathering. I have
referred to these meet;ggs %s "tonversatlons" 1q chapters 4
and 5. [I havefdescribed in éreater detail the selection of

informants in the next section.]

The third phase of the fieldwork took place during the
eight week practidum( It was readily obvious to me that I
couldn't visit a large number of students while they were
student teaching and still hope to.acquire an& significant
depth of understandlng of the experlence ' Consequently; I
selected four key informants ("Leger," "Margo," "Becky," and
JMelinda") each of whom I visited once a week, and spdke'

'wiéh‘(interviewed) on the telephone regularly. In additibn
to this I malntalned weekly telephbne contact *with six
secondary 1nformants.("Anlse, "Dapa, "Cathy, " "Mardl,
"Jlll,'.and "Gwen") and used the data supplied_by them to

- supplement that'provided:by the key informants. I also
continued‘vto hold Conversations with Holly' and  Janet,
although during'fhe practicum we usually only met every
second weekend. - - '

_ ,

In summary, the fieldwork'yas structured into three
distinctive.phases. The first involved personal interviews
w1;§ the majorlty of the Early Childhood students. - The
second related to my dally participation in university
classes for the’ first six weeks of the academic term. The
tkird phase occufred during the eight week pfacticum which
closed the term, during which time I regularly visited and

1 : ' ; . ,
knterv1ewed four 4key informants, and interviewed six



secondary informants every week.

Selection of Informants. Perhaps the single most
1mportant task fac1ng a participant observer is- the
gﬁw development of trusting relationships. Lincoln and Guba
ﬁ (1985:256) assert that "while ‘no one would argue that the
gdiegistence of trust will automatically lead to credible data,
ﬁtheninverse seems indubitable." Whyte (1979:65) shares this
.G}ew, noting that ﬁhat'people‘tell researchers in interviews
W1ll be influenced less by technical interviewing skills and

more by. how. they feel ‘about the researcher.

I begln thlS sectlon on the selectlon of informants in
this manner as I feeA

l_that the ex1stence of trustlng
relatlonshlps«was one . of the most 1mportant factors 1n
- determining who 'T approached to become key informants.. I
‘was ever sensitive to cues of uarlous sorts which hinted
that certaln individuals were W1lllng to share their views
with me in. an open and honest way; While relationships of
this sort will develop more quldkly with some than with
others, it seems logical that‘a reasonable: (an ambiguous
term) amount of time is required in order to allow this sort
of rapport to evolve. Thus, my choice of seat location in
both <classes had a bearing -on the development of
re?atlonshlps with the Early Childhood students. ,
Given the purpose of this study, there seemed no
rational reason why I should select any one student in the
class over any other to@becomepa_key»1nformant. All were
exposed to slmilar experiences'and, assuming they were
wﬁlling to share they feelings, could provide the sort‘of-
detailed information I was seeking. Consequently, since I
had associated most frequently with Holly and Janet during
the‘flrSt/two.weeks of classes, and since they seemed duite
open”in my presence, I approached them to ask if they.woﬁld
agree td meet with me on a weekly basis, after class, to
further eiplore their thoughts. and feelings-about class
activities. 'They both agreed, and Qe met for a total of six

9



Conversations during'thevterm. (While I realized that two
weeks was‘little time in which to build a relationship with
anyone, I was forced to move quickly as a result of the
contracted six week term. ]
?
As thecpracticum approached, I began'designing-an

}interview -observation "model" which would allow me to

collect 'data from as many students as p0551ble without

) "spreading myself too thin.""
: C—

I decided to focus pr /a;ily on four students: Lecer,
Ma\cio, Melinda and Becky.. (:he number four was selected as
much

for convenience as for any‘other'reasoh. I felt that I

could visit one informant each day and leave one day of the’

week open in case there were others who expected a visit.

from me, or to use for documentation and analysis. [Some
students made it unobtrusively known that they wanted me to

‘visit them at least once during; the practicum. While I

don't think anyone would have been angry had I not shown up,

.I made every attempt to have at least one on-site visit. In
two cases, this 1nvolved a day long trip to rural areas of

the province.]

Two factors .influenced: who would become a’lkey»

informant. The.-first involved the ‘'nature of our
relationship. ‘ ‘I wanted individuals ‘with whom I related
easily, and who would be willing to accommodate weekly
visits during their practicum

The second reason ‘was related to the nature of their

_placement Much of the emphasis during the Early Childhood -

class had been plaCed'on the structuring of appropriate
learning environments for young children. The principle

thrust of the course was that relatively unstructured,

child-directed activities were more- suitable than

structured, teacher- directed ones. Yet, not all of the
students were‘}placed in unstructured settings
Consequently, I attempted to select 1n%iV1duals who were

L2



‘placed in'bclassroomS- which ranged from relatively
unstructuted (Becky) to more traditional (Melindaf I
wanted to see how these students coped with their settlngs
in llght of their Early Childhood instruction.

' In addltlon to the four key 1nformants, I selec;ed six:
students to serve as secondary informants in,order to
supplement the data I was 'gathering. Rapport was'the(;;ina
consideration influencing these choices. I‘intentionally-
chose individuals with whom I felt I could talk easily, and
who seemed interested in participating more fully in the
study. I interviewed,each secondary informant once a week
over the telephone, and recorded. the conversation. = In two
'instances,.Ahise and Dana, i made an on-site visit.

Lastly, I_centinued tO‘meet'with‘Uanet and'Holly
throughout the practicum, but less frequently than before.

- Role and Conduct of the Researcher I earlier.
described Spradley's levels of part1C1pant observatlon and
noted that. my role as a researcher varied depending upon the
-context. . A résearcher' s role is negotlated during the
actual conduct of the fleldwork and cannot’ (Qr, at least,
should not) be structured beforehand. v

. During ‘university classes ijdecided ‘that I would
bparticipate as much'as possible in class.discussions, but
that>I would not do the comphlséry assignments or write
| tests on the coursework. The decision to avoid assignments
and tests, was primarily based on time availability. While I
wanted to galn a sense for what class Jdife was llke, I
didn't feel that I could do justice to my daily fleldnotes
and journal entrles 1f I was also. trying to meet - course
.requ1rements. 'Th:.s ‘turned out to be a wise choice, f}‘or
notetaklng consumed the majority -of my time once I left the
field each day. | e !
Each day I came to class armed w1th my fleldbook As

the -students regularly took notes, I was able to do so

¢
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without appearing put of placev But everyone knew what I
was doing, and eve once in a while someone would lean my
ﬁay and whisper' "You better note this.

EJequently I was unable to record events as they
occurred. When we‘here embro;led in group discussions, or
when I was actiq.iy engaged in a project with a group of,
students, I made every attempt to memorize conversations.
When the first opportunity arose, I would retreat to é quret
"_area and jOt down key words in my fleldbook to be expanded

in my notebook later -

: Durlng classes my level of involvement usually varled :
between moderate and actlve However, as the days passed
and I Jeveloped c/oser relatlonshlps with some of the:
students, I had to guard against over- 1nvolvement v That is,
I h&é to be cautious that my immersion in.the field settlng
didn't cause me to lose sight of my research purposes Such
.a condrtlon is frequently referred to as "going native" .
(Gold 195 1320) or "over—rapport" (Miller, 1969:87). Every-:.
day after I left: the fleld I would replay the day's events
in my mind a&d assess my conduct as a researcher In this
sense I was intentionally trying to "s&and back" and
‘evaluate my behav1our In addition to this, I regularly
discussed my changlng role and the decisions I had made w1th =
a colleague (who was also engaged in field research) and
asked he to crlthue my journals.

7o | \

buring the practicum my role changed‘somewhat. Whlle
visiting the majority of-the key informants. I spent most of
‘the class time“observing This wasn't true when I dropped
in on_MafES“"She wanted me to be actlvely 1nvolved with the
children, espec1ally durlng teacher dlrected tlme I'd
frequently sit with them in a c1rcle on the rug -and read
Stories, or sing and danCe about as the occa51on dlctated
} I always arranged to visit the. key 1nformantsldur1ng

lunch break,‘;In hindsight,‘{ feel that the time spent

o



talking with themiin a quiet place was far more valhableu
than the hours spehd observing them in action with the
children. It was during these times that all of them would
share their feelings about the student teacher experlence
with me. These data were invaluable for, as I p01nt out

later in this work, had I merely observed overt classroom

'behav10ur and imposed my own interpretation on the actions

of these student teachers, I would have left the, fleld with

‘a false plcture of the experlence

Dur%ng my v131ts, I always carrieo a small cassette
tape recorder with a microphone. In-fact,'itVbecame a
valuable tool during the ‘practicﬁm, L intentionallY-
purchased the smallest cassette recoraer available so that I
coﬁld.lnsert it in the inside breast pocket of my sports
jacket. The microphone was clipped to my shirt in such a
way that-lt was hidden by my tie. - Everyone knew it was

there. I never taped anyone wlthout first asking them if I

~could ‘do so. But by carrYing the tape recorder and

mlcrophone on my person I was able to move about with the-
informants and record conversations almost regardhess of the

c1rcumstances [I recorded one conversation: w1th Mellnda

- while she was on playground supervision and we were -

"wandering about the school yard. Arother, with Leger, was

taped while we ate lunch at a ecrOWded McDonald's
restaurant.] | | '

In addition to this, I used the tape recorder as a
substltute for my fieldbook. When I'wanted to record events

‘or make personal comments about" thangs that had happened I

would slip away to someplace qulet (my car, a washroom, an

empty classroom) and record my thoughts.

The tape recordef had a further‘usew bEach evening

_after -an observatlon I would call the informant and explore

the day's experlencesvln greater detail than had been.
possible at the school. BAll of these calls were taped with

"permissionl\‘l'd set the tape recorder on my desk, use



The I conducted were frequently casual

conversatlons and’ in that sense may be deflned as 1nformal
(Gorden 1980:221). 1In fact, I rarely referred “Fo 1nterv1ews
as such preferrlnq instead to talk about "conversations" or
"chats. These conversatlons.were usually semi-structyred
and I would, at soﬁe‘point while we were talking,‘%ék
standard questions. For iustance, I'd =always asked the
informants to recount experlences they considered to be very
positive, and those they labaled partlcularly negative,
Usually our conversatlons began: "How did things go this
week?" Such a beginning freq rently "opened the flood gates"
about their ecent experlences and I became-an avid listener
who only oetgklonally asked questlons in order to probe
deeper or provide helpﬁul prods |

The 1n1t1al 1nterv1ews I referred to earller were more
structured I wanted to gather data of a certain type, so I
asked questlons whlch served my purposes. But even here,
’the questlons were . frequently open- ended and depending on
the resanses of the 1nterv1ewees, we occa51onally ended up
explorawq 1ssues I hadn't foreseen.
o The majorlty of :hHese conversations were either
recorded on tape or noted in my fieldbook at the firsg
available opportunity. I did not;transcribé'many of these
sessions; I preferred instead to listen to the tapes later
and take notes then. = The subsequent data analysis’ was based
" largely on these notes. _ _

Many weeks after the practlcum ended, three of the
four key ‘informants met with me in- a’ group setting (Becky
was unable to attend) to dlscuss, Wlth each other, thelr

experiences. 1o this point I had not revealed anyone's
identity to anyone else, but I felt thaf this wéuld provide
a useful forum for discussion. This session lasted almost

_ three Nours and was recdrded on cassette tape.

My observation of activites also Served a useful
: -~ . Lo ' :
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observations to fac1lltate stimulated recall on behalf of

- the part1c1pants -Questlons such as: "What ‘were you
thinking when you did (or said) this?,"™ or "How did you feel
when one of the boys called you a stupid bitch (an actual
oecurrenceﬁ)?,"' served. to —.jog memories and initiate
discussion.

In addition to this, my presence on-site allowed me to
provide a physical description of each student's_situatiog
in order to more  fully depict-the context in which. their
experiences unfolded. | "

(Although distinctive methods, 1nterv1ew1ng ‘and
observation in this type of study are best understood in

~tandem, as "classic participant observation f..,always
involves the'interweaving of looking and 1listening, of
watching and asking..." (Lofland and Lo<land, 1984:13) . ]

. A varlety of documents also\served as useful _sources’
of da*a These included the follow ng K

-3

1. Official documents from Highlands University
-pertaining to the baccalaureate program in
elementary education. N
- 2. Handouts provided in both the Early Childhood and
Educational Admlnlstratlon courses.
3. Logs malntalned in~ Early Childhood by the
students,'in‘which they were expected to.record
and comment upon their activities. - .
.4. Logs which each of the students kept duriny the
practlcum, agaln relatlng to thelr experlences
5. Personal 1nformatlon sheets Wthh each of the
students filled out at the beglnnlng of the Early
Childhood course. ) : ' |
g, Evaluations done by the students of ‘their ”

. )
course in Early Childhood.
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All of these documents proved to be wvaluable sources
_of data, although I exercised a great deal of‘'caution when
‘draw1ng from.the logs or the course evaluations.
- The logs kep&kdurlng the Early Chlldhood course were
"read by the Ea Qh;ldhood instructor so 'she might gain

some‘sense of ho students were progressing and - coping
with the course requirements. Consequently, and not
surprisingly, me .. of them tended to say only the sorts of
things‘which they felt would reflect positively on them. I
'recall reading comments that some students made -about books
they. had "read" at one of the learning centres, knowing full
well that they hadn't really read them at all, but were
merely trying to.give the impression that they had at least
done some "serious browsing." However, some'students used
thé?logs as a means of lettlng Dr. Mullen know when they
were exper1enc1ng ‘particular dlfflculty n h some aCtivity.
or concept Slnce I had no way of assessing the validity of

“the cémtent Qf their laogs, I tended to draw on them only

‘ y‘k . l)}
when'they co“~oborated what I was seeing in class and
J$v1#: } v ‘ )
hea¥ingCbigm ”~stu ents. , .y
P9FERY e student y

student teacﬂf’:} In some cases, these documents were read
by the cooperatlng teacherﬂ@nd/or the faculty consultant.
~One of the informants told me quite bluntl{:that since her
consultant was reviewing her logs she only regorded thosel
things that she (the consultant) wanted to read. She said
that if I wanted to use th«un 3he would go through them with
me to let me know what was ¢ .it" and what was not. Another
key informant allowed her faculty consultant to read her
logs, but withheld them from,her cooperatlng teacher.” In my
opinion, she was quite forthrightﬁin her entries as ‘'she had
a relationship with her consultant where she felt free to do
so. One ofythe other informants also withheld. his logs from
his cooperatlng teacher and was aghast late in the term when
he thought she was going to ask to see them.
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As I got to know éhe key 1nformants well and evolved"

an apprec1atlon of their c1rcumstances I developed a sense.
for the degree of rellablllty I could place in thelr log
entrles While T rarely he81tated to draw from one
1nformant s,_another ‘s mlght be v1ewed cautlously Some
vexpressed themselves qulte freely in their logs, while
others offered very llttle in the way of personal thoughts
'fbne of the key informants tended to confine herself to a
vdally descrlptlon of her act1v1t1es ]
~° _ Another source of data were my own thoughts and
feellngs (;ntrgspgg;;yg data) about the act1v1t1es of the'
term. leen my role as a researcher and my experlence as a
: classroom teacher, I would be foollng no one if- I clalmed to
be llke any other student in éhe ‘class. . But I was there,_
and I d1d take part in ‘numerous act1v1t1es and discussions,v
and my thoughts about these experlences also constltuted*
data. Whlle I have obv1ously drawn less from thlS source
than from the Early ChlldhOOd students, my observatlons and

_”comments are scattered throughout this document .

Data Analzsis : ' -
The general orlentatlon whlch I adopted towards data
‘analy31s follows from a conceptuallzatlon of research as
‘mére of a cognltlve undertaklng and less of a valldatlon
- process. Ballyn (1977 97) pornts out that. thlS 1mplles data
analysxs .as an ong01ng, contlndbus act1v1t 1nvolv1ng a
constant 1nterplay between concepts -and data in which the
conceptual understandlng of the researcher is developmental
"rather than assumed.beforehand‘ Such an orlentatlon allows
ong01ng data analysrs to guide the 1nqu1ry, mov1ng from theu
initial broad descrlptlve observatlons to ‘more focused and
'selective ones (?pradley,_l980.33, Hammersley and Atklnson,
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1983:150-151) . ; '

Research studies of an interpretivel nature inevitably
result in the accumulation of a substantial bodybof written
material in the form of interview' transcrlpts, observatlonal

and 1ntrospect1ve nates, analytlc 1nslghts, and personal and

voff1c1al documents. .Handling these data - requlres the

researcher to establish some scheme whereby the 1nformatlon
is regularly fllEd, coded and categorlzed

At the time I was developing my proposal to conduct

»thlS study, I indicated that I would maintain at least three

flles one contalnlng personal and official documentation on
each of the part1c1pants,‘a chrpnologlcal record which

retains statements and comments in thelr orlglnal context

l(Lofland and Lofland, 1984:134-135); and a third file

contalnlng analyzed and classified segments of fieldnotes
I did this, but w1th some modlflcatlon v

‘" For each of the twenty-seven Early ChlldhOOd stugents
I malntalned ‘a personal file. As’ the term progressed and I
began to focus on certain students, their flles grew more
rapldly than tne ‘others in the class. Each contalned the
student 1nformatlon sheet’ they had pfOV1ded for ,Dr. Mullen,

copies of the logs they maintained for the duration of the»‘

Early Childhood'course, copies of their student teaching .

logs, and, 1n sdme cases, coples of the term papers they

,wrote in Educatlonal Admlnlstratlon In addition to thlS,.I

1 Elsewhere in this document I refér to th study as an‘"interpzetive”"’

one. I am uwsing the. term loosely ‘to" describe a study which has as it
basic intent an understandlng of "the social world at the level of
subjective experiente"™ (Burrell .and Morgan,  1979:28). Symbolic
interactionism is usually described as functionalist because it shares
many of the same basic tenets as other social theories‘of this genre.
However, interactionism is a loosely-woven web of diverde'
perspectives, with "behavioural interactionism" and "phenomenologigg
interactionism” (Burrell and Morgan, 1979:79) representing exn“
endpoints. The' perspective I have adopted shares more in cogmon® i
the latter and, as such, shows many similarities with more traditional
interpretive perspectdves of the social world such as phenomenology.
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frequently included notes and scrlbbllngs I had made whlch

i' served}a% temlnders of things to do or questions that needed

¥

s

to be explored w1th the 1nd1v1dual 1nvolved

The chronologlcal record I maintained during the time
"the students were taking the two courses were the expanded
notes I wrote each evenlng based on the brlef jottlngs I
made each day in my fleldbook Thls was done in prose on
looseleaf paper and then 1nserted into a binder. Each page
ugf dated and numbered Scattered throughout this document

are frequent personal ‘remarks about what I was seeing and

hearlng,_or notes to myself to explore certaln things in

greater detall 1. made a photocopy of the entlre document
in Lhe event the orlglnal was lost or destroyed ’

_ The chronological record I kept during the practlcum
were the numerous: cassette tapes recorded durlng visits to

‘schools or durlng telephone conversations :with 1nformants

" Each tape was’ dated and a record kept of whlch 1nformants

were recorded on which tapes. =/

The actual. . analysxs of these data was a task far
greater 'in magnltude than I had ever imagined. I had read
numerous accounts by® other researehers who had undertaken

ethnographlc typé pro;ects and ‘a&l commented on the’

: dlfflcultles in deallng w1th such a quantlty of . 1nformatlon

But thelr accounts were not really meanlngful for me until I

L began PO see how much data- I was accumulating.

-1 attacked - and attackkd think, 'is the'right woL

"Vry— thlS itask b% rev1ew1ng the suggestlons made by Bogdan Zne
"_jBlklen (1982) ‘and Turner‘W1981) Both offer useful accounts

“_of ways in, which larg%ﬂquantltles of written material can be

T,gfput 1nto manageable germ . Turner (1981) offers a nine-stage

prescrrptlon for xhe manlpulatlon of raw data into refired

“'analy31s (the d@velopment of "grounded theory") which,
“‘ﬁ?although not followed prec1sely, was useful in thevearly_
: codlng and : categorlzatlon of the data in this study.  But

’{rather than descrlbe each of Turner's stages, I w1ll refer

t
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the reader’ who ig 1nterested to hlS artlcie, ahd go on Wlth
a descrlptlon of hgw I dealt with my datay' [If one: 1s__
a;temptlng to be true to the splrlt of an 1nterpret1ve9
inquiry, + it seems  to me 1nappropr1ate to passively. adopt
- sdheone else s approach to data analy31s Each researcher s
c1rcumstamces WLll vary and the most approprlate way : to
analyze and’ develop one's own data will best be decided once
. the researcher is ;mmersed in th&g,task ] ' P

I dec1ded td deal with the data Fon the unlver51ty.
experlence flrst This 1ncluded two pr1nc1pal sources _ the
binder of expanded wrltlngs I ‘had. made based on my dally
fleldnotes, and the transcrlpts»of the Conversatlons held
prior to the practlcum w1th Holly and Janet i Transcrlptlon
turned out ‘to be a costly ~and tlme consuming process, so I
eventually abandoned it . 1n favor of note—taklng based ;on. my
own review of the tapes ‘ At thls stage, however, I had had,
the early Conversatnons transcr;bed_and I handled these data;'
as I did my own notes. ffhis,accountvis presented helow in
point form: ‘h ‘ d}' . _,t . f : '

1. Each looseleaf page of hy'binder was‘numhered'“

" was each paragraph. '‘This wds solely for reference
and retrleval purposes Thus, when I later came
across a reference to UN "~ 101 36 I- knew that 1t‘
stood for "unlverslty notes, page 191, paragraph
number 36 on that,page." ‘¢ “' g

2. Each paragraph was'read andrre—read'and_a label or
" ' category given to it;which identified its central

~ topic. er issue. .This,cafegory was then written at .

~ the top of a large :file card andvthe paragraph
reference noted below it. As I-proceeded through“
my notes and came»across paragraphs whlch referred
to the same category, I retrleved that card and:v
noted the paragraph on it. . Other paragraphS"
whlch alluded to dlfferent issues would recelve

\

s
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different labels, and these were duly noted on

separate file cards. From my notes alone I-

L created-a total of~sixty-six\cﬁfégories;

3. I then reviewed all of these categories numerous

o times " in an attempted("to find - links or

relationships between them. As a result of this I
was able to collapse the sixty-six categories into
eleven broad domains or themes (I've actually
‘referred to them as themes in the body of the
'document). These themes ultimately served_to
structure the data chapter dealing with the

university experiehce (Chapter 4).

I then took the transcripts from the Conversations
with Holly and Janet and began the process anew. At first I
was tempted to let the categories I had developed ﬁhrough an

‘analysis %f my notes structure the data I had gathered from

these two key informants. However, a quick review of the
transcripts made me realize this .wouldn't”'yo;k. So I
followed the same coding and categorizihg procedure I had
used with my nbte§. In all, these.pranscript§ yielded
forty-two categories. Withoqt any undue manipulatiohll was
able to fit these categories into the eleven themes.

In addftion to the = data mentionedﬂ above; I
incdrporated portions of their.Early Childhood logs and

course evaluations where it seemed appropriate.

The analysis of the data from the practicum experience

~was handled in a similar manner. Here, however, the data

were mostly inythe form ofainfo:mal interviews on cassette
tapes. As I related earlier, Ifinitiallyvthought that I
would have these tapes transciibed,»then codé-and analyze
the transcripts just as I had the data from the univeisity
2xperience. - But ‘transcri?ing .was both 'expensive and

time-copsuming; ‘The time element was important, for I

45
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wanted to llstﬁglté all of the tapes from one week before I
visited  the ﬁ@ﬁormanty ‘the next week Consequently, ‘I
dec1ded to modlfy my original ideas on how to deal with
these data. 2 . ﬁﬁ, |
After every visit and follow-up telephone conversation
I would llsten to the tapes and make notes on the issues and
concerns Identlfled by ‘the 1nformants, For everything that
*I noted on paper I'd record the tape footage so that I couldv
easilv find the reference again. Once I had done this for
all of'the tapes and all of the informants, I coded each
entry. "As with the‘previous data, each issue or concern
‘that I'd noted was given a descriptive label or category and
entered on a large file card (I used file-caﬁds of different
colors to dlStngUlSh the key informants). ~Then the coded
entry was' written below. Forxexample, an- entry that was
. coded B-V2-1-9 was read as "Becky, second visit, page 1,
entry number 9 on that page." The whole process was begun
anew for each of the key 1nformants When I had flnlShEd I
had developed thirty-three categonies for Becky, forty-four
for Leger, forty—two for Margo, and flfty-nlne for Melinda.
1The data from these%&nformants were, in a manner similar to

R 0 < .
the data from the%mnlver31ty experience, collapsed into

Oeith broad themes. Of these eight, four were major themes
_(shared by all four key informants) and four were minorv
- themes {shared by two or three of the key informants)f
' The tapes from the Conversatlons;with Holly‘anvaanet‘
and' those from my telephone interviews with the six
Fsecondary 1nformants, were coded and analyzed in a similar
way . However, I didn't develop catedories and themes from

these data, but lnstead used them to supplement the themes‘.

well. . » ' _ . _ ‘ o
In addition to the.data from the tapes, I analyzed the
logs which each of the key informants had kept throughout

already developed. With a few exceptions, this 7iifed very .

the practicum. As I mentioned previously, these were used

-



aT

: S
carefully, but I did_draw from them ﬁkhere it seemed

particularly appropriate. i
: . 0 \}?r' %’e

v

This chapter is diwvided into two main sections. The

fiﬂ%t,_ entitled "Theoretlcal Foundatlons, "deals with o

questions of design' and methodology from a theoretlcal.
_perspectlve..\Here l,attempt to justify my plan and actions
on the basis of the assﬁmptions I have made about. human
" nature and the best ways to come to some understandlng of
‘human experience, and to show how thlS melds w1th %ymbollc
1nteractlonlsm
In the second section, “Doxng the Research, I
describe the development of the study 1ncludlng the process
of gaining access, meeting the students, and collecting and7
analyzing the data. y
‘In the next chapter} entitled "The Setting," I pr,ovide~
a oescription'of the'program of studies in the Elementary
Division of Highlands University with emphasis on the Early
Childhood program. ‘In addition, 1! 've included a brief
blography of each of the six key 1nformants in®the study
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CHAPTER 3

, - THE -SETTING

w S

Highl nds University is.-located j a'moderately¥sized
ﬁCaﬁEdian'city ("Highlands"). As a'%%%éé post-secondary
inStitution, the niversity offers an extensive range of'’
liberal educatidn programs, complemented by a number Of:
"schools" which prbvide an opportunity for interested and
capable students to further their<educétion in a specialized
arga; o ' | :‘ | » | )

One of‘these schools, the School of Educétioﬁ,'bfférs
two-. and four-~-year baccalaureate degrees with the
stSibility of study in-fdur general areas: elementary[
. secondary, industfial barts, and YVocational education.
Students entering directly frombgradefl2 and chobsing an
elémentary or secondary or;entation enrol: in a four-year
ﬁrogram in . which 1liberal arts and edﬁcation‘codrses are
integrated. (Les5 emphasis is placed on non-education
‘courses in the industrial .and vodatibnal 'pro@rams{]
- Students _opting for a two-year program musﬁ hold an
uﬁdergraduate degtee acceptable to the School.

] ], . . . o .

-

"The general goal of the Elementary Division in the

18 l?;'. :
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. School of Educatlon ls t-% pare ﬁ&nerallst t

klndergarten to grad&,G,,» .

Students enterlng ;n thshr flrst year”arevehcg
to selected courses from other facultles at ﬁlghﬂands
1Universityhe’se include Engllsh llter ure, mat-hematlcs,

the natural SCf.hces, the . social sc1ences, fine 'arté,

Canadian studies and physical educaﬁmﬁn The only course ’

taken ‘from the School of EduCatlon is a first—level
'praeticum, designed to provide some exposure to nearby
schools and to assist the students 1n determlnlﬁg whether
they wish to pursue a career in teaching. ‘ _

In the second year students normally take additional
courses outsideyof»the School of,ﬁducatlon, but fewer than
in- the previousvyear; ‘In addition; they take a‘course in
 educational foundations, one in'educationalvpsychology, and
an lntroductory course in currlculum and 1nstructlon (their
first "methods" course) .

~ The thlrd year is referred to as their "profe331onal
’year ,Durlng this time they concentrate largely on
education courses: a senior Jevel methods'course,'more
courses. in  educational foundatlons and educatlonal
psychology, and one in educational admlnlstratlon : The main
'reason for de31gnat1ng this as the profe551onal yeaf,
_ however, 1s the inclusion of two practlca ’

The flrst practicum occuples a four week perlod at theo
end of the flrst academlc term, This is usually in a
non- preferred area, i.e. those 1nterested in ,early
»chlldhood would be placed at upper elementary, and those
1nterested in grades 4 to 6 would likely flnd themselves-
-teachlng at the lower levels.

‘The second practicum occurs at the end of the second
term.and lasts for eight weeks. Durlng this time students
are. placed in their preferred areas and they are expected to
assume greater teachlng responsibility than had previously

~
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been the case. [It was durlng this term that I- jolned the

students in thls study ]
) . The fourth an¢ fineg year is intended as - a
: o;:ijpégohihg experience; The studen‘srtake senior courses
Yw /gh:presumahly (and clearly stated in the calendar of the
.§chool of Eduéatt@n) have been designed to draw on their
practica experiences. Aﬁy non-education electives which
have not yet been satisfied are also taken at this time.
Students are also required to select a ﬁhinor.f In a
vsenseu'minors designate areas of specialization~and are
chosen from a variety of‘options, normally during the fourth
year. These include (not all are offered in any'giuen .
year):_Canéda studies, commu@ﬂty education, education énd"
self knowledge; education through the arts, English'es e
second language(' individual dlfferences and
individu&lizat}on; language arts, learnlng resources, "moral
,educetion, movement, music,"readlng,‘ second languages,'
visual arts, an intercultural minor,vspecial{eduEation[ and
early childhood. The last three mentioned differ from the

others in‘that'they are spread over a longer period of time.

i

L ‘ . . . |

The philosophioal base upon which the Early Childhood
program 1is structured centres on the malleable nature of
‘ young children and the significant influence which key
individuals can have on their behaviour and beliefs. In
ihteractionist terminology, these individuals become
31gn1f1cant others whose ‘general demeanour is likely to be
-modelled by the children with whom they have frequent
: contaCt.‘ As individuals who speﬂd a substantial portion of
‘their time Wlth young children, early childhood teachers

need tQ be ever cognizant of their  behaviour: and
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-pronouncements This is a theme central to the Early
t Chlldhood program at nghlands University.

As a minor "spec1allzatlon,~ ‘the students ‘are
carefully screened by the Early Childhood -instsuctors. °The
decision to focus on early childhood must be made during the

‘Winter Session of the first year, although Coursework does

not begin until the following year: Successfur‘appllcants,
therefore, may be viewed (and frequently view themselves) as
forming a reasonably sel=ct group within the Elementary

‘Division. ‘ i

f Four courses_form the core of the Early Childhood

program ‘The objectlves of these courses, taken

collectively, are developed around seven thematic

categories: the chi®d, personnel, faCilities, learning.

experiences, foundation knowledge, family/hsme environment,
and professional-resources. ‘ :i .
Durlng the second, third and fourth. +years the students
become 1involved in a- variety of currlcular'fand
extraourricular activities which focus on‘young~children.
One such aotivity is the "adopt a family" programl _Students
become'involued with g_jamily‘having a child in the three-
_g’five-year—old age range, and they are expected to develop
t¢ ationships which hopefully will last well beyond their
presiervice preparation. The purpose of the "adopt a family"
pro-,ram is to immerse each student in the world of a young
¢h’ld in the hopes that he ordzshe' will develop an
ur-erstanding of the multitude of factors which constitute a
ild's reality. The students are expected‘to draw on these
xperiences as they progress through the Early .:Childhood
program. [The "adopt a family™ program rarely came up din
conversation while I was Wlth the students, so it is
infrequently mentloned in this study When 1txwas raised,
however, it was 1nvar1ably spokep of in derogatory tones.
While -most felt it was a good idea in pr1nc1ple, all said

that ‘it required far too much time in an already crowded
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o éihedule. Those~stddents who wégevthemselves parents felt a
o vgreat deal of pressiire, for not only did they have to care .
for their own children and engage in full -time studles, they
were expected to become involved with someone else's child. AN
Towards the end of the term I asked some of the students why
the "adopt a famlly" program was §carcely ever mentioned.
The usual reply was that most were trying very hard to
forget it.] '

L : ” The Key Informants
. -

The short Histories whigh follo‘are of ‘the:jk‘e‘y,ﬁ
informants only. Their experiences permeate all aspects of
this study,:'far"more so than those of the .secondary
informants Dprlng the time Khe students were 1nvolved in
unlver31ty classes, two individuals served as key
1nférmants Holly and Janet . ;tklng the practlcum, howeveﬁ,

_ four dlfferent tg%?ihformants were selected Leger, Margo,
. Melinda. -and’ Becky _ o
| ' “The,. purpose of these bloggaphle& is to prov1de the
reader w1th basic backgroghd 1nformatlon on the malnt
part%cnpants I have exerolsed a great deal of cautlon in
separlng these accounts, -however, for storles such as these
gﬁways risk reveaklng_the identities of those jnvolvedl
Different researchers might give different reasons for -
‘including participant biographies. My;reason is simple: I
ﬁf ‘believe that the:natdrelof individual eXperiences and
l‘ personal 1nterpretations is greatly 1nfluenced by who we are-
and what we have done in the past Some refer ‘to this as
the- "baggage" we carry into any situation. However

labelled this information can potentlally assist the reader

in more fully understanding’ and appreciating the experiences

of the main actors in this study.
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Biographical data are base largely on . ‘the 1nd1v1dual

. interviews I‘conducted with the students prior to, and

during, the second term of their third academlcfyear. The
structure of the accounts which follow is based on the way I
had organized the interview questions:
o K ‘ .
1. Demographic data, included blrthplace, paréhts
occupation and education. )
2. Memories of. their years-'in elementary and
secondary schools.
3. .The decision to enter educatlon and to focus on
early childhood. '

4. 'Thoughts about the program to the mlddle of their

Becky g,«”"%

‘ R
b ‘

Becky was born 1n ‘the early '605 near the city of

At
,nghlands o HEW Tather woxks as a salesman in the city and

-her mother, while a reglstEred nurse, is employed as a

teachesz alde in a daycare. Whén Becky was 14 the family -
moved to a rural setting further fﬁpm the city, but returned
a few years later. o

Schoollhg Becky began school in grade 1 in a rural

area outsrde Highlands city 11m1t$Q She hated her first

)

-year of school intensely. It was aACathollc school and her

flrst teacher was very strrct " She remembers runnlng back

'to her mother after- she d “been droppeﬁ off at school
‘Grades 1 through 5 were not partlcularly memorable, and

- those memories that remain were not pleasant

children by either forc1ng them under the teacher' s désk or

“ .\_\k,-,- k‘:
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by maklng them stand in a closet Apparently the teacher
wore a w1g, and the chlldren used to irritate her by pulllng
the wig off w1th a yardstick. . )
- Grade six was a change for the‘better. She went to a
new, open-area school in Highlanés where she developed'a<
childhood crush on one of her teachers. To ‘her he was an
excellent’ teacher because ‘he could relate well with the
chlldren, and didn't talk_. down to 'them o [During

conversations with other Lnformants this characterlstlc was

frequently mentloned as a "marker" of a "gaod" teacher.]

Grade 7 was one of her favorite years. She.described

herself as belonging to the "worst" class in schoolf(the one

‘every teacher dreaded); but all the stydents loved the

homeroom teacher. Once%again, this was a person who was
able to communicate well with the kldS

At the age of 14 the famlly moved away from nghlands
to a small rural community. Becky began high school there,
but she had developed an obsession with weight loss (she
describes herself.as "anorexic," a problem for whichjshe is
still being treated)ﬂ She subsequently qu1t high school at
the age of 15 and did not return. )

For the next few years she was involved %4n a variety
of activit%es. She attended a nearby "college for
approximately six months to take ‘business courses and
general academic upgradlng She also enrolled in various
correspondence courses and always received excellent marks
for her efforts. In addition to her academic endeavours,.
she worked as a shampoo assistant, a secretary, and held a

variety of other jobs, most of which she describes as having

“to do with losing weight.

At the age of 17 she.became pregnant, but subsequentlx
gave the baby up for adoption. She later married and
returned to a rural setting where shg worked as a waitress.
It was‘during tnis time that she began to consider attending
university and;becoming‘a teacher.
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., .The Decision to Become' A Teacher. Becky claims that .
she always wanted to be‘a teacher Like so many others, she
fondly recalls playlng school as'a Chlld with her younger

.brotherp But while she always wanted to be a teacher, she
spent very-llttle time thinking about it. She assumed that

_the absence of a high school diploma would‘prevent;her from

pursuing this goal. For  this. reaSon,_'she" seriously

~ considered becoming a hairdresser or an agcountant. - |
| However, Becky learned that she could enter unlver51tyr
as a mature student and, w1th the 1n1t1al support of her
husband, did so.  Early Childhood was her. cholce from the

-very.beginning, for she loves young chlldren and enjoys

~ being in their company. But again, she assumed that she was

‘unllkely to be accepted for an Early ChlldhOOd mlnor because>
her secondary schoollng was 1ncomplete She was overjoyed
when she léarned she'd been accepted. o

' .‘Besdde'providing her:with a job, she feelsvthat a

bbaccalaureate 'degree in educatlon vw1ll allow her the“

opportunity to derive a great ‘deal of personal satlsfact(bn
ffrom what ‘she does. - As ‘she says: "I have a lot of love to.

;glve Deflnlng herself as a Chrlstlan, ‘Becky descrlbes

:modern soc1ety as very "screwed up,“ and hopes to play her

“dpart in helplng a few young people realize that there are

~individuals who truly.,care about them. |

, Thoughts.onvthecProgram. "I ve learned a lot of
useless‘Stuff " That was her first reactlon to my questloni
on her thoughts about the program to the mldp01nt of her'
third year She sald that she qulte honestly belleves thatf.
u_university programs.are structured.the‘way they are to see
‘whether the students can handle stressful situations. She
feels it's a weeding—out'arrangement

lee so many of her classmates, Becky describes the‘

electlves taken outside the School  of Educatlon during the
first year_as "borlngﬁ ‘and "useless." She felt that many of
~ these courSes*were offquestionable value‘because,theyfseemed,



to her:to have little relevanco to the classroom ;' %&fif
P
When 1t ‘came to the educat;on courses ‘'she had taken,'

Becky placed a great . deal of empha31s on the approach of%thi
glnstructor "A course was "good" if the 1nstructor was abl‘

to make it interesting and relevant to the "real world" of-,ﬁg

the classroom..’A course was “bad":lf the ifistructor was
poor. She spoke disparagingly of one course she took in
_educational psychology While she felt that the content was.
excellentqﬁ she descrlbed the instructor ”as a "male
chauvinist. She recalled one class where ~he- told the
‘ students that a woman' 's I Q. was'’ related to the 31ze of her
breasts (the larger the breasts, ‘the lower the I.Q.).‘ On
another occasion he told them that Qomen cry ln orderfto
‘manipulate'people,'and warned them that if any femaleHCame
crying to- hlS office looklng for a hlgher marm% he'd put
them out ' .

- She descrlbed the currlculum and 1nstructlon (C and?I)
courses whlch she'd taken as most beneflclal, " Here ‘they
recelved much in the way of "hands on",instructiOn, and
Becky, like. other students, felt that this provided them -
Awith practlcal insights. into the world of teaching. When
.she described a C and I course negatlvely 1t was usually in .
some way related to the instructor. ,

For all of the Early Childhood ., students, the
nonépreferred‘practlcum took placelduring the- first term of
~ the third year. Becky'djscrlbes this as a good experience,

although she’ wasn' tl particularly enamoured with her
‘cooperating teacher Whlle they got along reasonably well,

she felt that thelr approaches to,teachlng clashed. . As

would later be the case“with her preferred placement, she
‘felt a strong sense of conformity (she claimed that her
, cooperating teacher‘explicitly told her how to teach).
However, she didn't enjoy behaving‘5J1“a“uay'whfch,was
foreign to her personality. _Nevertheless,'she felt that the

four-weeﬁ?experience helped her,immeasurably'in;gaining
: . O ) , ’
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confldence in herself as ‘a teacher, and ffided that she
wouldn't mind teaching at upper elementaryé;‘ %d;
¢ Future Becky sees herself as ﬁ'HM e 2 teacher
in the foreseeable future, although klndergarten is a
p0331b111ty (it became her first ch01ce as a result of her
eight week preferred placement)
As a teacher she sees herself as someone who should be
particularly sen31t1ve to the. needs of the children; as

someone who can provide the love that so many-are lacking.

- Holly

~ Holly was born ‘and raised 1n the c1ty of nghlands in-

the mid '605 Her father is a support staff superv1sor at -a.
local hospltal and her mother is a housewife.

Schoollng.” Holly remembers her first year in school

as particularly difficult' Like Becky, she dldn t attend

M@ndergarten, but started .grade ‘1 at the age of five and

'feels that her young age contrlbuted to her problems. She

remembers her elementary years as good ones, partlcularly

'socially, (she refers to herself as a class jester).

Academicallyjshe experienced a great deal of frustration in .
mathematics, and retains a fear of the subject today.
Unlike some of. her classmates, Holly remembers all of
her elementary . school teachers very well. She can quickly
describe the best and the' worst and,rnot'surprisingly,
considers the best‘to be the one who exhibited the greatest
degree of compassion and understandlng for young chlldren
(the grade 6 teacher). '

In ‘junior high school she experienced numerous

'problems Most of these resulted from difficulties that

existed at home. ‘ :
High school was "a bit better." She played tHe flute
in the school band and feels that .was a major reason why her
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last years in schéol were more enjo}able Math, honeverﬁ
was still a problem, and even qgag prlvate tutoring she
still found herself becoan very "tense and upset" durlng
math class. Her math.teachei in her oplnlon, did llttle to
alleviate this'fear; .- One experience in particular is
branded in her memory. !She was preparing for an upcoming
test in math and was in tears as_the day neared. Her father
called the school counsellor to make him aware of Holly{s
difficulties. She wrote the test and when it was returned 7
her teacher said to her: "Oh (Holly], you didn't do that
bad You got twenty-eight percent "' In Holly's_words, "that
waé crushing." She couldn't believe that a teacher would -
say that to a student. = = ° - N | .

At one pomnt in high school -she had a math teacher who'
related well to the students and dldn t talk down to them
She said that he helped her "sort of" enjoy the subject-

The Decision. to Become a Teacher Holly clearly
remembers the time when she made the ch01ce to become a
teacher. It was duri. .g her worst . year. in elementary school

- grade 3 - when ‘she had a teacher who she descrlbes as ,
| "really mean." She dec1ded that'"lf I becamera teacher, I Lf
would not be like her." ,'? o BN ’T ’ # f

Consequently, she never serlously con31dered anOther
career possibility, although she fllrtediw1th theoldea of
becoming a nurse:. She descrlbes herself .as someone ‘who gets
along very well wifh ' chlldren "I love them, eVen just.

-(

looking at them." . P

From the: moment she entered nghlands Unlver31ty it
‘was her intention to focus on young chlldren. She had had
'some experience deallng with special néeds Chlldlcn and
considered applying for _the Specialg Educationr minor.
However, friends persuaded her that job opportunities were
better for Early Childhood graduatee, so she applied there
and ' was .aCCepted.' [This was not an uncommon story.

Unfortunately, at the time of this writing - over one year
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later and shortly after Holly's ciass“graduated - I know of
only two of the twenty-seven students who have found
positions in early ChlldhOOd, and one of those is_at a
"'preschool level.] | o

' Thoughts on the Program Holly entered teachér
educatlon hoping to learn how to be an effective teacher of

¢

young children, a.;z

tf' levelop - an understanding of. the
,development of chlh_ganipt that age. When I asked her how
she felt about’ tife, ﬂh&iyg%hlldhood program to the middle of
her third year, she responded: "I'm told it's a really,good
program." Like most of the other students in the class, shef
experienced - difficulti\ adjusting to the structural
arrangements in the'claser om when she took her first Eaﬁ@ﬁ.
Childhood course. (duri er second year). - She retains a
'skepticism about learning eentres, but attempts to keep an
open mind on the subject. Regardless of its suitability for
young children, she queStions whether she learned much
during that first course. In addition, she was critical of
the adopt a family program She cleims that some of the
students fabricated accounts to enter in their scrapbooks in

order te pleaiﬁ the 1§$tru

. On" the program 1n g&méral, Holly echoes the opinion of

most of her classmatesw_ becomes incensed when she

~enrols: in ‘a course and: thehwfalls to see its. relevance to’
her,lmmed;ate needs. She spoke of a philosophy course she
started: "I didn't see any sense in it at.all, and when I )
can't see any sense in taking something, I'm not -going to
' sit there because I won't learn." So she'droppeo the
course. . . ~ - s ' , B
She speaks“more positively‘of the C and I cdursesrx
Most she QeseribeeAas "great," -as they provide much in the)
way of'p;ectital-informatioh[? "However, she denigrates
"coursee such as educational foundations for their seeming
irrele&ance,to classroon. instrpction (although she spoke of

the course - history of education - as‘ihteresting). She "
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" also spoke'oritically of an education&l psychology coﬁrse,
and wondered how anyone could be taught teacher
.effectiVeness'training in a class with three hundred other
students. In her. oplnlon, the only way to learn to be an
effectlve teacher "is by doing it." Eﬁ}ée the instructor
"spent all class period reading from theltekt, she attended
few classes and read it on her own. , In her words,"how do
they expect to get " qua'lity tea__chefsl ‘w:chen”we don't get
. quality education?" S - o

‘ She says that the'non-preferred‘practicum during the
"thlrd year was a p031t1ve experience (grade 4). She related
well w1th her cooperatlng teacher and added that, as a
- result of the four weeks of student teachlng, ~she had to’
think carefully about whether early chlldhood was really the
level at which she wanted to teach.' : *

The practlcum was partlcularly helpful -in developlng
vher self-confidence on *+he ‘issue of classroom control, an
- area she feared when student teachlngvbegan._ In her v1ew“
'problem situations are manaoeable as long as the teacher -’
remains calm. ' .
; - The "Future. Holly hopes to obtaln a teachlng p051tlon
after graduation, although she isn't - p%rtlcularly fussy
about the}grade level. She adds, however, ‘that if she gets
"burhed out" as . a teacher, she'd like to returh to
university to pursue either nursing or music. .

On her future role, Holly sees herself as a teaCHEff
and counsellor comblned. She wants -to be ablegtowhelp‘young
children with any problems they may have. And.when she
talks of this, she adds that she\Clearlx‘remeqbers'those
‘teachers who helped her when theré were family problems in
her home. " |
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o Janet was born ine nghlands in the mld '60s. R lee:
Holly, she grew up in Ehe city and wants to remaln there,.\if
Her father works as a special purpose contractor ln}
>Highlands and her mother stays at home: = - - = . "E;.fi

Schooling" Janet doesn't recall a lot from her yearsd
'in elementary school other than those dramatlc events thatﬂ,f

b
Nkl - . N

frequently burn themselves into a person's ~memory. ,She".

v1v1dly remembers belng seént to. the corner in grade 1. She -~

also lredalls hav1ng her name removed from the "good
citizens" 1list in grade 2. Apparently thlS was used %& a

'form of clasgroom control whereby the "good" pupils had

their names ¥
prlvlleges, such as going for a drlnk of water or being

allowed to go to the washroom w1thout requestlng, As Janet

remembers it, her teacher left the room and told the .
children to stay seated. Unfortunately,'Janet had to leave

the room to use the washroom. When the teacher learned of
this Janet s. name was removed from the list.

Elementary years K Were* generally good years for her.
With the exception of one or two.teachers whom she dlsllked
(her mu31c ‘teacher once made her 51ng a solo ln front of the
. class because she thought Janet had been talking) she
enjoyed her teachers and developed well " soc1ally

Secondary schoollng was also enjoyable, what she terms

"fun years. In junior hlgh she met a lot of new chlldren,

»many of whom still form her nucleus of friends. She'fondlyv'

recalls a grade 7 teacher,‘w1th whom she and a friend used

to jog "He was a frlend, he wasn t just a teacher." This

positive insight into what a teacher can be has remained

with her. She still feels that the’ ablllty ro talk Wlth
students and to offer frlendshlp are 1mportant qudlities for

a teacher. - . %

_The Decision‘to Become a Ifacher. Janet traces her

i lg%n a list. (week by week) to receive special -



'dec131on to énter teachlng back to that same grade 2 teacher
who removed her name from the "good c1tlzens" list. This
incident asxde, she remembers her affectlonately ,

As Janet remembers it, teaching was somethlng she -was
‘»plannlng to do until after she ‘entered high school There

" she briefly entertained thoughts of ‘becoming a nurse or a

. - social worker. The motlvatlon behind all these career

»conéﬁderatlons was that they offered the opportunlty to work

B Wlth people, preferably young children. - By grade 12, she

had re'ected nursing and social work and ‘had dec1dedfupon
teachlng again. -‘When I asked her why she wanted to work
with young

ers she reSponded "I feel comfortable around
?"kidS' I don' t always feel comfortable around adults."”

: Beforg graduatlng from hlgh school she seriously

+ considered pursulng early childhood at a reputable communlty

.college, but a - school counsellor persuaded her: that a
un1versrty degree< would prov1de ‘her with more career
f1ex1b111ty Janet chuckled when she ladded that the
counsellor didn't tell her. that only thirty students were‘
<accepted 1nto Early" Childhood each year at nghlands
,Unlverslty Fortunately, -she became one of “them.

Thoughts on thi Program. Janet told me that she hoped
that the educatlon program would give her "the: knowledge to
understand kids in order to transmlt what I know to . them."
.. But when she reflected on the program to the midpoint of her

. thlrd year, her comments became dlstlnctly derogatory

Exé@pt for the'CmI.s, I really don't think
I've learned anything tfat could help me in
teaching. T C.I.s Ielp because they're
llzspecifically'What to-~teach, how-to-teach.

~I'm in my third year, I have a year and a
half left, and I really.feel like I don't
know how to teach. I just came. off a.
practicum, so I knoy that I.don't know a lot
about “what goes on., o -

4 : EA v

Janet was like so many others in her views on the



63

e

J

program. Unless the content she was studylng was deflned by

her as partlcularly relevant to classroom teachlng, it was . .

dlsmlssed as superfluous ) _

Her experience during the nontpgeferred practicum also
helped her'realiZe'that'the day—to-day realities of teaching
are more involvedvthan she had_previously‘thought.. It was,
however, a reWarding experience for her, especially ghe
dally interaction with young children. | '

The Future._ Janet deflnltely sees herself as a
_teacher in the ~immediate future, although she is Tore
lnclined towards grade 2 than uhindergarten;prerhaps a

further influen e ,grade 2 teacher she -admired?).

Eventually, hofiever, she hopes to return to university at

the graduate lgvel to focus either on reading or language.
.

F~Yaf)

Leger is the only one of the key 1nformants not born
and ralsed in the Highlands area. He spent hlS childhood in
a neighbouring province where hlS father farms and- his
.mother is employed outside of the home.

Schoollng Leger s memories of elementary é%hool are
good ones. " He recalls numerous social experlences w1th
vaffection, partlcularly those which took place on “the hus
whlle travelllng to and from: school o

lee Janet, he encountered hls favorite teacher in
;grade 2 and descrlbes her as someone who enjoyed many good
tlmes w1th the chlldren and rarely raised her voice. He
‘also speaks warmly of a ‘grade 6 homeroom teacher who moved
_with them to 3junior high for a few years. Leger describes
these years as the.best in his school career. |
- At the secondary levelaLeger found that he had a-
.spec1al talent for art, "and that quickly developed into a

favorite - .subject area. ‘In fact he describes it as
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*interfering with his I-q;al life, for'while others were

interested in skipping é$§é¢es or engaging in out-of -school
activities, Leger’ could ﬁﬁﬁ?ound working in the art room.

He said that this started. in grade 10, and by the time his
class had reached grade 12, Leger was off in his "own little
world."

Leger despised’ math He eat at‘the back of the class -
hoping that the teacher would forget that he was there and
not call upon him to do anything that required a knowledge
of the subject. o o

Unlike “all of the other key informants, Leger claims -
to have made the choice to become a teacher approximately
two months before he arrived at Highlands University. He '
says that it. had been in the back of his mind for some time,
but that the choice between a <teaching career or entering
fine arts_was ‘a difficult one. Ultimately he decided that
it would not be eaey,making a living as an artist (he claims
'that the average income of a Canadian artist is $6000)
unless one is very good, and Leger doesn't_sge himself as
exceptional. He also dallied\with thoughts of becoming a
lawyer. But teaching became his first,choice,_althodghﬂhe
still marvels at how he ended up in elementary:

y ... it came to the forefront when I finally
got here and I got accepted into education.
And then I had to decide. I'was 'sitting at

‘the registration desk deciding whether I
‘wanted to take secondary or elementary and
for some.reason I went to elementary. I-

‘don't know why, because I'd always
envisioned myself as an art and a social
studies teacher in high school. And what
I'm doing here I don't know yet. (laughing)
I haven't figured it out yet.

‘He attributes ‘E}S inclination towards a teaching
. career to his mother's side of the family. He describes
them as very close-knit, and .adds that when they visited his

cousins he (being the oldest) always assumed the role of



- play leader. Through childhood : and adolescence Leger
received much positive reinforcement concernlng 1is
relationship with'younger'children The ﬁgther ofn?he
youngsters he baby-sat for seven years frequently told aiim
that she'd never want anyone else minding her children. His
parents and grandparents did the same, telling him how happy

..they were that he was with the kids and how secure they felt

in knowing thegchlldren would have a good time.

Once he was accepted into the Elementary Division of
the School of Education, he ‘stumbled onto Early Childhood.

é; with the choice to focus on elementary, an early

lldhood_spec1allzatlon was something he hadn't considered:

O
I had no -idea that the Early Childhood
program existed until one day I was feeling
sorry for myself, because when you come from
Small Town (the nelghbourlng
province) you're overwhelmed by [Highlands]
and' going to a university where. the -
populatlon of ‘the unlver31ty 1a}tw1ce the
size of your home town. And in’your first
year you don't have a place “to go, you're
all over the placé with “YQur elements
[elective subjects] You're invone building
_or another, you're not 1n Educatlon, SO you
~don't really identify ([with it]. $So I was
feeling sorry for myself one day and
thought: "I'm going to go and see what this
Education building. is all about."- I was
walking through and there:>was a sign:
"Elementary students, this Society -is for
you," and I thought: "Oh no, did I miss
something?™- I was really shocked, so I went
‘up and I talked to the girl and she said:
"Oh, we're the Early Childhood Society."
;Well, what's early childhood? She proceeded
to tell me. and I thought: "That's what I
want to do." I thought I was going<to be
able to teach kindergarten.  And I can't if
- I'm not in Early Childhood. So I joined the
Society, became an executive member three
days later, and because of that I got into
the Early Childhood program. So, no, ‘it
wasn't intentional. When I first came to#
unlver31ty' I was planning on going: into’
secondary, and for some reason I chose¥

&
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elementary and then, a. a twist of fate, I

found out about the Early Chlldhood program,
and here I am.

1

Thoughts on the Program. " Leger entered the
baccalaureate program in education expecting to acquire the.
knowledge of how to teach young cnildren and start them on
their school careers. But he doesn't feel the program
provides this. He describes the general elementary program
as "far too phllosophlcally based," and decries the fact
that they give scant-attentlon to the basic’ skills of
teaching. On the Early Childhood program, however, he -
lavishes much praise, for he feels that the learning centre
approach has many positive features.

Like the others, he views the non-education electlves.
as useless, although some of them he found 1nterest1ng

Unllke the other key informants, hlS non- preferred
practicum experlence was not a positive one (grade 5/6).
While he claims that some might  have ‘envied him ais
’placement, for he did virtually no teachlngf*Leger was
discouraged by it. With the exception of directing a play
for the'Christmas concert, he.had little ‘involvement w1th~
- with the children. v ,

He also came away dlSllluSloned with the lack of
professionalism he noted in many ,of the schodl staff. He
referred to the clamour to clear the school’ by four o'clock
and the lack of lesson preparation by his cooperating
teacher )

The Future Leger doesn't have definite ideas about
his future, although those ‘he does have- relate in some way
to education. He llkes the ,1dea,-of hav1ng his own
classroom,'but also speaks-of doing graduate studies in
child psychology. He mentions the possibility of operating
'his own daycare and, in the same-breath, relates an interest
in conducting research on gifted children.

He strongly views his role as a teacher as.one of a

]
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5001allzlng agent ~ He speaks frequently of. "getting them
lnterested n or "getting them started™ on the ‘road to-a good ’
education; getting them interested in good literature;
getting them interested in learning; 'being a resource
person. He wants to make the éducatlon experlence a good

‘one for young chlldren

Margo was:bornﬂln‘the early '60s near,the%City of
iHighlands. She was raised'on a farm which is still operated
by her family today;' Ll - ‘ E

Schooling. All bf Margo‘s basic education took place
in Christian schools. 'Her elementary years are, at best, -
distant memories. When we talked about these years, she
" most readily recalled herself in a social role '~ She was
well-liked although somewhat shy. Margo was very active in
sports and other extra-curricular act1v1t1es, and by the end
of her elementary years this shyness has dlsappeared

. Interestlngly, Margo remembers having her best teacher
in grade 2. She descrlbes her as "very caring,"™ as,someone

.who could relate to the children. Not surprlslngly( her
worst teacher (grade 6) was a stern dlsclpllnarlan Margo
disliked the way he separated the class into ablllty groupsljn
(the "smarties" and the "dummies").

Generally- these were good years, and Margo did well in
.elementary school.

o Secondary school was also very'enjoyable.for.her,
Once again, her social roles stand out. She‘does recall
belng somewhat intimidated when she entered high sehool
because ‘she felt she was "scrawny " But she quickly
overcame this. = She enjoyed French and mathematlcs most, and
was most comfortable with those teachers who had a "bubbly"

‘

demeanour



- The Decision to Become -a Teacher. Margo has never
really made a conscf%us'choice to pursue .a career as a
teacher. In fact, she. doesn t see herself as wanting to be
a teacher, at least not in a formal sense of the word: "If I
never Uaught a day in my.life 1t wouldn t bother me."

Margo left high school w1th no.sénse at all of wh@t
she wanted to do. She entered a nearby comnunity college
and pursued an early childhood ciploma ~ She worked for a

number of years in a specral—needs program and galned
experience in dealing wigp '

en who had speech

difficulties. This sparked‘gn jt in what she terms

"therapy"'settlngs
After a few years of wof'l - Lence, Margo dec1ded to
enter unlver51ty Her initial thoughts ~ were to focus on
speech therapy, but she learned that she Wwould have to start
aifrom the- very beginning since few of her college credits
could be transferred towards a degree in this area. As an
alternative, she enrolled- 1n the Elementary Division Qf
nghlands Unlver31ty and minored in both Larly Childhood dnd
Languages. From the time she began taking courses, she
leaned strongly towards "special" settings with young
children. But as a result of her non-preferred practicum -
a very positive experience - she's rethinking the
possibility of reqular classroom teaching. )
Thoughts ‘on  the ‘Prpgram. Margo entered the

baccalaureate education deéree expecting it to be a
"re-hash" of what 8he had learned at the community college.
To a certain extent she's been disappointed: "A lot of it's
bullshit, I think."™ Courses, in her opinion, are either
good or bad depending on the instructor. She is herself an
organized individual, and had little patience ,wlth
university instructors who were ill prepared. 0
She deviates significantly‘frém most of her classmates

on her opinions of university courses. Margo enjoys the

student life - taking .courses, writing papers, attending
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. léctures - and does not scrutinize'each course for its
" relevance - to{'teaching In fact, she feels that the -
non—educatlon courses she's taken have been more 1nterest1ng
than those from the’ School of Educatlon . She attrlbutes
this to her varied 1nterests On" educatlon ‘courses, she‘
feels they become meanlngful only once they re-applied in.a
fleld settingd . , _ .
A Her non-preferred placement durlng the: flrst term of
the tHird yeaﬂ was a good exper*ence s She~ establlshed a
- pos itive relatlonshlp w1th her . cooperatlng teacher and
> thoroughly enjoyed the - chmldren Inltlally she felt a
degree of trepldatlon about - teachlng at’ upper elementary
But as the weeks - passed she decrded that it was less work
thaﬁ early chlldhood as the students were capable of more
lnd1v1dual work e , . ,
: The Future When T asked Margo what she hoped to be

. doingﬂ.flve to ten years from -NOW, she -responded

"travelling "‘ Once one comes to. know Margo, one realrzes .
_that responses llke thlS are»to be taken serlously She
v-,
hopes to work overseas 1n hird World countrles If she’ s e

,.worklng 1n an educatlonal settlng, she hopes to focus on -
?llngulstlcs [Margo graduated shortly before thlS account.
was wrltten She didn' t apply for a taachlng posrtlon for
- the comlng year. - Instead she- has an ‘interest ‘in’ Thlrd
World cultures and hopes to travel overseas S o
;f If -she becomes aﬁclassroom teacher, Margo feels that
her prlmary .role w1ll be to encourage chlldred to exercrse
~stheir creatrvrty When . she talks -of’ herself as a. teacher,‘
i'wovds llke; "open ended"{ and "flex&ble" are mentroned

, frequently,' “In many WaysA they aptly,\describé.ﬁﬁer ?

[
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"-Melinda was born in:the mid '60s in Highlands. ‘Her
early years were spent in the-city, hut her family-later
'-moved to a community outside the city limits. Melinda's
father works as- a contractor/excavator, and her mother is‘
employed as a cashier. ) _

Schoollng. Like others, Melinda remembers_her early
‘,school“years mostly for the: good social experiences. * She
speaks'of the "good" teachers'as.those who were friendly and:
‘who related well to children. . ,

. Heér years in junior and seniorihigh school‘Wera
similar. She talks of one teacher who bordered on violence N
with the children, frequently throwing things (like chalk) "
at- them when they were inattentiVe But- she speaks most
‘“fondly of those who had the ablllty to communlcate ‘with
ﬂadoleScents on. thelr own level: WIthOLt talklng down to them
“or creatlng unqecessary barriers. , _

' The'Decision to Become a Teacher -Melinda*remembers
playlng ‘school as a young Ohlld, although she’ can t. 1solate’

any partlquar tlme or experlence when she dec1ded she would'kn

‘become a teacher She does feel ’however, that she. was
‘always headed in that dlrectlon o She never serlouslyj.
con51dered any other career optlons, but adds that if her
teachlnq sareer doesn t blossom, she ll llkely select a’
career alternatlve that 1nvolvé§ work Wlth computers.‘

' When she entered nghlands UnlverSLty it ‘was her
1ntentlon to apply for adm1331on to Early Chlldhood mﬁad'\
“ﬁshc not been acceptedp she was plannlng to take- as many
'“coanes 1n that minor aﬁea as p0331ble Sheaenjoys the
company of young chlldren and likes ‘the ldea of having a
v'career whlch perm&ts her to work wlth them [Mellnda tende
“to be very 'selfl con\hious, a tralt I notlced once I came to
”iknOW'her reasonably well Durlng thls initial 1nterv1ew she

‘told me that she“s noticed that now that others know she is -
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in Early Childhood, they tend to scrutinize her behaviour
when she's in the presence of young chlldren 'She finds
thls 31tuation irritating.] ,

Thoughts on the Program. Melinda entered education
hoplng to learn about the development of children and how
she could whelp them grow soc1ally In addition, she
expected the courses to help her develop classroom teachlng
skills. ( -
She agrees withfmany'of'her classmates that the choice .
- of non-edUCation‘electives is "senseless," and that the
better courses.are the C ‘and o ones. When she speaks of an
, education course as bad, it is usually in some way related
to ‘the 1nstructor and whether "he or she’ has prov1ded}{
"practlcal" 1nformatlon that the students can use once they

I3l

become full time teachersj . '

Her non-preferred placement during the practicum was
“ﬁantastlc - She enjoyed interacting with the chlldren in
the.cla S (grade 6) and felt’ they apprec1ated her. She
received little guldance and cr1t1c1sm from ‘her cooperatlng
teacher but ended the experrence Wlthl an exce}ient

evaluatlon 7’( © S "..H‘ .
- t

‘ She sald that* the students had been enCouraged in some
C and 1I courses to scrlpt what they would 'say to the
vyehlldren durlng student teach;ng (a tralt I noticed when I
vigited’ her durlng her p;bferred placement), but she'-
"attempted to be. more flex1ble as the weeks- passed.

- The fvture Mellnda hopes to teaoh at the early
chlldhood level for. a few years.L She would also like to
‘marry»and have Chlldren Whlleglt was never mentloned,,l
came - away from the 1nterv1ew feeling that she would be qulte
content to functlon in the role of a housewlfe '

Mellnda tends to v1ew a teacher as a conveyor ‘of

knowledge, someone~who is able to help young children becomeﬁ‘.

' more hnowledgeful‘ and skillful. " She adds that it is
important to be a friend to the children, yet, if the next

.

o
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bre;th, she points out that a teacher needs‘to maintain a
e, B ' ’ - X

distance from their students. ‘[This aspect of the teacher's

role created problems for her during the preferred

practicum. ]

- Looking Ahead ‘ ) )
The next chapter, "The University Experience," is the
first of /two data chapters in ‘this theéis. The focus in
‘Chapter‘4' is on the‘expefiences of the Early Chiidhood‘
students‘during the six weeks of uhiversity.élasses while I
was with ghem. ' |




CHAPTER 4

THE UNIVERSITYVEXPERIENCE

Early Childhood - ' ’ '%{

Physical Setting. Two classrooms .were reserved-for
' the exclusrve use of students mlnorlng an Early Chlldhood
‘One quCtloned as the prrhc1pal meetlng ‘area and the site of
Emost 1nstructor-d1rected actlvrtles, whlle the other served
: prlmarlly as ‘an. overflow and storage area  The, very fact
fthat two rooms were. allotted to one. small group of students

'vwas\rare in the School of Educatlon, but the 1nstructors

lob led for a permanent locatlon S0 that they could arrange “\

the Fooms in a manner con51stent w1th the Early Chlldhood

phllOSOphy l’ S R o L 'f‘\f
\Both rooms _are. at the end of a long, narrow hallway
punctuated by .a series . of classrooms and offices. Two
'glass—panelled dlsplay cases have been bUllt 1nto the cement
Jwalls oﬁ the corfrdor ;mmedlately outsrde the classrooms,'
.'one 1n euther walll Throughout,the term these ﬂere used to.

house materlals whiclhi the students had prepared for ah

P

aSS1g mtnt*oh famlly trees Subsequently, when L passed by ,‘
fx

- on my" way to or from class I would occasronally pause to
'examrne the variety of photographs revealing generations of
\ea%h student's- famlfy A small moveable wooden display rack.
‘.stands outsrde the two rooms, holdrng documents or posters

fﬁ. - 73 , )



of significance to Early Childhood students. 'Two bulletin‘
boards hang on opposite.walls nearby, one“festooned with
posters and advertisements, the other displaying information _
pertalnlng to class assignments. Consequently,'this latter;;
one 1nvar1ably had a cluster of students about. it,

espec1%§ly prlor to class ThlS partlcular dlsplay, whlch'

"?tructlon paper secured to 1t,~each color ~coded
a dlfferent dlmen51qp¥ of early chlldhood
i These are: *The Child, Famlly/Env1ronment,

Foundatlon Knowledge, Learnlng Experle f-'Personnel
Profe531onglﬂ8erv1ces, gglltlés, and & u.l Plannlng
On each 1s a file’ card indicating a requ °a¢t1v1ty, ‘and

“hten dlv1ded 1nto

quarters l Each quarter represqﬁts one class day . (there areld-

L B

4

%

four classes per week), and - number from one to four is

l!

marked 1n to 1nd1cate Bow g the card has been om the
board. If it 1s only to be - aeft up for three days, one of”’
the »squaxes ° ‘i darkened If there lS an asterlsk on the;

card the- activity is ‘a” qompulsory one, i.e.; 1t ‘must be. -,

\

" handed ln to the 1nstructor for Her.* comments Otherwlse it

~

1s thefe%@% a recommended learning Each student is

requrred to note these act1v1t1es on-ar weekly log sheet‘f

{Appendix 2) " These sheets are structured to allow’ forf'
questlons and comments from’ the students, all of whlch are
regularly read by the 1nstructor and commented upon.

When 1 flrst entered the maln classroom I waSg

1mmedlately strutk by its arrangement Instead of rows of C

desks fac1ng a front board of a- semlnar arrangement - with -

chalrs about a’ large table, as one might have:expected. in a.

.vunlverSLty settlng, the room,was arranged lﬁtlearnlng

centres Each centre represented - one of the eight‘
dimensions of the planring’ board and is a self- contalnedﬂ
learnlng unit. A typical centre had a table with thﬁee or
four chairs and cardboard "walls" on three sides to offer a

4

y
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degree of'privacy:"Mategials were set out on the table afd

" pinned to the walls. The size of each centre'limited'the

number of students who could comfortably work there at any

R
given time, usually no more than three. At the same time,

the prox1m1ty of the students at any one centre encouraged"

their interaction. Worklng together is a major ‘emphasis 1n,

‘the Early Childhood program, and this structural arrangement
fac111tates, v1rtually demands it.

The centres were arranged along three 31des of the

classroom, leaving.an open area in the middle. There was no

desk for the instructor. She usually sat on a table at the
" front of the room, or moyed about from.centre tg centre
4talking with the students. There was a chalkboard at the
front, but it was used‘infrequently An. overhead: projector
sat by ‘the front board on a wheeled metal table obv1ously
' constructed for just Ehat .purpose. Beside it were two metal

.'cablnets contalnlng the cof%ee and tea supplles

The other classroom is-much smaller and, considering-

'the number of tables, filing cabinets and,displays,'has at

;cluttered appearance The arrangement.once again was in

learning centres, " thosevfor'whichfthé%é”was‘insufficient

, space"in'the main classroom . In additioh, one of: the' filing

cablnets contalned each student s "flle,. ‘a folder whlch
" each 1nd1v1dual malntalned documentlng ‘his or her act1v1t1es
'throughout the term. T -

-

Seatr\g Wlthln a. matter of two or “three days I
':notlced that students werevvery con31stent 1n their, seating = -

' pattern in®¢ lass As the term progressed 1t bec%me %pparent,

that -for many of the students there were two dlmen51ons“

: assoclated with seatlng arrangements locatlon of the seat -

'and the person- or persons w1th whom each chose to ‘sit. ln
fact, prlmary or frlendshlp groups were ev1dent ln the
_ Class. * Holly, Janet and Edith - always -sat together, as did
:Melinda, Anrsé@%nd Nancy ' Pam,and_Cathy,mere invariably
seated by each‘pther,‘as were Leger and Bobbiea These
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assoclations?‘extended ;beyond a 'simple "proximfty:
- relationship o ‘They - frequently worked together on class.
aprojects, replrcated this seating pattern in EdAdmln, “and
”assoc1ated outside the classroom or unlvers;ty context. I.
fasked Anlse one day about her relatlonshlp with Mellnda and -
Nancy . She sald that she and Melinda had- been in a class'
;together the prev;ous year and had become frlends In
addltlon, Mellnda and Nancy had become friends in a similar
‘:manner, So w;th‘Mellnda as the central link of the grqup,
the three of them worked together'throughout the term and
. assoc1ated on occa31onal weekends. She added, however, that-
' since Nancy had recently married they 'saw.her less often. .
The situation w1th Holly, Janet and Edith was slightly =
different. In manyfways Edith was an "add-On" member of
. this.group, for the prlmary relatlonshlp was between Holly
.and‘Janet lEdlth jOlned the grogp mg;e recently as a result
of assocratlon through un1v£rsrty4 el sses, ‘but her -
relatlonshlp with Holly and Janet lacked the Bbvious
lntenSLty of thelr longer frlendshlp ~Neyertheless, they
worked together on one class assrgnment and always sat"
together 1n both Early Chlldhood and EdAdmin. Tt was with
these three that I chose to sit when - I jolned the - class/
prlmarlly because thelr locatlon at the back offéred the:'
lopportunlty to ’scan ‘the room wrthout looklng consplcuou;
,Interestlngly, ‘this ch01ce had strong lmpllcatlons “for my
relatlonshlp w1th them, especially with Holly and Janet
| ‘ Another assocratlon of rwhlch I- became aWare {yas
_between Anne and Jeanne Whlle I never had thé opportunlty f
to get to know ‘these two,. I. learned that ‘they had - both
recently transferred from a nearby communlty college, and so
- shdred that past assoc1atlon‘ In fact, - Margo and .Denlse
'also transferred from the - same college, and all four sat
together in class. But the relatlonshlp between Anne and
'Jeanne was'closer, as they worked together on pro;ects and"
sat together in EdAdmin while Margo and Denise did not.
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.reaction, if any, upon entering. When they enﬁ
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As T became aware of these prlmary -relationships

w1th1n _the classroom, T began to suspect that the most

-7 3

11mportant aspect of the seatlng arrangement was the

frlendshlp association-and not the location. While thls may

be true, one 1nc1dent in particular made me’ realize that;

there ig a degree of terrltorlallty assoc1a; d with regular
~r\\
entered the

seating hablts. On the day in question
classroom and‘was 1mmed1ately{aware that they%halrs in the
area. where I usually sat had been slightly rearranged
Jackets were draped over the back Wthh I didn't recognlze

As I ap oached the area Anne and Jeanne seated thémselves,"

some reason _ Slnce Holly,

here, I decided to p051t10n myself nearby and obsé'

;came directly:to this area. Janet 1mmed1ately confronted

fthem in her characterlstlcally humorous way: "You guys

:looking for a scrap°" Anne and Jeanne seemed taken aback,

though I suspect they kﬂew very well what Janet meant :
Holly and .Janet dldn t force ‘the 1ssue,' and .seated
themselves elsewhere ‘for that perlod"returning to their

usual seats the next day ThlS 1ncldent, and others during

 the term, p01nt out that locatlonrls an 1moortant aspect of.

‘classroom 31tuatlon, and that changes, while not.necessarlly')~

rd

challenggd,.do not go unnotlced

‘ Tlme Structurlng ,The Early Chlldhood students met‘
for class four times per week, Monday to’ Thursday . Two' of
these rlasses, on Tuesday and Thursday, were. held in the

.fafternoon and were de31gnated as "lab" daYS' This tlme was

malnly 1ntended for 1nd1v1dual work on -assigned act1v1t1es

The classes on Monday and Wednesday mornlngs were partlally
devoted to . lecture or instructor-directed aCthltleS, as
well as 1ndependent work. This dlfferentiation, however,
varied, and the actual use ot .any given class period
depended on c1rcumstances at the tlme Each period. was

i

32 ! :
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scheduled for three hours, although the s;udgnts were freep
to leave whenever they w1shed Most usually rema;ned for at

5=

least .two hours v : S

Many of the . students arrlved early for class. Thls
prov1ded them with an- opportunlty‘to survey the plannlng
_board to determine whether new actrvrtles have been added or
,0ld ones extended. They recorded thls information-* on their
‘weekly logs, and this formed the ba31s fo}\much of thelrh
work during independent time. By the time the Tnstructork
Dr. Mullen, arrived, most of the students had taken "thelr"
seats and were engaged in 1nformal 1nteractaon w1th each
other. She usually exchanged greetlngs and comments with
students nearby, or with those who had approached her
. seeklng advice on some matter . _ . '

The perlodbbegan with Dr. Mullen'asking if there were
any "announcements." - This was a timefﬁhen students could
~share items of dnterest’with’othens. Upcoming events,
interesting Dbooks, personal encounters ‘and - resource
materlals usually domlnated this perlod ~»Sharing time was
an 1ntegral and 1mportant component of the class, and on the
one and only day when it seemed Dr. Mullen would forget to
~call for announcements, Dana WAS quCk to remlnd her. 1In
order to emphasxze the 1mportance attached to. thls ‘time by‘
‘many of the students (relatednlater), "I have ohosen to ‘use

" .y ¢
L

one. day as an example
~On thxs,@artlcular day Dana began the sharlng tlmeL'
(Dana is a regular. contrlbutor to this act1v1ty) . by v

»remlndlng her . classmates of . & workshop on~learn1ng centres

to take place the follow1ng week . 'She also told of an_ s

 ay nual con erence in a nearby ,prov1nce Wthh [Leger
attested] i:)

In addition, Dana informed the class that another Early
vChildhood instructor had just given her a handoyt containing
practlcal ideas that teachers can use w1th young children on
Groundhog Day. Once Dana had flnlshed,-Leger told of a

of interest and bepefit to student”teachepg;-v;
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theatrical productlon in the near future which deals w1th
sexual harrassment ‘Denise then :.nforme’é‘ her classmates
that she possesses a binder of 1ideas related to
"celebratlons, plus a reference list of poems. Lynn
announced: that she has a. resource file which others are
welcome to share. These‘represent typical "announcements,"
many of which students are quick to note. Gwen referred to
many of these items as "recipes," a term I heard regularly.
The amount of time devoted to sharing time‘varred. On most
days it would take bDetween fifteen and thirty minutes. On

" rare occasions it went on much longern )
Announcements were usually followed by some type of'
instructor-directed activity. However,' as the . term
'prOgressed and the students completed assignments, more and
-mOre of this time was devoted. to class presentations.
Lectures were intentionally rare during the term as the
Early Childhood philosophybfocuses almost exclusively on.
‘student-directed activities. On those occasions when Dr.
Mulien did lecture .she normally presented her lesson in
thirty to forty minutes, leaving the rest of the period for
‘other activities. |
instructor dlrected tlnm was usually "followed hy
. snacks. 'In years past thls has,usually just meant tea and
-coffee ~ However, this particular group*of'students’did a
unlt on nutrltlon the prev10us year and now brlng snacks to®
class The lnstructor supports thls but - 1n31sts,§5omet1mes
dln vain, that they be nutrltlous Each day two dlfferent
| -students: were requlred to prov1de the snack, boil the. water
for tea and coffee, and clean up after class. Dr. Mullen
“\drafted a sign-up sheet earl' in the term allowing students
td? choose the day on. whlch they' woulip‘accept ‘this
respQBSLblllty ' - Fs

fThe remalnder of the perlod was devoted to.lndepéhdent

v,

work Durlng thls.tlme students either moved from centr% to

centre undertaklng requlred activities, or engaged in
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planning'and preparing assignments:. There was invariably a
‘hum of act1v1ty in both rooms during 1ndependent time as the
very nature of centre work and a531gnment preparatlon
encourages 1nteractlon From this point on students could
leave as they wished. ' )
Topics - %nd Activities. On the first day of class

students were~@1ven a course outline and a331gnment prof le.

Flve,objectlves were outlined: L.

ﬁ | 1. Td gzyelop an awareness ‘of the impact an
env1ronmént can have on the young Chlld
2. To develop the skills necessary to ctéate a chnld -
centered environment® AP ,
3. To acqulre skill® 4in- :seiectlng and' creating
o approprlate materials and ‘é#quipment for a child

centered environment.

4. To understand the importance of the family
.environment. . ‘ ,

5. To become faniliar With technlques for
communlcatlng with parents and involving them in
an'early-chlldhood program.

A list of textbdoks was included in the outline, four

under. the titIE’of "reguired textbooks,"'and two labelled as

"highly recommended textbooks. In addltlon, Dr. Mullen

suggested that the textbook the students used last year in

Early Childhood would be useful. She spoke disparagingly of

the prices of many of the texts, and consequently recommended

only those she considered absclutely necessary.

The students were required to undertake three major
assignments, constituting eighty percent of their grade. The
first was called' "Indoor Environments or Working With
Parents." The assignment was to be done by groups of two or
three people and presented in class. Each group was required

to develop a display, limited to the area of one carrel or
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table, Wthh prov1ded 1nformatlon about the tOplC, as well as'
a three or four page handout,;and an oral presentation
limited to flfteen mlnutes duration. Assignment # 1 counted
for twenty percent of the term mark.

The  second assignment focused specifically on each
student s adopt a- famlly

.+ Students_.were required to
review relevant literature’ development in early
childhood education and develop 3 list f criteria for
‘"their" child's

- ' RS : - R .
classroom or daycare ‘at least. twi¢e and assess the

assessing such a prggram. Each was\to-vi
~environment using these criteria. Tne§ ere expected to talk
with the teachers and parentsato ascerlaln program goals and
“ﬁ%ﬁﬁectatlon In addition, they should spend time with the
chlldren in order to understand thdir school experiences.
This was to be assembled in an elgh to;ten page assessment
package. Asslgnment # 2 counted ;for forty percent ofvtheg
‘term mark. / L
The third and flnal assi nment was to develop a
flowchart and prop box on some to ic of interest to young

‘children. Each student was requlre' to visit the classroom

~_-where they would be teacning during th® practicum in order to
N observe the children. Based on tnis obsServation each was to
develop a flowchart which reflects the-c ild's needs and

interests. 'Some aspect of this flowchart was~then to be

developed into a prop box IA prop box is a collextion of

materials developed around -a theme of 1nterest to ¥
children]). For instance, two or three groups developed prop
boxes around a bakery theme. They assembled a variety of
relevant materials - rolling pins, cookie.cutters, dbugh, toy
ovens, measuring utensils, cups and bowls - and placedftnem-
in a cardboard box or a similar container. Tﬁe\proplbox was
to be used with the children in school. The students were to
hand in a two page summary specifying how the materials were
used by the children, the:rdle they (the student teachers)

\
played, and an assessment of their professional development

€
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as a result of doing the assignment. Each also provided a t;l
page handout for tneir classmates showing the flowchart,
listing the materials, specifying additional reference items,
and exptflnlng their rationale for selecting the, materials in
J the box. = The prop boxes were to be presented in class
Assrgnment # 3 constituted twen%g percent of the -course
grade. ' _
) The flnal twenty percent of the course, evaluation was
aSSLgned for partlcfpatlon in ong01ng activities. This

focused on attendance, personal reflections prov1ded by the

ks udents in their weekly logsk discussions, and 1nrclas§

tlQns and act1v1t1es

ﬁthe term - When they were not worklng on
% the majority of class time was devoted to
f/_As«mentloned previously, there were eight major
-gentres 'in the two rooms representing different
e "ﬂn&;dns of early ChlldhOOd education. A brief descripticn
;fytof éach follows.
| ' The Foundatlon K*owledge centre was marked from early:
in the term with an asterlsk, indicating that this is a
requlred activity. The focus 1is on a Lo¢al *Advisory
Committee~ (LAC), a-eommittee of parents'andd}he k&hdergarten»
teacher(s) for each school established to assist in the
design and,operation of a kindergarten ?rogram. ‘Dr. Mullen:
related that thlS centre 'bas developed in response to
complalnts from cooperating teachers that their:. student
teachers ‘were unfamiliar .with the LAC. At'the'centre the
students were reguifed tc'read the handouts provided and, if
possible} talk with kindergarten teachers about these
committees. At a later date they were expected to share this
information ‘in a. small group forum.
No act1v1t1e§ had been desxgnated for the Child
centre. I asked Qr. Mullen about this. She replied that the



~ students had con51derable exposure to this dlmen51on of early
- childhood in an earlier course. Furthermore, the ‘emphasis in.
e . . N
¢ - this particular course was on environments.. Even-w1thout\

A speCific centre work ‘however, the chardcterifidcs of young

)

chlldren frequently permeated class,dlscu551on -as chlldren
ferm-the foundatlon upon which- programs are structured ‘

The centre 1abelled Facrlltles focu ed on' classroom

L3

arrangements. A small arqa in the ‘overflow oom had beén set
- a31de for thlS purpose. it con51sted of 'a waist-high tablgfcv
with a five: to - elght centlmeter wooden border about tﬁ “ :

-«\
\.-,-

surface area. . On the wall behlnd were four dlagrams

©

representing dlfferent ‘ways of arranglng a klndergarten
classroom. Be51de ‘the ‘main table was a smaller one piled
with bags. of wboden mlnlature furnlture. kitchen facilities
(refrigerator,.oven,~51nk) _coat rack washroom‘unit~(twof
sinks'and'two toilets), teather 's desk, round work tables, a
saud/water table, students' desks. and a loft. The students
were required to arrange the furniture, considering such
" factors as the locatlon of. qulet and noisy act1v1t1es,‘and
" wet and dry ones. o : \ - ‘
At the,Learning Experiences centre resource material
was provided for those students'doing\presentations in
curricular areas. 1n the flne arts, environmental studies and
.llteracy The " prov151on of materlals in this centres saved'
students frmm hav1ng to search for thl .material 1n’the
llbrary ' ‘ ' ’ } “
In the Famlly/Env1ronment centre students were exposed '
to the concept of "bulldlng brldges" betwe'en the home and
school. Read1ngs,.v1deotapes and fllmstrlps were prov1ded
whlch focused on ways of 1n\olv1ng parents in .. school”
programs 4"_ '
~ “Various textbooks and documents were prov1ded in the
Profe531onal Resources centre. Some of the documents
1ncluded 1nformatlon on profe551onal organlzatlons of which

br. MmLhﬁ( felt . the students needed to be cognlzant She

s

-
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viewed this centre as a means of building ;profeSSional

- "awareness.

The Personnel centre 1n1t1a11y focused on ar famlly
tree . asslgnment, an%hwas marked as compulsory I asked pr.
~Mullen why the students were belng asked to reveal thelr
family histqries. She asserted that it is a way for the

" students to become more familiar with each other, and &¥lso a

. means by which she\learns‘more about each of them. In fact,.

"this. very point was raised by Jill, the first presenter, upon
learnlng that she 1ig dlstantly related’to Gwen: "...you find
.out you may be related to even classroom friends.™ '

;he last centre,‘Personal Plannlng, was also marked as

'Compulsory, but only one act1v1ty appeared throughout. the.

term. Students were -asked to complete a Personal~Student
P Information  Sheet and hand it  in. Informatlon was solrcrted
on basic demographics, student backgrounds (courses takeh in
" "Early Childhood[ teaching experlence,-communlty activities
and - work with»chlldren), personal lnformatlon which each
might wish to~share_yith the lnstructor, including course
expectations, and an assessment of individual-strengths‘and
weaknesses in relation to the 'objectives of the Early
Childhood program. '

'Throughout'the term other means were‘used to reinforce

dominant themes in Early Childhood. The students watched

five fllms or filmstrips, all of which lauded a relatlvely

unstructured or open' approach to classroom organization. . The
first, entitled "Creating ‘Classroom Environments for

r=rSonalized Learning," elaborated on a host of ideas for

‘m arrangements and activities. The next daf the students .

ca a film on open education entitbed "Open Education in
‘Fﬁgland.ﬁ Spec1al emphasrs was given to the utlllzatlon of
the out- of doors A week later Dr. Mullen played a video
giving strong support to. the use of learning centres, "Free
to Learn." Two weeks later we saw. a production called - "To

Make A Difference,™ focusrng_on open education in the '80's.
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The‘last film was shown one week after this. . It was entitled-
“Learnlng Centres," and two points stressed in the productlon

encapsulate the essentlal themes of all five productlons

L
3

1. Children. are agtiye;learners.
'+ 2. A child's way to work is to play.
, : N
We were jOlned by a: guesﬂ speaker late in the term, a
colleague of Dr. Mullen's with a spec1allzatlon in whole
language approaches to reading. She _spoke to the class for
one hour, conveylng the central message that prlnt .neéeds to
meaningful to young chlldren if they are to becom% avid and
enthusiastic readers. As with “the fllms, her presentatlon
‘melded nicely with the Chlld centered approach to learning
.underlylng the Early Chlldhood program . .

I, ¢ . i

-

Educational Administration ; '\\§§

Physical Setting. The EdAdmin classroom is located at -
the opp051te end of the Education complex from the two Early &%
Chlldhood rooms, and on a dlfferent floor ) And whereas thg/
Early Ch{ldhood classrooms are reserved solely for the use of
their students, the EdAdmln room is like most others_
ass1gned anew at the flrst of each term '

The room itself is of moderate 51ze and exhlblts a
starfness and ‘predictablllty which prevents one from.
mistaking it for other than it 1is. In many ways I fggd -t&
hard to describe, and as such I am frequently reminded of the

way in which Philip Jackson (1979:22) described classrooms:

A classroom, like a church auditorium, is
rarely seen as being anything other than
that which it is. No one. enterlng either~ :
place is likely to think that he is 'in a
living room, or a grocery store, or a train

Y station. PRven if he entered at midnight or



o dt*some other ‘time when ‘the act1v1t1es of T L
SR .the people would not give-the function away,fl;'g_.
~he would pave no difficulty understandlng;
,3'what was ‘supposed to go ‘on theré. Evenf .
© devoid of. people,-a church is a church and agﬂ
”claséroom, a classroom ' : s L

The walls are made of: concrete blocks whlch have been
'palnted whlte s A chalkboard covers moSt of one wall wlth a

retractable screen suspended just ln front of it. WlndowSNI

traverse another wall but the outsxde ‘light" is medlated by .
Venetian blinds. Desk- chairs are haphazardly arranged overl:
much of the grey-tlled floor " The semblance of 51de to 31de'
'rows dlsappears completely when vaewrng from front or back
As 1f 1n testament to some unlnterestrng class, two plnk
paper alrplanes ‘were stuck nose- flrst Ain the two alr vents
high along ohe wall. At the front of the :room stands a
plain .rectangular table with two solltary chalrs The room )
, is ,purely- functional; owned by no one’ but used by everyone
"In every sense it stands in strlklng contrastuto the, Early.,

i

Chilunood rooms. - = - g N

&

Seating. Owing. to the presence of the other class of ,;i

elemantary students, th rQom was usually crowded
§F IQ

Nonetheless, thQse students who always sat together in Early5ﬁ‘

Childhood. made ‘very effort to do so here,‘ Occasronally‘
their efforts were dlsrupted by the unpredlctable seatlng'
hablts of some of the general students, but more - often than.

not they managed to 31t 1n the same areas’ with preferred‘>f‘

nelghbours

;

Once *again both seat locatlon_ and frlendshlp

assoc1atlons seemed lmportant. to many oOf the students,?.

though locatlon was less predlctable ‘in thlS room I
remember one day in partlcular—uhen Anlse entered late and
noticed that Nancy and Mellnda were not " seated where‘the'
three of them had been durlng the prev1ous class ;She
paused momentarlly, scanned the room for the two glrls and‘

spying them, gave a nod of recognitlon and proceeded ta

’ -



'thelr locatlon There were no assrgned seats, simply

'chorces on behalf of certaln 1nd1vrduals to 31t with,whom

they .feel comfortable. ,
‘ In;terms -of the overall seatlng pattern in the ro,m,
the Early Chlldhood students tended to sit together in two

general clusters. A small group of seven. or. elght sat - at

was nearer the bhack. .I sat'in'the last row against'the back

the ‘very front.of the room. Butlbyrfar the largest cluster'

wall with Margo, Leger and Dana..:As in.the other classroom,f”:

.;thlS offered the best vantage pornt fnom Wthh to take notes

,Ayet remain relatlvely unnotlced Not surprlslngly, sitting .

-

near these three students Had a. srgnlfrcant 1mpact on our
developlng relatlonshlps ' ' . ,w- ' '

Time:- Structurlng The students met for Educatlonal

' Admlnlstratlon twlce a week for three hours, on Tuesdays ‘and

Thursdays «-—Class began at ~8:00 La.m. g a' fact whlch
1nvar1ably drew adverse comments from a number of . students

Aside from the ~early hour, EdAdmln was scheduled on the same

'-days as the Early Chlldhood labs, maklng for long hours 1n

class. . : ‘ ) »' “ R W

e

Periods ’usually ‘nyolvedf af‘combinaﬁion‘ of

instructor- dgrected actrvrty and group . dlSCUSSlOB As there
were-twoylnstructors, the way in whlch they present their

lessons varied. One instructor in partlcular, Dr Woodward,

extroverted and conducted his sessions in a more qu1et and
subdued manner.

The instructors shared the teaching load for the’

course although Dr. Woodward, by the Géry nature of his
personality, tended to dominate when he Wwas present. "~ Each

assumed responsrblllty for the presentatlon of certaln

'toplcs while the other sat in a chair at the front of the .

room. This was more typical of Dr. Colwell however, for it

»

tregularly 1nc]uded the students in the tepic by baltung them
‘and assumlng the role of a devrl s advocate when they

'volunteer comments ® The other, Dr. Colwell was less
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was. not‘Dr Woodward s- nature to sit- quletly for extended

;¢penlods of tlme There were days when Dr. 'Colwell,‘thoughrh

present, SCarcely uttered a word ,
Dlscu5310n se551ons frequently 1nvolved d1v1d1ng the .

iclass 1ﬁto -small groups to explore aSSLgned 1ssues, then‘

reconvenlng in an attempt to bring closure to the toplc—~—0n

- the second day of,class Dr. Colwell <created elght groups in

the room by What?he calle
an orderly fashlon each P rson called out a number from one
to elght (sequentlally) and those of, llke 'numbers
COnstltuted -one group I.was in-a group with Pam and
Georgle and four. glrls from the. other sectlon »

} These small group sessrons were partlcularly common
early in the term when we were deallng with the role of the

.teacher and- the’ concept of profe551onallsm " Discussion

fusually focused on one.or more case studles, with the group

/frequently referrrng to the provrﬂclal ‘'School Act or the

member.f tandbook of the local teachers association for
guidance. For example, the ‘very first case study 1nvolved a

woman who had recelved a written jOb offer from a school

‘board_whlchvshe hag~accepted in writing. Before xreceiving

confirmation’ of employment from tihe board, however, she

_received a more attractive offer from“another board. W¥hen

the first board finally” sent an acceptance ‘letter and
Qearned of the other'offer, they refused to releasevher from
'her contractual'obligations * The st.dents were expected to
discuss thlS situation u51ng the references provided with
the case and decide. upon an approprlate course of action.
Once flnlshed, we moved on to the next a531gned case. When
we had dealt with all of them we reassembled in the main .
classroom to learn how other groups’ had fared. This was. a
typical pattern on group discussion days.
At'midpoint.during each’ class we hadfa fifteen or’
twenty minute break. r, Most of the students took .this

opportunity to purchase a cup of coffee orrother'beverage at

_the "army method "» Proceedlng 1n -



number~df spediflc toplcs These are outllned below ‘ﬁ

P

‘ 7
i Governance of Educatlon _ s C \ ”‘
‘g The Constltutlonal Béals for EdUCatlon f“ .
i{ iEducatlon in [the PrOV1nce}
v
'5‘1J Schbols - S ' I
Las = ﬁme Teacher and the Communlty
‘, . ) - . -y
With only minor variation we folYowed .this schedule
throungut the t erm L ’ : T “ .
The studenﬁg swere requlred to complete two short
gquizzes for a total of . twenty percent of their mark. The
first was composed qf’fo teen true o. false statements. . The
second ﬁaa“a“variety of qﬁéstion'types: six multiple choice,
five short answer and twent§ true or false. -

Twenty-five. percent of their evaluatlon was based on

27
£~

"an essay which they were to compose on an a331gned topic:
"The [Province] School Teacher in the '903 ‘ The instructors
told the students that they should focus on .technological

change.-and values when preparlng the paper,.. - =

S
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Unllke Early ChlldhOOd, the students were required to -

write a flnal exam valued at forty - percent of the "course-
mark. . \

’Ten percent of the 'grade ~ was aSsidned to
_"part1c1patlon," and five percent ‘unassrgned " Cathy asked
Dr; Colwell to- clarlfy this una351gned portion of thé mark..
.fWe may userlt.ln various and sundry ways. That was [Dr
| wOodward‘sJ.suggestion,".he replied. -
| 'In_addition to'regular class activities, two. guest

VJSpeakers‘joined us at different-times curing the térm. The

B8

Kﬁﬁfirst ‘was a profe331onal development oiticer from th;/‘

’prov1nc1al teachers assocratlon “who, predlctably, spoke +o
“_the structure of the: assoc1atlon and aspects of membershlpl'
[y

- The second guest was a female graduate K stud¢nt in

"gEducatlon w1th a’ background in educatlonal finance. ' 'As if

tdxattemptlng to establish her authorlty for her, Colwell
flntroduced her by telllng us that she has taught at the

junlor high" school level "_ so she can handle tough guys.
" He also told us that he is fond of 1nclud1ng this materlal on

the flnal exam. So hav1ng subtly been ‘told tHat we were ‘to

behave and dlsplay keen lnterest for our own good, we

llstened to her, for approxlmately half the perlod She spoke
on the ‘financing of school programs, frequently asklng
‘low-order qguestions which largely went unanswered.

L_ We were also shown a v1deo presentation at the time
-jwe rwere deallhg Wlth the Foplc of . d15c1pllne It was
entltled "Slt Down, Shut Up, or Get Out, a story'of'a
seemlngly 1ntelllgent adolescent student who draws the ire of-
his teachers »because he béhaves ‘differently than other
students In an attempt ‘to tell the story through his eyes,

much of the actlon occurred 1n a court -like settlng
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The structural arrangements in the two Early Childhood
rooms were strikingly di"e;pnt'from what “I have witnessed in
other university classrc.ms Thereﬂ§as a definite aftempt on
the part of the instructors to replicate the time and space

arrangements which they expect the students to use once they

~ become classroom teachers. This was plainly evident on at

least three dimensions: the. physical arrangement in the

rooms, time allocation throughout each period, and the manner

in which Dr. Mullen conducted herself during class time.

- The rooms were patterned on the, learning centre -
concept. This 1s,representative of a "type of "informal"
classroom structure,”one which allows "... activities to
occur with maximum self directed activity"™ (Feeney et al.,
1983'147) " There were eight centres ‘in the two rooms, each
" one able to accomodate three or four students at a time. All
learning nmterials were provided at each site- and the

student$ were free to spend as much or as little time as theyi‘

" wished in ,“y bne area. , ’ ' f

Time allocation during each period usually exhibited
four _componehts: sharing time (announcéments),
instructor-directed activity, snack and independent time’.
This was ‘remarkably similar to the time patterns which I

observed in many of the kindergarten rooms I visited during .

the precticum. JThere the day _might ~egin with

teacher-directed activiti-s of some sort, followed by_a time -

'dUring which‘certain students shared something with others {(a

toy, book, or other item from home),: all followed by free' or
centre time. At some point during the day the children were
frequently provided with a snack. Therg were uariations} of

course, particularly on the central issue of the relatiVe’

- amount of time given over to self-directed activities.

Insofar as this is true, the routine in the Early Childhood

classroom was more representative of what the instructors
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would like to see in elementary schools, not necessarlly what
" the students would dlscover during the practlcum
,Dr; Mullen's behav1our as an lnstructor ‘was also a

"f role modelling, = She -treated the students in a way

couraged their part1c1patlon and gave, value to thelr

;-qyﬂto centre talklng with the student and giving advice
where needed Only rarely did she lecture, and even then she
‘made every effort to actively involve. the students in the
lesson. ’
+
'independent work. During ‘this time students’selected a
centre at which to work, or spent their time preparing one of
the major assignments. The main point-is that the time was
theirs to use as they wished. Certainly there was work to- be

done, but how and when it got done was a matter of personal

The majority of each period was usualiy devoted to.

f - Durlng the periods she*moved about the room -from

preference. Furthermore, centre time invariably involved

regular interaction with others, either in the form of cabual
',conversation'at one of the centres or in group discussion on
an assigned activity. In thls way the message was conveyed

that learning is an’ interactive process, not somethlng that

can only occur when everyone 'is working quietly on their own

or llstenlng to a teacher.

This overall arrangement, of course, was intentional..

I asked Dr. Mullen about these structural elements during an

interview early in the term:

We've opted for the.\pattern that we've
chosen because we believe that we need to
moceel the kind of philosophy and classroom
organization we're expecting people to use;
so if we do just lectures, then we're not
giving people experience in working
independently,, in working in small groups,
in having 1large group- discussions’ that
provide feedback. So basically it's to

_/J serve as a model. \
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There was an addltlonal component to this arrangement
as We;lt‘ By requiring the students to largely dlrect the

‘use of their own time, Dr. Mullen felt. that they, were’ belng .

prov1ded\w1th a vicarious experlence
b.

Also, ' I think they need to experience - and
many of them do experience - .a-lot ‘of
frustrgtion, especially in the 'beginning
when they can't figure the system out...
They need to know that so-they can see that
children go through that - they need to be
patient with it, and so if they haven't
experienced it, they won't un@@;stand what
- children are going through; and+so we view
- it as a process, and to underst@%d a process
you must experience it. < :
_ ' % : .
This message was not lost on the‘ﬁtudents, I asked
Janet one day why the classroom was arranged in learning .
centres.  Her response was typical of comments which others

had made on this topic:

a5

"Well that's the philosophy of: Early
Childhood to go into the learning. centre
approach, so they think that if we get
involved in it, it helps us to understand
what kils are going through.

Referring to seating patterns, I earlier identifled
R R ! . . K
the existence of '‘primary grbups: within the classrogm.

éiting’the classic work of Charles H. Cooley, Olmstead And

Hare (1978:7)-bharacterize members of a primary group as

&

~displaying "... warm, 1nt1mate,ﬂand personal' ties with one
another." This is dlstlngu1shed from secondary groups, .in
which, relations are ‘". cool impersonal, ratlonal

and formal" (Olmstead and Hare, 1978:8) . While:

':Va?va sécondary group by this defanltlon, there és no doubt

of the existence of close-friendship groups within it. Most
noticeable were Holly, Janet and Edith, and Anlse, Melinda

and Nancy. With the exceptlon of Holly and Janet, all of
¢ ’ .
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the fllengshlp relatlonshlps of Wthh I became aware formed
as a resu.t of 1nd1v1duals brought together in unlver51ty
zlas'srooms. Once establlshed in one settlng (a classroom),
~hese groups tended to sit together and work together ,in
o:her setrings (other classrooms;—cafeteriay, and'frequentl§
associated outside of the universityicodgext. '
i .

The structnral arrangements 1n EdAdmrn\\;ere more
typlcal of my experlence in unlverSLty (and for that matter,
school) lectures. Desk-chairs were arranged in pseudo rOowsSs,
most of the act1v1€?es were instructor- dlrected and class

time was- usually~ given- to some mix  of lecture,

; question-answer sessions and group discussion. N

|

Unlike Early Childhood, the instructors' behaviour did

not 'appear to be an intentional -attempt to model "ideal"

teacher conduct, although modelllng is obv1ouslx\yhat they

l.were doing. Whereas Dr. Mullen attempted to fac111tate,

learnlng by structﬁr1ng experiences which encouraged student
1n1t1at1ve, Drs. Woodward and Colwell adopted a classroom
orlentatlon which more readlly approximated a "conveyor of
knowledge" instructor behaviour. I don't mean to lmply that
they lectured ;unceaSiggly - they didn't. But cla¥®s
activities were largely controiled by them and the students

spent- a. sizeable portion of their time. listening and

P following.

Pl

/

The jstudents tended to follow the 'same seating

‘f<\Patterns they had establlshed in Early Chlldhood Primary

A
1

groups tended to 51t together and where p0331ble, remain in

‘the same generah location class after class. _The Early

Childhood students’ identified strongly“with each other,

‘r§fraining from estaflishing any obvious/relations (in class |

anémout of. class) with the general ele entary students. ‘

s f .
R InsoFar as ‘the course content ocused on appropriate

and inappropriate teacher behav1our, I consider it to be

‘direoted towards the socializing of preservice teachers into

A
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the'world_of teaching and school organizations. And whereas
the Early Childhood - course. content - . hasized. a
" this-is-w! ar"g 'd- llke to see stance,~EdAdm1n conveyed a
this—ig— -the- way—lt—ls message. . , iy
. ‘:7 ) 4' ; . "

h

N %

My(priﬁa}y focus in this study was on students of-

teaching. Consequently, the majority’ of my time in the

field was spent observing and talking with students - some
more than others;— in order to gain a greater understanding
of what"ghis experience means to them. As I‘have elaborated
in an earlier chapter, I belleve that meanlng must be
understood in the context in whlch it arlses Certalnly an
Emportant part of these students' context are the course

instructors. I attended classes regularly and I listened to

what the 1n tructors sald, I observed how they organized éhd

essons, I noted ‘the ways in¥which they
structured classtyime, and I attuned myself to the comments
and reactions of the students to all of thlS. But the study
is not.about the lnstructors, other .than how they enter into

relate must be derstood in this context.

‘I have already described the ways in which the three
instructors oondg;ted.themselves in class and how they
structured student time. I wish now to delve. a little

. G
deeper by.focdging briefly on two other instructor-related

‘dimensions: aspects of speech and behaviour which reveal

certaiﬁ'assumptions about children, schooling,~téachihg and

education; and the’ views of the students - at Least those

with whom I associated frequently - about their ;kstruotorsﬁ

In the' case of Dr. Mullen, the Early Childhood instructor, I

have included a2 sample of comments made by the students on

-

‘the lives of t§fir students. All offhmat I'm about to -

\
\



‘,students

'dthe course evaluatlon forms whlch they each completed at the -
end of the term. ‘Having read them carefully, they reflect:

N3

.the 1mpre551on I had formed in talking. wlth;/gertain

Early'Childhood'

Dr. Mullen. ‘That Pr. ‘Mullen'believed,strongly in a
'fchlld centered approach to schooling needsr little
_elaboratlon here. The way in which 'she has structured the
Early Chlldhood-classrooms}and,periods, in an intentional
. attempt to modeﬂ;“appropriate" teacher behaviour, speaks for
-;itself - The underlying pedagogical assumption is that
chlldren engage actlvely 1n the learning process, that they
bldo not Have ‘empty heads whlch await filling. " In order‘to
facilitate actlve learning, Dr¢ Mullen_ believes that

learning environments must  be made meaningful to the

vchildren: ' o

«

\ .
I guess I've always believed very firmly
- - that we need to provide  environments for
children, especially young children, that
are .meaningful and environments where
children have some choices and some control
‘and some responsibility.

2

v

Duringvthe term Dr. Mullenvmade a number of~Sta*ements
whlch betray her v1ews on young chlldren ?s students For-

.example, on’ motlvatlonl

[y
.

(approx1mate recall) Young children do not

‘need. to be motivated. If they do it's
W because thelrs Has been squelched ‘
SRR -
"On behav1our problems

-

‘

Chlldren-tend:not to be behaviour problems when
they. are involved.

 On a child's view of curriculum:
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$ \\\J : Children)don‘t-think inhsubject areas.

L]

- These three statements carry oertain implicit
assumptions about uhat‘constitutes appropriate teaching, all
of which undergird the Early ChildhoodfphiLosophy. In the
case of motivation, children are - gonsidered to Dbe
self-directing.. ..-Consequefitly, if teachers construct
learning enVironments replete with objects and activities
with which children Can‘readily identify {i.e., call on
their own experience), they will actlvely involve themselves
w1th 11ttr% or no teacher direction.

The second, oOn behav1our-prdblems, follows closely

\{rom the flrst Dev1ant behav1our w1ll be minimized if

learnlng env1ronments are meanlngful to. young chlldren

Both 'of these statements, of.course, are revealing when

taken in the'negative: fineppropriate teaching behaviour

involves muoh';ecturing, telling and rigid structuring.
* . The third,ddn'currioulum,;betrays an assumption that
teachers of yoUng children need to integrate, not\segregate,
subject areas. | In‘fact;_this was essentially a theme
throughout the "term. Dr.' Mullen frequently told the
students of the need to view the:curriculum through the eyes
of the chlldren ‘ ' ' '

&

In adoptlng this orlentatlon of "seeing through the
. . Y

- eyes of Dr.:. Mullen. was espec1ally sensitive to the
reellngs and attltudes of children. Early in the term she

‘told the- students f et it was her personal opinion (and

stressed ‘this fact® “hat teachers should not give paper

rewards as motlvato-\, as those who didn' t get them may feel

'badly.v She felt -that the Acreatlon of a positive’

self-concept and enthusiastic attitude toward schooling was

"a .s.ne qua non of student success. "~ Putting agide other

;basic»beliefs about children and schooling, she felt that a

relatively unstructured learning‘environment-uas justifiable

solely on the basis of childrens attitudes towards school.
a : : =

-
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During one class she related-the resulﬁs of a longitudinal
study carried out in a Canadian province comparing a
structured classroom setting, with an op@n -one. The
researcher found that while there was little difference in
academic achievement be;ween'the students, those in the
structured setting had virtually turned off school, while
those in the open'classroom had very positive- attitudes.

Dr. Mullen ‘was eqhally sensitive to the use of#
classroom -materials: which cQuld;pose a health risk to
children. While demonstrating a brainstorming technique in
élass aone day, she asked the students to call but ény item

. . . . | ) : .
in which chil ren are interested. - One mentioned was guns,

’ahd she was quick to tell us of her personal bias (her

words) against the use of such items with young children.

6;—another day Nancy was reminding the cldss of a field trip
that she was going on with her adopt-a-family child and
mentioned the possibility of tobagganing. Dr. Mullen told
us that toboggans can be dangerous, and recommende@ the use

of Crazy Carpets and the-like. On yet another occasion,

whif% Melihda was presenting her prop box late in the térm,

Dr. Mullen iﬁjeéted a cautionary note. Me}inda had
developed a- box arouna a "time" theme'and included, amongst
other items, an old radio.. Dr. Mullen advised the students
against using’”any electricél appliance "around young
children. _ | | o
While all of this may represent basic commonsense, it .
nevertheless fits within the .child-centered matrix of the |

Early Childhood program.:'Students were regularly exhorted

-to understand schooling through the eyes of children. As

with other aspects of her behaviour, Dr. Mullen, by
providing - little Teminders such as those above, _wa$
modelling a teacher conduct in which children-are constantly
at the forej \ _ o

~ In the process of attempting to proselytize the
students to the benefits of an open, child—centered.learning

\
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en&ironment(lnt, Mullen.occasionally spoke'disparagihgl§ of
many current teaching practices. Whether by design or
coincidence, these coﬁments became more frequent as the’
p;acticum approached. : For instance, when introducing a
guest speaker,- she commented:
- :
There are some things you will gee teachers

do that we now knaw is.not right for young
chlldren

Y ’ . \

¢

It didn't take long to realize that most teaching
behaviour which was not child-centered, or which opposed
opeh'educatdon, was "not right." Students oqgasionally
reldted stories about personal experiences in which a°
classroom teacher exhibited a behaviour which contravened
the'Early'Childhood philosophy. Dr. Mullen's reaction was
predictable. In fact, while I never questioned ahyone about
it, I am convinced that the students related these stories
fully aware of how she would.react,'indeed seéking and
expecting reinforcement for their views., These vignettes
took on a logk- what -a- terrlble thing-this- teacher is-doing
quallty, and let's-make-sure—-we-never- do that . For
instance, when Anise was presentlng her prop box on
"ceoking," she told the'elass tpat her cooperating teacher

did not like the mdss created by having sand (as a

' make-believe cooking materjial) in the room. Dr. Mullen,

seated to one side near the front of the room, slowly turned
her head to scan the class, .revealing a resigned smile

which, to me, said: "I told you there were teachers like

- this out there." During that same ciass Cathy told us that

her cooperatlng teacher would only allow her students to
read and write while at centres de31gnated for that purpose.

Onceeggaln Dr. Mullen; without uttering a word ‘swept the

kY
v

room w1th ‘her" saddened smile.

fbr! Mullen's behaviour towards the Early Childhood

_students‘merged congruently with her general philosophy on
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learning environments and the nature .of the student-teacher
relationship.  Her classroom demeancur- was ihvariably

friendly -and receptlve. ‘Students were #ncouraged to express

--—~the1r views openly and were expected to take the initiative

in directing their own learnlng This is the pedagogical

underplnnlng of the learnlng centre concept. Successful
adoptlon of this “instructional style, however, requires
teachers to release much tradltlonally-held control over
studeng learning and to trust the students to exercise

self-directic;. _ During one interview“early in the term I

‘asked Dr. Mu..en,why the learning centre concept had not

“infiltrated higher levels of schooling. She replied:

I think there are a number of reasons. I
- think one reason is that many adults have a
" . need to coptrol, and for some people - for
" many people, and I'm not saying this in a
negative way - but teaching is a way of
having. people take from you. I mean, -it's
a way of giving what you know but it's also
~a way of controlling those people out there;
and you're in full control.  You're in
control of the information you give, you're
in. control ¢f deciding whether they've
learned it, you're in control of how long
the periods last. You have a lot of control
in" a very traditional:way. It's scary to
give up that ‘control, because then you have
to start really looking at yourself. _It's a
.lot more- work to give up that control -

emotionally it's a lot more work - you

really relate to your students in a

diffenent way. ~ ‘
| 7

-

‘The .corollary of ref&hQuishinq this control is the
placement of trust in each individual student; one must
trust thgé they will "run with the ball,"'so to speak. Dr.
Mulleh'assumed that this self-directedness stemmed, in part,

from a pragmatic self-interest:

If they're doing the .readings,. and I have to
trust thcey are - we don't give tests...we
‘assume that you're going to take that
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;f’reSponsibility - it's your career, it's your
-profession, it's your responsibility to khow
1,what's there. “

Wéﬁtever 1ts orlgln, expectlng students to exerc1se wise
self-dlrectlon was, in. her view, a prlmai 1ngred1ent of an -
open 5§ 1nformal classroom )

v

L ‘trust that on those lab days...they're
treally -working on their prOJects And 1if
‘they - leave the . room to go someplace, I

"ftrUQt.}.that they're not out at a pub.

N Adoptlng thl“ 1nstructlonal phllosophy was not without
drawbacks. .Partlcuiarly problematlc for Dr. Mullen was the '
assigning of numerlcal grades to students. In many ways
this Seemed to contravene everythlng she believed in and
modelled in the Classroom As she mentioned, tests amd
exams where not a’ part bf‘baxly Childhood: Yet eQalnation

. was still« -a part of classroom life, and a particularly

:1mportant part - as far as many of the students were

concerned Dr. Mullen was at ‘odds to find a satmsfactor?
~alternative: '

.I don't' like assigning numbers to what
they do. - I wish we didn't -have to do that. v
“I would rather just have dialogues going
back and forth, . jand “I'm thinking ery
— — seriously of whether, espec;ally their group
projects...just to have students involved in
that evaluatlon process - a’ peer evaluation
/ kind of thing - but-I've never found a way
that I've been totally-satiSfied_withz.. '

: Her strong emphasis on trust:'sharlng, and collegial
'1nteractlon also confllcted w1th occasxonal glzmpses of
student competltlveness This was partlcularly apparent to .
'me dug ng the days of class presentations of a351gnment $# 1.
;Each duccessive presentatlon seemed to offer more elaborate
jdlsplays and productlon than the ones before Whlle-there
ﬁ were obvious exceptions to this, thne re_"onetheless appeared
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to be 'an elementJof one-upmanship. I'asked_Dr.'Mullen

whether she‘sensed this or not. -She was adamant in her

reply: "If it's there, I don't want to see it."

~ She explained her stance by saying +4that so much

emphasis is given to working together in Early Childhood

that she hopes any competitibeness is minimized.

Student Views. It didn' trtake long for me to conclude
that the students were generally very favorably disposed
towards Dr. Mullen They chatted with her amicably, sought
her-advice on problems, and seemed to relate to her in a way
which ciscumvented a formal student 1nstructor relatlonshlp
One ‘of the students, in the course evaluatlon, stated: "She |
didn't really.feel llke a profess@r but a good friend." I
visited Becky at he¥ home one evehlng and we talked about
the program. ‘She spoke of Dr. Mullen;, and her words echo
those of others I heard: _ ' ]

\\ = _

" [Dr." Mullen's] really neat, both [Dr.
Mullen] and (another Early Childhood
instructor] are really neat ladies. And
they're so open to our feedback. Like ([Dr.
Mullen) says, if we feel that we're
overloaded, let her know. And that's nice
to know that. And she means it!* So if you

have suggestions 1like sharing or snack or
whatever, she's open to that. She's really

‘nice. So you have some sort of feedback
into what's happening to you, which 1is a
good feeling. - o

\
.

The following excerpts from the course evaluations

tell a similar story:

A genuine caring person who is interested in
the student and what they learn.

[Dr. Mullen] has a very gentle spirit and
genuine concern for her students. I really
apprecdiated her understandlng and warmth
shown toward me. I also appreciate that she
takes into consideration other things going
on in our lives that make [sic] affect our
learning and performance. Thanks for
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caring, [Dr: Mullen]!

I -.really felt comfortable with the
instructor. I felt that I could tell her
exactly how I felt.

-Janet also had’huch praise for her. During one of our

conversations she referred specifically to the feedback on
course assignments: : ‘

-

"One."thing about her as a professor, she
"doesn't just give you a mark, she tells you.
She'll say "this is really good," but she'll
also say "there was this that could Have:
been done," you know; - so that you don't
look, at it and wonder why you lost your
marks. So in that way I was really happy.

For Leger, Dr. Mullen occupied a very special place
and served as an ideal role model. I visited him in his
assigned school during the practicum and he commented upon
an impending visit from her. At this point he was not

pzfgicularly enamoured of his cooperating teacher:
. ‘ <

1

Whatever she says I'll take very strongly to
heart, and I'll probably act on it the next
day, if not at that exact moment. Because I— —
see [Dr. Mullen] as .a very knowledgeful
person and she knows where it's at, and I've
never ever disagreed with arything she's
said. With other profs I've disagreed with
some of the things they've said and I've had
arguments but ([Dr. Mullen]...I've found
we're on the same wavelength. So I would
take her evaLuatlon a lot better than I
would anyone else's.

, For all the adulation, however, there was another side
to the\story. Some students were skeptical of 'Dr. Mullen'e
affable demeanour. It was almost as if they believed that
someone who smiled and radiated friendliness all of the time
must be hldlng a darker side, Three 1nc1deQ}s come to mind
which expose these suspigions.

The one. I have hosen to relate firgt .actually

—
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happened last; in fact, well after the practicum had ended:

I had met with three of the four key 1nformants (Margo,f

Mellnda and Leger) in June to recount thelr experlences and
reflect on the term. Leger had just flnlshed telllng us of ‘
the experiences of another ‘student teacher in which Dr.

N
Mullen, as a result of certain events, had been labelled as

"two-faced." The three of them had this exclange:
Leger: In [Early Childhood] I sat there
B . and everything [Dr. Mullen] said
- # was just gol@. .
B ‘
Margo: Not I. ‘But maybe that s from my

past experlence
(I ask Melinda for her opinion on’
this issue)

Melinda: Well my reaction right at this
moment 1is more along the lines of
what [Leger] says...of the fact he
thought (Dr. Mullen] was
two-faced. It immediately makes me.
think (at this point she adopts a '
shrill,enacted voice) of how
pleasant she was every day in:
class and always smiling and we're
'such great kids.and we're going to
do sp good. .

Leger: Now we're able to look back on
that and say there are some things
that [Dr. Mullen] was talking
about that Jjust don't fit, and
they're so ideajgistic.

Melinda: [Dr. Mullen) and [another Early X‘
4 CHildhood instructor] both. The %
program,. I think, has flaws. 9)

Leger: Oh yeh.

On .an occasion earlier “in the.term a conversation

) g '/‘j:‘ﬁj . R R .
between Melinda, Holly and Aniswfhinted at a similar.
‘wariness. The students had been discdssing proposals for

assignment’ # 1 in their.small groups, and some had tested

1’4

.
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their early ideas on Dr. Mullen. I was sitting listening to

Holly, Janet and Edith toss around various ideas when
Melinda and Anise approached: ' |

Melinda: What did she think of your ideas?

Holly: I guess.we're on the right track.
Anise: Really? E
i Holly: What about -yqu?

“Melinda: Well, we sort of got (she pauses,

searching for the right word)

, " redirected. Like .about .ninety
degrees (laughing). :

Hollv: But she did- it nlcely, right?
(smlllng) -

While the indictment is not a paitigularly damning one, the

students have alread§ developed a perspective of Dr. Mullen

which includes this mannerism The person making. ;_""h'ev
derogatory comment (Holly) was nob in the group whlch“%ad

o
its proposal "redirected." » ' 'g%

The third incident took place 1mmed1ately afte,a'J this
class and concerned the same issue. I was walking @%wn the
hallway with Anise - é member of Melinda's group Tu’nd once-
we were out of range of the Early Childhood r?;f
directly to t?)Jcore of the problem, as she % 'd to do on
all occasions{ Anise rarely wasted tlme %g flall-talk or

2 00 : vious to me
song

that she was upset She said that whe"‘\ Mullen had

* she cut.

superfluous pleasantry* It was immedﬁ%

jpined their group to discuss plans for aﬁﬁ.gnment $# 1, she
had "slamn@éd~it" (her term). Apparently Dr. Mullen
disapproved of their proposal and suggested-they proceed in
a different direction. | Anise felt that because of Pr .
Mullen's negative reaction she- didn't stand a chance of
obtaining a decent mark, redardless of how "well 'tne

assignment turned out. . L

¥
-
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At this point het despondency resultec in an overall
cr1t1c1sm of'negatl e - aspects of the course. ShHe was
espec1ally sour about - the way 1n_ whic: some students
"padded" their file fblder in order,tc maxe it appear more
impiessive. Now she felt that she was going to have to do
‘the same thing in order to secure es much favour as
possible. - | - e

Anise's attack, if it can be called that, was by far
the most critical of any I heard dﬁriﬁg the term. In fact,
negative comments of any kind directed towards Dr. Mullen
were uncommon or, at least, were not uttered in my presence.
Furthermore, Anise was the most llkely to react this way.
'She was vefy conscious of her marks, rand readily admitted
it. And at this pefticular moment she was very upset. To
put this into perspective, Anige'frequently began eéch
course by “worrying about the possibility of obtaining low
marks, but this fear invariably proved to be unfounded.

This specific event took place on the°founth day of
classes On the last day I sat with Anise during snack
break. Dr. Mullen had passed o@t a breakdown of overall
marks to each student, and most were silently contemplating
rthelr results. I had all but, forgotten “his 1nc1dent, a
fact not lost on Anise. She said she was surprlsed I hadn't
inquired of her grades, then matter-of—factly,said that she
had dane well on assignment # 1 and.on the course overall.

~ O0f the course evaluations,. only four contained
references to Dr. Mullen which could, be interpreted as
negative. " And in these cases studeyts either said they
would have appreciéted more feedback .or‘ greater
clarification of assignments.

Based on “the course. evaluations, student log’entries,-
conversatlons with students and personal observations, I
(th;nk’that Dr. Mdgien was generally received as an excellent
instructor and a warm, sincere individual. I ‘suspect tHat

the dissenting comments derive, at least in part, from the

\
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friendly, collegiaf classroom atmosphere. 1In ausetting.rife

ﬁith positive reinforcement, negativity is neither expected
nor wanted. '

Educational Administration -~

Unlike the situation with Dr. Mullen, I conducted no
personal interviews with the two EdAdmin instructors. The
data_concernipg,them are sketchy. In fact, ‘I never felt
that EdAdmin occupied the same dominant position in tfe
university lives of the students as  did Early Childhood.
After all, Early Childhoéq cénétituted the career focus of
mahy of these students whereas EdAdmin was Jjust anther
program requirement. But regardless of its status, EdAdmin’
demanded much of their attention, and’by listening to and
. talking with certain students I was able .to form an
impression of their® views oﬁ the two instructors. And by
attending most of the tlasses I was able to note occasional
comments wﬁ&ch are reveallng in the assumptlons they carry,
especially ones made by Dr. Colwell.

Drs. Woodward and Colwell! _I have already described
their general classroom behaviour. Dr. Woodward invariably
dominated, frequently adopting an aggressive.  stance on
1ssues in an apparen@ attempt to force the students to
defend their views and consider alternative perspectlves.
‘His manner, while aggreésive/ was not antagonistic. On the
contrary, humour was an omnipresent component of his
demeanour. He seemed to -enjoy making peoplé laugh. But his
voice was loud and he would occasionally meander amongst the:.
chairs to stand in the midst of the students. This could
be, and was, intimidating.

Dr. wOodward tended to confine himself in his.comments
to the subject matter, and it. was difficult to develop an
1mpre551on of his v1ews on schooling and teachlﬁg ‘On one
particular day, however, he ran afoul of a few of the

i

i
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stucent: by making'comments which they saw as contradictory
to the Earl§ Childhood philosophyl' He had poaed the

. qQuestion of- whether tiniversity educators and practitioners

" should tell teachers'to conduct their classrooms inF%r~j
reglmented manner. .He personally supported the ‘view that
teaching methodology should lie with 1nd&v1dual teachers.
This -spurred much dlSCUSSlon, and at some point Dr Woodward
commented that " peoole develop ina 31m11ar sequence, but
they-do‘it in different time spansn There was general~

'7;,.agreement on this point and someone took the. opportunity to

- remind us that this was the essence of Piaget's stages of
development At this juncture, Bobbie sboke up, saying she
felt Early ChlldhOOd courses teach that children learn when
they are- ready.y Dr. Woodward was obv1ously uncomfortable

; - with this, and'spoke mocklngly and ‘sarcastically on the

topic. Both Anise and Gwen,motioned their disagreement with
‘Bohbie, and Anise told usfthat she fhought most of what
Bobbie said was. directed at éindergarten. But Dr. Woodward
added that.when children are five and a half years old they
move on to grade one.  He told ‘us that if he were an
elementary teacher he wouldn t»want to recelve a class of
children that had been on totally- 1nd1v1duallzed programs
the previous year. , /}f ) J
Not only is Dr. Woodward espousrng a phllosophy which
COnfllcts in some respects w1th that of Earl Chlldhood he
“13 adoptlng, or modelllng, a teacher- -centered approach to

téachlnq R While in the one course they ace. constantly
remxndeg by word anc action, that teachiflg should be a

chrlﬁgcentered activity, here they've received a different
5 : .

Lmessage

' Dr. Colwell

Woodward; both

as an interesting contrast to Dr.
1 appearance and classroom hablt.
Whereas Dr. Woodwa d.s in a.loud, commandlng v01ce, Dr.
Colwell talked in mild, unthreatening tones. Whereas Dr.

Woodward joked easily with the class, Dr. Colwell's attempts
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.at humour regularly left him laughing alone.. _

He was dissimilar to Dr. Woodward‘in‘yet another way.
He Offered'occasional "asides" which, taken at’ féce v&lue,
betray personally held perspectlves on what it 1s to be . a
teacher or student Unlike Dr. Mullen's words and actions
they never, to my knowledge, entered into the comments and"
conversations of the students. For that reason, dwelling

upon them at length would constitute a misplaced emphasis.’

Tve

Nevertheless, I wish to recount a few as- they reflect the
overall empha51s of the EdAdmin course.

On, teaching as a career: . o o o
(approximate recallkkMany will say: "I'll
never be an adminiStrator,"'becausé most®
don't want to be; but you'll wake up some

day and decide you-don't want to teach grade
. five until you're sixty-five.

ér~ . Many people in education by the time they're
* sixty-five, they're ready to quit.

On dealing with complaints about other teachers:
N ,
(Hk instructs the clags on how to behave 1if,
as -teachers, a studert .omes to complain
e about another. teachet) : -
, Y I don't want to hear it. Go tell the
- ' ddministrator! “
. : N v

. . . ) [
On the rqlatiopship between teachers and students:

This is a sexist viewpoint, but it's easier
for female teachers to show affection than
males. Men need to be careful.

A\ Heads. and shoulders! Don't pat them on the

belind. . ) ,

On teachers as members ‘of organizations:
—_— . |
Teachers should know their obligations =
before they enter the organization. ’

-
~

There were other comments that I .didn't record
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verbatim. He told us that men who stay in the claqsroom
become morg'Cynicalf “he strongly promoted avreturn-to
university for teaChers in order to move up the salary grid;
“he also had us flll in a Pupil Control Ideology inventory,
‘and upon learnlng that most . leaned toward a humanistic
approach to teaching, said that we'd. likely become more
'custodial as the years‘pass. ?he‘p01nt I wish to make is
that all of this, taken within the context of the EdAdmin
course, 1s ‘a way of lendlng structure to the entry ofy
nonmembers 1nto a profe551on .and, as such, constitutes a
form of early soc1allzatlon (Wentworth 1980-85)' "I was
»amazed at how frequently students told me that they. might
not teach more than x years diue td burnout. How do they
:know thls° ' They're told it in courses like EdAdmin,  and it
contrlbutes to tleir perspectlves of ‘teaching. I noted“in
my journal early in the term’that I had a strong sense of
being soc1allzed into a profession while 31tt1ng 1n’EdAdm1n
(classes.f Thrs -was_ a prlnchpal focus of the course “the
~rights and obligations of teachers, dos and don' ts,
approprlate and inapprop: .ate behav1our o ‘ ’
‘Student Vlews_/ My purpose here is to ﬁpaint a
picture"_ wof these ‘two 1nstructors as viewed by their
students. Many comments were made. about the way in' which-
'they strutctured the course and what they did “and dldn t do
in, certaln 51tuatlons, but these are -dealt w1th 1n the next
section of . this chapter - The focus here {is on the;r
classroom presence; their .idiosyncracies. | /;“!
_ Dr. Wooqmard, by his very nature, dominatedﬁ"the
students' thoughts and, consequently, their comments At
coffee! break during the first class I chanced upon Anmseﬂin
the hallway and asked her for her 1mpre3310ns . She replled.
negatlvely '"I wonder if they ‘can keep up w1th the jokes for
three hours°"- Whlle I would learn to expect this from
Anlse, it stood in contrast to comments Melinda and Nancy .
had made a jew‘nwments earller.f. Both of them seemed:

L3
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favorably.impressed.' In Melihda's opinron two;factors
enteredvinto‘this: the personalifies~of,the idstruetors,
and the faet that whatvthey were doing was relevant to their
needs. 'Melinda and Nancy caught up with Anise and I in the
hallway. Melrnda made a oomment about how great the class
-had been thus fag. -Anise~responded-(approkiﬁate recall):
"You think so?" .Melinda replied: "Yeh. Didn't you2" To
this Anise jokingly chided: "Simple things;‘Melinda..." L
HOwever,fMelinda's reaction was typical of othQF! on

thlS flrSt day. Many felt the class was lively, due lergely
to Dr. Woodward's banter and many belleved*mhe course‘
content relevant. Dr. Colwell didn't enter into thelr
conversations on this -day, and I had the 1mpre5310n that hlS
presence had been overshadowed -\_ )
Dr. Colwell conducted the second class. During the

break I asked»Jlll and Julie for their impressions. Jill

| seemed put out: "After the first clasva tpought‘it would be
exciting. I think I've changed my mind." Julie added: "I
could have read the book myself." Dr. Colwell simply was
‘not given to extroverted qehaviour. ‘He consequently-
referred frequently to a book or his notes while conducting
. the class. A couple of weeks later, during'our first
Conversétion/ Holly and Janet restated Jill's views, butv
more'diploqatically.. Janet.said:t"It'had’gone kind of slow.
Not‘that.he was boring but Jjust because.t.it's»a long time

to sit and listen..~" As if to continue Janet's train of

thought, Holly added: "...to one person and..." Janet
continued: "He was quieter." ‘Holly cegtioned, lest I get
the Qrong impression: "I still liked ﬁim, but it was Jjust a
different approach." 3eﬂet contrasted this with. Dr.

Woodward:

He's very blunt I think. I really liked

~him...as a professor he's really good and he
gets hlS ‘point across. His voice keeps yonu
awake. :
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&

-

‘By‘the midpoint of the term, however, a perceptible

shift had occurred. Some became sllghtly wa;y of Dr.
Woodward's aggressiveness. Melinda commented one day: "¥ou
don't know how he's going to react.” During’small'group

discussion one d& the general students, glancing to see if
Dr. wOodward was about, lamentec: "You don't know whether
he's g01ng to pounce or not-:" Although Becky Stlll enjoyed
vhlm, she admz tted that he could be 1nt1m1dat1ng Its not
that .the students began to dislike Dr. Woodw%Fd they 31mply
found his behaviour was unpredictable. Dana's comments were
telling:

4

I like [Dr. Woodward's] approach'*ﬁere he
plays the devil's advocate ets everyone )
thinking and going a little bit,/other than . ——
'sitting there not saying anything. But I

felt a little bit more pressured by him than

I dld with [Dr. Colwell] /

A .

When I asked her if she had a preference'éhe responded:. "I
“hink [Dr. Colwell]. > . o - ﬂf“d’

Jill also had changed her mind from the first two days.
of classes. She was more explicit than the others when I

asked her if she pfeferred one over the other as an

instructor: ' ,<,
! Al
~ - (laughing) [Yes!] (Dr. Colwell) Probably
just his mannerism, his way of dealing with
students; a more gentler way.~  It's O.K. to

kid in class ,but I find that sometimes it's
intimidating. A lot of students get very

upset about it. .Like there was one time in
class when I said something- -and he (Dr.
Woodward) shot me down. It doesn't bother
me so much; I think: "I can take thiswor I
can argue with yeu." But then you think:

"If he's going to -shoot down everything I -
-~ say why am I even opening my mouth? I might
as well just sit here." And so I do. And
then that sort of ruins it for me because I
think: "I've got lots of points that I could
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raise, but I just won't do it." You know, I

think a lot of people - I know...well I

on't mention names again - but one

particular person actually feels very

uncomfortable coming in because several

- times he (Dr. Woodward) has made mention of

something and now she just feels really

intimidated; and I said to her, like: "Judt

-/ '~ don't take it personaflyv that's 4his

_7 - pature." But she -can't Help 'it, ‘you Xhow.

/ ) And I think she's missed two classes already
to and that's probably why.. .

«+

Janet and Holly also_depiaed’in Dr; Colwell"s favour.
I asked thg@,during 6ur second Conversation - near the end
' of the terﬁé- if they had a preference for the instructional
style of either person. Janet offered: "The.quiet one."

Holly agreed

* During the six weeks that the students were attending
classes, I noted that certain topics arose in conversation
or classroom interaction on.a regular basis. Others,:while
not necessarily mentioned  as frequencly, evoked such
emotional response that their importance was obvious. These
represent prominent elemeqss in the university -lives of the-
students and have been grouped under the title of "Issyes

-

and Concerns."

‘ The concept of structure was one which I encountered
very frequently in conversation with the students. It
‘reﬁers, s they used iﬁ,sto the way in which a learner's
j time'ls engaged while he or she is in the?%laSsrcom or

. i .o
- . ”~ . \') R ) ?
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.learning environment. A rigidly structured room is one in

whlch&a’student exer01ses little self-direction and all of

thelr tlme is closely controlled by the instructor: Holly'

explains:-

To me, it's all the kids doing exactly .the
same thing. All the kids are working on one
activity. All the kids would be doing math
at one time. That, to me, is structured.
They're all doing the same -lesson.

For Becky, a structured classroom seemed to conijure up

images$of a-traditional learning environment, where rooms

‘had neat rows . of desks and students sat motionless .and |

expressionless waltlng to be told what to do. She used the
term structure in conversatlon one day and .I, asked her what
she meant by it: "Sitting in desks, wrltlng I replied
th t _hat's what takes place at some learﬂlng centres. She
dre. a distinction: "But that's your own time. You do it
as you want to do it." I took this same question to Holly,
asking her what was unstructured about a learnlng centre.

She replled

Firstly, the supervision part, there isn't a
teacher there saying now: "You will do
question one altogether first and then we'll
go on to question two, and I'd like you to
do the next ten questions on your own, and
we'll correct it lateér." In a learning
centre, the child is completely responsfible
for how much he does, what he does, he
chooses what. he wants to do. There are
going to be things required. to be done.
- It's-the child's decision. ‘

) .- 4
Superficially, learning centre. came to epitomize an
unstructnred setting, and desks in‘rows a structured one. I
sat in on a planning activity during one class period late
in the term. Nancx, Anise, Melinda and Edith were sprawled

on the floor around an elementary\clasSroom plan drawn on a

)
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large laminated sheet. " The girls.-were. discussing the.ﬁf'"

arrangement of furniture in the classroom. Leger and Dana, = ‘s

having completed theirs, watched our progress carefully from - -

nearby '~ When Nancy arranged a few desks 1n rows in one part,577'

of Ehe miniature room Leger commented: "How. tradltlonal'“-”

Dana, proudly showlng us their plan proclalmed ‘"We don't -
even have @py rows!"- Melinda asked: "How do you have ie?"

Leger respODded "In centres." One of the glrls p01nted out';f

that ours is a grade one classroom, 1mply1ng that a totalv'

centre apprpach lS not approprlate beyond klndergarten .A;-t

few moments later Anise commented "Rows are yucky ".ﬁ‘

- Although everyone I questloned used the term structurevg’”

in relation to the use of student time, ho¥ the physical

room arrangement,- rows for many came to.symboiizev"bad”'ahdl
centxes "good. " s o

' Feeny et al (1983) 1ntentlonally avord the: use of the”
S%EUCtured unstructured contlnuum for the very reason that .-
all learning. envrronments dlsplay structure, some morel
'apparent than,others.\:lnstead, they . refer to a tradltlonal

setting as al"formal" one,- where.“t..desks,,tables,.and .
,academidaily oriented. tasks 'dominate" .(Feenyﬁletv al.,
1983:147) . I have 'chosen, 'however, to use< the terms
structured and unstructured because they were used most

frequently by the Early Chlldhood students

An"unstructured classroom .was not just an idea
belaboured hy university instructorsfthrOugh lecture, €ilm .
or a351gned readlng It was something the students lived
while attendlng Early Childhood classes and labs. As I
mentioned in angearller section, there were activities at
these centres which they were required to do. But;when they
did them was totally at their discretion. They initially
encountered 'this structural arrangement the previous year
upon taking their first Early Childhood course, and it
presented difficuities for many of them. Darla told me on
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one occasion that the students had written a letter to the
inétructor (not Dr. Mullen) in which they revealed that they
were accomplishing little on some class days:and lamented
the lack of direction;they were receiving. Most had never’
encountered this apprdach to ;earning an%‘ were not
experienced at exercising the degree of séif;diréction being
asked of them. 'The!problem was still evident this year, as

" revealed by the following excerpt from Leger's log:

I think the reason 'we are having so many

problems with assignment # 2 is the freedom
aspect. We've never been given free choices
before; in fact, it has usually been the

- exact opposite: "You will have to have this’.
and this and this in this order." :

3]
Ve

In an earlier entry -he described the difficulty he
experienced in trying to follow any one centre activity}

thréugh-to completion:

I spent the independent ' time getting
everything completed. I am too much like an
over stimulated five year old - I get
started on something, find that something
else looks more interesting, so I drop what
I'm doing and start something new. This
way, nothing gets- done'! S

For Janet and Holly the lack of directiion in the Early
. I »
Childhood <c¢lasees represented a form ,of classroom
disorganization. Early in the term I asked both of them for -

their views on the course thus far. Janetdresponded first:

I don't know. I feel 1it's kind of
disorganized. There's a lot of work that
has to be done but no one knows exactly what
has to be done when. You know we have
‘required activities, and know they have to
be ‘done, but...
4 : .
Holly shared this stance, conveying the need for more

personal direction:
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I feel that same way.  It's disorganized -
we don't know...we know things have to be
done, it's Jjust that - I know others feel
‘the same way too; everyone talks about. it -
it's Jjust that...we know it's a learning
centre approach, but I feel the need for
more structure. :

~

- I asked Bobbie about the learning -centre approach one

day. Her response was bhe same as many others, and mirrored

Holly's commen;.'"I find that I'm not belng given enough
direction.
For Holly this lack of direction struck directly at a

v01d she perceived in her own capabllltles

¥
Another thing abouﬁ that too is that you,
have to be just. $o’organ1'ed to do something

) like that (Janet -interjects: "...well...") -

yeah, to do. it 'effectively. I can't see
myself seriously being that organized -
maybe after I've. had some experience
teaching I would learn the routines, or
whatever, I get to know how children are
really. Maybe after that, but not right
‘now. I can't see them throwing me into a
lelhrning centre approach ~classroom and
having me evaluate children and trying to
keep track of . individualized programs.
Scares me. !

Her central fear is one to which Dr. Mullen alluded during
an interview early in the term: the loss of control. Holly

states:

I know I'd like to have more structure so

that J know what the kids are doing, so that’

T know that they...like I don't want them to
.sit in straight rows with me with a whip in
" that kind of structure. 1It's so that I know -
- :what they're doing. It seems out of control. .
~in the learning centre...for me.

L

' A . . ] .
An excerpt from Janet's log reveals a similar fear.

This entry was made on the day the class saw "Primary
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Schools in England":

I found this film to He 1nte§é€timg but" hgro;é?;”J'
to understand (their accent).’:Adgain, I.feel
tie open classroom is so. "bu§y9 and. wonder
if it's - for me. I reall‘yqoan éee the .~
benefits though and am 51n5er;ry rying to
adopt this type o phllosophgﬁkg}

really works, guess I'm b ‘;‘
- "individualizing 1nstruct10gﬁ’“' G
“ environment. What if I miss hlems a -

slow learner may be having or!™T g

the needs of the gifted? I'm not ii
in an easy way out - just some semblance: ofw
order.

\

~

The perceived loss of control associated with an
unstructured environment was a key'issue for many. During
the third Early* Childhood c¢lass we were engaged in g
discussion of- motivation and control in eiementaryA
cléssr;oms A number of ftudents related experiences they'd
had that pertalned to the topic, mkny based vn their first
-practicum. The general theme of the interaction was that an
open env1ronmeht would be a difficult one. “Dr. Mullen was
adamant that it cguld work especially pnce the teacher had
become gamlllar w1th the children. But many of the_
questions from the students indicated that they feared
losing control. | ' N :

Beyond the personal difficulty of 4hjust1ng to the
centre approach or seeing oneself employing it, the debate
frequeptly focused on the structure of learning environments
for young children. StraﬁE@iy, here there seemed to be
little doubt that most of \he students had ostensibly
accepted the arguments in favour of self- dlrected learnlng
For all her personal difficulty w1th the openness of the
Early Childhood setting, Holly had' llttle problem foreseelng'
the benefits for young children.‘ She commented first on the

by

dangers of too much teacher direction:
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I think the frustratlon levels would become
very low. . The children become frustrated
easier and more frequently. With the
- .learning cgntre approach, if they can't .do
it they can leave it and come back another’
time when they feel they're ready for it.

The only real concerns the students expressed for the
creation of. an. unstructured settlng for young thildren
related to their progress through the school organization.
When klndergarten was viewed as a preparatlon for grade one,
some foresaw problems This was especially so for Janet.
When she referred to thercurrlculum, and she did frequently{f
@he'was referring to the providcially established course of

instruction. She explains:

.there is a curriculum; they do have to

- % know this by -the end of grade one, by grade
two... “Just taking their interests isn't
always...might not necessarily fit into the
) _ curriculum.  You can't always take the
curriculum. I think what confuses me is

whete you draw the line. Sometimes they say

there are things that you have to set out,

-and yet they go and say: "But always (take
"the c¢hild's interest." It's kind of

contradictory, I think. o

Dang -echoed a similar viewpoint:

I don't think (Dr. Mullen] is teaching  us
that to 1let them go wherever they
want...they have tc bYe prepared to go lnto
grade one.

mnfter seelng the film “t:-.mary Schools in England;“
‘Bobbie asked ‘aloud whether an open classroom in kindergarten
uld create problems for students moving in a structured
_-:jgiem such as ours. Without answering the question, Dr.
Mullen' asserted that if children are /movi g into a
structured environmentfthey need to have skmany years as

possible Of successful experience beforehard.

—————
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There were some.in the class for whom the openness of
the learning centre environment posed little obvious
difficulty. Both Margo and Becky felt secure in this
orientation, whether in'éccepting its appropriatenéss for
young children or in coping with.its indefiniteness in the

bEarly Childhood classroom.  Margo '‘invariably exuded the
- self-confidence that let everyone know that she was managing
the demands on her time well, . even if 'others werert.
Essentihlly,*she was adept at , structrring each situation to
ensure that all deadlines were met {th a minimum of
confusiog or fluster. As she said'oneAday: iWhat you puf
into it is what you. get out of it." The followingiexcerpt_
from her iog early in the term betrays her~basic philosqphy
towards,learning environments, . philosophy I would come to

recognize more readily during the practicum:

I feel good about the approach, as the
emphasis 1s on the inner needs and interests
of each child as an individual. It really
does make- sense., " Parts of me (the
traditional) still gee a need for some type
of structured lessons, e.g., in teaching
paragraphing, punctuation, conversation...

As a student in a university, the polarity of classroom
'*Bpructure from Early Childhood to Educational Administration
.called forth little reaction from her. She was guite
cquértable with centfes, but appreciated the change in
EdAdmin.  She cémgented one day: ."Sometimes it's nice to
just sit and be talked to, and not have to think."
In Becky's‘casé\;he tenetsﬁ%f self-directed
learning seemed to fit well with her view of herself as a
teacher. This excerpt from her.log late in the term reveais
the extent. to which she' cla\@ed to acceﬁt the Eariy
Childhood philosophy: /
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All I can say is that I'm so glad I am in.
Early Childhood\. The ideas of self-directed
learning [and] choice [and] individuality,

~ . responsibility, a positives self-concept and
care for each other are all right up my
alley!! We (early childhood students) sit
in EdAdmin class and the generalist students
think our philosophy is crazy, but I'm so
glad and I know it's not'!

With the e#ception of Becky and - Margo, ‘learning
éentres-presented an interesting conflict for many of those
with whom I had contact. They seemed to accept the
appropriateness of centres for young éhirdren} Yet'a£ the
same time they wefe,uncomfortablé with the lack of structure

they found in the Early Childhood setting.

l’}
Schedule Pressure

The third year 1is the vprofeééional year' for sthe.
studénts and the second-term courses are contracted into a
six  week period. :xNot' surprisingly, _maﬁy students -
experienced pressuré% ‘associated with schedules and
deadline:& espepially’as the weeks passed and end}of term
neared. B |

I first became aware of the time pressures associated
with a contracted term approximately three weeks into the
courses. We had just finished watching a\video presentation-
during an Early Childhood class. Dr. Mullen directed
everyone's attention to new activities at varjous learning
centres. She dwelt at some length on one particular
activity at the Family/anironment cehtreséﬁzitled "Buiiding
Bridges, " d‘focus ofi communication and involvement with

parents. In total, six new readings had been placed at the
| centres. When she finished the students moved bff to begin

independent time. Holly. looked at Janet, and moaned: "Six

s
i
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handouts! Six handouts!" Jenet shrugged an&’left to, begin
SOme-other activity. I spofe to Holly, asking if she felt
that six readings were too much (a gilly question). She
%E\Ted very frustrated and close to t ars ~ As they were all
aSSLgned for tomorrow.she didn' t k ow when she'd flnd time .
to read them. She commented that althbugh she knew six
weeks would be a crush, ‘she feit this was ridiculousf She
planned to speak to Dr. Mullen about it. I asked later in
‘the day whether she had done 'so. - She replied affirmatively
and related that Dr. Mullen had pnomised'hdhtalk ébout it
next AAy in class. [Holly felt this was‘a way of putting it
off‘but, in fact, the issue was raised‘and the requirements
~elaxed] . ) ‘

During that same perfed I happened to  wander near
where Becky was working. . She asked about my study and
inquired whethe£ I was interested in events -outside of the
university setting. I replied affirmatively. .She told me
that the. past weekend had been so stressful thég\gg the time
Monday ha arrlved;she d felt beside herself. With all the
demands on\her t%gk - university, family, part-time work -
she didn't Knc :

owgshe would cope. It was readily ‘apparent
to me that she was‘queriehcing substantial pressure. We
didn't dwell on the subject\{SPr long because she was
preparing a presentation, but as we ended hhe conversation .
she said that there was one positive outcome from it all:
she wasilosing'weight. (She gave up her part—tihe job later
in the term which eased the pressure significantly.)]

.~ Time constraints were a reality for many of the
student’s. - During our fifst anvefsation Holly and Janet
revealed a way in which they attempted to cope. Bott of
them cdncentrated almost exclusively on required eentre
'act1v1t1es, g1v1ng only en ough §§tentlon to the others to
make Dr. Mullen think that somethlng was being done. I had
asked Holly why she focused on the comﬁulsory centre

act1v1t1es, and she told me that these weEe the ones %n

~ '\
4
e
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which. their marks were based. Janet picked. up the
conveésatlon

@ - : - .
I get so frustrated with them because I
think, in themselves’/ the activities .are"
‘ really good and they can be very beneficial
.like the LAC.- things that you have to
learn, even though the assignments we have
to do are a 1lot of work. But our
time...everyday our. time gets pushed. We
need more time, we need more'time, we'll do
it tomorrow, we'll do it tomorrow. So our \_\
time in class is.actually spent, d01ng things
we have to get done, but thg« things we
actually have to do you do them on your own
time; ‘along with your assignments, along
with your other class, along'ith your
non-existent social life by now.

e

H_lly continued:’

Well, the thing is too, I've done this so
many times...is that I go to_.a centre and
I'll read what we're supposed to do, -and
I'11 just take . a shot in the dark and put a
comment down and Say that I've done it. I
know that's not right anhd I'm not learning
and I know we're expected to do these things
so that we'll learn and we'll benefit and if
you don't do it then...well, it's rdally up
-to you. " You're paying the price. I know
that, but... Well, there's one centre with
‘a planning classroom. They -had the area
where you could set up your own little play
things. I 3just sat there and played for
five minutes. One of the cirls came in and
said: "Oh 1look, [Holly's, wr.aying. It's
just like last year." [(Janet chides: "Oh,
- but think of what you were learning."]
- Well, I'didn't learn anyth_ng from that
centre, but I was there - she (Dr. Mullen)
came in and she saw me there, working
seriously for a few minutes. I know that's
bad and I feel guilty about doing stuff like
that but if you don't have .the time and
you're supposed to be getting to those
areas. I did a little bit of reading and

then commented on that little bit of readlng
I did.

a

TR °

I

’
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N
Holly and Janet's storyr was not unique _ After
overhearlng ‘brief exchanges and conver31ng casually Wlth a
few students, I began to develop a picture. Many of the
,students fohnd that deallng with the numerous. demands on
hthelr time was very frustratlng. They felt they had to
focus theif attention . prlmarily’on required activities,
which left them llttle chance to glve other act1v1t1es more
than. cursory treatment. . It wasn't true for all, but  for
many tlme was a,predomlnant’factor, almost an enemy.
At the midpoint of the term'I'decided to approach a
sample'Ofvthe_students;to‘see how their coursework was
progressinol Each was simply asked:;“How«are things going?"

'This is how tHey responded:

‘Pam: . (approxlmate recall) I'm getting
‘paran01d' During the flrst three
weeks we really didn't have any
information on- our a531gnments
Now we do and it's all  coming “
‘ together in three weeks

‘Dana: ° We have this week plus two more
. '~ weeks. We have two Early Childhood

‘papers, one paper [in EdAdmin] plus

an exam. - ' ’ o

~Margo: Gpod.‘ I've done ‘all the readlng

_— and am pretty well - caught up. (She®
went on to explain how she feels

~that she uses her time wiseky at

“® . the centres).
“Darla: (For Darla, time was not an‘obyvious
- problem. She felt ,slightly

~confused about assignmexnt’ # 2, but
other than that thlngﬁ W@xe g01ng

well). WA
: R .,r."‘?r}
Bobbie: (Bobbie felt uncertain about Early

S " .Childhood because ’she hadn't
' o  "received any marksl.' Dr. Mullen
gave her feedbadk,

it was the  same

o ) BN ,“ everyone) . N .. "‘
/k///f\\ - be a-six, and th

/ but - she felt
8 feedback for
it could
ight be alright

‘-
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. with her, but it's not alright with
me" (approximate recall).
: i

Jeanne: I don't know when I'm going to have
: time for everything.

Obviously not everyone experienced time pressures, or

at least they'wefe able to organize their time so that they

~ 'didn't encounter problems. It appeared to be a non-issue

for Darla and Margd.” But for_thé others, integrating
coursework and assignments with other facets of their lives
was, temporarlly, problematic. i |
..The third Conversatlon Wlth Holly and Janet occurred
aftgr.the term had ended. Janet rxeflected on her experience

during the last week of classes. She talked abouf the

EdAdmin paper: "I wrote about three papers. I wrote, and

didn't think that would be right, so I did it again, and

‘then finally...I wrote it."” I asked how she felt ébbut‘it

in hindsjght. She lamented: "Not very good." I inquired
about this. She hesitated, then responded: "I don't think

it's what he wants. I was under a lot of pressure."” From

what? I asked. "Everything...due dates...I was gettiné so
mad," she replied. I asked whether the pressure showed
itself in any way. She jumped at that:

Oh yeh. Well, I wasn't getting a lot of
sleep.” That combined with the fact that I
worry a lot anyway. Especially at home...I
was really short with people. Everyone else
always seems like they Have everything under

control; it's kind of frustratipg. But
they don't really, when you talk to them
after. , .

Her commenté are all the more interesting because they

reveal that part of the _pressure some students experience
may be created. by a perception that others are getting
things done while they're not. On the term overall she
commented: “i'h glad it'sjover; It's alot of work in six .
weeks. I still think that."
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 \\- That gfade—point average was a concefn'to the students
wad not readily apparent. Most went about their work in a
way which, to'me,memphasiied_the congeniality of ‘the class
and the’ gener: 1 cohesiveness'of the group as a whole. In
such a setting, references"to marks might constitute a
pluntness and vulgarity which could mar the otherwise placid
atmosphere. Marks were a particularly unpopular topic with
pr. Mullen. She was explicit in letting the sﬁudenté know
thaﬁ she did not like assigning nﬁmerical grades, and'shg
»dould occasionally seek advice from us on how to édvaluate-a
particular report or activity. Furthermore, marks and
cdmpetitivenesé go hand in hand, and competitiveness was
something the Early Childhood instructors attempféd to
minimize by stressing collegia;-interaction and learning
from each other. Marks and grade-point'average were simply
not encouraged topics. They ran'contrary to the ethqs of
the classroom.

*But they were there. In private conversation, overt

béhaviour and occasional classroom asides, it became
increasingly obvious as the term progressed that the
students realized there would be an ultimate reckoning; |
- At first it came to the fore through off-hand remarks
by‘different individuals. For instance,. on one day early in
the term I was sitting with Holly, Janet and Edith as they
discussed possible approaches to assignment # 1. They
brainstormed for a few minutes without making any apparent
progress. Edith faéetiously suggested that they build their
project around a "reproduction" theme. Janet said:
;Yéﬁfiiizgdégéarten.“ EverYone laughed, but Holly addedv
solemnly::"Yehy you'll laugh with four out of twenty."
' On another occasion at the halfway point of the term I
was seated in the EdAdmin class when the first qﬁiz was

“.

\
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returned. As with. all other occurrences ofzevaluated
' materlal belng handed back most of the students sat ‘quietly
surveylng the results. I glanced besrde mq to where Leger
was . seated and notlced ‘that he had: recelved sixty- four
percent. He mumbled, to no one in partlcular.'"Thereugo my
numbers . " - - : ) f - o |
b Theomore pointed references to“marks came dur%pd
personai conVersationsi when others weren't 'listening.
Anise's story:(related'earlier) about having her assignment
proposal "slammed” by- Dr. Mullen made dlrect allu51on to .
marks. Belng exceptlonally conscrous of marks, she was very
worried at the tlme about the potentlal damage to her
grade-pOLnt average were she to receive a six:in Early
Chlldhood, a concern that proved unfounded. , :

Oﬁ one. dlmenSLOn marks were vrewed> as a way of
asseSSLng one' s progress ln class. Verbal or -wrltten
feedback, whlle apprec1ated Was 1nsuff1c1ent The students
wanted numbers so they knew* exactly where they stood on a
nine- pornt ‘scale.’ Gwen commented one. day durlng _coffee
break on. her dlspleasure at havrng had no ass:: ‘nments in
EdAdmin. It concerned her ‘because she had no 'way of
determlnlng where shé stood in class Bobble also shared
this anxlety., She was clearly concerned at hav1ng rece&ved-
no marks by the thlrd week of the term " Her 1nfemence was
plain: 1f?when ‘the marks did come’ out they were personally
unacceptable, there,would‘be little opportunrty to improve

In the previous Sectlon on "Schedule*Pressure;“ Holly
mentioned'having,anyalmost'exclusive focus on“required'

centre activities"in‘Early Childhood. This, eXplicltly
| betrays a concern for marks. In conversatlon Wlth Holly and
Janet, they made’ 1t abundantly clear‘that their concern forf
marks was ultlmately praqmatrc rn nature. ] Marks were seen
as the prlmary determlnants ‘of employment ~At the sameu

time, marks constltuted a dllemma for them, for they clalmed

-
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to believe that they really weren't an accurate indication

~of ability. Janet commented first:

The number marks - eighty-two percent - it
is important because they have to... when we
go out and they ldok &t our transcripts, in
‘that way,'obv1ously a four is going to look
a lét worse than a nine. They're very
important in a gdb srtuation But...here at
university, I thimk mdtks are taken .they
don't reflect, 'I d®n't- think, the ability of
the person. it's all competitive. I scould
get a_mark below Holly, and she could get a
six and I could get a five. And to look at
it, I'm a stanine below her. '

- \/_‘

Holly joined the conversation:
: ?
The mark: doesn't even reflect anything. For
example, I got really high marks and she got
really low marks.  But with! teaching, I
could be the worst teacher and she could be
the best teacher. The marks don't mean...
Being a teacher, I don't think is what wyou '

put down on paper. It's what you get
across to the kids and how you get it
across.

Yet, when the final marks'for Early Childhood werg.handed
out, Holly turned to Edith and.said: "I got thirty-one [out
of forty] so’I guess I'mfhappy. But when I think that some
marks went'up to thirty-nine..." A ' - ‘

‘Both Holly and Janet had difficulty establishing a
relationship between academic achieVement in university with
.actually classroom performance as a teacher. -Nevertheless,
both foresaw the 1mportance of marks. In a way it was like
a cruel game havxng to perform very well while not

believing that the assessments were valid Holly concluded:
i ; . A

Marks are important here.' That's what
people look at is marks.. I hate the idea of
marking, because it's so unfair, especially
“here at university...with all the scaling.

You could be in one section and have "a
LT " cértain mark and get a seven, and in another

o
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. section of the same course, when they scale
RN kh you can get a four or a five. I don't
- - think: that ‘they reflect the ability of the
s perscn at . all

?ﬁﬁw‘ Regardless of'their'accuracy in portraying a student's
'capabllltles as Q teacher, hlgh marks were considered to
> laCe one in a better position to secure a teachlng job. It

was ‘that simple.

The prominence of b:.cfie;iukﬁowledge in the minds of
'many of the Early Chlldhoed studeﬂts was plalnly ev1dent
from the first day of classes .They were interested - in
hints, 'in building a resource flleg‘ln learning "how to be a
teacher.”"” The words "practlcal m wyseful” and "relevant"
were ubiquitous. Courses and lessons were judged, in partT
on the relevance of their content. - As s£ated previously,
one of the :easens Melinda'was favorably impressed after the
first EdAdmin class was her perception that the content was
relevant to their needs. o

"Practical" was invariably contraeted with
"thetfetical" or “philosophical." When the tegmsvcame up in
conversation I'd ask the individuals to differentiate
between- them. The answers I-feéeived were strikingly
similar. During the seeoﬁd.Cpnversation with Holly and
Janet the toplc of pfacﬁidai knowledge entered the
discussioni' I asked them what they meant when they referred

fto something as relevant or practlcal. Holly answered:

"For me, right now, when I say that I'm

thinking of going put student teaching this

term, and I'll be able tc use that
+ information for student teachlng ‘and also

for being a teacher. (r
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Pressing this, I asked her how she decided whether something
was usable or not. There was a long pauSe and Janet entered
the conversation:

For myself, if the information is concrete
and I can see that it is very practical and
I can use it in this way or that way, like a
resqurce I need or something;: very concrete.
Not some theory.

I asked what she meant by "theory." She responded that it

was "...someone- else's ideas of ‘some optimal situation
that's going to work." y agrsgd.

For virtually eyeryone I asked, something was
practical or relevant ift they could see themselves using it
in a classroom situation; something\thét fit their image of
what a classroom teécher does. Theory was something someone .

else said that had an air of idealism about it.

Anjexample.ofthe exchange of practical informatioﬁ
was the sharing timé during’Early Childhood classes. While
not everything mentioned during the announcements pertained
to peaching, enoughvof it did to cause Gwen and others to
refer to shared items as "recipes." The following examples
are taken from the sharing-time throughout the term and
illustrate the practicél or recipe nature of ‘the informatigg

‘exchange during this portion of the class period:
' T

’

- early in‘thé term Julie told qf a book ‘she had
recently read entitled Eor the Love of Teaching.
She emphasized that it Qas practicdl, not

" theéreéical, calling it é_ "this i% how you
do it" book. She added: "This is what you do with

kids once you get them in the classroom."

- Gwen one day referred to a recent spate of attémpted

abductions of young children .in, parts of the
| - SR
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country, and wanted to know how to warn children

about the dangers.

Leger praised a workshop he -attended on learhing'

centres. In private ‘conversation earlier he had
..told me that the workshop contained Jlots of

"practical ideas." He then added: "If we

had that sort of learning in university..."

Denise told the class that she had a binder full of
ideas on "celebrations," and that anybne was welcome
to it. '

Lynn told of a resource file she had that she was |

willing to. share.

Dana spoke supportively of a book called Dear ,
-Aiﬁaghgz. She told us that it contained letters ‘from

parents to teachers. ’

Julie told the class about an articlqgéhe had read

which informed teachers on what to put in bird

feeders. , -
Holly mentioned that she brought a recipe to class
for snow ice cream. She added that she had a book
of addresses for obtaining various things for
children.
Janet told of a book that she fel; was ‘valuable for,
teachers entitled Teachers Gold Mine.

‘ - ¥
Georgie informed usg one day about some easy-to-read

books that she encountered. -



| 132
° s

Y

- Julie said that she had recently purchased a copy of
a book called Igaghgx; Dr. Mullen said that she
thought t book was out of print, but praised it
nonetheless Julie said there must be a new edition
and %old w{

address. [1 wént~_to this bookstore a

ere she had bought it. Many noted the

few days later and tried to buy a copy. I was told
that it was out of print but that they had recelved

v

quite a few inquiries about it.]

There Were other examples. Students were usually quick -

to note these shared items\on their logs or a pieée-of

available‘ﬁapér;"For many thés& forme& part of a fesource

file, to ge 'referred to in the futurg. Holly commented

. | P .
during our " first Conversation:

.I've got a lot of ideas but between last
year and this year there's been so much;
the thlngs that they've set up, the things
that we have to do, we're free to photocopy
t#i#hgs that people bring in; even this year
we're having that resources - sharing
resourced - sign up, bring something in.
People can photocopy what they want,, and
I've got so many ideas from other people
That's something that I really llke

Y
\‘)

1

o Students would occasionally make‘rgﬁerence.ihutheir
logs to t?gir désire for practical informatioq.; Melinda
noted Qnejday that she found one of the texts particularly
usefdl. She wrote: "Overall, I really’enjoy reading this
textbook  for it pfovides practical as well as theoreticai

!

presently I am more interested in obtaining practical ideas

informatiord." On another occasion she wrote: "I guess

. for teachlng oo 9L ‘
Ve Even the course expectations which the ‘students
.espoysed on the first day reveal a practical orientation.

For -example: ’ v
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Melinda: to learn program planning on a yearly basis.

Lynn: to acquire ideas of what to do with
children.
Pam: .~ to gain_ideas on individualized instruction.

Holly: to learn how to help c¢hildren deal with

problems originating at home.

Janet : to learn ways to plan for the curriculum.
Y . ; .
Becky: to plan using themes.
Gwen: ways to get parents involved. in the
classroom.

' Glenda: - how to prepare for gifted kids.

Mardi: to learn how to deal with the first few
weeks of class, i.e., forms that)|need to_be
filled out, etc. |

The majo;ity of stated expéctations for the course had a
distinctive "how to" emphasis. .

A similar orientation existed in the EdAdmin course.
The course content was seen by many as ‘being relevant to the
needé of teachers.. Students ffequently méde ;om;tnts like
"this is stuff we need to anQ,ﬁ %r’"this'is relevant
information." Content was assesééd in terms of its
relevance. : RN v

Words like "practical™ and "relevant" were used to

assess the degree program overall. By their third year the

students had formed pefspectives on the usefulness of the

. . ¥
material they had studied. Dana commented one day:

Is

a
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I think we have to take too many courses
that could be exchanged/for more. exposure’
and maybe more pract;cag‘courses like the‘
CI's and stuff like that, [rather than] ™~~—
talking a lot of foundations and what not.

I asked what she meant by a "practical" .agurse. . She
replied: -

CI courses where...not necessarily learning
about the curriculum but teaching jsideas
and...I think the projects that “we've
done...of all the things in €he last two and
a half years that we've done, the things
that have been most relevant are the
practical things we've done. The projects, .
the actual doing [of] lesson -plans “and
setting up resource files and that kind of
thing has been more beneficial than
“analyzing a textbook.

Leger made a similar comment when I asked him about

the elementary program at Highlands Unlver31ty

*, ‘”h’ -
"The elementary program in genekal I don't
like because it's far too general and "far
ltoo phllosophlcal They don't teach you the
baslcs on ™this is how you teach." They
4 teach you - for instance, the 'music
curriculum, théy taught us how to play the
ukelele and*the recorder. They didn't teach
us how to teach the ukelele and the
recorder. So right now my ability to teach .
music is nil and I hope I never have to do
1t * :
R N
Beyond the desire  for recipes and practical
information for ‘teaching, there was another dimension to
this pragmatic orientation: that. which was practical for
university students. The world of these students was
composed of assignments, tests, schedules, exams,- classes
and'grade-point averages. " as ‘the grade-point average was
con51dered to be, important for. future advancement, students

were keen to maximize the p0531b1l1t1es of obtalnlng



‘( ‘ P 135
: 4

'accept le grades. Adding*this to the schedule pressuree,
studénts made frequent attempts to“ learly define and
delineate what it was they did or didn't have to do or read.
Essentially, they learned to "work the syst@n." '
They would inquire about dates for qurizzes, or due
‘dates for papers. They'd went_to‘kndw how much of the
textbook they had to read. They'd want to Xnow where thiy
stood in the course, and they were subsequently displeased
when they'd received little ﬁeedback (in the form of marked
assignments) by the halfway f int of the term. They'd want
‘tg have test and exam conteﬂt clearly spec1f1ed and would
ask questlons about style of writing. The day after
listening:to a guest.§peake: ;n 'EdAdmin from the.loea;
teachers'\association;ﬁﬂhe very first qué@tion asked in
class waS'.'"How muchﬂof the [professional associatfon]
stuff would you expect us to know?" All of this }epresents
ways in which the students went about defining or
structuring‘theirnsituations so as to maximize the potential
for good grades.  They Qere defining what was expected of
them; thexwwere "working the eystem." |

P?dﬁ&ems arose when they were unable to cléérly
esﬁab'fgnathese,boundarieéh or when the information whic
was provided tutned out to be - in their view - misleading.
jThis was especially true of the EdAdmin quizzes and. term
paper, and is elaborated upon in the next section.] '

On assignments students would take pains to escertain
how to please the instructor. They'd comnent when"engaged
in a331gnment preparatlon "I- wonder if she'd accept that?"
or "I wonder if that's what he wants?? In Early Childhood
" the assignments had been clearly (1n:my'view) detaileg\on
| the initial handouts. Yet, with every assignment and every
. new centre activity students would éegularTy ask for
clarification or elabdration; They'd %ttemptcio clearly
structure what was belng asked of them sv that they could

prov1de the instructor w1th what she wanted It was almost

~
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-as if they mistrusted the ‘written word; as if they had to
hear it from her so as to avoidvaﬁy_possibility of efring,'

and losing points. ' _— ' ' \

R i red N
"Required Activities" enters into all of the issues
and.concerns discussed thus far. »All of the compulsory
activities in Early Childhood related to unstructured
learning environments, so the_struéture of such environmeqps-
was an underlying theme in "all of those aqtivities; Fhe
schedule pressures which students exﬁerienced_&ere largely a
result of of deadlines for required activities; these
activities constituted students' principal fgci-as they
fofmed the basis of each individual's evaluation;'and they
constituted the hub of piactical concerns, both in térms of
Lhe relevance of the content and in their efforts to "work
the system." So why establish a separate category when the
topic is subsumed under many others? My rationale is that'
there were comments made in my .presence about these
activities which go beyond other categories in illuﬁinating
“the students' world. I can't claim that the topics
discussed here don't overlap with others - they do. For.
that matter, all_éf the categorie§ are interrelated. But by
virtuq of their frequency of ménpibn or the emotion they
called‘forth, these'constitﬁig issues and concern%, and
since they all relate directly to the compulsory actiQ}ties
I have chosen to deal with them under that umbrella. '

[\

Early Childhood .

Of the three majorgassignments in Early Childhood, # 2
and # 3 generated a degree of concern. Uﬁlike assignment #
1, whi h was '"university—containedn" both *of these

»
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aSSLgnments requlred the studente to visit local schools
In some cases, thls proved problematlc
For a531gnment # 2 the students were asked to visit
" the school or daycare of their adopt-a-family child in order
to assege the ‘program in light of certain criteria they had
established: Student concerns first became overt when Holly
:ésked'Dr. Mnl en to clarify the term "assess" one day in
class. . ‘Before D

ullen could’tespond Holly told her, and
the class, that sre wasn't qualified to assess a school
program. For a cime class discussion focused on this
assignment, and it was apparent that others agreed-withr
Holly.+ Dr.'Mullen said that perhaps she shouldvhavelused
the word "analee " Melinda told the group that her
"child' s" teacher .reacted negatlvely to the assignment. Shei

had wrltten the followlng entry in her log the week before:

Yesterday evening I telephoned my -
.adopt-a-child's kindergarten teacher to ask
if I might come into her clagsroom for the
‘purposes of 'my assignment. a?hit;ally, she
i wab. very receptive of my request. Until,
S .howexer, once I made the mistake of usina
e phrase "to assess the program" (as is
en  in our assignment write-up), she
: . quick to point out to me that I was ¥
- ‘nguly qualified to do exactly that. I .
.% g ‘ded to her by saying that she was = %®
~»pro.£%ly quite correct and that,I did not.
mean - to make heg - challenged Py me. I
continued on to inform her that the results
of my observations in her ¢ s would be -
merely for the purposes of paper and
ultimately for my own benefit. Following
this, she asked if she may see my work as I
. ‘complete it. Alt .ugh I replied "yes,™ the
situation that I » 21ow immersed in makes me
feel as though . :wust be both careful and
conscious of what and how I use my criteria
to evaluate her classroom environment and '
program for she too will see my work.
\ AT ! T

Melinda was not. alone in her concern. Margo noted in’

her log that. the teacher with whom she was dealing became
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somewhat "defensive" when she used the word "assess." She
. | LY ’ . . : . . .
suggested to Dr. Mullen that the wording of the assignmentj
be changed. ‘ B
Holly avoided ‘the problem with her classroom teacher
by not fully reveallng the nature of the a551gnment But
.there was little doubt - “that she  felt uncomfortable .
cond@eting the asSessment{ She commented: '
I just asked her if she ‘wouldn't mind
answering these questions and she said she
would, so that was fine. But I was kind of
‘nervous around her. I guess maybe because
of the nature of the assignment. I'm
assessing a program, and I feel really
uncomfortable -doing that. Even though she

doesn't know what Iﬁn doing, I still feel
- - nervous around her. L -

This situation'caused Holly, and others like. Melinda,
to renegotlatela v1ew of" themselves as students in a new”
settlng ‘ Holly felt that as a student of teachlng, and not.
an experlenced teacher, she was not 1n a p031tlon to pass

judgement on a- school program I querried her on this:

~

I don't feel I m quallfled . I m not even a

teacher yet thlrd year university - and

I'm supposed to go out and assess a program.
- Two months, or. - one month of teachlng -
t experience behlnd me! ' '

kY

A551gnment # 3 required thaf the . students visit the school
in which they would be student teachlng in order to develop
a prop box. - The idea was - that they would d—velop their
boxes about a theme of interest to the children, use the box
with.the kids,and‘note theit”reactions, and share all ofi
this “with their classmates in the form of a presentation.

‘The students were asked to;indicate“when=thevaished to
- share their boxes on a sign—un'sheet'brovided'by.D:. Mullen.. -
'On'the’day‘they were signinglup,_l asked Janetnfo: her
reaotion'tofthe’assignment, She replied{ "It's stupid!
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Totally , stupid!" - 1 dldh't have an opportunlty to»
’1nvest1gate her feellngs further at that tlme, but made a
mental note to raise ‘it during our next’ Conversation. By‘
that time the a351gnment had been completed and this was

how she explained her 1n1t1al reaction: 2

Y

Well, because we had to dq into the

school...it took so much time.  You don't
just go into the school and look at things
and go home - you're supposed to throw it

together but we couldn't. No one just threw
their box together. As far as I'm concerned
I did throw my box together, ang it still
took me three days,®and I was travelling all
over the ©place...asking for things,
borrowing things... '

‘In hindsight Janet thought it was a veryyuseful:exercise'and
wasl§lad she had done it. - But her earlier comments and-"

worries are reveallng because they suggest that a part of

. the negative reaction to a551gnments may not: be: dme to“the

nature of the a531gnment itself —@although thlS may be a
temporary culorlt - but due to the fact that it 'is just one
more thing to accompllsh in an already tlght schedule

Margo commented on - her prop box a351gnment and agarn
ralsed the Lssue of time:

\

..andvthe prop box was a totally irrelevant
time. Like the idea of a prop box is a good
.idea but [in a hastened voice] "go .into your
placement, gquick-quick-quick, do a prop
box... and rush over jthere and put 1t 1nto

. the classroom and rush back."

She was obviously upset by the limited time available for
developing the box, and the fact that it requirgd adapting

\

‘to the schedules of the teachers and children in the

: O
schools. *

- The contracted term was a major issue.’ Melx;
commented much later, spe01f1cally about a531gnment # 2,

that it was probably a great ‘paper but the wrong year in
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) iwhych do it.

J“u'back Eecky told me that Drf'MUllen S prlmary cr1t1c1sm of
."_hers had been that the _vysual presentatlon was too

P : 752
. cluttered. ‘Thrs upset he ,greatly, for she felt that che

fy 31gdment # 1 d1dn t create the same concerns as the
other two, but drd_hlnt at. two aspects ofvstudent life:
competitlveness and the desire for practical,knowledge. lhe "
students were asked to develop a display, provide a handoutyl
and give an oral preSentation on.a topic relating to indoor
envrronments or worklng Wlth parents I‘noted at the time
the presentatlons were belng made that there seemed to be a
strong element of one—upmanshlp I asked Holly one day how
she felt’ about the ‘presentations. She responded "Scary!
They're really good _It's hard" to try and ﬁork up to match
’somethlng like. that. Tnls feellng of havrng to out—perform

the others is also- ev1dent in Janet's comments 14

P

LS

I thinkhit's g matter of we all_have,to do
it. No one wants to be first,. they don't
know what's expected. Now I wish that we
had 'gone sooner, because the more we see the
more we feel we have to do;: ' -

ThlS competltlveness showed . 1tself in another way
The lnstructlons with a551gnment 1 l;mlted,the spage Whlchj

the students were to use for thelr‘dlsplays  Some

however,yclearly exceeded these. hlmlts and in so\,doing
d~ralsed the Lre of others Afterﬂthe marks had been han

”hadfmade every attemptﬁto ‘confine herself to sthe spacc

Tlimitations, while others had gone overboard and had not
a3

B ubeen penallzed u”~-6'

c

Beyond the . com%etltlveness, the presentatlons had a

S very . ‘practical v&iue -{and not just for the developers.

"fffOthers saw the ‘1nformat§on provided by each group -

rp*{espec1ally the handouts,— as very beneficial. Much of this

:.1nformatlon became - part of each student S resource file.
" Janet and: Holly both confirmed that they had galned ‘a number

4
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, - .
of ideas that would otherwise hwave taken hourSiofﬂindividual '
research. = . . - § LT l:.lf!. . )

Educational Administration

Whereas the reﬁuired activitles.iﬁiEarly C‘hildhoo'd'j
‘gerved to empha31ze the elements described ’above, ‘the
compulsory act1v1t1as in EdAdmln empha51zed the ‘rustratldn
and bltterness some felt at bdlng treated T in thelr v1ew -
unfairly. . ’ S |

The two qulzzes brought out "the most 1re When the
first quiz was returned many: of tHe ‘students were upset at

hat they con31dered to be the amblguous,nature of true and
;alse.questlons. Becky commented "I didn' £ like the quiz.
I thought it‘was very subjectiye ' There are Stlll questlons
I'd argue to this day but can 't be bothered " Both Janet
“and Holly thought it was - in Holly s words - "a farce.

For Janet, much of . the' problem stemmed from. her

indecisiveness in deallng with true and false questlons She

explained: A

To me, I debate'everythidb. “So I get an
.answer and I go:."Oh, that's obviously true,"
and I'll write down true. And I'll come back
to it and I'll read into’it. You've got:a
fifty-fifty chance...it’ can®t "be: that easy,¢ 3
that S my problem, so I debate 1t # A

Based on the_questions raised . in c‘assywheh:the”quiz:
was returned, others ‘also debated the . questions and’
interpreted them in various ways. , f | f_

Holly felt that the students had »been,.given"no _
dlrection in the content to be'cOvered: L L s

. J \ .
For me.it wasn't ‘that it was true or false,-
I thought it was ]ust stupld -,They didn't
tell us what was going to be on.  All the

. stuff on there was nothlng we, took 1n class
\\Not really L - .

3
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" There was a similar response to the second quiz, only
thl; time Janet concurred with Holly about the content. I
'saw "her shortly after the quiz and shéﬁéomplalned that, in
ﬂh%; view, it was terribly unfair. I overheard Llnda comment
about the quiz to Lynn one day: "I thought it was
Jrzdiculous' Totally ridiculous!" iynn agreed. - The
reaction from every student with whom I spoke was the same.
| They felt they had been mislead, cheated

. The experience of these qulzzes caused many of the

etudents to become mistrustful of the final examination.
“When Dr. Colwell told the class what would be on the final
- exam, Dana muttered: "But he said that:on the last quiz, and
lookvwhap happened.” But whenlthleinal exam had been
written, there was general agreement that it had been fair.
And there was also some finger—pointihg. Becky commented

some time fater:

- Their final exam was good. I could tell who

" makes up the exam. It's obvious. Obviously
the first two exams [Dr. Woodward] made.
Seriously! And that last one it was so
obvious that ([Dr. Colwell] made it, cause
you could understand the questlons . .you
knew what he was asking and he wasn't trying
to trick you. I have this idea that [Dr.
Woodward] was always trying to get us to
answer wrong. The questions just seemed to

- say that. ' ‘

The major paper in EdAdmin also created problems for
many of the students: They were upset at not knowing the
topic until the course was three weeks old. Janet commented

. ) 1 on .
during our first Conversation:

One thing about that class a few people were
upset with...we didn't get the topic for our !
paper - and it's due in three weeks - and.
just Dbecause they hadn't organized
themselves ahead ,of time, we're going té
y suffer. I think because we have so much
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due...and that's one of-the things we could

have gghd of worked on. It seemed as though

we "ju t got .a topic thrown at us. It almost

seemé¥ as if ‘they just plcked it out of a

hat. And now there's going to be sixty-five.

people - in theclass, working on (fe same
topic, all due™the same day.

4
Furthermore, only one book had been listed as a reference

for the papér.' 'And as 1t was not on reserve, someone had
afready checked it Qut. Holly' s frustration and bitterness.
was.plainly’eVident: ' '

" I don't even think the topic is relevant.
-I m not going to learn anything from doing
~it. I'm not going to learn one thing from
d01ng the paper. And it's worth how much,
twenty-five?' Twenty-five percent of our

mark! ;
) "The topic itself - The [Province] School Teacher in
the '90s - was one which many had a difficult time
delineating. In Janet's case, the topic required much

supposition, and she found that personally difficult:
-3

For me,  they always want to know so much,

and I doa’g ‘know anything. What teachers

~values gﬁef .what they're going through

, _ now. . ané@ “you have to project into the

o . future. I'm not that kind of person, so
o that topic 1is really hard to me, to
» . speculate like that. ' :

She was unable to clearly structure éhe topic-in a way which
§he felt- would satisfy the lnstructors - Consequently, when
she did hand it in she didn't feel particularly pleased with
her efforts - not because she did a poor job, but.because
ehe’was neﬁer fully certain what'waS'being sought. As she
said shortly after pa351ng it in: "I don't think it's what
he wants." » . T 7 '

Holly' 3331tuat10n was 31m11ar On the day it was to
be passed in I arrived at class a few minutes S&g}y. Léger,

0

e



Janet, Holly and Edith were seated at the back commentlng on
the assignment. Leger had latched ontios Holly s paper and
was leafing thieugh it. She hastily- @Taﬁ%éﬁ it from him,
saying that it was pOOr and maée it very clear that she
didn't want it Vleweq by others. After class I asked a,ﬁew
of the students whether I might. read their papere.‘ All of
them replied affirmatively except Holly. She said that she
_was too embarrassed by it. ’

As I left the’ classroom on thlS same day chanced
upon Malcolm in the hallway. He was‘clearly frustrated by,
the paper and told me that he had had a particularly
difficult time writing it. VYesterday he had called Pam to
find out what she had written and as a result, ripped his
up and - at 9:00 the evenlng before it was due - rewrote it..

As with certain of the reQulred activities 1ﬁ§Early
Childhood, the major paper in EdAdmin created a great deal
of frustration foé some students. Part of this was due to
the perceived vagueness of theytopic, ahd part due to the{ .
fact that it was one more thing to be done in an'already
busy schedule. This was aggravated by the fact that the
instructors. withheld details of the a531gnment - most

importantly, the topic:- until the midpoint of the course.

The practlcum rarely came up in conversatlon prlor to
the postlng of individual placements. At first I was
surprised, for this was the profe5510nal year and this
partlcular‘practlcum - their second - was "the longest and
the one deszgnated as preferred placement, i. e lower
elementary Once the placements were known, I promptly
realized how 1mportant thlS practlcum was in their eyes, it
wasn't that they were unmlndful”of its approach, it was just

that their time was fully OCCupied with academic pursuits.
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Beyond this, without actually seeing the schdol where‘each
was to be placed, there was little substance to taliﬁhbout,\
little more than conjecture
Just before the placements were postéd Dr. Mullen
’articulafed what everyone already knew. And if there were
any doubts about the importance of ‘the’ practicum, she
quickly dissolved them by saying: “Your student teaching is i
what ‘they look at for job placements." She. also deﬁined the
academic coursework in relation to student teaching,,Saying:
"You can have nines all the way down, but..."' Whdn Edith -
asked whether the evaluation from the first round (the
nOn-preferred lacement the previous term) was used by
prospective | loyefs - she'd had a somewhat negative‘
expepience ~ Dr. Mullen told phe class" 1t they were not
required to produce thqse results. Se this was it, make or

—

break ‘ .
The firsé//exposure most students had to their
placements was in the conduct of assignment ‘% 3. As they
came back to the class ‘with their prop boxes, their
reactions to what they had seen came out, and many were

negative. The students had spent the term immersed in a

. particular perspective on suitable learning environments for

young children. - This first look at "real” kindergarteni
classrooms made'many realize that what "should" be is not
necessarily what is. On the day befbre classes ended many
shared their stories and the ~central issue, as always,
related to ‘the degree of structure evident in the
classrooms. Cathy told of'a teacher who would only allow
reading and "writing in centres designated' for Those
'burpOses; Georgie told us that while her cooperating
teacher was skeptical of "letter days" or "letter weeks"
(focusing classroom activity around a particular letter of
lthe alphabet), her principal 1n313ted that she db it; many
others said they had seen "D weeks," "R weeks" and "M
weeks." As if to mollify the students, Dr. Mullenvtold us
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that teachers do ‘these t
reasons, (1) they don't. knowégmy béﬁier“'
under pressure from parents _ot‘h%+3fn

pressure from c0nsuthMts

For some,  their flzst deosure tox&helr plat- AL ‘s

brought out feellngs which bordered on betrayal.® ‘ﬁi
wrote the folIOwlng entry in her log nea‘ the. end of ‘the.

term:

. 1'm somewhat disappointed. with my placement
; . in that it seems quite traditional and
) boring. My last  placement was also
traditional, so I was really looking foxward
to an. ECE placement which was really
open-ended and focused its program based on
the needs and interests of the children.
Onf my wvisit -Monday. I saw that my.
kindergarten classroom was not run :that way.
The circle time lasted for about forty-five .
minutes where the teacher directed all of
the activities and responded very little to
the kids. They couldn't have "show .and.
tell" because it took tod long. They got to
review the "R" letter togethér and they all
got to go to the 1learning centres: to
practise the letter "R" and c¢olor nice
Pictures of a rabbit, rainbow.
I was really disappointed. Perhaps I was
too, idealistic thinking that all
kindergartens were run more open-ended. I
did not see any evidence of free -play (due: -
to a film). I walked away feel;ng that the
Program was run based on the conveniences of
the teacher more so than the needs "of the
-children. I'll consider the next eight
‘weeks a learning experience and a CHALLENGE.

Margo's reaction went beyond a disappointment between what

she'd like to have seen'aquwhat was actually there. It was

~a case of right and wroﬁb. She commented to 'Leger and Dana

one day in the cafeteria: "When you walk into a room and see
‘one hundred things wrong, you know there must be problems."
‘0f all the students, Leger's disillusionment was the’

most acute. Dana told me that he called her one evening,
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deéply depressed about his placement. He: commented ;o me

‘during one,of the last EdAdmin classes "We're glven such

high ideals in university that-wé're not prepared for théA

'.real~wofld.“ He even seriously considered attempting to

el

sz1tch his placement but in the end¥ decided against -it.

Hls feelings of betrayal, ‘and his conviction to the Early
Childhood phllosoﬁﬁy,'a;e evident in his last log entry:

. I enjoyed this class, as I always have early
childhood classes. I found out though, near
the end, that everything we learn is not
being implemented in the "real world" (as
you know with my practicum placement). ~
. I' think an assignment that you might
"~ consider in the .future might include having’
to do a program wk re the principal of the
school demands thefise of Basal. readers, or -
worksheets, or something 1like that. that
doesn't fit in with our philosophy. Then we
won't be as shocked when we enter our
classrooms and find these flaws. '

Dr. Mullen's response left little hope of this occurring.

- She wrote:

.

We ¢could do this. However, such programs
are what you have experienced most of your
life. I would rather put my energy 1nto
changing what 1s

v . N . v - S

Not evéryone:wasidisappointéd with their placement,
But these students were less vocal. Nonetheless, I learned
g%at some were very favorably impressed ﬁnd they were
looking forward to the éxperience.' Becky wés amongst the -
happie§t with her assignment. She wrote in her log near the
end of the term:

\ I am really excited about my student

teaching: placement' The school is .gorgeous

, and the teacher is super. I already know

.=, , "~ what themes I will be working with so I can
’ start planning already!!
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For Janet @he practicum placement was not a
disappointment, but-itrcaused her to focus inward and wonder
ﬂabout her own capabllltles During our third Conversation
she 1nchated she was worried whether she could handle it

_-(the p;actlcum), and I asked her to elaborate onythis. She

explained: ' ) -
I don't know, just, the routine. When I
walked in the first time I 9%ooked
around...everything...therel's so much! A
lot of times people take kindergarten for-
granted I think. There's so much planning
to make it go through - just to keep all the
centres going. She does ‘integration and

everything. I feel like I don't have enough
ideas. She keeps her themes for two weeks.
I wonder: "How could I keep a theme for two
weeks?" And music...I'm really worried
about - singify with these little kids.

Beyond the disappeintment, self-coﬁcerns, feelings :of '
betrayal and, for‘some, elation, I detected hints amid .the
conversations as to ‘how vstudents were defining th@lr
‘situations - perspectives they held on what it was to be. a
student teacher.. Others would develop later, but the first
and‘most,obviots was a sense of powerlessness - that the
¢ tpation (the structure of the classrooms they would’be'
en. ring) was given and couldn't ‘be altered. The
impl cation was not that student teachers«oouldn't*make‘
chan;as'to their liking, but that they wouldn'’t if they
hopea to emerge with a good report. As Margo commented one
»day "I could go in there and change everythiﬁg and she'd
szv. 'Goodbye, kid.'" Janet shared this feeling and\eﬁme

2Cctly to the point:

.it's hard you know, bgcause you -can't
in there and change  everything aroun
because you're being evaluated by them. So
you cut it...you forget ‘What you learhed at
university and focus on what they' ré d01ng
and do it their way,..ﬁf

.
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The Structure of Learning Environments

Schedule Pressure

the rélétively unstructured arrangements in.

Early Childhood were somewhat problemat;c

for  those wha felt the need of «more

direction. While a few claimed to be' quite -
comfortable with this approach, others felt

that they didn't wuse their time as

efficiently as;they might otherwise have

done. oy \

T
’

-,

desplte personal dlfflcultles in ad]UStlng

‘to an open classroom learnlng style, most

feIt that this approach was very approprlate
for young chlldren 'As

hoeY
‘.n

0
theamarﬁ difficulties which a ‘few foresaw in

the« 1&plementatlon of a- learnlng centre

classroom focused onstwo areas: a. how 1t 5

would mesh wlth -a ”prov1nc1ally dictated,

\,

structured @ﬁrrlculum, and b. personal

'feellngs of not belng in control of what

trangplres in the classroonar—~

y

Y

most of the students felt “that. thé

contracted six week term placed undue

pressure on them,
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- -for some,- the time pressures . created
frustrations and® anxieties which were
directed at various elements of their world,
such as assigned activities and, in Janet's

case, loved ones..u

- due .to "the limited  time, most found
; @

.themselves focusing exclusively on

compulsory activities end..giving only

superficial attention to others.

‘3. Concern for Marks

roo N

{s they receivedp prlmarlﬁﬁ because
xgperce;ved relationship to future
endéaveurs, notably employment.

+

gz in splte of the practlcallty of good marks,
g'};'

A éysome felt ‘that. the mafklng system at the

¥ 1

It unlversity :was suspect and- that grades were

NN o necessarlly a reflection of ablllty N
1. Matdn, 1Y W L .

"a_ _‘r._ﬁ«i‘,)‘ ) \
e Y | 5 ,
4;};AL& That is Practical® ' : ‘

. - there,. was a’ strong tendenCy -to separate
'practlcal U ot “recxpe knowledge  from

theoretlcal or phllosophgcal knowledge.

- course content and class transactions were
judged larqely on thelr pespelved usefulness

%

for teachers

~ students werefveﬁy pragnatgegin delineating

Vs
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all that was required of them in order to
obtain satisfactory grades, i.e., they

. learned to "work the system."
Required Activities - '

- the two Early &£hildhood assignments whiéh

| called on :the students to.go into the
SChodls created some problems. The
"assessment - assignment" ”conﬁronted some
with role limitations of béing-a ";tudent."
The prop box assignmené' created time
pressures because the ‘schedules of other
people '(teachers, children) had to% be’
consider%g: These’ problems fostered an
initially'negat£3e reaction towards them.

~ -in hindsight the Eaély Childhood assignments‘

" were viewed qubEneficial, espeéialfy in
light of the practical knowledge they

)

generated.

- the quizzes in EdAdmin were generally seen
[

to be misleading and created a distrust

s towards future such assignments, and a sour

attitude in general.

- students were upset that the tbpic for the
EdAdmin'ﬁaper was_ not revealed until midway
through the term, forcing the need to put it
together hastily.. | ]

- some considered the topic of the EdAdmin
paper to be nebulous, and thus had

difficulty coming to grips with what was



being demanded of them, i.e., difficulties

"working the system.™ D

\ _ S e
6. Anticipating the ‘Practicum’

the - practicum was viewed as the nmost

" . important aspect of the entire program.’

the first exposure which the students had to

‘their placements brouéh "out a volley of

criticism of teaching practices.

for some, notably Leger and Margo, there was

disappointment with _their. placements,
1nvar1ably related to the’ structural

arrangements in thelr a351gned classrooms

in Janet's case, the practlcum brought ou

fears about her own ability to be able to~ do

!

the’ sorts of things a klndergarten teacher
does. ‘

P

for others, especially Becky, thereuwas joy

at hav1ng been placed in a "super"
situation. o - '
Chapter Summary :

In th;s chapter I have presented descrlptlve data on

vunrversrty classroom life as experienced Dby the Early

Childhood students:. In -addition, six,"Issues. anaAConcerns"
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were iden fled and described, each of which represend%d a .

prominent element in the university l;ves of many,offgpe,

-students.. These issues and- concerns relaEed. to 'tﬁ”"”*.
structure of xtheir Early Childhoodﬂ_classroom and its
appropriatenese for yoang children, ghe'pressqges‘students
experienced as a result of a contracted academic term, a
general concern for the marks they received in all that they
did, 'a desire and search for "practical" knowledge in their-
courses, ﬁgactlons to the act1v1t1es whlch they were
required to do in order tb successfully complete the
courses, and their thoughts as the practlcum approached

The next. chapter focuses on ‘a selected group of the
Early Chlldhood students during eight weeks of practlce;
" teachlng”at their preferred level.

)



' CHAPTER 5

'~ THE SCHOOL EXPERIENCE

Although I had met and interviewed many of the Early

Childhood students before joining them for regular classes,

I entéred the field with no idea which individuals might

become key informants. As with many aspects of this study,
this was an issue I avoided prestructuring, other than being

cognizant of- the fact that-«narrowing my focus would be an

'eventual neceSSLty I felt it imperative'that I not make

: dec151ons such as these until I was in a position to assess

the nature of" developlng relatlonshlps between myself andJ
vgﬁloUs students. As Lincoln and Guba (1985:256- -257)
a%;ert, informants are ’likely to be forthright and
commun}catlve only with 1nd1v1duals they trust, and trusting
relatlonshlps require time to develop

In addition to this, the two stages of fieldwork were

w)
significantly .different from each other. Durlng theé six

~weeks of classes the students were together cn a daily

basis. So I was able to take part in various of their

activities and observe them in one setting.\_Even then,

“however, I felt it necessary to enrich the data by meeting,
5

with two key informants, Janet and Holly, on a weekly basis
to explore the many facets of unlver51ty life. : -

.The eight weeks of the practlcum itself presented an

,added dimension of difficulty for data collection when the

twenty-seven students were assigned to numerous schools
. , . :
throughout the city and province. It was immediately

obvious that»if I wished to explore experiences in depth, I

154
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would have to foohsgbn a small fiumber of individuais R

Ultimate}y, three pr1nc1pa£§a§actors 1nfluenced. my
decrsrons on the number of key ,rnformants I would" select and
who they would be. The flrst factor I- consrdered’was my.
relatlonshlp with each student I wanted individuals with.
. whom I felt comfortable, people who were open aad acceptlng
of my presence. ] .

Secondly, I looked at.their‘placement.' As the primary _
. emphasis in the Early Childhood course was on the structure
of learhing environments, I selected individuala who had
beemhplaced in situations with varylng degrees of classroom,
strhcture (as I have prevrously defined 1t) T ¢ -was
interested to see how theva01’d deal with the "real Qorld.""

Finally, I asked myself how many visits I would need
to- make with each 1nf0rmant in order to accompllsh what I d'»
set out to do. I didn't want to "hound" these student
teachers, all of whom I assumed were already under frequentrl
scrutiny from cooperating teachers and faculty consultants '
' The last: thrng I knew they'd want .was another palr of’ eyesf
fixedvon them. throughout - the day _ Consequenthy, I*dec1ded§‘
to visit each key informant ,6in hlS or her cldssroom once a
week for two or three hours. I' d take care to be present at.ﬁ‘
“lunch hour so we 'd have tlme to’ talk about thei;,h"
‘experiences, then I' d observe them for an unspecrfred perrod»
of tlme .during the day We'd also talk 1n the evenlngy;
(usually the same eG@nLng) over ‘the telephone ln order to
further explore thelr experlences S .'/;~ T

With the demands of notetaklng ‘and ongolng analysrs 1
felt I could see one student each day, “and ‘leave one. day
aside to review tapes or visit other qtpdent teachers_who
might exoect to see me. Consequently, I decided to’eelect
four'key.informants. I'm convinced that any' more than this
would have been unmanageable. L

In” addltlon to these four, I'_continued_ to meet

regularly with Holly and Janet, though I never visited their
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with six secondary infommants and. tape-recorded all our

5conversations.: Of these six, I only visited two in their
classrooms, once,eachu - The data from these conversations,

" and fromvHolly and‘Janet, was used to supplement and enrich
that which I collected .from the four key informants. -

This chapterlﬁh

/bibn divided into  two principal

sectlons " The flr fi % &tltled "The Schools," and contalns

descrlptlve 1nformatrgnvgn the physrcal setting in which
.@p each of the four—key informants worked, "and an outline of
the way their school daysvwere'structured. The second
section is called "Issues and Concerns," and is subdivideo
into major and minor themes. Each theme represents, E%E7
definition, a'unifying idea_which runs through a portion.of
the data. For example, the firSt‘theme, "Role'Definition: A
Tendency to Conform," was, in Margo's case, created through
an amalgamation of six categories which I had identified
‘during the data analysis phase of the study: "Treatment of
Student Teachers," "Author;ty As Student Teachers,"
"Powerlessness of Student Teachers,' "Amount of Teaching,"
"Dec151on Maklﬁg," anﬁ "Céﬁf?rmrng " In other situations,
for any 1nd1v1dual a theme mlght have beéen created by the
merger of a greater or lesoer number of categories. But
lest this be mlsleadlng, the number of categories’ comprisingh
any one major theme 'is of less 1mportance than the fact
that, through separate analysis, it proved to be somethlng
shared by all four informants. This is not- to say that each
“experienced it in a like way, but that it was an issue or
concern for ail*ﬂ This,&then,_is the main difrerentiationk
between major and mlnor themeS‘ a major theme is shared by
all, a. mrnor one 1s " shared. by two or three of the
informants. | . ' ‘
I wish to empnasize that in using the designation
"minor theme" I do not mean to lessen its value. There'is

as much to be learned about belng a student teacher from the
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insighte'detailed‘in some minor themes® as there is from

those revealed in the major themes. For instance, the minor

theme "Student Teaching As Performance" is, in-my view, a

valuable look into- the world of the stgiift»teacner. It
h

only arose, however, 1n conversation wit linda and Margo.

And far from lessening its importance, its absence in

Becky's and Leger's experrencee is valuable jpéo'facto. In.

' this way we can focus carefully on contextual factors which

might explain these " differences and. enhance our

' understanding of teaching practica. ‘I have attempted to-do
thlS at , 8 later ‘point in this chapter.

The chapter close, ‘with a synopsms of the issues and
concerns described ' '

Becky ' o | g

‘ Classroom- Description. Becky was placed -in a
kindergarten in one of the area's newer elementary schools.

The design of the school made it look less like an

institution and more like a large contemporary home. There

is no doubt in my mind that the building was fntentionally
designed 1like thlS 'in; an attempt tbv refleet}“and
consequently encourage, ‘a mere progressive};:poéitive
attitude ‘towards schools and"educationjfthAn. dider,
comparatlvely mundane de51gns do. 0 . R ' | :
Inside. it . was well-lit, bright ‘and comfortable In
pface ef'long corridors. with identical roomS»along their

length, the hallways of this school meandered- around

uniquely—designedfciassrooms{ ' The kindergartgn was at the

end of one of these meanders. . Just oqtside its doors was a

semi-circular bench backed by a hall-divider filled with -
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'blants , , _ _ :

‘The klndergarten was actually made up Of three '
inter connected rooms . or, perhaps.more'accurate1§f'tno¥§c3
pr1nc1pal rooms with a smaller, connectlng ‘one. The maln?ﬁ}?:
room - the one where the children gathered upon flrsti)
arrrylng at school - contalned flve large tables  On the;h %
carpeted floor was an elllpse deflned by numerous strips. of- )
masking tape. On one piece of tape was the, name of the*;g.mﬁ'
teacher.. On each of the other strips were two names ~ the :
name of the child who attended the class in the morning, and .
the name of- the child who attended in'thebafternoon., This
was where the children sat'during‘introouctorj exerclses.ggdl.

many teacher- dlrected activities.

Along or 411 were shelves for the chlldren to place R

their shoes'andgékher paraphernalia. When I flrst visited
“the classroom, the walls were covered:with a varrety of
items, all of which were teacher-made. In the room were a
varietyyof instructional items,>such as a.projector and
screen, and a’ large piano. There was' even a parakeet in a
cage. The washroom was jnst off this room. '

In the connecting- room'r&as a loft, reached by
ascending a well-lit stairway. >1i“never obsérved the loft in
use. Becky told me later that 1t lay 1dle for want of a fan
to C1rculate the air and a teacher's alde to . supervrse the
chlldren.] . The outside wall was mostly glass, with a door_4
leading.to an external play area reserved solely for the
kindergarten children. o '

The other room cohtained five tables, one round and.
the otherS'reoeﬁngular. In cone corner was a house centre
containing a miscellany of domestic items with which the
children could, and did, engage in a variety of role-playing
) activities. To one side of -the room‘Was'a listening‘centre,
complete with an assortment: of"earphones,‘and “a record
~‘player e This.room also contalns -a washroom, plus a
refrlgerator and self storage spac%
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Time‘ Structuring. There were two separate

klndergarten classes each day, one in the mornlng and ‘one in-
‘the afternoon. Each lasted for two and a half hours. .

The flrst thlrty minutes of each class began -in the
gymna51um © During this time Becky or her: cooperatlng'
teacher would direct the children in a number of exerc1ses\
or games aimed primarily at gross motor development On

;_occa@&on the chiildren were 31mply glven thlrty minutes of
' free time with the equipment
After gym. they returned to the classroom and gathered
- on the floor for fifteen to thirty minutes of
teacher- dlrected time (circle time). During this period
- they mlghtaengage in calendar activity (revieWing days and
7months).or'5haring time. Sharing time was a form of show
i;and tell- a chance for each child to bring some item from
;home to. show ' the others. -
After c1rcle time the chlldren had approximately
‘thlrty mlnutes of centre tlme, where they were. essentially
free to play on. their own. '

This was usually followed by a short recess, and the
day concluded Wlth another'vhalf hour block of
teacher dlrected acé&v1ty . The children generally had ‘a
snack before leav1ng for .home. . |

| Inltlal Reactlon Becky “had nothlng but praise for
the atmosphere in the school She was partlcularly
tenthusrastlc about the principal and descrlbed hlm as, "super'
“nice.". She told me' that all the classes gathered for a
thlrty minute . assembly once each week. These megtxngs were' 
conducted largely by WO s%u?ents ffbm the upper grades. |

All of this’ —,thqﬂphyslcal layout and what she
assessed'as a child-centered apptoach to schooling - created
a p051t1ve 1mpre551on on her from the very ‘first day. She
descrlbed it this, way: /
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It's. really neat. I've never seen that
before ‘[referring to the conduct of weekly'
asiemblles] The whole atmosphere in the
school ... the kids are free to be (slight
pause)'peeple; They're not told to6 sit down
and .shut up, as you can tell by this room '
.. it's really neat. It's the way a school
should be - fun. It still has rules, it
still has structure, but it's fun. -The kids
don't mind being here. It's just neat to
see. I hope that's the way our trend is

going.

»

Ciassroom Description The elementary-junior nigh
school to whlch Leger was a351gned was Cathollc, and
situated in an inner city area. - Unlike Becky s school,
there was little cnance ofimistaklng ‘this structure for
anything other than what it was. The design inside was the
'same as thousands of other schools: long, tiled corridors
‘separating functional classrooms. S

| The klndergarten classroom was small and appeared very
cluttered. The space was divided into an assortment of
centres and activity areas, an arrangement which I doubt the
original designers had in mind. - Even with the space
limitations, however, there were lots of things fonachildren
to do. There was a listening and reading centre, two
special interest areas, a rellglon centre, a languagg centre
(where, much to Leger' s chagrln, the chlldren frequently
_traced letters of the. alphabet), a math centre, water play,
a rlcertable, a house centre, an-artist'sfeasel,and; of
course, ‘a earpeted'areavreserved for circle time. 'The‘room
was also equipped with a washroom and a sink. While walking
‘throngh the halls of the school I had noticed quite'a few
| examples of childrens' art work on the walls. This was not
the case in the klndergarten ‘°Everyth1ng on the walls was
“teacher-made.
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Time Structuring. S 'cﬁre were two kindergarten ‘classes
each day, each .lasting a 51mately two and a half hours.

The first thirty mlnutes

:‘%&acp class began with opening
exercises. This included a ehdance, prayer, a good morning
(afternoon) song, calendar act1v1ty and a check- gn the
weather. . :

When this was done the children had a half hour of
centre time. This might either be an open activity where
the children visited centres of their own volltlon, or a
more structured activity such as an art progect ‘ .

The children had a snack after centre time, followed
by a fifteen mlnute recess. ‘

The day ended with more group activity such as music
‘time, finger plays, storytlme and a goodbye song.

‘Initial Reaction. Leger's initial.reaction to his
. placenent atood,in marked contrast to Becky's. As I've
.related in the previous chapter, Leger was undoubtedly the
most fervent of the Early-Childhood students in championing,
a child-centred philosophy of school curricula and pedagogy.
'Consequently, he was astounded and disappointed to find
himself in a kindergarten where most of the childrens' time
was teacher-directed. He was further distressed to learn
that hls cooperatihg 'teacher s approach to language
1nstructlon centred on individual letters of the alphabet:
letter days, cuttlng ‘out letters, trac1ng letters, learning
the sounds of the letters, etc. He ardently believed that .
it was all meaningless. ‘Because of this, (although.he did
not . openly betray hlS feellngs to his cooperating teacher)
the tone- set early in hls practlcum was anything but
positive. He commented:

My initial reaction was that (in a slightly
" subdued voice) this is horrible. Because
it's very quiet in here. You know, the kids
do not get overly loud and have fun, and
play. ' '
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Claséroom Description. The elementary schibl in er o
Margo was placed, while rot as new as Becky's, was ‘much mJ e
contemporary in de31gn than.Leger S. In many ways it was
similar to most other schools, but subtle differences in
paint and lighting made it more attractive and informal.

The klndeﬁgarten was in a room of average size- It
looked larger than Leger's, but I think this was more the
result of furniture arrangement and wall color than actual
floor area. The omnipresent circle area was -located in one
dérner, near the only window. This' space was the only

'_;frpeted area in the room, and it was where theochlldren

fﬁthered for morning (afternoon) exercises and
hEacher—directed activities. The walls wgre?covered with,an’
ndance ofaitems, once again all teacher-made. To one
'ﬂl of then room was a - long counter with a srnk and
cablnets, and a washroom nearby Much of the area was
arranged in centres, many- of whlch looked llke those in the
Early Childhood ¢lassrooms at nghlandsqﬁnﬂver31ty, two or
three tablesvplaced together w1th,part1tlons in between.
There was also a large round tabie for small group work.

Time Structuring. As with the other klndergartens,
there were two classes every day of twofand a half hours
duration each. ’

The children entereg'the classroom ten minutes before
things actually got underway. They'd go to the circle area
and read by themselves, or perhaps be read to by Margo or
her cooperating teacher (or, on more than one occasion, by
ne) . ‘ v v .

The first half hour was devoted to circle time and
this was totally directed by the teacher. The routine was
fairly structured; a few moments with the calendarL then on

to the weather; a review of hand signals (telling theni to

-

y
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- look, or to -listen), and a song or two .
The following half hour to _orty- flve minutes was
»’devoted to centre. time. The children could gd to various
centres, although there would occa31onally (to Margo S
annoyance) be one or two areas, notably math and language,
which were dompnlsory. Margo and HEE cooperating'teacher
participated in centre activities Qith the children, an
interestifg contraet with Beoky's situation where‘they
merely observed from afar. »

After a short recess the chlldren went to the llbrary
where they'd be read a story and browse on thelr own. On
certain days each child would seledt a book to keep for a
week. ) .
" The day.concluded with a thirty minute gym period.

. Initial Reaction. Margo's belief in a child-centred.
vapproach to curriculum and 1nstructlon was similar to
'Leger.s. However, she had a ‘happy-go- lucky facet to her
personality which seemed to prevent her from becomlng as |
distressed as he did over the negative oSpectétof her
placement. ghe quickly adjusted to the fact that,hwhile
this was not how‘she planned to operate her own‘claseroom,
" 'this.was the way things were going to he for eight weeks and
,there was. little she could do about.it. But she told me
that she was disappointed at flrst, and her feelings aboutv
the classroom were unamblguous 1n the follow1ng log entry,

written on ‘the second day of the practicum:

‘¢

I feel that ([this)] classroom is geared for
the teachers. There is not one speck of
childrens' wdrk on any part of the classroom -
: walls?i\{~€szi strongly that -the classroom
‘should be' the childrens' room; that anyone-
who would walk into the classroom would be
able to get a feel for the children in the
room, because the walls would be full of
their work (stories, plctures,‘wrlting, art -
work, etc.). I find that this room has many

. "lovely" posters and, pictures on the walls -
but do the children notice them or make
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comments about them? Many of them are not
even at .the <child's eye level. How

"meanlngful ‘are these wall decoratjons??? I
know that this 'is somethlng I would change
‘in my own room. .

Classroom Descrzptlon Melinda was asSigned to a
grade one classroom,’ and 1t contrasted with the placements
of the other‘three.lnfqrmants in almost every way except
one: the walls weregcpnered with numerous teacher-made
articles. ' V

The classroom was one ‘that all of the- Early Childhood
students undoubtedly would have labelled "traditional®" or -
"structured." The children sat at individual desks arranged

in rows of two. Melinda told me that a child's placement in

one of these rows depended upon his or her reading ability.
Thus, some of the rows were for thcse in the advanced -
reading group, some were for the poor readens, and the
‘remainder for those who fell 'in between these two aextremes.

The teacher's desk was located in a back corner of the room.
kIn,fact, the periphery.of the room, with the exception of
the front wall, was occupied by a series of tables and
bookshelves. Across the front'nas a chalkboard, most of
which was divided into snecial-purpOSQ' sections. For
instance, one ‘block of space‘was marked "Agenda," and'v'
contained a basic outline of activities for language érts.
Another block was titled "Workbooks," and idéentified
‘assigned workbook'pages for the -children, depending upon the '
reading group they were in (these groups were designated by
the colors blue, yellow and 'green). Yet another portion of
the. board was given to printing instruction. This area was
lined like a scribbler page to allow for the neat printing

of letters and sentences. [{During my visits I noticed that
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there was ajstrong phonics emphasis in the language arts.
‘This area of the board invariably had words printed there’
whlch were intended tp_ emphasxze the. sounds of certain
letters For example, durlng an "o" lesson, "our owls hoot"
was wrltten within the llned/grea of the board. And when
"u" was the centre of 1nstructlon, one of the word
assemblages printeo on the Dboatd was "uncles use'
‘umbrellas "] Another sectron of the board was reserved for
the identification of children who had been. assxgned to
pec1f1c tasks: office helpers, room cleaners, library
elpers, anq show and tell. g.s

he remaining space was
left open, to be used for any>

L

"As I mentloned earlier, were emblazoned with:

P

a variety of teacher—made item this was a Catholic

school, I was “fiot surprlsed tha fSné;smalLfcorner'area'was

- reserved for rellglous artifacts suoh as a cross and a

Qﬁhotograph of the Pope. [Although the number of schools I

visited was few, I eventually formed an impression on the

use of-wa}i space. There seems to be a general'expectation

in the lower elementary grades that all awailable wall space -
must be used. It is almost as if this is an indispensibie

part of creating a healthy learning enuironment)‘ When

children enter these rooms, they are inundated by a

multitude of visual stimuli in‘every conceivable size, shape

and color: I can't help but share Margo's questions about’
whether the kids . ever look at the materlals, and‘whether
they have any meaning for them.] _ ‘

Time Structuring. . Melinda's teaching day was "also
more r"traditionally" arranged than the others. One
significant difference was that grade one students attend
for the whole school day. So instead of preparing.for a two
and a-half hour class, Melinde was faced with a school'day
which was divided into eight periods. while a specialist
teacher taught music, and her cooperatlng teacher retained

the daily religion class_ Melinda was not Cathollc),
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,Meiinda, once she assumed a full lOad ‘was‘responsible for
language arts, math 'science, social sthdies,fheaith[ art-

and phy31cal educatlon " Most of these subjects occupied av
forty-mlnute time slot | ‘ o '

Inltlal Reactlon Of the four key,rnformants,.Melinda_

“wasl the only one -who didn't react'\noticeably to the

‘structural elements of her placement Whereas Margo. and_
Leger were somewhat crltrcal of thelﬂ srtuatlons, and Becky
ecstatlc w1th hers, Melinda rarely mentioned the phy31cal'
rarrangement §r time stru urlﬁﬁ of ‘her grade one classroom
She was’ nerthervcrltlcab nor approvrng I was greatly
surprlsed by thls, for herfclassroom stood in such v1v1d

- contrast to the Early Chlldhood 1deology Thére was no
question in my mlndqﬁhat had Leger been: placed here, his
cr1t1c13ms of his own 51tuatlon would have ‘seemed mellow by-
comparlson But to all outward appearances, Mellnda was\“
ob41v1ous to this. Instead she was concerned from ‘the very_p

beglnnlng with galnlng a seHSe of what her’ cooperatlng

teacher: expected . from her "'d how she would be evaluated

‘. She explalned durlng my fLrst v151t}

:

. T . : . D S N
' . I was just\more concerned with. what I would
. . be asked to do when, and ... What was my
e - teacher like? How would she evaluate me?
o S How much flexibility would she allow me in

L planning my -lessons and things like that?

T X o K o S

- There was nothing unusual'in this.. 'All student.teachers

ﬁttempt to ‘clearly deflne their® srtuatlons ‘But from thef
' -start it appeared to be more of a coné%rn for Mellnda than

".g; fon,the others In- fact, lt became a contlnulng theme, for

[

. §he was never ab&e‘to answer these questlons td her*own
atlsfactlon throughout the entlre elght week practlcum

i : e Y

. - The remainder Odf this chapter is devoted to ’an
expllcatlon and dlscu331on of varrous 1ssues and concerns
' whlch surfaced durlng the student teachlng experlence

. L b

.o

~
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Issues and Coficerns

Major Themes

o | .

Gulnea pigs. ‘_That was how Margo described student
teachers durlng their f;rst few days of a practlcum She
felt that because they were new on ‘the job the children
would. try to test them, and since they did not yet know the.
rules of the school and the: classroom, they had to- fumble‘
along as best they could. So she ;likened them to gulnea
pigs. Of course, this appralsal arose in part as a result
ofra‘specific situation in yhlch she found herself during

“her ffrst week But, beyond .her case, it soeaks to the
issue of the entry of "outsrders" into an organlzatlon‘— in

this’ 1nstance, a school

There are no culturally dictated dlrectlves whlch o

cléarly uellneate the "role" of someone who has the "status"v“.

of student teacher. We can't say Wlth absolute certalnty.au

that all- student teachers do this or all student ‘teachers do"“

that. But we can'recognlze ‘that the use of the term
"student teacher“ 1mp11es & status,lhand a nstatus
1ncorpo -ates. a - role, 1Aeﬂﬂ a set - of behaviours (Lauer and -
- Handel, 1983:120- 127) That tHese statuses -and. roles may.
':’argely be structured by 1nd1v1duals 1n specrflc settlngs at, ‘
USpec1f1c. tlmes, does not deny the ek;stence of. common;
'-understandings/ ' R | F o
| "For Becky, Leqer, Margo and Mellnda,‘ one ‘common'
understandlng centred on the concept of ownershlp heﬁ

:classrooms they were enterlng were not thelrs.' As such,
" they. were guests, ‘and the staths of student teacher was
- consequently deflned as belng subservient to that of the

cooperating teacherr This was important, for.it meant

M
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holding in check all the impulses and beliefs which might
clash with what. they defined as thefexisting norms of their’
situations. Margo told me early in the practicum that she -
hadfn% choice abdut doing certain things in her room. I

B

asked why. .,

(she laughs). I just wouldn't go and. say:
"I'm totally against it. I'm not going to do
it."” Like, you have to realize I'm a student
teacher. I'm not running the classroom. You
don't go into the class and .start dictating
what you 1like and ‘what you don't like.
There's a lot ‘of ' things that I would do
differently but that doesn't mean I can
:,change 1t o

In 8o saying she had obviously defined her role . as
incorporating whateuer her cooperating teacher asked of her,.
whether she liked it or not. Furthermore, by'using'the

geheral "you"vkas opposed to "I") she implied. that she felt

her understandlng was generallzable to alt"Stg_gnt teachers,

' that everyone knows that you don't juSt enter someone else's

xclassroom and do as you ‘wish, anymore than you would ehter

”

someone s home “and take charge S ;,“.A —
' MelJnda shared thls understandlng, and although it
snowballed to ‘the p01nt of causrng her a great deal of

}-ﬁgrltatxon,‘she felt powerless to do anythlng about it:

. N . ‘
e [Sometlmes] I feel frustrated and. restrlcted
and ce well,_ not overwhelmed ... Jjust

: gettlng tired of people telling me. what to
.do. Like just. hav1ng people . above you all
the ‘time you know, it's- not like "it's your °

... own classroom.. Sure  I'm .g01ﬂg to be
" .teaching full time, - but it's -not my
classroom.  Thére' s .rules that ‘have been

established..in there that I don't feel -I
have any right to.changeg ‘

: Leger also felt thlS sense of powerlessness 1n the way_
he.deflned the role of student teaghers. And, given his

R 1 . . . . N
dedication to unstructured learning environments, this was a

P
TS
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bitter;pillfto swallow. For his classroom was, in his wview,
anything but unstructured. Nevertheless, he felt he had no
option:

.- a student teacher ... it's basically,
‘you've got to do what the teacher says.
- You're stuck. You can't be your -own

teacher; -you've got to do what the teacher ‘
.says so that you're not looking like you're
coming in here and saying: "Well, vyour
program sucks. I'm doing it my way."

,  Beyond defining the - student teacher status as
subservient to the cooperating teachers, the students felt
that to deviate from established practices would be

confusing and*p0331bly detrlmental to the chlldren Becky -
expla1ned‘ e

~h;t1al visit: .

i}

» .
Sikegst® pay attention to how she deals
"with tHe’ kids.  Because the kids ... after
you choose the teacher, she's the boss. The
way she does it is the right' way as far as
these little kids are concerned. It's the

only .way they've ever . seen. - 8o you,
ba31cally have' to model your’ teach1w§ in
‘accordancé with (this]. I' mean, if “it's.

‘your classroom and you set: Up the routine, . .
‘the rules ‘and the way you teach with the -

"#jf - &u¢~k1ds, they reused to'you and ... you know.

. So you have to respect that -and yopu can't g9’
P doing things differently. So I like to
. watch™“and listen to the way she talks. with
" the kids and:pick up on how she deals with R
. them because they are comfortable with that
“and I don't want- to make them feel
uncomfortable § eyt ~

o

o At flrst I wondered whether thlS was llttle more thanA
aé?way» of ratlonallzlng compllance with establrshed*{K
procedure But all of the 1nformants told me- “of. instarices

where chlldren were quCk to speak out when their student

'teacher 1nadvertently strayed from’ the standard routine.. On

some occasrons I observed this myself. The children in

. Melinda' s grade one classroom told her‘how she was, and

b=

,’g‘w

A
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wasn't, to mark their assigned work and Becky's kindergarten
”kids.informed herkh0w‘"show and tell" was to be conducted.
Becky subsequently told me that kids are "really set on
rules" - they don't like having a'familiar schedule altered,'
Leger told of“mistaken;y changing‘the pattern of norning'
exercises one‘day by startinghthe morning song before saying

- the prayer. The children interrupted him to say that things
weren't done that'way. He tried to save face by asking if
it was alright for just this one day. Most went along, but

"~ even thenlsome adamantly began recltlng the prayer during
the Qong He didn't deviate again. , '

" In addltlon, Leger was . concerned that change would
lessen the children's self -esteem. He told of d01ng a-.
phonlc routine with the class where - he “showed the letter of
_the day-and they made the sound. It concerned ‘him that the
chlldren frequently made the sound before the letter was
v131ble » He brlefly thought of changlng the order but was
~fearful that the children would think that what they thought
-,'they knew yesterday they dldn t know today So 1mpact of

.‘change on’ the chlldren was a major ‘concern for him. N

A thlrd factor was also 1nfluent1al 1n conv1n¢1ng some
'to‘stay with an established structure: evaluatlon I asked‘\

'Leger one day why he didn't modlfy some of hls cooperatlng

teacher S practlces whlch I  knew. 1rr1tated hlm -He
responded: Lo B . o o _ *
o ‘ ' . o
sﬁ;Because they re, evaluatlng you. If they -
,gbo,don -t Like, you they're not gqQing, to give you-«

.a good eValuatlon no matter how good you-- -
ot iare. That's the sad. trdthi-but &. think that
S ois’ the truth. You talk to people who' ve
‘gone through it before and people say:
‘#Well,” I've had a. confligt of 1nterest with
) ;'“ my teacher " And it .shows on their final.
o evaluatlon S o L ®

L

# So the studenﬁs deflned their roles accordlng to

established practlces in ‘the classroom and expllc1t or
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1mp11c1t expectatlons of their cooperating teachers ﬂ.They
viewed themselves as guests and out31ders 1n another
 person's domain, and therefore felt obllged to observe
existing custom - Furthermore, they felt that to deviate
substantlally would be confu51ng and dlsruptlve for the

chlldren ,And they ratlonallzed that gettlng a good mark

:} the cooperatlng teacher dld None - of them

aside and stay with an exrgilng pattern ‘ ‘
1mply that thelr 1nd1v1duallty dlgn t s_; ,through,vfor
“_surely no role ex15ts entlrely ;ndependent "its occupant.
Bgt their personal views were, for the tlme belng, largely

suppressed

This conformlty took a nﬁ&per of forms throughout‘the
elght ‘'week - practlcum In a general sense it .meant ab;dlng*f

by : ‘the establlshed routlne of ‘the classroom,"for example,r;‘
t\none of .the student teachers made any attempt to reorder the?; %,
tlmetable, g%en in a minor®* way ' ' ‘ '

L N . ul\ﬁ% N Coe i *
-ﬁ%k - In mdﬁe extreme cases, compllance 1nvolved actually

-

adoptrhg some of the cooperatlng teacher s 1dlosyncracies

~ Becky regularly remlnded the chlldren that one ‘hand should-;“

."baby31t"-the other, as a way of having them keep thelr
hands\to themselves When dlSmlSSlng them from circle tlme"

‘{she commonly adopted her cooperatlng teacher 8 hablt Oﬁ;ﬂ

. 'dOLHg ut by éolor of clothlng She would call out "All._z )

.those wearlng we e green, and any Chlld who could find a
smldgen of green was 0ff’ 1n'a flash. wAnd»so»om untrlv‘
everyone departed When g01ng “from the classrodm to the
gymnasrum she had the children walk in single file to

'prearranged "stations" and wait . They would walk from the"

room to a corrider doorway, then tOfthe'office, then;@h to -

.the gym. At each "station" they would stop and wait until °
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she told them to move on; . During the—class she reinforced
4,appropriate behaviour with comments like: "What good
‘chlldren, or "Aren't they-being good?,;" or "Isn't this good
‘work Mr. MacKinnon7" Positive reinforcement was ubiquitous
in her room. To get their attentlon she- sa:Ld "Does'
everyone have thelr 1lsten1ng ears on?" Her cooperatlng
teacher didn't wrlte daily lesson plans, so neither did
“Becky. All of - these mannerisms~were'copied.from her
cooperating'teacher.-‘Becky felt comfortable doing this
because of her admiration for her teacher and bhecause the
children were accustomed to it. | o
' Mellnda also adopted some of her cooperatlng teacher 5
hablts, though I suspect in her ¢ase it was mote a result of
percelved expectatlony'and concern for evaluation than
admlratlon for the teacher. When she wanted the kids to
'repeat after her shé*would say r"Be my echo. When a
'child's turn for show and tell approached, she would glve
" him or her a yellow card to take home as a reminder to bring.
l‘something to class the next day. She also'copied the systemi'r
:.of using stars for gradlng work which was all correct -
' Leger tended to V1ew COnformltywnot 50 much as.a.
»complete ‘abandonment - of hls own ideas about teachlng, but.
. more as a temporary forgrng of those 1deas to flt someone-

else s cast He commented o L RN S

“It! s motre, bending" to mold yourself lnto the _

L ~mold that the teacher;has And you have to .’
"% » - gake 'your philogsophy and your ideas andspold
T _Tthem41nto what she s gotr S wy

3

., ?
s i

None of the student teachers were wrlllng to,challenge
i,thelr cooperatlng teachers 1n c1rcumstances where they‘
-opposed a partlcular technlque or prrncrple (altpough some
dld eventually attempt to, 1nst1gate ‘subtle changés, as I' ve
gelaborated j a later “sectlon titled "Subtlef
Modrfmcatronsﬁ%& In some 1nstances they didn't. feel sure

-
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'wenouéh of themselVes to’make5an issue of something" In
other situations thelr status as student teachers caused“"'
© ‘some to questlon thelr competence Margo was partlcularlyr
sen31t}ve' to this, telllng me that she. felt "llke a
‘student " her this involved a sense of not being 1n
fcontrol and a tendency to question her own capabllltles I

found’ thlS 1nterest1ng - espec1ally in Margo' s. case - for

5she had worked in a_ profe331onal capacity w1th children in a

“«preschool settlng fo; ‘a number, of years prior to entering

university. Fewlof_the'other Early Chlldhood students had
';this sort of'experience. So, for her, being a student
implied;feeling?likeﬂa student. She told me one day: "I
think until I'm not a student I'll feel like a student."
Near the end of the practicum she wrote in»herklog:-"Ifstill
_don't feel 100% comfortable at all times. Perhaps because I
~ know that I am playing the role g; agstndgnt teacher." And.
even when she did feel certaln of'herself in her opposition
to some aspect of classroom practlce, she usually chose to

‘ comply rather than make an lssue of it. In her words:’

1

You just kinc of léarn to blte your gongue"
_or play along. It's not worth the time and - -
- effort to make a big.deal out of things. that

I don't feel comfortable with '

v Even in Becky's case, in which she developed a warm o
‘and "friendly relatlonshlp with her cooperatlng teacher, she
Achose not. to ‘confront her ondtle rare occa31ons when she
'found herself opposed to 3cme detail of pedagogy o
Furthermore, she made it abundantly clear that even if she
was opposed to most of what. hex cooperatlng teacher dld
she d play along

Playing along did not come w1thout a price, espec1ally.

as the term wore, on. Margo.found herself becoming more and
" more re31gned to d01ng just as her cooperatlng teacher asked

without even so much as a murmur of dlscontent. During my
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.last visit 1n her elghth week she told me of the detalls of
a splder unit she was doing: She said that ‘her cooperatlng
teacher "had suggested a nummer of 1deas that she might

1ncorporate lnto the unlt Margo commented almost spugly

Well; you know what I'm going to do? .
Exactly that! Because I know géft s what |
she expects. And I probably could get away
with a little bit. But if'I s : "Scrap
‘that. I'm doing somethlng ‘totally
different," I don'"t know if she' d@feel good
,about it, and I wouldn't even do lt

]

Melinda's comment, quoted previously,

- repeating, for it eonveys her feelings of reséd
having to conform rigidly to someone else's exp' “”¢ions.
This comment was made during her fourth week:

«f;
[Sometimes] I feel frustrated and rest.if,
and ... well, not overwhelmed ... just
gettlng tired of people telling me what to
do .. Like just | hav1ng people - above you all
the tlme,— lt'S ‘not - like . it's your own
classroom.. Iﬁ?egardless, sure I'm going to
be‘teachlng -full time, but it's. not my
claSsroom".There 5 rules that have been -
A established .in there that I don t feel I
: . have any- rlght to change .

?

1

I was ot surprised to find that Leger had the

greatest feellngs of constralnt regarding hlS situation. He " '~

was decddedly unhappy. with what he saw. happenlng to himself -
- as’ the weeks passed. ' During. theaflfth week I asked hlm if

he had experlenced any confllct 51tuatrons . He replled.

. ’. ~ ' .
‘. ., . [ |

... 7 . The, usual Doxng'thlngs-I‘don“t,like.doihg,»
: : ;llke d01ng thHe letter "R."™ I'm thinking
* this morning I came in just ‘like a robot and

‘changed the letter of the week and got out

the- stuff and thought about how 'I was going

‘to do the letter "R." And it didn't even

strike me as : "God, this is horrible,"

~until after awhile I ‘thought: "What am I

doing?" I'm doing this just ... I'm not

[
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even thinking about it anymore. I'm into
- this rut: where ... I'm doing it, and it
scares me, ' RS .

S L ¢
Conformity ‘was a fact for the | studen{?.teachérs
throughout the eight'week practicum4 Whether for reasons of
status, or out of concern f6r the chlldren, or as a result
of a pragmatic self- lnterest in a good evaluatlon, all of
the key 1nformants felt obliged to abide by the rules and
procedures which existed in their classrodms.- ?hls meantu
following the established schedule, maintaining the'existing
structure, and eyen,'ih some instances, adoptlng certaln of
their cooperating teachers mannerisms None of them would
argue that the experlence was a waste of tlme All felt it
was beneficial. 1n various - ways - some more so than others.
- But at the same time, all of them viewed the practlcum as an
artificial teaching experience in some ways. Wlth the
p0381ble exceptlon of Becky, .none, felt that they Fould truly
be themselves as teachers as long as they were constantly
being scrutinized and asked-to perform in a setting that
wasn'tntheirs Perhaps Margo was not belng too harsh when

she descrlbed student teachers as gulnea p1gs

'
&

Secondary Informants. Conformity ‘was .also an

underlylng theme for all of the eight secondary 1nformants,
although some were more consc1Qus of it than others ‘[Note:

There were .actually six students with whofm | .I maintained

regulan teleghone_ contact,'-butw I've 1ncluded the
Conversatlons with Holly and 'Janet” in- thlS category for "
'aconvenlence ] o i SR B 0

[T

Durlng numerous Conversatlons wlth Holly and Janet,'
Hé}ly, 1n partrcular, disapproved of much that went on in
her. classroom, but’ felt that she was obllged to comply with
it anyway She was crltlcal of lessons which focused on
individual - letters of the alphabet and frequently referred
‘to them as "stupld " She saw little wvalue in worksheets and

‘.
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indicated that she would not have them in her classrdom. y
'But,'in spite of all this, she was loath to confront

her cooperatlng teacher with her objection@% She»told me/:
"I just do what she tells me to do and everything's O.

objected, she'd typically respond: "Because that's what

cooperating teacher] has set out for'her‘plan for the y

r
so I have to do?it." It was as if there were no other
possible answer; as if the question was silly. She said

that her teacher had been quite clear on how the lessons
were to be done: “:lly was to watch her (the cooperating
‘teacher) in the morning and then do exactly the same thing

in the afternoon. |
There was little doubtjthat evaluatlon was at least
_one of the reasons ~why she tended to -conform. Referring
sarcastically one day to a lesson on the letter'fN," she
said: "I did it exactly as she did it." Janet, who Qas
seated acrOSS/fhe/tahle_from her as we talked, made a
—symholic gesture which,:shevexplained, meant "brown-noser."
. Holly responded defenslvely: "Listen, I want to get a good

mark. I don't have any choice."

. For -Janet. the pedagogical confllct which 'Holly
experlenced was less apparent She hadn' t "bought into" the
. Early Childhood philosophy on open classrooms to the extent
,/fthat,many of the othens had. Consequently, she tended to
- 31de more w1th her cooperatlng teacher s way of doing
thlngs ‘ Nevertheless, it was apparent ‘in the way§§he spoke
@ of her experlence that she’ stayed strictly" Wlt%ln the
‘ establlshed structure of her room even though she mlght,
under dlfferent crrcumstances, have deviated somewhat. She
_ f““ told me that she was very conscious of her actions when her
fﬁﬂ,\céoperatlng teacher was present and that she was always
. wond&rlng whether she was . dorng things rlght - But,
whenever her teacher was away and a ‘substitute was brought

1n, Janet felt relaxed and claimed "you can do whatever you
\

§ o \
S
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want," ‘

?he experience of many of the others was not
dissimifér} Cathy told me at the end of her second week:
"I'll do what she says: She's the person who gives me my
mark." But Cathy also told me that she knew what was most

~effective for young children and that she. would do thlngs
differently 1ngher own classroom. She held very firm views
on approprlategpedagogy, and was not afraid to 'speak her
mind to her - coo&eratlng teacher Yet, .through it all, she
said that she- drdn t- want to cause "“tooc much trodhle She
had no dQIUSlOHS about her status and clearly defined

"herself as a student and thus subservient to her cooperating
teacher. ¢

i
D
Vo

Jill also felt that 1f 1t were her room she' d make a
-~ ~nhumber of chanaesv But, "I don t want 'to push anythlng
She stated what everyone else stated ‘"It is her class
And again, when I'd ask why she dld things she felt
uncomfortable doing, she'd reply: "Because...my mark depends
on it." | : ‘ . '
‘Gwen said that whilef'she ‘had a very supportive
cooperatihg teacher, she freduehtly found herself wondéring_
whether the lessohs she was plannidg would be acceptable.
~  Anise lamented: "You can't switch the whole program.
I can't completelydchahgebit;" On one occasion.we talked
about - the emphasis placed on alphabet letters by her
teacher: "What can you do? 1It's there so what can”you do?™
And she added ‘a’ statement that 'Qas. becoming all too
familiar: "... it's her classroom. I'm just the student
‘teacher. I'm there to learn from her."
' Mardi commented early on that she would alter the
organization of.her classroom if it were her own.
. Dana didn't readily see any conflict between her
situation and ‘the Early Childhood teachings on open
education, even though there was a considerable amount. of

structure (in my opinion) present in her ro%p. She had a .
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very clcse relationship with ner cooperating‘teacher, since
she'd known her before, and she tende%a?o abide by the
establlshed routlne -She_ told me early in the practlcumk‘
" that she was supposed to complete one letter and one number
each week until Easter and she confessed that she often

chipped away at centre t;me in order to accompllsh this.

-"sz
. S

T) : ) T ] . AF ] Positi
. There was never any doubt\about the centrality of the
cocperaflng teachers durlng the practlcum Some were the
focus’ of much_ cr1t1c1sm for tbe ways in which they practlced
wikratheir Prads® o; dealt with their student teachers; others
Were regularly praised for many of the same reasons;  all -
"though some more .so than ‘others - contributed to the
development of their student teacher's self-esteem and view
of themselves as teachers All four of the key info mants
. (Zheir

cooperating teacher was a critical factor in making the

considered that a healthy relationship with

.experience a good one. While each reiatlonshlp was unique
and clear}y contextual;’the»ccoperating teacher was-very
*  much a pait of the daily life of each student’ teacher. They
'had. a direct effect thwough their words and actions,
espe01ally in their assessment of teachlng performance.
They were also indirectly able -to affect,each experience by
the ways 1in which theyiihad’ structured the classroom
environment. For this was the mold (to borrow Leger's term)
into which each student stepped, . and which served as a

framework for the eni?xe eight week practicum.

The Relationship. As I've related earlier,ieach
-student fashioned a relationship with his or her cooperating
teacher\which was unique. And in each case, the nature of

the ‘relationship could Hefcaptured in one key word: Becky -
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friends; Margo ‘- factual; Leger - hurried; Melinda -
‘professional. ' |

Relationships develop .over time. - While each

individual in an asscciation contributes to the wailin which
it is deflned I don't think there is much doubt that the
; prlnc1 1 shapers of these partlcular relatlonshlps were the
cooperatlng teachers, given theig p031tlons of authorlty
In Becky's case, her "bubbly" nat@%e undoubtedly 1nfluenced
“the'direction ofythelr relationship, -but the willingness of

 her cooperatlng teagher to allow and encourage thlS type of

association’ to blossom was a critical factor. + Similarly,

' Mellnda S cooperating teacher (and to some extent Margo'sy

ed_thelr relatlonshlp more as a teacher- student of

dprentice one. I don't w1sh to imply that. they were
%rrendly terms - they were.  But it was more a
'*ji~friendliness, one confined to the WOrkplacef
”}ed Melinda's classroom there was never'any'doubt

s to who was the principal authorlty, whereas in

'cky told me that she and her tooperatlng tedcher
N*beceme ‘friends on the second day. There is no rational
reason which I can oﬂfer for this other than to say they .
just "hit it off," although they did share certain similar
burdens in their personal lives which‘likely contributed to

~their attraction. By the third week of the practlcum Becky

~

described her relatlonshlp with her cooperﬁtlng teacher in
this way.

‘%

"I like the way she teaches. I like the way .
she deals with the kids.” We got to 'be
really good friends. We're going to take a

.dance class. together. We get along really
well. “"RAnd she .made copies of her whole
Easter unit. . Remember I said she was going
to do that? 1It's about this (motioning with
her hands) thick! I mean, even stuff we're

. not going to be using.
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Their relationship created a very relaxed cIassroom
set‘ting - I did not . .witness a situation where ‘cky was‘

teaching and her cooperating teacher was scrutinizing ‘her.

. The master—apprentice relationship was overtly m1831ng

‘Becky likened.it more to a team approach:

4 . . -

If she s walking around ... like, one little

girl-brought a little wooden bird for show

and tell today and she showed lt, and ({the
. cooperating teacher] was walking through and

I said: "Oh, ‘Mrs. : , look at this."
Se, it's really relaxed. It's more like
we're a team rather th&n her teaching me how

to do it.

:“Margo‘_didn't describé\\her_ relationship with -her
cooperating teacher in the _same way ‘They got along well
without a dJuht, but the- master-apprentice relationship was

—x?

more readily apparent It lacked the personal elements
which characterizedyBecky‘s. I_asked Margo about their

relationship one day,,and this is how she responded:

I wouldn't say really close. But, I think
. quite honest and factual. Like she gives me
some really factual feedback. A lot of 'it's
just typically_dealing with the room and the
class and there's not a lot of personal

. Yeh, but. Very practical. - She tends to sit
down usuamly everyday or as much as she can
to give ‘feedback or to give suggestions
So, I'll ask Her questions ... so, in that
senSe,'she s’ really open. I feel really
comfortable asking her any kind of question
Sr asking\her for personal feedback .

« Leger's relationship with his cooperating teacher was

.strikingly different from that of the otners. It can't be

likened to Becky s, although they ‘got along well together;

vnor can it be compared with Margo s, for he never received‘

the ~sort of attention or tutoring from his cooperating
teacher ‘as she did from hers (which he regretted) . He
described it as "hurried "o .
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.. . ‘We get along o. K. The best: words to say

_woul& be "busied” or’ "hurried," because.
she's always on the run. So we catch

‘glimpses and pleces of each other here and
there. We haven't sat down very often and
talked.. : o

I asked him if thls concerned him. | He-. toid‘me'that‘that"
would depend on his mid-term evaluation. 'if'it turned‘outﬁ'-

‘:well, he'd feel they were on the "same. wavelength " even if

| they talked llttle If 1t turned out to be a surprise, he'd ’

| wonder why she ~hadn' t discussed problematlc issues with hlm‘

lvprev1ously [The evaluatlon was a good one.]

‘ Yet, I could sense that he wasn't fully satisfied with

thelr relatlonshlp The following quote comes from a

dlsu331on we had durlng his fifth week (after he'd recelved

hlS cmid-term evaluatlon),- It subtly egphasrzes his

dissatisfaction:
I waswreally scared last week when I was
~ getting ewvaluated, because she left two
" spaces blank and said: "I haven't done,those
~ yet because I haven't seen your logs, so I
- don't know what -you've heen doing in that."
And I'm going: "Oh my God! She can't see my
logs. TIf she sees my logs I'm sunk."” And I
would hope as a cooperating teacher that I

would never have _my student teacher thlnklng
that. .

‘She ‘=wc¢i did see. the logs

I »rev10usly identified Mellnda 'S relatlonshlp with

her ~ocperziing teacher as "professional." I use this term
‘to vy o and capture the essence of the master-— apprentlce
- association. Mel;nda taught, and her‘cooperatlng teacher

invariably sat . at the back of 'the room listening and .
observing, even if she was busy marklng or otherw13e"'
occupied. . She. prov1ded written feedback on most lessons.
But Melinda was never really able to assess where she stood

"~ in her cooperating teacher's eyes, even though she described



thelr relatlonshlp as "nice." The followrng comment arose
in a dlscuSSIOn we had durlng her fourth week and in- many )

ways typlfles the mrxed signals Mellnda felt she received
: throughout the e;ght weeks

The other day she said "to me: ‘“Oh, you've
‘been doing such an excellent, jOb "Don't you
give up. You're showing. so - much ‘progress."

. And today she says: "I'm .so ‘happy to have .
you. You don't know . how" happy I am to have ¢
you. And, then I'have this report that just
says I'm (1n a curt vo;ce) "good." .

) Criticizing the Coopérating Teacher. Critiaism‘came

\ oftem in some 1nstances, particularly from Margo' and Leger.

_ Yet nelther of these individuals had a fault- findlng
echaracter.u --But ‘both were strong adherents. of a
child4cehtered approach to pedagogy and curriculum, and thus
eanfundamentalp"flawsﬁ in' aspects of their situations.
‘Melinda's criticisms frequently centered on the ambiguity of
her situation - never being totally sure of herself Becky
-also favored a chlld—centered pedagogy, but she seemed able

~to reconc1le problematlc aspects of her 31tuatlon by’
reasoning that what. worked 'for her cooperatlng teacher was
fine with her (Margo- tended to do the_same). Furthermore,d
after the first week I only ever heard Becky criticize her
cooperating teacher once. She claimed that_they saw eye to
.£ye on most 1ssues of . pedagogy Whether this was the case,
or whether their flourishing frlendshlp caused her to gloss
over areas of disagreement, I don't know.

"The first week of student teaching “was "like “the'
meeting of two solitudes for this was when the students
entered the "real" world of teaching and left the‘
"protected" ehﬂaronment of the university. Everything that”
they'd learned, espec1ally in Early Chlldhood, came into
contact with teaching in actual practlce. Since Dr. Mulleh
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had fashloned the course to- represent the practlce as’ she j'
_wanted to see it,. confllct was inevitable. S ‘
Not surprisxngly, Leger was the most érltlcal 'His
flrst reaction_was to des~ribe his 51tuatlon as. "horrlble
"He felt that chlldren need an envrronment where they can
play and ‘have fun (based on the. premlse that chlldren work
Y by playlng), and he dldn t see thls happenlng In addltlon,
'there were centres ln the room but the chlldren rarely;
role -played in them. . ThlS dlscouraged him. -Hez
‘partlcularly dlsapproved of the "letter of the week" and the
strong phonics emphasis in language arts for he believed
that none of this was 1nternallzed_by the childen and that’
it Had no meaning for theém. But perhaps  what galled him
‘most was the fact that he felt obllged to abide by all of
this for the entire practlcum SRR ! '
Margo was also crltlcal of many of- the structural
elements present in her setting. - She felt that C1rcle tlme
,(teacher—dlrected act1v1t1es) was too long She dlsapproved
of. the letter o the week - because to her it exempllfled a-
teacher- centere;}(as opposed to a Chlld centered) approach
to 1nstructlon The crux of her dlsparagement, though, was
'the character of the classroom to Wthh she'd been a331gned
She felt 1t was -‘a "teacher s‘room.ﬁ She lamented durlng her
first week: I L .
“When I .look around, do you see any kid's
. artwork? ' ,Anywhere? Norglook there, there,
»“  there, all around (points to various

places) . The first time I walked in here I
“thought: "ThlS is a teacher's room, it's not

a kid's room; it's - a teacher s room:™., And.I
would have my klndergarten - it'd: be .a kid's
room.. o . .

Margo was also - crltlcal of certaln aspects of the way
in whlch her cooperatlng teacher defined her: role, and she
Afelt_thls influenced their relatlonshlp. For 1nstance, she

told melthat’her'teacher never asked. for any input from her



-when they were discusSiné'lesson'plans,‘ Margoﬂnentloned:the:jtf

- word "dlctator".when'she was describing'her cOoperatiﬁq ‘
teacher and the way she used her authority to direct Margo sg

plans’ anda actrvxtles ' Her cooperatlng teacher uouldiV
'1nvar1ably say somethlng llke ‘"That's a good 1dea,"but
maybe we'll do it this way. AR o
Jv‘"Mellnda rarely criticized - any of -the structural
elements in ‘her classroom - The only time: she commented

S négatlvely»on an’aspect ‘of teachlng Dractlce Was to voice"

“her dlsapproval (to me) of the way her cooperatlng teacher'u

‘selected children to hand out notebooks. She felt it gave.
vmoze opportunlty to some. than it did to others L -w.~'

k

When she dld cr1t1c1ze, her cr1t1c1sm almost always

hused on the way- she was treated as ‘a student teacher , on

i day (whlle I was present) Mellnda mlstakenly dlrected'
he'chlldren to undertake a certaln act1v1ty in- a way,whlch
; contravened established classroom practlce Her cboperatihé
,Jeacher stood up and ‘told the children to do it'in another' _
'7lqper) sequence. Melinda was especldlly sensitive to thls"
:t‘felt it would have been mor appropriate for her'

ﬁchance to rlght the SLtuatlon, rather than correctlng
£ in front of the class She wrote in her log thatr.
‘ ﬂjgevenlng that if this sort of incrdent were to happen E
' :regularly *...the children will begln to run to Her (the‘
cooperatlng teacher) to see if my dlrectlons are really 0. K.
to obey by " : L
By the thlrd week‘ Melindabhad]decidedfthat-the
_ practicum was not evolv1ng as she had hoped,it would. "She
commented: | | ’

-

“

I expected this experience to be: very

. "enriching for me in that my ‘cooperating

;o - teacher would provxde me wrth a lot of
: .. ideas. 'Well, so far, I've been, providing
'  the ideas. Anything that she's done hasn't

L been. somethlng new to- me that I ‘really



‘% - lthought.-“Wow"I should try that ””_fThe
{ . ‘things that- I had to find for: Easter I've
% ~been pleasged w1th But I ‘had to° flnd them
' myself : _ N .
3 . ( :
- =By the fourth week shenwas openly bitter about the way
-her cooperatlng,teacher (and faculty cpnsultant) made her

feel as-a etudent>teacher. °She explained::

(lrrltated) When both my Yaculty consultant
, . and especially my . cooperatlng ‘teacher
-.° « ‘continuously point out to me that once I get
e a. full teaching load it's going-to be so
hard and so heavy and so time-consuming
They make me feel 1like:- "You'!re so
.inexperienced ‘and so immature.: = ‘You're
probably 901ng to fall flat on your -face and
we're g01ng to. have to pick you up. ‘You
» just don't realize what's ahead and what
s " occupation you're trying to get -yourself
" into." Rather than giving me encouragement,
it's like: "Hah! Do you think you're going .
to be ablée to make it?" And that I just
. detest. I've heard and seep it over and.
over . . . - .

Bep}?'s criticisms of her setting, as I've mentioned
earlier, were virtually confined to the first week. T
visited her on her first day‘in‘the school and she quickly
‘isolated everything abodt'the classrqom thcn eid not meet
with her appréval."Her‘comnents were_delivered‘in a
matt r-of-fact manner; she’was.notqderogatO“y. She felt "

hat {physical education'occupied top much time (thirty
inutes); that by its very nature .it%need to be fairly
strhctured.and‘that thi§ was too long for a structured
activity.” Conversely, she felt that the thirty minutes
devoted to centre time was too Shott. She also reharked
that there was a’need for more of an emphasis on nutrition,
a. lot of'yasted space in.the classroom, and a lack of
children's work on the walls.. Here, her critique resembled
Margo's; they poth felt that the ciassroom.was primarily
geared to the teacher. BeCky commented:' |
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_sgjust a matter: of" ... she deems
: ubdued and questioning*tone) she . .
.thlngs the easy way, which is

'if you've got kids at/home’
you know T If she Just wants

g S ,Wr C;J
speCial humanlguality ox an aspect of pedagogy !

4(\

Becky ﬁag by far the most- complimentary when she spokel

-about her cooperating tearher She always had something

e
Ji

Becky was -immensely happy, she was
discipiine problems, and she had a
very - close rebatxaﬂbhip withw her cooperating teacher
Furthermore,-she waszrn a very well designed and well s

- -

,%EWerything§I do\here . I think it's just’
o TYEke Bads e atmosphere, the teacher. Really, “
-7 like she‘s super.. She is. She even told me
: in my first year of teaching she'll help me
out by writing out ... giving me copies of’
her  lesson plans and unit plans  and .
everything. +So all I have to do .is make the -
materials.’ Lik‘?%he 'said, I'll have enough
" tp do for my first: Year of teaching. Now,
' \\\Ehat s a really’ nice{““dy

;-.'.\ .

Margo. also complimented her cooperating teacher
Although she didn t concur wlth many structural elements in
the classroom or appreCiate her teacher s dominance in

discuSSions, she was able.to isolate certain qualities which

she considered praiseworthy. For. instance, ‘she felf that::

her "affective” emphasis in dealing with the children was i
especially commendable. She ‘commented: ’
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A __She puts a’ lot of emphasxs on feelings and
.+ + ° things that are being kind. Things. that are
' “really- rude, ‘she 'uses the term.rude. $So I
©+ " 'thipk she “really is trying to:. make the
v c¢hildren. aware what the® re doing is
,;‘jaffectlng ‘others.  She does that constantly
)vafand uses the 1nstances that‘happen .

‘

She also felt that she personally galned from the nrac lcum -

experlence SSh con31dered her cooperatlng teacqer

- excellent, and descrlbed her as. havxng a "unlque Juality.
EER Leger dldn't have a lot of pralse for hls Lracher,5h§~
though thls must be understood in context As he related'

earller, they dldn t have a close relatlonshlp, elther as

fr;ends or as master—apprentlce - Leger was left largely on

his own, and the majorlty of the feedback he recelved camei:f“

o through 1nfrequent formal evaluatlons He offered the most

pralse durlng the flrst week, at a time when he was teachlng
only occa81onally and was “gettlng accustomed “to ‘his

smtuatlon He commented during my first visit:

She's very warm and open, and she's helping
me- a - lot, dnd she gave me a lot of feedback
after my first day.j And it was ninety-nine
percent positive. Any criticism she gave

- .~ was .in a way. that's saying: "You did great,.
but . these kldS work better w1th somethlng'
llke this. . -

During_the:second/week he told me that'a:provincial
Early Childhood consultant had‘visited the classroom and had
spoken with‘his cOOperating.teacher about the‘overuse_of
worksheets. Since then she had reduced the .number of
worksheet act1v1t1es, spurring Leger tojguip that "there's
hope for -her yet." = ‘ . o '

He was also partlcularly 1mpressed wrth an arrangement

called "small group day" that his cooperatlng teacher hadji.

worked out with her Local Adv1sory Commlttee -Once a week "
one day was set aside when most of the chlldren would/stay
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home and only a deSignated few (three or four) would come to
"school They would engage in a variety of normal classroom'5d€‘

B activ1ties, but would receive more indiv1duah attention then..

jwhen ‘the whole. group was. prnsent Leger was veryoa“'
.[complimentary of - thlS, and clained that,’if’possible,‘ |

_would become standard practice in his own classroom g
‘ Melinda rarely commen{ed on her- cooperating teacher
-either as ‘a person or as a teacher " On one' occasion she»did'
~‘refer.to her as "nice,f but added little else. Unlike'Becky
and Margo,_she and ‘her cooperating teacher seldom worked
[together,‘elther ‘in lesson planning or instruction Melinda
spent countless hours at home preparing her lessons Then.
u “her cooperating teacher would rev1ew them each. morning, and

'Melinda wouIa go into the -classxoom and -~ teach them
V-Afterwards, her teacher usually commented on how she had.'

,pdone Melinda had. not spent a lot of tlme observ1ng hers

“-dcooperating teacher in the early weeks of the practicum and

‘_because of thlS "had little to say about her pedagogical
E_skills [Melinda began teaching one or ‘two subjects early in
‘the practicum, and when she’'wasn't. teaching herself she ‘left
;the room to work on her lessons. elsewhere in the school]

As I stated at the beginning of this section, each
student forged a unique relationship w1th his_ or her:li
‘cooperating teacher By isolating the "c00perat1ng teacher“~h
A as a major thematic category, I do not mean to 1mply a
luniformity of the four experiences because the c1rcumstance’
- of each particular setting (the people involved,_structural-'
factors in the classroom, etc.) contributed greatly to- the
way in which the experience evolved " The point I havp
attempted to make is that the cooperating teacher, ‘however
she was experienced,ﬁwas central to each person s daily
~c1rcumstances. She’ was there either directly in physical
presence and .verbal interaction or indirectly in the
.structuring'of each studentls,daily experiences.’ And she'

7
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was defined hyaeachfstudent teacher as "someone who counts."
Missing from this-section is an exploration of the
"sort of evaluatlve feedback the students recelved@from their

coopera;; éachers. vIt could ea51ly have been’

4 .vincorporfj o this discdssion, but 51nce evaluatlon was
‘-definedg} ,.p;%tudents as ‘important in and of _itself, I
decided"'td @eal with 1t in ‘a separate. 'seckion (see.

"Evaluatlon Under the Mlcroscope ).
Secondary Informants While I'spent much less time
explorlng the centrallty of the cooperating teacher with theA

. secondary informants than I did w1th the key 1nformants, the

way the students defined ‘their relatlonshlps with thelr
teacher ‘came through in. conversation and left -little doubt
1n my mind about the 1mpact cooperating teachers had upon
each 1nd1v1dual S experlence '

I will try to hrlefly outline how most’ ‘of the student
teachers felt about thelr relatlonshlp with their
‘cooperatlng teacher, and how ‘it shaped their experlence

Holly referred to her cooperatlng teacher as "nice,"
ahd sdaid: "we get along pretty well." But she wasn't
pleased'with the way her early role came to be defined.
thortunately for her, the teacher s alde was ill for a
while, - and Holiy.'was "slotted into" that position

temporarily. So instead of observing and teaching, she

found herself maklng coffee and tea = Tuently, or being

. sent from the room to do’ errands of varlous klnds "~ This

situation did improve somewhat, but lt left a bltter taste
1n'her«mouth. “At the ead of her second week she lamsnted
"If she didn’t have the time then why did she take me?" She
:Aappreciatethhe "tips! that 1ater came her»way from her
téacher, but nonetheless’felt'that their relationship, and
the way;ih’which she had been utilized, left much to be.
desired. e SR Lo IR

- Dana's situation was"quite different. AS’1I mentioned

.
¢



:spoke w1th her on. the telephone that a major reasq&‘%ﬁy she

previouely, she knew her cooperatlng teacher prior ‘to the-
practicum and had, in fact, requested _this partlcular

.placement. I visited her once durihg,the.practiCumland
‘immediately formed an impression that they were "buddies.;
.Their mannerisms - were dquite simiiar; althouyh Dana was |,
" louder and- more aggressive.  They got along very well, and
dDana felt that she was glven a,great deal of freedom to do'

as she wished, although I never had the sense that . she
attempted to deviate from the established structure in any
significant . way Nevertheless, it was obv1ous each time ‘T

]

was enjoylng her practicum was the supportive and gmiable

)

relationship she had with her cooperating teacher.

Mardi-was the same. She descrlbed the relgtlonshlp’

with her cobperating teacher this way. "She pats me on thé
back, I pat ‘her on the Jback." She did say that she- felt her-

teacher had a dlfflcult time "letting go," but nevertheless,.

Mardi felt very happy to have been placed 'where she was.
When I spoke with her just before the practicum ended she
said: "My cooperating teacher was my buddy. She taught ‘me

_everything " And added: "We were like friends.

" Anise was more criti:cal of her cooperatlng teacher.

At the end of the flrst~week she told me that.she had never
hobserved her teacher with a leseon plan. And,'as a further
. comment - on the preparation skills ofh her- cooperating
'fteacher, Anise added:'"She's really into games. So she
‘7'prepares one game five years ago. When I asked for her

'Iearly thoughts on her placement, she was characterlstlcally

direct: "It's not giving me an example of a superlative
f“ﬂl§uperlative classroom.” "She nice. I just

‘fffgedback from her cooperatlng teacher.- In fact

‘'she sald that the only negative comment the cooperating
‘teacher made throughout the eight weeks was that Anise
uttereéd "O.K." too frequently. Anise regarded this as beth

'"ks that wonderful an example." She received'

1190
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bad and good The dearth of comments left her to critically
{ assess her own perfcrmance and to’ assume that evefythlng was
alrlght (zn her las- week she told me that she was "not
gettlng any feedback to'imorove.myself”)J' It also. gaQe her .
the sense of being able to do largely as she wished, at.
least w1th1n the bounds of conformlty as she had &eflned it.
On the other hand; ‘I suspect that had she ceceived reqular
feedback, such as that to which Margo was accUstomed,fthe““
nature ‘of -the practlcum would Have been changed for her,
espec1ally if the comments were predomlnantly negatlve
‘BAnise readily admitted thao'she didn't cope well with™
crltlc1sm, no matter how constructive it was. - )
Gwen's situation was interesting.. For most of the\&
‘ practicum she was very pleased,with the relationship she and"
her cooperating teacher had formed. 'She felt that her |
‘teacher was supportive and that she received plenty of
de01310n maklng freedom. She wasn't overly 1mpressed whéh
she recelved (unexpectedlyP\a "lower™ midterm evaluation,
but her .teacher explained that she believed this would give
Gwen "something to work for."' Gwen felt Llet down,
‘especially since the grades didn't torrelate with the verbal °
feedback she had received to that point. Nonetheless, she
continued to describe the relatlonshlp as "great "

In the middle of April, approximately two weeks.before
fthefipgpcticum ended, their relationship deteriorated
rapidly, and what had been a very .positive experience turned
sour. g Gwen told it, her cooperating teacher had applied
for a %eaching‘position at the grade two level within the
" "same school, and had been‘led ‘to believe by the principal
| . .-o with this‘knowle she

that it was as good as hers.
began to’ prﬁpare materlals for her "new" assignmehit and to
_ignore klnde@garten altogether :

* When Gweti first told me about_thislshe s

sayindﬁ "I'm almost left numb this week." ‘She said that .her

ed it up by

teacher had lost interest in the children and that she

4
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(Gwen) had had~to;deal withba{l o{ their problems and cope’
with visiting parent§.. There was no doubt in her mind tat
their relationship had ehanged drastically. She described
her’teacher»es.gew having an "I don'g care” attitu_de-,if She
lamented: "Incagkt belieqe the_change’ih:her. ;t‘s really
stunning." . . i _ i

By the last week it looked as though her cooperatth’
teacher would not receive. the grade two ¢ 31t10n, _so she” was,

applylng elsewhere wen described their relatlonshyp as a

" "hodge podge™, ‘adding™\"I don't know where I stan? One

minute it's hot, the neéxt minute it's cold.”. S

She contlnued to derive a great deal of pleaéure and
satisfaction through her interaction with the chlldren But
whereas she had°orlg1nally been happy with her placement,
she ndw'found herself glad that it would soon be over.

, Cathy also had.an_finteresting" relationship with her
teacher, ‘and it’‘had a significant impact on the way she
experienced the practicum. . Like Leger and Margo, she had
Strong views on what constituted appropriate teaching at’ the
early childhood ‘le '

And while her classroom was
organized around learning (centres, her cooperating teacher
operated in a "step-wise, " structured manner. [I never
v151ted _Cathy, but her descrlptlon of her situation. sounded
remarkably similar to Leger's. ] Seeing herself a® much more
open and creative, she’ wgk at odds with her teacher 3 way of-
doing thlngs,‘anq was not one to keep quiet about it
lndeflnxtely By the end of March they had a confrontation.

Her teacher told her what she expected of her, and Cathy in

turn said that she felt totally overwhelmed. While this.

‘earned her a little more freedom of action, she dign't feel

that their reiationship was especially close.

o



lee the cooperatlng teacher, the faculty consultant

was a 51gn1f1cant person in the practlcum experlences of “the

four key informants. None cf the students felt that the

consultant was as 1mportant as the cooperating teacher for,
ln general, they only v151ted briefly once a week. "~ But,
;when all. was said and.done, thelr assessment counted as much
has that of the cooperatlng teacher. (a fact which invariably
drew caustlc remarks and lncredulous faces from Becky and
'Mellnda) B . .

The \faculty consultant' was the university's~

supervisory representative during the eight week practdcum}

u- T | 103
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The role was filled by-profESsors,‘graduate students, -and

retired or unemployed teachers who had been. contracted for
‘thls spec1f1c purpose (e”?h group was represented 1n this
study) .- And although conductlng regular assessments of each
1nd1v1dual’s progress was an obvious function, ‘the details
‘of their role remalned murky in the minds of the student
: teachers The consultant usually v151ted once a week for a
short ~period of - time and prov1ded oral and/or wrltten
feedback to each student teacher after the lesson * Both the

faculty consuLtant and tke cooperatlng teacher: prepared two.

-wrltten formal evaluatlons ¥'one at the mldp01nt and the’

~ other at the conclu51on of the -practicum. I refer to these

as "formal" evaluatlons because they were done on, special’

forms . provmded by the university and became a part of each
1studentns file. As far as the student teachers were
iconcerned, these -were what counted when 1t came tlme to
| ”apply for permanent p051{10ns ,

' Not surprlslngly, each student S’ relatlonshlp with
their faculty consultant was unlque _ The quallty of the
'-relatlonshlp depended on two factors: how ’the student
teacher ‘and the faculty consultant deflned the latter s

role,;and whether the suggestlons.and criticisms of ‘the

S . _ v )
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faculty consUltant meshed with those of the cooperating
teacher and existing practicefin the classroom. In some
: cases, notably BeckY's, certain personal characteristics
became irritants as wellmk,Listening.to Becky unleash a
| barrage of uncomplimentary remarks about her 'faculty
consultant was‘always'startling after hearing Margo speak so
highly of hers. But it is the very existence of such
extremes  that allows us to isolate factors which appear to
be critical in shaping these relationships; |
The role of the faculty consultant first became an
issue (and in this case, a concern) in conversation with
> Becky. Durlng my initial visit she told me about thelr
firsﬁgﬁeetlng, and ‘it was lmmedlately obvious to me that
Becky disapproved of her consultant from the outset.. It
wasn't the fact‘that she~haci a‘faculty consultant  that
annoyed her, it was  the woman s ideas on schoolrng in
general, and klndergarten in particular, that were contrary
to'the»Early Childhood 1deology.' Becky explalned

a ’

\&\JF : ... it's more along the lines of "sit ‘in
) your desk and...," you know, traditional
s grade .one classroom It's - not for
~ kindergarten. ‘[My cooperating teacher]
v .- suggested that I phone and talk to ([Dr.
~Mullen] about it, but I don't think (Dr.
Mullen]‘has reallv anythlng to say or do
with our«faculty c)nsultant I really don't
think that is optioral. I mean; she may be
a“perfectly wonde-ful lady. She seems like
she's interested .n helping us learn ... but

she still has her own set ideas. '

This created a situation that made Becky feel like she
was belng pUlled in dlIferent directions. She felt obIiged
to adhere to standard practlce as she defined 1t in her
classroom, but she felt that her faculty consultant expected
"something srgn&flcantly dlfferent ‘She said her cooperating‘
teacher sympathlzed with her predlcament and advised her to
give the consultant what she expected on the days sbe

-~
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visited. Becky elaborated&‘

she (the faculty consultant) obviously
gave. us something and said: "This is what ‘I
want. Do it this way or you don't do as
well as if you do it the other way," which
is basically what she said. That was made
clear. It was! "I expect this of you. I
expect you to dwell on, in the first week,
your speech, the’ children's speech, writing, .
reading skills," you know. "0.K. lady,
fine. If that's what you want, that's what
you get," sort of thing. Which 'is a. shame,
but she made it clearn_. R e

. Loa

" By the thlrd week Becky had developed a pmrsonal7”'
‘dislike for her consultant She described her as
,"egocentricd and as. someone who lived *in her own little
World,"‘AAlthough the mldp01nt evaluatlon'was approaching
she didn't seem worried, for she felt that the assessment: of
her cooperatlng teacher was far more 1mportant than that of
her consultant. _Eurthermore,_she had found. _support for her
‘views amongst the'members of the staff. Many of them knew.
the faculty consultant because she had supervised  other
student teachers 1n the school. . Becky told me that they all-*
considered her to be a little "strange! and "looney." "She

. even said that the prlnc1pal had told her that he would "go

to bat" for her 1f there was any dlscrepancy between the
evaluatlons of her cooperatlng teacher and her faculty'h
consgltant ' o

Becky recelved a good evaluatlon from her consultant
Although she had been prepared to make changes. to her lesson
-plans for her v131t, she found that the consultant was not
"adverse to the situation as it exlsted 1n her classroom In
fact, not only did she recelve a good evaluatlon but, as the
weeks passed the consultant arranged for other student
'teachers to come and- observe her. ,

Even with thlS unexpected adulation, however, their

'relatlonshlp soured .-at least 1n:Becky S eyes. yShe'was
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1nd1gnant at the way her consultant conducted herself in the
‘=classroom "And on the mxdpornt evaluatlon Becky was beside
‘herself when she read how frequently her consultant clalmed _
_ to have observed her, and some of the‘things she said. Good
" though it was, Becky claimed that muéh of it never happened.
By the fifth week things had gotten worse. Becky
‘appreclated the positive . feedback from her faculty
_consultant, but found her visits stressful:

It's really frustrating. I mean, she gave
me all fours and everything but
Everytime she comes here "I go home with a
headache. Seriously! And a stomach ache

. And [my cooperatlnglteacher] was mad.
She made [my cooperating teacher] angry (At
this point . Becky raises her voice and
becomes mildly vociferous) She sits there
and she babbles and she doesn't say
anything. And I know I could do something a
lot more interesting and I would actually
learn something. You know? It's really
frustrating. Then.I ‘hear these people who .
have such great faculty consultants and I

\ get stuck with somebody like -that. (She .
chuckles) Better that than hav1ng a yucky

teacher. I .guess you can' t have ‘both.
Can't have everything. : o

This was how their relatlonshlp remained. - The
consultant continued to shower Becky with pralse, and Becky

icontlnued‘to dislike her iantensely.

There were- srmllarltles in Mellnda s. case. Her
-relatlonshlp with her faculty consultant was uncomfortable,
although this situation was slower to evolve than it did
~with Becky. And Mellnda also felt as though she was being
pulled in two different directions. But unlike Becky, she i
" didn't have the 'same degree of support from her cooperatlng'
Rteacher, and the tension of feeling that she had to satisfyc,/
_drverse.expectatlons grew as the term progressed There ‘was

one other striking difference: Melinda was the one who was
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teachlng 1n a’ very tradltlonal manner because that was the
nature of her settlng Yet her faculty ,consultant
contrnually prodded her to 1nd1v1duallze _ ‘

’ Inrtlally Mellnda s cooperatlng teacher supported her
ln her dllemma They .even arranged to undertake special
student grouplng one day when the faculty consultant was in
‘the classroom\- Unfortunately, she left before that point: in
: the lesson arrlved When 'she had gone, Melinda"'s
cooperatlng teacher wa. 1ed by and muttered "Now‘you can
relax S '
! Thelr relatlonshlp began to deteriorate after her
m1dpornt evaluatlon Melinda wasn't pleased with her
assessment ‘and (privately to me) accused her consultant of
maklng "broad generallzatlons" after having w1tnessed only
three lessons. She also complained that the consultant was
only available durlng narrowly defined times-. This annoyed‘

Melinda for the duration of the practicum. She explained:

{What) really irritates me is she's just not
‘dvailable to come into the classroom very
often. And it's not that she's seeing other
student teachers, it's that she has other
commitments outside .of her faculty
consultant role. And I feel that is wrong.
She .says: "Oh, well I'll leave next week
open for you, but I can only come out on’
Tuesdays and Thursdays." Well! And there's
four student teachers and she can only come
‘out in the morning. And@every mornlng we
have language or math amd that's all she's
able Yo see. And she's always putting
restrictions on the days she's able to come
out, which limits us ... :

To further aggravate matters, Melinda felt that even
though -she ‘had- conformed to the expectations of her
»fCooperating teacher;vher teacher had, during the midterm

‘evaluation conference, sidec with the facullby consultant.
" This confused Melinda because the expectations of her

consultant were. quite' different from those of her

LN
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-‘cooperatlng teacher Consequently, after the evaluatron she

.dldn't know where she stood Ln the eyes of elther of them..
The blggest pomnt of contentlon was classroom

Structure Mellnda tended td overreact to her consultant's
expectatlons LT ’

_ it -seems with her I have to have, for
every .different kid, a different lesson.
plan. So it. seemsg " [that's what] she's
trylng to put across, so I don't know. It .
isn't fea81ble ’ B N

. At one point Melinda phoned her cooperatlng teacher at her
home to tell her about the faculty consultant s goadlng
She told her that everythlng always seemed . to come down to
the same question: Do all children need the same class .
instruction? If she didn't find support in her cooperating
teacher, she at leaBt found justification for continuing as
she was, ‘because her teacher told her that she wanted
certain things -done in a certain way. }

ABut the iésue‘never wentkaway. As the end.of the
practicum approached Mellnda became very nervous'about her
progress.. She pointedly asked her cooperating teacher if
she was 1mprov1ng, and asked her cdhﬂu}tant if she would
conduct‘a "three-quarter" evaluation dur;ng the sixth or
seventh‘week When her consultant replied (by note) that
she "dldn t have time," Melinda was flabbergasted. In her
' elghth/week she concluded "As far as I'm concerned, they
should/be available to us when we need them." She was not
pleased with her faculty consultant and this, added to other
pressures she experlenced, created many tensron-fllled days.

/ ,

/ Leger's relatlonshlp w1th hié faculty consultant was
decﬁdedly neutral compared thh the others. He was
initially apprehensive about what he defined as his

qzsultant's lack of knowledge ‘on the_fstructuring "of
kindergarten classrooms. He commented during‘my.second
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I don't think he understands quite ‘yet what
kind of teachin® goes on at this level.
Like, it's not- teacher-sits-at-the-front-of-
the-room-and-lectures-and-has-an-opening-and
+ =-a-closure. You have those things, but
they're not normal. Not what you'd expect
in a normal classroom. I don't know how
he's going to react to that.  I'll do my
first one (lesson) ... Jjust like I would
normally do it ' and see how he reacts to it,.
and if he acts in [a way] that sort of says
he doesn't understand, I'11 try -and explaln
~to him that this is dlfferent

,./

Leger did not feel that he'had to devgateffrom what he
~was doing to satisfy the expecratlons ‘of his consultant. In
fact, these éxpectations were never clearly defined in terms -
of what he should be doing, and at no time dld_the faculty
consultant ask that Leger. deviate significantly from
standard practice. Furthermore, although Leger apprec1ated
the power possessed by the faculty consultant because of his
part in the evaluatlon process; he didn' t feel he was as
~important as the cooperating teacher:

N

They're not an integral part of this program )
besides evaluating you a8 a professional
from the university. . So you don't really
., have to have a working relationship with
" them. And I think a good faculty consultant
. will encourage discussion and, you know,
would ask you: "Why wouldn't you have done
~it that way?" and encourage you to bring out
your own ideas ... without any repercussions
from the cooperating teacher. '

\

When the faculty consultant-first visited, Leger felt -
that he was -somewhat taken aback bx the arrangement of the
classroom ~ He was hesitant’ about sitting in a chair built
for’a five yepr. old child, and generally seemed to feel out

of place. Leqer wondered what 1mpact all of this mlght have
on his evaluatron o

\ .
N\ ) s
.
<
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As it turned out things only got better. : Any conéern
which. Leger mlght have had proved to be uhfounded. He'found
that his faculty consultant was very perceptive and that he
- was quite understanding of a kindergarten setting. Even so,
_ Leger was caught - off guard when his consultant visited
during the flfth week and told Leger that he thought the
room. was qulte structured for a'klndergarten Leger was
both shocﬁed and pleased. He ‘referred to his faculty
consultant as a "comrade in arms." ‘ '

He was in for an even dgreater shock in hlS seventh
week, When I visited at this time we decided to go for
lunch at_a nearby McDonald s. ' While we ate Leger told me
ahout his faculty consultant's most recent visit. vAfter he
described the lesson he'd done, he said:

and then he asked me for my lesson plans
and I said: "Oh, they're in the staffroom,"
and they were. Not the ones for the
~afternoon, ‘cause I had none. He said: "Oh,
- well that's alright; that's alright. I know
you've thought pretty well (conversation on
tape garbled) ... I'm going: "Whew!" And
then -he said, you know, he gave me a few
comments, and he said: "I would comment more
but you can't improve much on
-perfection.” I sat there going: "Oh-h.. Do
I have an ego problem now or what."

Margo's’relationship with the faculty consultant was
eVen'better.than Leger's. A number of factors'undoubtedly
influenced this. They were from the same ethnic background,
they attended'the same church, and the consultant had known
Margo's sister. Margo felt she was someone with whom she
| could Sharenproblems and thoughts. 1In a sense the faculty
‘consultant prov1ded an outlet for Margo because she could
say things to “her’ whlch she - would never say to her
coooerating teacher, Margo saw her consultant as & "middle -
person:"_yh' | , ) S ' e
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She's ... kind of a middle person, 'where I

can explain to her some of my frustrations . .

or some of my things wttﬂ‘[my cooperatlng.

teacher] that I wouldn't -feel comfortable
- , with - [my cooperatlng teacher] . She's a
' mlddle person who can. klnd of empathlze

0

Most importantly, neither' Margo” nor ‘her  faculty

consultant defined. the latter's role’”as‘ that of an

evaluator. While both were well aware ‘that she performed an
evaluatlve functlonmthls aspect of her ro{e never assumed ‘a’

promlnent p031t10n 1n thelr relatlonshlp Durlng the fourth

faculty consultant. This is how she responded

I would say "supportlve" and "open—mlnded "
" Like I _generally feel good when she's here.
I feel good about her ,and I don't mind her
: observxng _me at  all. ..And, our talk
”,afterwards is always a- really p031t1ve talk.
'S6 it's a nice feeling. I don't feel -like
“I'm; being evaluated w1th thls evil eye’
u;looklng at me. : . s

~ She says "My role is a consultant I'm not
your evaluato "Like in a .sense she is,
but she says; "I m-here to help you and to
_ consult with' you and make thlngs as best as
'.I canr“—- And. that s what she 13 - :

This sense of belng evaluated or not belng evaluated

was 1mportant to Margo VIt was a major factor Ln the way
she deflned her relatlonshlp with her faq‘lty consultant and

LA

4

her cooperatlng teacher She* commented one day:

I flnd [my faculty consultant] is more
/"~ thorough or " probably ‘a ‘little less

threatening. I find when . I'm with ' [my

cooperatlng teaqher] it's more evaluatlng '

“
Ve § )‘» '
. ”\“ .

‘-week I asked Margo to descrlbe her relatlonshlp w1th herjf

e

Four.  different student teachers,‘ four dlfferentﬁ

faculty ;consultants, four dlfferent settlngs, ~and. fourhf; :

different experiences. But in each.case/'the dominant ~ .
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factor whlch structured the relationshlp centered on role;‘:
'i“’definltlon or, in a more expanded sense, deflnltion of the
”,vsatuatlon There was no doubt in- anyone s mind that the:‘ ,
;ifaculty consultant served an evaluatlve functlonvf But lt»i,'

) was much more pronounced for Becky and Mellnda than. it was:

E .for Leger and Margo.‘ Furthermore, Becky and Mellnda,' g
"'_tlmes, felt * that” they Had to. satlsfy confllctlngV

'a'expectatlons and thlS caused both of'them a great -deal of .
?angulsh I sometlmes felt that ‘had - they traded faculty‘"’
consultants thelr 51tuatlons would have 1mproved notlceably‘ﬂ

Oon- the other' hand -Leger and Margo viewed ‘thedir
vconsultant 's role as supportlve rather than evaluatlve 'Eor'
'Margo -n partlcular, role deflnltlon was cruc1al Shar1ng5
a’ 51m1lar background wlth her faculty cqnsultant certaxnly:.f‘
fhelped but the pr1nc1pal factor whlch defined thelr.;
relatlonshlp was the way 1n whlch the consultant v1ewed her - .

. own role,_“ she saw herself prlmarlly as a’ consultant
qulthough 'I. dldn t _meet he faculty _consultant (I
’vlntentlonally av01ded them in all cases so as not to raise» 3;

'questlons about ‘my presence)[ I gathered from Margo that sy,'
T»thls meant that the. consultant attempted to a531st her 1m@$

4 .
’,full recognltlon of the context 1n whlch she was placed“*

- h.exr .

. )
L4 B . N R B M ""-'

Secondary Informants For the major
secondary 1nformants, the faculty consultant was'__ who
':elther had a recognlzable 1mpact on their experi ~in a
dec1dedly negatlve way,. or -was someone whom th5 saw SO

ff'rarely that they questioned the nece331ty of the role For

‘»the *latter group the evaluatlon prov1ded by the’ faculty.
ijconsultant was: . a blt of a joke, even though it counted,
A’equally w1th the cooperatlng teacher's. ' ‘L

S - Only two students,. Holly and Dana, feltlreasonably

E'fgleased w;th_ their consultants when the' praCticum* had.
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£inished: . | | o
Janet s relatlonshlp wit 'her‘faculty consultant was,-
'not a posxtlve one. _She had ‘the same consultant as Becky,
and her experlence, 1f anythlng, was worse. N : ‘
' She felt that the expectatlons of her consultant were.
_totally unreallstlc HaV1ng to prov1de pages .and pages of
lesson plans placed a straln ‘on her whlch was readlly
apparent whenever we met. She . shared ‘her. feellngs w1thf*‘
Holly, who apparently told her own consultant of Janet's
sit.ation. By the’ end of the second week Holly tolad Janet'
that her consultant had recommended someone who was
"discreet" to whom she- could turn for help :Janet.rejected
thls_31nce she did not want to create‘more problems.than she
already had. Like 3ecky) she ‘took solace in_the fact that
' other teachers lnﬁ her 'school referred‘ to her faculty
.;consultant as a "twit, “and the prlnc1pal apparently said
that she understood that the un1versrty might take actfeh of‘
some sort,‘_But this dldn t materlallze And through 1t
‘all, Janet ‘felt the’ stress of having to meet her
§ consultantis expectations in order to receive a good
‘. evaluation. ' - 'e;; i L - '
] The worst blow came during Janet's thlrd week of '
student teachlng, We met at the end of that week, .and I had -
\never before seen her so depressed. Not anticlpating the
‘extent of her despair, I asked how the week had’ gone: "It's
been the worst week of my entire life." ™I'm a failure as a
teacher.™ Apparently.her faculty.consultant had tpld her
that she wasn't suited’to teaChing kindergarten childrén,
although Janet actually had recelved the 1mpre3510n that her
consultant felt she (Janet) was “in the wrong profession
entirely. However, her consultant gave her a- very good
final evaluation and omitjgd any mention of "dlfflcult;es"
Janet had in’associating dgzh young chlldren h
_ Cathy also found ‘herself in a conflict 31tuatlon, but
of a sllghtly dlfferent nature. Her p031tlon was such that
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she felt "trapped" between her two - supervisors. She.
described them as holding opposrng views on some aspects of
pedagogy, especially reading ‘and language instruction. When
Cathy's faculty consultant visited, she regularly criticized
~the way the cooperating teacher conducted the class. And
‘'when she left the cooperating teacher would criticize the
faculty consultant. v Cathy sensed that her cooperating
teacher felt that academics at the university didn't have a
good understanding of_what was going on in the echools and
that her faculty consultant felt that many c¢lassroom
teachers were out of touch with recent developments in the
field of education. For her part; Cathy simply agreec with
- whomever she was talking to at the time. But she was

critical of the fact that the dispute between her |,

cooperating teacher and her faculty consultant had relegated
her to a position of secondary 1mportance

Four of the student teachers saw their consultants
infrequently. Jill started the practicum feeling pleased
with her consultant: "He's excellent. I'm a bit of a rebel
and so is he." She had chanced upon two of her classmates
'(Janet-and Melinda) at the university one day and had heard
their complaints about their consultants. ~ She was quite
happy that her experience seemed different, and that her
consultant was not making unrealistic demands ofbher. And
she was only mildly concerned that she eaw rarely him.

But, by the middle of April, two weeks hefore the
practicum ended,f Jill had ibecome concerned that her
consultant had only seen her teach once. He'd been out to
the school more frequently than that and had chatted with
the children %nd her cooperating teacher, but only on one
ocaasion had he observed Jill'; lesson. He told her that he
~dadn't havefto watch her teach to know how she was doing. -

'I spoke with Jill again the day before the practicum

o .
ended. She told me that her faculty consultant had visited

her that day and had stayed_for approximately five minutes
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and commentec that that was not atypical; when her came he
- usually "breezed :n and breezed out." -

Gwen's situdtion was similar. By the end of her
second week she hadn't even heard from her faculty
consultant When he finally did appear (in the thlrd week) ,
Gwen got the impression that he was not overly - coﬁpetent
He had called to tell her that he would be out on a_certa;n‘
~day and wanted to see her teach a lessont Gwen had planned
a fleld trlp for the chlldren on that day but altered her
il 0 accommodate her faculty consultant. Much to her

disaﬁ 1ntment,.he arrived well after she had finished the

lesson. -

By the end of March she was descrlblng him as "totally
useless." He visited 1nfrequently, never tock notes whlle-“
observing her, and didn't bother to conduct a mldterm
evaluation.. Gwen couldn't see how he could justify a mark
at the end of the term., ' ; '

‘ At the beginning of her elghth week he v151ted without
calling to say he was coming. This upset the cooperating
teacher and she confronted him. Gwen,was?taken aback by
what she considered to be unprofessional,conduct ("when'two
adults went at it") in. front.of the children.

When he did speak to Gwen, he told her that he was
concerned with the marks' her cooperating teacher had given
her on the midterm evaluatlon He claimed that students who
recelved«g:ades of twos'and threes (as "Gwen had‘done) weré
failing. Qhen he .left, Gwen found herself wondering what
waéi 901ng'$tp Happen Between the problerm she was

encountprlngﬁglth her cooperating teacher (related in the

prev1ousJ§ectlon) and the apparent lncompetence of her

faculty‘consultant, sne'felt ‘y unsure of herself. .

The'stories were si ’l x for Anise and Mardi. By'the

end of March (five weeks i ractlcum) Anise had seen
her consultant but once. said: "I ve\forgotten about

him." She was pleased with t mments r.e eventually made
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© visits.

about her performance, but added' that her cooperating

teacher had had to tell him what to ‘look for since he was
&

not familiar with ‘a kindergarten setting. In_addition*tp\
‘this, Anise was incredulous at the fact that her ‘consultant

o
treated her as a "colieague," regularly sharing his concerns

about other student teachers with her.

At the conclu51on of the practicum Mardl commented: "I

don't really see the sense of having a faculty consultant

My faculty consultant was just there to show up almost."™ On
the final evaluation he indicated that he had observed her
on six Qﬁ.ons - Mardi said there'd only been three

- - . N LT

a

o

There were two perlods of formal evaluatlons durlng
the practlcum a m;dterm assessment during the fourth week,
and, a final asséssment in the'eighth weeﬁ These were

undertaken separatelylby the cooperatlng teacher and the

faculty consultant, 'so that each studen+ recelved four

formal evaluatidns Only the final evaluaflcns became a
part of thelr flle

-

The formal evaluatlons were preparéd on forms prov1ded

by the un;ver51ty. ‘The student teachers were judged on nine
dimensions: planning .and organization, teaching skills and

strategies, evaluation, manaéement, relationship with

pupils, 'communicatidn, personal qualities, professional

VQualities, and nself:\valuation’ In each category the

evaluator provrded written comments and assigned a numerical
grade from ne (low)>to five (hlgh)
But eyaluation was much more than this. It hagd a

pervagive /quality that, while not always mentioned, was

" always present. Whether in regular (if not daily)

_ . 206
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conferences w1th cooperatlng teachers,‘during Visits from .
faculty ' consultants, through ongoxng self cr1t1c1sm,‘ln“
'comments by chrldren, or the behavxour of all those present,.
‘ the student teachers were constantly rece1v1ng feedback .
_whlch contrlbuted to the development and modification of
fperspectlves on themselves as teachers They were always]
: the centre of attentlon o f
I do not. 1ntend to focus spec1f1cally on. the content
~of these evaluatlons Instead, I wlsh.'to examlne the
{pnocess of belng evaluated as 1t was’ experlenced by the four-
key 1nformants ' Whlle these two dimensions are obv1ously
1nterrelated, the latter is more pertlnent to the present
‘discussion. . . . T o |
T\f Once agaln there was a spectrum of experlences, a-
_result,vln part, of" the 1dlosyncratﬁc elements 1nherent 1n
.~ each 31tuatlon Yet, there -were also 31mllar1t1es,
'espec1ally when the evaluatlon experlence is v1ewed in llght
'of certaln prev1ously descrlbed 31tuatlonal factors
, “The"most 1mportant determfnant ‘affecting the
;evaluatlon experlence was the way 1n ‘which the student
ﬁteacher cooperatlng teacher relationship 'was defined. In
the master- apprentlce 81tuatlons {Margo and Mellnda) the._
;constant scrutlny created a degree of ten51on, espec1ally as'
v.the tern1 wore on. Where the relationship was not as.‘
vstrongly deflned in QMLS manner (Leger and Beckyl tﬁe
ten51ons were less apparent | | }.. .
¥ - The student teacher faculty consultant relatlonshlpi
. was also a factor, though the\reduced frequency of - contact
made 1t less sallent than the relatlonshlp with the:

vcooperatlng teacher

Margo felt that the process of evaluatlon prevented
yhor from belng free to do as .she wlshed in the.classroom.

For3her, thlS was. the prlnc1pal factor whlch deflned her as
wAY s
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+a student. During my second visit»sheveomnented_onithe
feeling: o ’

havingvpeo le observe; or knowlng you're
being evaluated holds me back, and I know it
does. Because I know if I did it I would do
things the way I felt right and there would
be no one questioning me. I think that
makes a différence.  Until I'm not a
student, I feel like a student. -

She was espec1ally dlstressed at belng evaluated when

' things dldn t go well. Children were unpredlctable, ‘and if

they m;shehayed when someone was observ1ng, Margo felt it

reflected negatlvely on her. She commented durlng the

- fourth week :
| ‘ ) /

I prefer when they're (observers) not there.

You know, in the sense that I feel I'm more

in control, I don't have -this eagle eye

looking over me. ‘I think that's because you -

know it doesn't always go the way you want
I guess you don't like to admit being a

failure and being incompetent. :

And in her eighth week: . 8 ‘
. . H y - |‘4
Let me teach one whole week Just for myself.
I don't want anyone observing. I might make
mistakes,  but I mean that's going to help
me. You know, in my own eyaluation. '

She made the following log entry at'aoproximately the same
time: "My last week - I' m looklnq forward to finishing. I
~am tired of being constantly observed and analyzed "

" It wasn't that she disagreed with the assessments she '
recelved, or that she objected to being evaluated In fact,
her evaluations were all quite posxtlve It was just that
the constant inspection made her feel like she was always
performing. SoMetimes her cooperating teacher observed
dlrectly,thlle at other times she sat in’ another paft of



b”:,the room doing somethlng else 'But'she:washalways there.

”v As I described .in ‘the prev1ous section, Margo's
'relationshlp with her faculty consultant was a very positive
and supportlve one, and Margo usually looked forward to her
v131ts But as the practicum progressed, even her faculty
,consultant became just one more person who was constantly
B observrng her. By —he last week, she just wanted to be left
”alone.
T Melinda's Situation'was‘even more acute. Her sense of
coming. to understand herself as a teacher depended very much
on "the comments of her cooperating teacher and her facuﬁty
consultant At the same time, it ‘added extra pressure,’for
she also- felt as 1f she were constantly performlng In her
view (and I'm sure the others shared this sentlment)

evaluatlon was ‘a two—way street: it was important to have

the feedback but it would have been nice not to be "under ;

the mlc oscope" so regularly This srtuatlon was aggravated
by the Lact that some’ of the comments she recelved were, 1n
her oplnlon, negatlve

During ‘the times I v151ted Mellnda, I noted that she
frequently‘glanced in’ the direction of her cooperating
teacher while’ conductlng a gesson In fact, on\at least one
occasion I felt that this dlstracted her to the ¥01nt where
"she didn't hear some of the comments made by’ the\ch}ldren
‘When I asked her about it she replled that . she was\trylng to

determine whether or not she was being evaluated.

;She was also uncomfortable during evaluation

r— e

conferences with her cooperating teacher and/or her faculty

consultant. On one' occasion she mentioned that a three-way .

conference had been conducted at the time of her midterm
‘"evaluatlon Slnce she was the tOplC of conversatlonk/the
31tuatlon caused her a great deal of anx1ety It was made
even more difficult by the fact that she had been more
complimentary in her self-evaluation -than her teacher.and

'
’
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consultant were in their evaluations of her. - [Another
student teacher had told he;bthat it was wise to evaluate
'yourself highly in order to demonstrate self-confidence] .
In her words, she really had to Iswallow" durlng thlS
meeting. ‘ o
She commented on innume:abie occasions that she wished
her cooperating teacher would leave the goom so that she
could "feel relaxed." "This rarely happened,ehoweverr and
Melinda complained,§hatdit prevented hef'from-ﬁbeing the
teacher." - W N ; N,
Intefest@ngly, when her cooperating teacher suddenly
stopped evaluatiné her lessons as regularly as .she had been
(in about the sixth week) with no explanation, Melinda saw

this as cause for concern. She commented:

[My cooperating teacher] hasn't Dbeen
evaluating me anymore. I don't know why. I -
.don't - know if that's good or bad. That I
guess has been bothering me a little bit and
hasn't made me feel very good about
anything. I don't see any improvement in
myself. I think I'm level, unfortunately.

R Her concern over evaluation was exacerbated by a

deterloratlng relatlonshlp with her faculty consultant. As
releted'previously, she felt pulled in opposite directions
by the canflicting - expectations of ‘her two principal -
evaluators. , And even though her cooperati&g teacher madé a’
number of compllmentary remarks about her, -especially as the
end neared, the tensxon in he; 51tuatlon made her'very
uncomfortable at times.

' Evaluation was regularly on her mind. When we telked
~Melinda always commented on .feedback she'd received from her’
vcooperatlng teacher or her faculty consultant. She ‘never

eeemed to feel certaln of where she stood in thelr eyes
Thls bothered her great v, for she was (1n mycoplnlbﬁ) a
person,mho wanted to dogan exceﬁlent job. Itucnaated an[

¥ '3’ - R - L
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‘interesting paradox, for while she lamented the fact that
- she was. constantly belng scrutinized, . she wanted the
feedback in order to gain a sense of how well she was doing.

I don't think she ever really found out.

:Deger tended to be«vgry pragmatic, about evaluation.
There was no questidn in hiulmind of the importance of this
particular practicum. But gefting gbod marks was, in his
opinion, as much a polltlcal process as it was a matter of
competence. This meant establishing good relationships with’
key individuals, notably his cooperating teacher. During
the third week the issue of the cooperatlng teacher- student
teacher relationship arose in conversatlon I asked him why
he felt it was important. He was blunt in his reply

Tt 's important] because they're evaluating <j_—/
youd. If they don't like you they're not

going to give you a good evaluation no
matter how good you are.

He felt he had:a good relatidnship with his cooperating
teacher. But as I related earlier, he defined it as a.
"hurried" one,'meaning.that she spent much of the time
absorbed in her own activities. Consequently, he didn't
have the same sense of being closely_scrutinized that Margo
or Melinda had. He did, however, share their view that if
he were not being evaluated, no matter how subtle the
techniques, he would”do things differently.

_ For Leger, conformity and the evaluation process were
intrjicately interwoven. He didm't experience the: same
degree of anxiety as either Margo or Melinda because he N
wasn't being constantly observed, but he did pay a price in
terms of how he felt about what he was doing. Getting a
good évaluatiou meant having a positive working,relatibnship
with his cooperating teacher. And having such (a
relationship meant conforming. As he said during one of our

meetings, you simply QOn‘t do.subtle things to make your
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cooperating teacher feel that her progran is,inferior. So

‘he went along with established practice. And this bothered -

him more than it bothered any of the others. He saw himself

becomlng a "robot," and he d;dn't like what he saw. _‘

5 ‘ Beyond thls, however, the evaluatlon process was not
partlcurgrly probléﬁatlc for Leger. He had a great deal ofi
confidence in hlS &blllty to work Wlth chlldren, and he was
able to crltlcally assess. hlmself w1thout needlng constant
feedback from hls cooperatlng teacher -So he - felt that
everything was flne as long as there were no surprlses on

‘hlS mldterm and flnal evaluatlons And there weren 2

_'In'Becky‘s’case the evaluation eXperience was somewhat.
different from the others, especially Margo'and-Melinda
Although ?er cooperatlng teacher 'was in the classroom most'
of the time" (as was theirs), their- relatlonshlp was not .
defined as a master-apprentice one. Consequently Becky
never ‘had the sense that she was under close scrutiny all
the tlme ‘ Instead, she felt she had the freedom to do as
‘she wished (though she rarely{ deviated from establlshed
practice) and she and her cooperating teacher worked
together‘in the classroom.f.Becky, of ‘course, was carrying
most of.the;instructional'load, and there was never any
doubt that her cooperating teacher was evaluating her. But
their relationship was not defined on thie baeis They were
both teachers in the classroom and Becky felt that she was
as much the teacher as was her cooperatlng teacher This
sense was relnforced ‘by dally "evaluatlon-ﬁ,\evaluatlon in
the form of complimentary "asides," affectlonate hugs,
compliant - chlldren, and generally a very constructive
teaching mllleu ' _ '

- The only tension assocrated with evaluation came as-a
result of her relat;onshlp wlth'her faculty consultant%
Although her consultant's assessments became "highly
compllmentary, Bgcky found her weekly visits stressful Sheg“

R
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-dldn‘ttenjoy'haVing'her‘in the-classroom and

thought that her comments, as positive as they y e, were
without foundatlon B ‘ PR -
Beyond the experlences with her cooperatlng teacher
- -and her faculty consultant, there were a few 1nstances which
'.revealed that Becky didn't 1like being eyaluated when a -
51tuat10n yas deflned (by her) in- that way On orne day in’

partlcular, when her - cooperatang teacher ‘had left for a.,~J

P
_medlcal app01ntment, a parent came to the classroom looklng_

“for the teacher Becky related the experlence

A parent came in when she (the cooperatlng'

" teacher) was gone to the doctor and I could
sense, that ... 'like right away she came in
and "Where's [the regular teacher]’" You
know, like, "What are you doing here?" ' She,k .

- gat at the door and watched me and it made =
' me feel like she was watching to see if I.
was going to do- somethlng wrong. She came .

in and asked-me to get ([my - cooperatlng
teacher] to phone her ... so. I did. And it~

was just. about some testing. or somethlng but
it' made me feel like she felt that. I wasn t,vz“"

: quallfled or capable of belng here. R

. _ . , AL : o
 She’ made a similar comment as a result of the presence ,A‘
of another parent: ) ' y

a ‘b.

She makes me so nervous. She sat there ahd
watched me as ‘if she was just waiting to:

. - write somethlng down that I'm doing wrong or
‘,ﬁsomethlng like this. By the end of the day ,
'I was ‘a nervous wreck : '

N ThlS resembled the experlences of Margo and Mellnda,
yexcept that 1t didn't 1nvolve the cooperatlng teacher or the
,gfaculty consultant.. But lt did involve being scrutlnlzed- 3
[Inteq;stlngly, on one of the days .when her5fu
cooperatlng teacher ‘was absent from school I. phoned Becky'»
yto see 1f I could v131t I didn't know about her teacher sh'ﬂ
gabsence beforehand ' Becky said ‘that - she'd prefeé«af I
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h_plcked a dlfferent day ‘as “ she would feel "funny" if she
."screwed up" and I was there to see it.) ;

“‘ It dis also 1nterest1ng to note that- both Margo and_

1‘fLeger related 1nstances ‘to me where they felt less than sure

ffof themselves lln the presence of parents. [Frequent. R

'g‘parent school communlcatron is encouraged at klndergarten

'jand 1t was not uncommon for me to encounter parents in the

.tlefclassrooms when I v131ted Leger, Margo and -Becky. Mellnda,

“'Non the other hand, had no in-class contact wlth parents‘

-g-fother than observ1ng an. occasional parent -teacher

'__Qinterv1ew ]

All of thls suggests to me that°ﬁhe way in which the -

.'71student teachers experlenced the prpcess of evaluation

_fdepended greatly on the way thelr relatlonshlps had been
f;deflned w1th others in their settlng -Being constantly
ivobserved llke Margo -and Melinda, was a disquieting

‘.1exper1ence,_almost regardless of the nature of the feedback

Vthey recelved (obv1ously, where the evaluatlve comments were

.vnegatlve, the experlence was all the more trylng) These

' two students knew they were belng watched on a regular ba315
tjand that thelr actlons were carefully dlssected

In.. Becky 3 case, this sense ‘of being- contlnually

‘ffobserved was largely absent ~Thls was a result of the way

-:}sheuand her cooperatxng teacher defined'their.relationships

5 fand;vsubseQUently_‘went ‘about their work. When someone’

".uhfamiliar-entered the room, however, and watched her

‘tlﬁclosely, Becky felt uncomYortable At times like these she

I felt less llke the teacher and more like a student.

_'Secondary‘Informants As I've stated'earlier in this
‘g‘study, all the studept teachers belleved that a positive
'.outcome -to thlS prac%hcum was paramount in seSiring a
- teachrng ‘position. When - this was translated }nto a
‘anumerlcalIScore (which everyoneldrd), ;t'meant,they”had to;f
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obtaln all flves, if p0331ble

Since I observed only two of the’ secondarywlnformants .ééé
(Anise and Dana, once each) and’ generally had kess contact i’
with them than w1th the key ‘informants, I was unahle to galn
the .same understandlng of their c1rcumstancés *viL& mosf

cases ‘it was difficult to gain a sense of~
cooperatlng teachers went about being cooperatlﬁg
Did they closely scrutinize thelr studentSQ(as h;o I
and Melinda's cooperating teachers), or- did they adoptimore.eyf
of a colleglal stance (llke Becky '§)+? Nevertheless, many of
the secondary informants made gomments that gave me some
idea how they felt about belng observed and evaluated
v Janet seemed more sensitive to being . evaluated than
‘Holly dld. She was very self consc1ous, and confesse{ to
feeling nervous,when she was being observed. Even her
cooperating‘teacher'noticed itﬁand told her that she was
more relaxed when she was not being watched directly. As it
had with Margo; eight weeks of fregularr observation
culminated with Janet n@tlwanting any more of,it.  Her
strained relationship with her faculty consultant only
served to make ‘the evaluatlon process more. stressful., By
the last week she,sald "I Just wanted to get out I was
just sick of it, I didn't need it anymore." ,

For Dana,  evaluation imyolvednless tension. As ske
related earlier, she had a very, comfortable relationship
'!w1th her cooperatlng teacher and seemed to have a good

"’frelatlonshlp with her faculty consultant However, if the

chlldren acted up whlle she was belng observed she became
very conscious of herself and her actions. She told me that
“she’ worrled about her consultant s v131t on a day when the
children. were partlcularly "halry - And she admltted that

NS the chlldren became '"actlve" while her cooperating

Vrjfteacher was obServ1ng, ‘'she'd be bothered by the fact that

she dldn t know. what her teacher was thinking.

Rnlse was very conscrous of evaluatlon She confessed

W
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to belng nervous durlng observatlon : There was llttle doubt

that, for her, student teachlng was a performance, although
she rnever actually used’ ‘that term. She -was
characterlstlcally direct and honest when she told me (at
the end,of the .second week) that ‘while it would be wonderful
to be able to learn everythlng, ‘she felt that the objectlve

of. the practicum was to get through with as high a mark as

' :possmble : -

kdw-Cathy was also conscious of belng scrutlnlzed ;She
_ fmed to be more relaxed when her cooperatlng teacher was
'absent ‘%QV1ng someone present made her feel as though she

- were belng evaluated Thls made a big difference to her

2

Jill also felt extra pressure from ewaluatlon She

told me that she was ‘exhausted after her first full week of
. teaching, ffot, so much, because of the children, but because
of being evaluated at the same time. Although she said that
L}her cooperating teacher didn't watch her closely, she felt
'the pressure~when something went wrong; "Oh, oh,fshe's
maxklng that one down."

As ‘the practlcum progressed Jlll became sensitive to -

'the fact that her cooperatlng teacher was not giving her

very much. feedback on - her lessons. Eventually she

5approached her and said that she didn't kmow where she
,stood Thls was . remlnlscent of Melinda's situation:
'sen31t1v1ty to belng observed but ecnal sen51t1vity to
sparxse feedback .- ,

Both Gwen and Mardi claimed that he’ig observed didn't
oother them. ~Mardi attributed this to certain social

activities in Wthh she engaged where she was always under

close scrutiny. At the same time, both were so aware of the

1mportance of the outcome of the practicum that they ecame

h ir
opinions) correlate ‘with the nature of the feedback hey had
received.

concerned when their numerical scores "didn't (4n

/

Gwen, at first, ' didn't seem to mind the process of

Yy )
¥y,
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evaluation (poss;bly because she rarely saw her faculty
consultant and ‘at least for six weeks, had a supportlve
relationship with her cooperating teacher). But, by the
middle 'of April she had become quite concerned about the
outcome. That was the point at which her relationship with
her teacher changeq”dramatically}and'she began to feel

_unsure 5% herself. She commented at the time: "I'm really

concerned about the outcome .Of my evaluation. That's the
most lmportant thing they look at when they're hiring."™ And .
even during the last week when her teacher told h&E- that she

was  doing a‘“superb"_job, Gwen wanted- to know whether__u'

"superb" would trans;ate into five's on her final
evaluation. Her teacher seemed insensitive to the
"realities" of the job market, and told her that she
shouldn't be concerned with marks. Gwen argped that this'

——was what employers looked at, but her teacher seemed to

reject this and responded (according to Gwen): "Time will

tell." Gwen went away worrying. _ - |
While Mardi claimed not to mind clase observation,'she

was not pleased when her grades didn't correspond with the

~feedback she had received. She felt her faculty consultant

was the "problem." The consultant apparently ‘interpreted
fives as an indicator of a perfect performance, and
rationalized that no one was perfect. She told Mardi that
even teachers who had taught for'thirty years were not
perfect. Mardi, however,‘ was, unwilling to accept this line
of argument and countered by questioning the purpose in
placing fives on the form. Surely they were the¥e to be
assigned 'under the "right" circumstances. | Her consultant

~conceded ‘that she ‘had a valid point, but steadfastly

maintained her“position (Interestingly, Mardi did receive
‘some flves on her final evaluatlon ¢+ A1 ‘apparent testament “to
the valldlty ‘of her argument and the weakness of the stance
adopted by ‘her faculty consultant '

Mardi's cooperatlhg teacher however, unlike Gwen's,
' L
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viewed the numerical score ‘in termi;of the process of job
searching. Mardi -added: "Which is the way it should be
. looked at

Minor Themes

' r

Becky had virtually no discipline problems at all
during the eight week practicum; Durino.the fir¥t few days
- a .child would'occasionally say "You're not the boss," but
she -was qulcklx accepted ‘as one of the teachers in the’
classroom. She came 1nto a very stable situation (I have no
data to support this statement, but ‘having observed the
cooperating teacher 1nteract with ‘the chlldren, I strongly

suspect it is the case) and did nothing to alter it. - In
fact, of all the key mforman&s, she was the one who most
< completely adopted her cooperating teacher's mannerlsms I

can only speculate that this contributed to the stab;llty of

her situation;A But management problems were never an issue

when. I visited the school, so Becky is“not a part of this
discussion. _ ,

Melinda was the most concerned. over problems of
classrﬁio control Student inattention and constant
shuffling were very distracting to her She -spoke
'dlsparaglngly of the incessant talklng ‘and the regular
movement, and whlle she occa310nally ratlonallzedﬁthat it
wasn't all that bad, it was obvious to me that she was
greatly distressed by it. -

At first she wondered whether this 51mp1y was the way

it was in her room, and she commented one day that it was

e
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'something~she "had to get used to." She wondered.whetber it

was the same for her cooperating teacher. But, by thevthird

week, she decided to approach her teacher for adv1ce

Q\T find that the children are becOming“qﬁite -
loud and-stuff at times when I'm trying to

'~ teach and when I want to have all of their
attention. I told'her (the cooperating
teacher) I wasn't sure how I was thinking
about this and how I should deal ‘with it. I
told her I realized the kids are probably
" just testing me out. And she mentioned that
maybe I should choose a day and discuss with
the . children what rules are in the
classroom, and either make. up rules for
myself and the kids or just talk about how
the rules that they have with ([the
cooperating teacher] §hould be the dame as,
the ones with me. j

Melinda decided to give this a try. When we apoke the
next week. she had had the session with the children and it
had apparently been unsuccessful, at least in alteringw thelr
behaviour. After she reflected on it, she decxded\th\\

-perhaps she had been too:ﬂglendly with them, and that. she

needed to be sterner 4Me11nda was not given to raising her

‘'voice or behaving in a heate@gmanner)

&

I trled to have a dlscu331oA' ith them that
one day to say I deserve as much respect as
their teacher does when she's up front of
the class, and I expect them to sit and
listen to me. But being the friendly person
that I am I think I need to put my foot down
a little bit harder. I have-a hard time
‘doing that with her® in the room. I'm not
'sure why. I just do. 1Isn't that awful? I
don't know why. .I-guess I just don't feel
like it's my class when she's always there.

.+ . The situation still hadn t improved by the flfth week.

Melinda was still thinking about ﬂﬁat fagled session with

the children and she flnally decided the proper ap?roach‘

would have been to assume a position of ascendancy: {

"-
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I did have that one talk with them that
ohe ‘time. I suppose maybe I should have
been harder with them and not approach them
on such a“ friendly level, but more on a-
superior- level to them and said: "Hey,
listen, this is the way.it's going to be."

-

She told nie one day that she felt she needed to "earn their
respectf.by raising her,VOice. But she reSisted dOing this.

And while she had claimed earlier that she shied away from
~this approach .because it was not her classroom,;now she
admitted that she. avoided yelling at them fonofear her .
‘cooperating teacher would, think she'd lost control So she
continued as she was, trying to ignore as much as J" could.

By the end of the practicum Melinda was very disturbed
by the situation. ' She occasionally described the room as
chaotic and found the .students' "hyperactivity“ maddening.
~She wondered about a change in seating arrangement but said
her cooperating teacher resisted that idea. In the eighthi
week she told me in a resigned voice that she simply didn't
know why the children talked so much® '

(It was here where, my interpretation of my role as a’
researcher posed some personal difficulty. Based on my
visits to Melinda's classroom, I had formed the’impression:
that student misbehaviour was more a result of
organizational arrangements in the room than anything
Melinda had or had not done. Yet, I refrained Erom offering
her any advice or consolation even though I wz. tempted to
do so. As a‘researcher, I felt that this'might result in a
significant Fresearcher dffect" if she were .0 take any
advice I might offer and substantially alter her approach.
As an éxperiericed teacher and friend, I wanted to say
something that might alleviate her concern. In the end I
chose to remain quiet, and. I'm not convinced that this was
an appropriate strategy.]

I'm sure if Leger had been there he would have

[
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struct%red as "the primary problem T was surprised’ that

' Melinda never once mentloned this, at least in my presence.

It was exactly thls type of classroom arrangement that had.

fbeen the brunt of so much cr1t1c1sn1 durlng the Early

ChlldhOOd course.-

Margo' s srtuatlon -was not ‘as acute,.

occurred frequently enough to concern her. In fact,

“but incidents

when I

first v151ted. her she had recently experlenced. a grim

:51tuatlon with one Chlld who ‘had had a temper tantrum -and

had refused to do anythlng Margo requested her

It was the

1nc1dent that prompted her( gulnea pig" remark because,
‘ she had had no
~idea how to handle the CrlSlS : She told _me that she

since’ she was unfamlllar Wlth school pollcy,

normally gets very upset when chlldren don't listen to ‘her.

: Margo found her morhing group of klndergarten children.
to.be the mgst difficult. [Interestingly, all of the key

lnformants placed in klndergartens clalmed that the morning

'c1ass was the most dlfflcult] Durlng the fourth week she

endured a particularly trylng mornlng and, had it not beenab

;ior some soothlng words from her cooperating teacher, might

_have ended her practlcum there and then ~ She descrlbed the

51tuatlon

-,

'I guess I was expectlng them to- be attend}n

a tethg;-

. quite well 'cause they knew I was
.and they knew I've been around

and ve

always been there (Margo had only obs ve%
the morning group  to this p01nt in - the.
practicum) .. But I think just knowing that I

 was the teacher "... they gave me
" run for my.money;. And just real
their limits.' ~-I used: all

‘techniques that I typically didy
aftérnoon, ‘using my counting or gy
choices or reinforcement of jpos:Ltlve
ctivei like

behaviour. But they weren't eff)
they would be ‘in. the afternogs.
Monday noon I says ;"ThlS ’

king, of a
‘Pushing

ng them

So that

it. I'm

o
£Y

¥

|
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quitting."™ * But then I talked to [my
cooperating teacher] and she says: "What you
did was typically what works for you. No .
matter what you would have done they would
have responded the same way."

That’eved}nq in her log she had written that "... it's ~
moments like these that I question why I am”workingfwith'
preschoolers." .

By the time we talked that week Margo felt that the
-51tuatlon was 1mprov1ng - But she still found the - chlldren

exaspgrat;ng, and by the end of most mornlngs she felt
drained:

»~

Usually by the end of the morning I'm pretty
harried out. I needed that hour (lunch)

just to kind of calm down or, you know, just
to get ‘'my breather back. Because if I had
"another morning group in the afternoon I
~think it would be almost too much.

While the afternoon group was reportedly ea51er to
deal with, I noted that there was one little boy in the
class who was h}ghly unpredictable and demonstrated a very
short‘attentlon span. One incident, in partlcular, stays in
my fmind: whenever I visited Margo she wanted me to
participatg in the lessdn, so' I would;sit on the floor with
the children during circle time and participate in whatever
‘they were doing Wdancing, singing, reading, even once,

ing pudding). One day shortly after class had started,
this particular boy began to misbehave by antaédnizing the
children near him and.distractinglMargd from what she was
doing. She stopped her lesson and told him that he would
have to leave the rug if he didn't behave. He looked down
at the floor and quietly, but 1léud enough for all to hear,

- called her a "stupid bitch."

I hung my head, intensely’ dlSllklng these situations
and w1sh1ng I could somehow dlsappear, and walted for Margo
‘to respond.' But to her credit, she dealt w1ph him very
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calmly. She removed him from the rug and continued with her
lesson. He twitched and grumbled and lingered near the’

carpeted area, sticking a minute portion of one foot‘onithév

rug to see if Margo would respond. . However, he stayed away
Auntll she permltted hir <o return. | ’

I asked her later about this. 1nc1dent and she said:
"?hat's not a big deal for him." She said that if he had
screamed it to her face she probably would have reacted
—differently. I asked what she meant. She respdnded that it

probablvaould have called for a "one on one" encounter.

With the exception of this one child, and two or three.

'others who were easily distrabted by him, the afternoon
"group did seéfm to be relatively acqu1escent ,
Dlsc1p11ne problems bothered Margo. She 'saw it as a
reflection on her abilities as a teacher._She particularly
disliked it when situations erupted while she was being
observed. Although this did not happen often, she became
very frustrated when it did occur. By the end of the

practicum, she assessed her situation in this way:

Some kids I really like andAI could spend
all day with. Some kids I don't want to be
around .- '

I get frustrated with kids who don't listen.
You have to tell them over and over and
over. You just get to the-.-point where you
just ... (making a fist) feel.like bopping
them. . :

For Leger, dealing with misbehaviour was something he

did not enjoy, particulafly when he felt copfined by SOmeonq\

else's procedures. On his second day he noted in his log:

I find it difficult to keep children doing
something that they are not particularly
interested 1in. I am "also not sure how

‘positive it is to have to tell children of
this age to sit- down and be quiet over and_
over again: - - C o

~
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" He would . carefully analyze 1nc1dents and Lsolate
factors’ whlch he felt aggravated the sltuatlon Not
;surprlslngly, one of his pet peeves was program structure.
He frequently told me that: 1f it was his room he would'
simply stop what he was doing 1f the chlldren became fldgety

and . allow them to do somethlng else, like play at the

centres. But in this room, he “felt obliged to deal with the

culprits when the 51tuatlons arose and ‘then continue w1th

!

the lesson. This annoyed and frustrated him. -
. I asked hlm one day about his approach to dlsclpllne
'problems S

I don't llke it. I don't like having to -
discdpline and I think that it's snot always'=
the child's  fault. There's other factors
- involved, llke ‘what''s g01ng on -at the tlme,
what are’ the’ :Chlld s choices, * what "the
atmosphere of 'the room .is llke, how the
room's set up, stuff like that. It all has
to do with it.” TI. think, the blggest thing
with dlsc1pllne is the program. Does the
program leave" itself .open to. dlsc1pllne
problems or is it “structured in such a; way
as to-make discipline problems very, very .
minimal? ‘ ) ) ' : R R 4

~ When 51tuat%pns dld arlse, Leger usually handled them
in his characterlstlcally ¢alfn manner. In” hls thlrd week he,«
told me about somethlng Wthh occurred while hlS faculty
consultant was observ1ng hlm In fact, it wasn 't any one
incident as much as a whole mornlng of "active" chlldren "I"
arrived at ‘the school on that day just after the mornrng.f
class had left. While I noted that he looked a llttle,
“frazzled, he was able to recount the 51tuat10n ln a: very'

vcalm and collected manner B ; : ‘fv Lol

. it started rlght when they flrst sat. .
down.. They were just up and not paying-'
"o attentlon "And I asked them if . they had
Rowdy Flakes .for breakfast .this . morning
instead af Corn F]akes They said "No "

S
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and proceeded to do other things. Just hard
to keep their attention. '

‘ 'Legerwqudvmany of-the’same tephﬁiques as Margo when
handling (or trying to av01d) discipiine’probléms,‘notably
posrtlve relnforcement or temporarywbanaﬁhment He rarely
raised his voice w1th the chlldren, and he would spend time
talking quietly w1th a child wh had been separated for -
misbehaving. They would. talk about what had happened and

~discuss 'acoeptable behaviour. But still, he disliked

excludlng a child because he flrmly belleved that children
learned nothing. by sittlng in a corner.

'By the seventh week he told me that the morning group
hadvbeen gettlng progressively worse. 'He had started taking

‘away certain privileges after his cooperating teacher told

him that some of the children actually liked being banished

from the circle area. He wasn't pleased about doing this,

Durlng this week an incident occurred which had a
31gn1f1cant impact on Leger He found hlmself harried to
the point where hlS frustratlons got the better of hlm, and
what he did caused him a lot .of pain. Hls descrlptlon of
the 1n01dent is very reveallng of his" orlentatlon to young‘

chlldren and to teaching at.the klndergarten level:

‘I bleW"up at " one of the kids, © He. was
supposed to, be sitting" there. I said
(loudly): ™ — , what are you doing? -~

“You're- supposed to be sitting here ~thinking

~about what you're, doing!" He was playing.

- "put that away'" And then afterwards I went
tes talk to. him' and he wouldn't talk to me,
and ‘I asked him why. He sald "I'm scared."
"Why are you. scared?" "Because you'll yell’
at me." The I realized I'd done the worst .
thing you could ever dog{ 1 was towering
above him,. lacking down at him, and yelling
at him. And I realized: "You monster. aAnd

MI apologrzed ‘profusely . to him and said: "Oh
, I'm so sorry. I explalned to him
' why 1 did it, said I was getting very upset

,
.

N~



' and I didn't mean to, and I never want to do
that agaln ' : ' .
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In his fbg that evening he wrote that he also apologlzed to fs
the entire class for hi s outburst HerEnded the ;ntry for
that day - by stat1ng~ "Thls deflnltely was not one of myim'
better days'“' This was an unusual 31tuatlon,_for Leger
' rarely lost his temper.' = § “' ) ' v |
s . There was an incident durlng his dast week where the
chlldren were belng rowdy " and> hlS codperatlng teacher
intervened. . He sald.she'"blew up"_at the children ‘and told

them that they were lucky, that Mr

i was teachlng'
them (Leger dldn t know whether to. lnterpret:thls as pralse_
or criticism). After this happened the chlldren were qu1ett
fcr a short whlle, then qulckly returned to thelr old ways.
Leﬂer was almost pleased when this. happened because it
:e,nforced his -views that yelllng at children is
~ ineffective. He continued to focus“on structural elements'
'as the crltlcal factor in -creating problem situations - and.
also continued to feel that, for the duration of the

practlcum, this factor was unfortunately beyond hlS control

Secondaiy Informants."iDealing"with ;disclpline
_pgoblems was omething.all'the'seoondary'informants’had to
face. Although no one seemed to experience any major
dlfflcultles,'even one deviant ohdld could be-enoﬁgh to
. sporl anlotherw1se pleasant sltuatlon._ Itiwas even'worse if
it occurred when someone was watchlng, for this seemed to
‘1mmed1ately call 1nto questlon the issue of competence
There was no doubt that most of the students developed a
sense of thelr own abllmty as classroom teachers ‘based, in’

- large ‘part, on how their chlldren responded to them

Janet, Holly, Dana, Mardl, Gwen -and Jlll all referred.
to one or two of the chlldren as llttle "helllons" (although
not necessarily bx thls term) All these cases sounded

lxke the sortgof thlng Margo experlenced .It wasn't as if
4 : .



".5the whole class wasv"antsy (as Melinda' s‘class had- been)

‘V:It was, rather, .the presence of one or two catalystlc

hjdlhlelduals who dlsrupted a lesson: and caused the teacher to

) * take correctlve ‘action. .

o Holly spoke of one boy who always 'said "mo." . It
ldldn £ seem to matter what she asked of him, he would
‘frefuse.r She framed the problem in terms of wlnnlng and o

| flosing If she allowed hlm to goad her into losrng her

’”ttemper and yelllng, he would "w1n Consequently, for: hlm’

’"lose;V she had to remaln calm ThlS was essentlally how
'7she dealt Wlth h1m But near the end of the practlcum shed

'f:got so fed up that she told him that "if he didn't clean up;f

‘hls act he'd be - eatlng my fist 1n a little while." ° That
- .worked ' ) v T '
" Janet also spoke of one partlcular problem Chlld How{ﬁ;
o she dealt with hlm clearly called into questlon (for her)~
v'her competence as a teacher and her, confidence in her own.ht
;;abllltles At the m1dpornt of the practicum she told me{ﬂ

“that she resisted removing him from the rest of the chlldren

5.dout of fear that he would refuse and she "mlght lose the’

group : By the end of March 'she was still exper1enc1ng :
':ddlfflcultles w1th hlm and lt obvrously preyed on her ”"The'
_ thought of belng manlpulated by a flve year old just makes
| me 1ll v S was flnally forced. to send him home on one';:
_occa31on o o
: Anlse mentloned one or two,. "trouble-makers" when the"
'toplc of child behav1our arose in conversation. At the endo
of her second week she spoke of a boy who hit her w1th ‘his-

knapsack four tlmes and told her ‘she didn' t know anythlng

Anlse felt that he ‘was just testlng her, and was appalledva

when her cooperatlng teacher sent him to the offlce to be -
‘strapped " She rejected corporal punlshment out of hand andd“;
'~ wanted’ nothlng/to do w1th it. ' _ '

She mentioned how pleased everyone waSz%@ﬁen one
problem Chlld (a boy she descrlbed as- a catalyst) went to
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h7.Europe for a vacatlon Wlth his- famlly "Made us'allrfeel
‘:good."; She then added: ‘"The bad news is he' s'coming'back "
_a'She @escrlbed how well the classes went for an - entire week'
:f_ln hlS ‘absence. ,
' ‘ Anisé was partxcularly ‘'sensitive to dlsc1p11ne‘
31tuatlons Whlgh arose when she was belng observed.  She
'.told‘me.of one little girl who dropped scissors on the floor
.‘while they (Anlse 1ncluded) were worklng at a table. :Her
faculty consultant was present and - she sensed he was
’llstenlng ‘Anise told to girl to say "sorry " . She refused
"0.K., . we ll just srt here til you say 'sorry She
'threatened to_send her to the principal and‘the girl
_apologlzed. As in Holly s situation, this became a case of
who was going to "w1n " ) - | ; |
: __y Jill mentioned ‘a "hellion" in her afternoon group
"Apparently, he was as brlght as he was trying and he could,
J;ll said, be abuslve. On one occa31on she .sdid that  he
ltold-the cooperating teacher: "Tomorrow I will brlng a gun-
Tand.I will shoot you " But ‘she added that he was never this
_ ?bad w1th her. ' , ”
. At the end of her flfth week Mardi told me about one

boy who would only play at one centre ‘and not listen to.

" instructions. Try as she might to redirect his interests,

'_he d always return to the same /farea. She found‘thls trying
“and dldn t know what to do with him: '"By'the end of the,day
I'm ready to hang him." v R o |
Dana didn't isolate any one 1nd1v1dual, but sp0ke of
times "when the klds went "crazy " As the practicumv
progressed some of the children became "w11der" and she drew
a causal link between this and the approach of Spring Break.
She would separate problem children from the rest when they
became bomsterous or aggressive. And while she never spoke
.“of dlsc1pllne problems in a way that overtly revealed jher
concern, I suspected that’ mﬁsbehav1our bothered her. //She

was qu1ck to offer an explanatlon when problems arose, as if

I
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it were perfectly natural and expected; and something with

which she simply had to cope. She seemed to define this as

~all part of‘being.a'teachert

I have already mentioned the overwhelming sense of a
n%ed'for-conformity that the key informants experienCed7

They 51mply dld not feel it was their place to experiment,

“nor did they feel 1t would beneflt the 'childfen (in the

short term) to substantlally alter thelr routine.
' Nevertheles'u_ -alsé noted lnstances where their backgrounds
fin Early Childhoo

of recommendatidns to the cooperatlng teacher, and. sometlmes

came to the fore, sometlmes in the form

in. the shape of ﬁeal ‘actions. When I say ‘that their,
unlverSLty backgroun%?"came to the fore,' I am referring
specmflcally to aspects of thelr professional preparatlon
which conflicted with what they witnessed or. experienced in

the schools; -where they actually attempted or realized a.

o change in some: structural aspect of classroom life.

In most cases this was very subtle Radical change
‘was 51mply not a reallty of- student teaching.  But there'
were lnstances whefe 1ndiv1duals took the initiative and,
‘however sllghtly,i onfronted the established routlne In
one case,_Mellnda S, .an 1nstance of change was more than
subtle. Had it taken place in any of 'the other three
classrooms it likely would have gone uhneticed. But because
;of the structural" arnangementsfovaellnda S SLtuations,.it
was a signiffcant departure [Thi; will be described. 1ater.]'

Once agaln Becky is not part of thlS dlscussion I’
‘didn't not;ce any 1nstances, ‘nor did any arlse ‘in
conversatlon, where-she" departed from established procedure
She claimed. that she agreed fundamentally with her

N

2
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cooperating teacher‘s“arrahgements. She also made it clear.
that'she wouldn!t'challengeithe status quo.‘ |
Leger, of course, was . fundamentally opposed to much of
-what he saw and did in his classroom. At the same trme, he
, felt -powerless to change‘ it ‘and, even if given the
opportunlty, llkely ‘would. have made only minor modlflcations
for the sake of the children. Yet I sensed from the very
- first week that he Qas*committed to reallzing, albeit in «
subtle_waye,’a'greater degree of child-centred instruction
as he defined it. The:implication was‘hidden in a comment
he made‘dﬁring my initial visit:' '

It's not going to be as ‘bad as I'thought
As long as I don't do anything that's going

to jeopardize, like say: "That is stupid.”

As long as I don't come right out and say

that's stupid. And be careful how I say:
"Well, I'd like to change somethlng," to:
‘better suit my philosophy. . As long as I'm
careful 1n doing that I thlnk it'll work
0. K

And that?s,what he did. He was very cautioﬁs\not to
appear critical of the structural arrangements in the room.
But his commitment to the Early Childhood ideology was such
‘that he endeavoured to make minor modifications which he
defined as being in the best interests'of the children. The

followlng situation typifies the way he went about dolng
QPlS

1nstructlonal tasks expected of him: conductiqg a lesson on
the letter of the day. On this day it was‘mhe letter "RY .

' Durlng the flfth week he was doxng one of the routine

and - hq ‘described, the way he went about ﬁf s ’

I did it.ba31call}r the same .way. I
introduced it and we talked about it, but
-what I did instead of doing . a worksheet was
have the children make their own pictures,
make their own "R's." They all did ‘it
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themselves, and they did their own printing.
When they drew something they had to tell me: -
what it was.  Then I would say: "O.K., wez
have to make sure we remember what this is.

 So this is how you print ‘rainbow.'" So I' d
show the child how to print "rainbow," .and
then they'd take it away and print it on
their own, the way they wanted to. ¥

'

The alteration to the routine, as he noted, was in the
substitution of drawing and'pri'nting forvthe' wor"ksheet ‘
activity. Leger felt this approach put more emphasis .on
each child's creativity and gave them more chanee for self

. expression.

' It was through subtlety like this that Leger gave vent

- to his own convictions. Em one occaSion, while doing the
letter "X, " he took the kiv

school corridors to observe exit signs. He hadn't pianned

s on a "mini field trip" down the

it, it just seemed to be an appropriate thing to do at the
‘time. It was his way of providing the children Wlth

4 \

first-hand experience
o .. In addition, hé tried to ‘ensure that each class‘gad a
full forty-five minutes of centre time
v Margo teﬁde&.to adhere closely to the currieular
framework established by her cooperating teacher. But she'”
didn't hide her views onlsehooling, and‘at:one point during
the practicum engaged in a disoussion with her teacher_on
“the philosophy'of learning_centreg. Her cooperating'teacher
frequently establisheﬁ compulsory centres (commonly.math'and
//Zzyguage) and,although’the‘children could play at any of the
her mentres, they had . to visit the two mandatory ones at
some point during the allotted time. ¥ Margo was not
particularly enamoured with this approach and subtly made

her views known. She'described the situation:

‘I've talked with [my cooperating teacher]
"I guess kids go where they know their skills
need to be developed. If a child goes to
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the play centre that's where he needs ‘to be,
to have practice and experience. Some kids .
go to the challenge table - the higher level
activities - because that's where their
level is at. g -

_ . o
I asked. how her cooperating teacher reacted cc this. She
replied: ' ey

Well, she agreed to a point. But she says,
-coming the end of the term, it's really
important for them to really focus on some

of those skills beca Xhey're mandatory
for grade one. And I uld see what she was
saying ... I can klnd‘of ‘see it, but I don't
hound on the kids. ~ I usually ask them:

"Have you done two centres™' and I'll ask

them which ones; and; if they tell me I'll

let them go. Or if they did one and they

did science or something, I'll let them go.
iy '

So because she viewed- things eiightly differently, Margo
didn't enforce her cooperatlng teacher's rules on centre use
qulte as rigidly as mlght have ‘been expected of her.

' Beyond this, Margo would offer suggestlons that, if

accepted by her CQQperatlng teacher, brought about subtle

alterations to establlshed practlce The_following example

was ;yplcal of her approach to chanqe i

koL

I kind of throw a few suggestions here and
there, like, we were doing the pharmacy

(centre) ... and I says: "Oh, why don't we
have some papers so the kids' can write
prescriptions on?" (Her cooperating teacher

responded) "Oh, yeh, we can do that,"\you
know, and the kids use it .all morning. My
‘ focus 1s ‘getting a lot more wrlting in

ce In thie xsense' Margo and Leger shared a simirar‘
orlentatlon to change Both wlshed to place ,ag}s
"Hon Chlld -directed activities without lmplylng,‘?hrbugh thagr
.~words_and actlons[ that  the ex1st1ng arrangemehts were
flawed}‘ I have ro reason to believe that this wouldn't have

- .
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continued, and perhaps increased, had the practicum extended
LY . R

‘beyond the eight week duration.

The first time that Melinda mentioned the possibility
of déviating from her routine was durinéSthe fourth Week,
just after her midterm evaluation. And this was more in the
for§?oﬁowh36 she wanted to do rather than what was feasible.
Whilg,shé did not once key in on structural elements as a
possible explanation of behaviour problems, or make critical
comments about the strucﬁuring of the children's school day,
she did feel that incprporating‘learning centres into the
timetable would be beneficial for the children. In fact,
she referred to it as a way of making learning fun. I“asked‘
her if she jad thought aboﬁt that at all during thewfirst
four weeks_(it'had never come up in.conversation). She .

replied: o :

(long pause) Well I thought that originally
< I might have the opportunity to develop
learning centres but I don't think the

resources are there. -The classroom just
"isn't set up to facilitate a' learning
centre. ] '

I‘askéd if shefd°mentioned'1earning centres to her
'.:EoopEratiné»teacher. Sﬁe responded negatively,‘and added
that, on top of everything-'else, she didn't have the time to
plan centre -activities.

In light of this, I was suéprised when I visited her
in the sixﬁh-week to find that she had set up a math centre
at the back of theAroom. Melinda's purpose for this centre
was to provide an opportunity for the children to experiment
with measuriné, weighing, bbmparing:and bélancing prior to
the introduction to these concepts in their math textbooks.
The centre wasn't elabofate, just a- comfginer full of
aquarium rocks, some empty vessels,'avset of,scaies; and

some jars containing varying amounts of Plasticine.” And as
B . 3

®
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I mentioned'previousiy, it would have gone unnoticed in the
other three classrooms Bﬁtxhere it stood out, not so much
the centre ltself but the fact that the children were
gettlng up from thelr seats and "playing" at the back of‘the
room. This mlght have been expected behavrour ~during art,
but for math it was a significant departure.

It is 1nterest1ng to note how the centre evolved, for
it provrdes_{some insight 1nté) Melinda's . pedagogical
orientation. Apparently it was a suggested activity in_cne
of her curriculum manualis., but she told me that sheAhad
~mdédified it. When I heard this I, for some reason, assumed
- that she meant she’ had eliminated some of the structure
recommended in the manuwal. But, in fact, she had provided
‘more structure by addiﬂg a worksheet activity. . Her
rationale for doing this reminded me of a comment Holly had

made weeks before regardlng her desire for more control over

classroom aCthltleS

The wOrksheet was my own invention. There
were someqsuggested task ideas for each
cen ge (thqre were actually two activities
- at bhe cent 5} and then I thought: "Well, if
‘ gs ay Lworklng there all on their own
‘4ibg to know they're benefiting or
'[‘mdoing?" So I thought: "Why not
R w ijrksheet,” then it's not so much
a matter qf&whether they get it right or
‘wrong, but just to let me know where they re

at c?

The centre was dismantled after all the children had had, an

'Opportunity to visit it (only two or three could work there
‘at -one time) s | | A

1 asked Melinda how her ¢ .tarating teacher hadv
reacted to her math centre. She replied, hesitantly: "I
think quite well actually." [Melinda had been quite
concerned about the numerous rocks scattergd over the floor
at the end of each day, but it didn't seem to worry her
cooperati%g teacher¢ 1In fact, she recommended that Melinda
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“

.leave the math centrefin-placemfor‘anvadditional week.] I
also inquired about the‘response'from the .children. There
"was no hesitation thls time: ."I_can't keep themyaway froméj

-there, Wthh ;s good'" : »

She d&dn t establish any other centres But while it =
existed the math centre, even though suggested inuthe‘
currlculum manual, represented a 31gn1f1cant dev1atlon from.

normal classroom practlce

Secondary- Informants There is very-little which I
can say about the" extent to Wthh the secondary informants
1ntentlonally attempted to modlfy the structural elements
present in thelr 51tuatlons and I have already stated that
all of them adhered qulte strlctly to the general frameworks'
which they 1nher1ted But I can add that as our
conversatlons contlnued I formed an 1mpressron that some or
them 'readlly accepted aspects of established practlce
vw1thout crltlcal appralsal, whlle others belleved that
:certaln features of pedagogy in their respective situations
were 1nappropr1ate A few of these were "drlven" to attemptn
'some change, however subtle L
. It wouid be a gross oversrmpllflcaunon to suggest that
-ﬂthe extent to.: whlch any - of the lnformants attempted'
structural change was proportlonal to the ‘degree to which
;they subscrlbed to a- chlld—centred pedagogy and - ldentlfled'
confllct ln thelr sltuatlons Other factofs also 1nflu aced
thls the way they deflned thelr relatlonshlps with thelr
. cooperatlng teachers, thelrvextent of self- assuredness,‘
" whether they belreved that dev1atlon would negatively affect'p
thelr evaluatlon, thelr concern for’ cau51ng .confusion among
the chlldren, and personallty factors which 1nfluenced thelr
approach to confrontatlon with others - But it was ‘the rift
netween subscrlblng to an open classroom 1deology and their
'ibelng placed 1n (what was dev nedaas) a structured settlng

' that appeared to be the major factor which caused some of
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- the student teachers to 1nstlgate structural change.

' Anise spoke of attempting "to put a llttle more fun"
into some of her cooperatlng teacher s habits, and Jill
mentioned do;ng some thlngs her own way. But Cathy stands
alone, even when key informants llke Leger "and Margo are
included, in her efforts to assert herself‘and‘brlng her own
ideas -to the student teaching sitnation While I never.
observed her ln the classroom, the toplc arose sQ regularly
in conversatlon that I am conv1nced bf her sincerity. She
was not the type to intentionally distort the facts asvshe
_understood them, - ' o
‘ To encapsulate her situation, Cathy,'like eGeryone
else, ablded by existing practice to a large extent. As she
commented earller. "I'11 do what she says. She's the person- .
who gives me my mark." But, still, she adamantly contlnuediﬂ-
her subtle attempts to bring more of%herself into the\
teaching 31tuat1on. By the end of: her thlrd week she told
me that she was experiencing a "slight" conflict ‘with her
cooperating teacher on thisoissue. " She said'thatgshe
asserted herself when her teacher was absent, or when she
was deallng 1n an area that was ‘a weakness for her teacher,
such as movement . But in bdth these 51tuat10ns and in
others, shefattempted to do what she thought right for the
children. 'At the end of March she did a language experience f
chart with the class, even though'her cooperating‘teacher
was "leery" of it, and it went - very well (in fact, her
conSultant asked to use a portion of it in her own reseagch ,
at the unlver51ty) It was also around this time thab.she
had the prev1ously mentloned confrontatlon with her teacher,‘
the result of whlch "earned her a little morekfreedom of’
expre531on A

In the end, although she felt she had made some gains,
she still descrlbed herself as having generally conformed to =
the' establlshed structure.  In some ways she may have paid a -

'temporary rrice for her‘per31stence.~ Her mldterm evalnation

A v L
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was lower than she expected, and'she felt she had deserved
better  But she - .described the straight fives she recelved
from her faculty consultant on the final evaluatlon as a
"real boost, and she was also pleased Wlth her teacher s
assessment In splte bf the fact that both her cooperatlng
teacher and her faculty consultant held confllctlng views on'

approprlate pedagoqy,(both gave her perfect scores.
3

© In hlS classic work on everyday 1nteractlon, Erving
Goffman (1959 22) defined ‘humian "performance nas: mall the
act1v1ty of an 1nd1v1dual which . -occurs durlng a perlod
marked by his contlnuous presence before a partlcular set of
observers and whlch has some 1nfluence on . the observers
In 'so defining performance, he lald the groundwork for an

elaborate descrlptlon of the way 1nd1v1duals attempt to

control the lmpre531ons others form of them

utudent teachlng may readily beé conceptuallzed as a
type of. performance Educatlon students are piaced in a
fleld 31tuatlon where they are expe;ted to practlce and
ref:ne thelr pedagoglcal skills befdrg the watchﬁpl eyes of
an zexperlenced practltloner 'aw~They undergo formgl'
assessments at the end of thlsfzxperlence, and are well
Sware that the outcome of thls e;aluatlon can 51gn1f1cantly"
,1nfluence thelr buddlng ca#eers as teachers In these
,yc1rcumstances, ‘the senseéﬁf performlng may be 1nten51f1edi
beyond the everyday sltnat;ons described by Goffman, because

{ student teachers are belng formally evaluated
';In thlS study, thg sense of performing. was 1ntr1cately
: 1nterWOven with the. sense of belng evaluated. Consequently,
the concern about "having to perform" cropped up in

f;conversatlon more reddlly with Margo and Melinda than it dld

<t d\l
. Q
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with Leger and’ Becky It %as inherenttin Legerfs“and;
Becky 8 Bltuatlons (ostenslbly less so for Becky) in so far
as theyﬁwedt along (conformed) with structural arrangements_~
" they mlght otherw1se have altered . For Mellnda ahd Margo,t
however, the "need to perform“ was ampllfled as a result of .
constant scrutlny, éspec1ally by the coqperatlng teacher
It grew to be a stressful experlence, for ‘the pe&formance.
they ehacted was one they ‘might not have done had the" been
alone with the chlldren -In the follow1ng statement Mellnda'
revealed how she felt: L T ‘

Y .

Sometlmes" it+ just gets ‘tiring ’ bexng
underneath someone all the time. Havind to
perform for someone else.: I guess you'll
never totally be out of that, becausé I mean:
(there's.always] the ‘superingendent and all -
that. But cooperating’ teaéﬁfr and student
teacher ... that S pretty close.

> 3

When Melinda was unable to create the 1mpre351on she
‘wanted to c¢create, she . would become upset, partlcularly if ‘
the ‘children misbehaved while her cooperatlng ,teacher was;r
watchlng It was at times like these that dhe sense of“
performing was most acute:. And when thlngs went well, her
sense of satisfaction was helghtened 1f her cooperatlngr
teacher had ‘been observxng She tdld me of one 1nstance
where she ‘was able to establish order, *but:‘that her’
cooperating teacher was out of ‘the room. The children were

being especially unruly . ’

I had to bring them in to read them a story
and they just settled down and didn't make a
peep. And I've never had them be so0 good.

for a stoéry.' And, of course, that was ‘a. -
time when [my cooperatmmg teacher]'wasn't,b
there to see. So in that sense ‘it's. too

bad, but you can't win elther way I guess

Margo's situation yas similarx. '1'haVe previous;y'
" described her sense of “feeling like a, student" or being
. . . " r . . " . .



scrutinized by "an eagle eye. To her, it was like being on
: stage Thé feeling ‘diminishéd when her cooperating tegcher .
was absent. She_ described one such 31tuation fo‘ me, and
‘her sense of relief as she told the story was obvious:

Yesterday [my cooperating ‘teacher] took off
most of the afternoon, and I quite. liked
% that. Then ‘I know I do what I feel like

doing and I know what’' I feel like doing is
2 what I vant . to do. Do you know what I'm
S saying? ‘

) It wasn't so much the "having to perform" that was
trying, for we all do 'that on a regular basis. It was
cofistantly having to perform -‘eachvday, all day - that
’:became very tedious and frustrating At the times when they"
ifelt‘ they weren t being scrutinized, the sense of'

_performance was lessened.

' Secondary Informants. I have previously stated that I
think drama is something in which we all engage in the
.,course of deily social inte€raction. But I also .think there
A'iS'a-heightened awareness of performance.when we are under
ciOse scrutiny, particularly when we believe the results of
such scrutiny will influence future aspirations . :

To the extent to which the above comment is a credible
.interpretation of- human behav1our, all the students were
'_performing But, con31dering Anise S focus on marks, her
awareness of it was more evident: in conversation than with
gthe others.' It came\through strongly in one particular
.description We spoke on the telephone at ‘the end of March,
arfd she told me of her behaviour during - arv151t from her
faculty consultant when the children were d01ng crafts:

He Hasn't seen me teach Being one of threeg
‘(w1§ the cooperating tedcher and the aide)
' going through a craft isn't a big deal. And
I was sort of on edge because you don't want
to...[over-dramatize]...too much. It'd be
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so easy to go‘(ln a.high-pitched, enacted
'vo;ce) MOk you darling, just a tremendous
.." and that s not me. You say: "Oh, isn't
- that spec;al“ or ‘wha ver, but you don't :go -
on and on.and. on. .. SO%I- have to be sure that

I don't. [over-dramatlze] .but also that I
don't over—compensate for thls

: Shg was very consc10us_ of her' behav1our 1n the
-repeated presence of her faculty consultant She dldn t
~.want to put on a show that would not reflect her "real self"
as she percelved lt, yet at the same time didn' t want to_-
'suppress aspects of her "normal" behaviour in’ her attemptst'
to control the temptatlon to overdo 1t In short, 's she

wanted to present herself in the best p0551ble llght wlthout"‘
mov1ng into the realm of mendac1ty . ;.‘

f A,

. _ o ‘
Ihﬁ—IhQQI¥LRF§Q$lQﬁ—I§iﬂﬁ , .
There is abundant reference 1n the llterature on
teacher educatlon to anaagparentﬂflft between preserv1ce
preparatlon and 1nserv1ce3%eaching . A general 1mage has
been created and perpetuated in whlch unlver31ty courseworky
is somehow prov1d1ng a . false or mlsleadlng account of
'classroom practlce, that what is taught at a unlver31ty‘ls
of little use in the schools. B o
Whlle conductlng thlS study, 'I: noted that 'this
: dlchotomous relatlonshlp between the un1versxty and the
schools was. rernforced in the mlnds of some of the student
teachers, notably Leger .and Becky. Belng in a real
classroom, deallng with real problems and 1nstructI‘b real
children occa51onally caused the students to reflect on the
(university) classroom portlon of their professional
preparation. 'A o |
. Leger »didn't totally dismiss his university
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opreparatlon, and he felt that much of what hé learned in

courses (such as Eariy Chlldhood) was: stored 1n“hf§'mind andl
‘that he was probably u31ng it subconsc1ously But he felt '
1ll—prepared for some of the specific demands made of hlm .
This feellng was probably exaggerated ‘by the fact that he

was-teachlng 'in an inner city school where some of they
children spoke haltlng English and came from relatlvely poor:g
c1rcumstances: He made the following comment after hav1ng ;

o

been at the school less. than two weeks: <
There's a lot they'.don‘tﬁltell',you _ini
university. A . lot: Things about
worrying if. kids had ‘their. breakfast and

what to do if they hadn't - had their
breakfast. Do you ‘give them, an extra snack?

Going sw1mm1ng «.. worrying 1f kids know how "fg
to put thelr pants on ‘the’ rlght way And
‘they don't ‘ : :

.For him, much about teachlng had to be learned through
" first- hand experlence

One of the realities I've found ... you've.
got all this good information but if you
don't know how to get it across to that
child, you're lost. And 'if that child .
doesn't speak English you've got to find
- .~ another way to get it across. So ‘that's

- reality. They don't tell you that “in school
f(unlver31ty) They don't tell you that ,
you're .going to be in an area .where there '

" are forty-seven different. nationalities, and
some of them don't . eat meat, some of them ®
don't .celebrate birthdays, some ‘of them

v don't do this ... Ydu're ‘not told this.

You have to find . that out for yourself

Becky also agreed 'TO’her, teaching'inva échoql‘
"settlng meant learnlng sk;lls in a meanlngful way. She
dldnrt“dlscard university coursework totally, emphasleng'

' that some of the - C and I (currlculum and 1nstruct10n)

'-courses and educatlonal psychology were useful (contained

practical information). - But the classroonl was the real g

a
4
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_ To tell you the very honest total. truth, I
don't learn a lot at university. (I ask if
she knows why) No,snot really. If you ask
me how’ they could plan. somethlng ‘that would .°.
be better I could probab y give you some
suggestlons, but I really don't know "if I
would learn a lot more.” I learned a lot
through the paper that I wrote (assignment # -
3) because I had - to go into the classroom - .
and work with the teacher, work with the '
‘kids, and do it from there. But as: far as
the (university) classrobm.goes ... I really
don't learnga'lot. The sharing you do we do
with each other anyway at coffee time or
whatever./ And %8s far as the centres and .

things that  (Dr. Mullen] has- setﬁ,e you
o]

BN Y

don't even spend enough time with M¥em to
really get anything out of them. Y write
down the names of the’ books, the 'authors,
and probably never look at them again as
long as you live.: So I don't learn a lot
there. I'think-practical is so much more
important. It's much more meaninngl. o

‘When I met with three of the four key lnformants well

after the.practlcum ‘had ended,  we: had a lengthy discussion

Vabout ‘the differences between the world of the univer51ty
Tﬁﬁassroom and the world of the classroom teaCher There 'was .
Xneral agreement that much of what was taught in education
'_classes ‘was not partlcularly relevant or appllcable in
schools. At the core of much of the debate was  the
"1deallst1c" nature of the Early Chlldhood phllosophy
R\,. Margo stated the questxon that seemed to be on. everyone‘s
.  mind: "You question all these wonderful films we saw of openvov
classrooms. How practlcal are they?" A few moments later

she answered her: own question: "We can't use it at all.”

‘Secondary Informants' : Of-the eight’secoﬁﬁary'
informants only two (Anise and Cathy) were supportive of the
sorts of. act1v1t1es 1n which they engaged during university
.classes. Anlse commented that she felt ‘the univer31ty work



helped as she got further 1nto’the prggram {§She tended g%% }
view it as somewhat 1dealist1c ) i how &~ ~

. 'l
it ghould be. Her blggest cqulalnt was that so’ manyw""

2

"don ! ts" she learned at unlver51ty werq.eVLdent 1njpnact1ce E
On the - coursework "That s all flne and dandy, but ‘that's. k&i

© . not belng applled that I can see." 1If anythlng, she tended

to be more crltlcal of the practlce of teachlng‘rather than
the theory of 1t She certalnly didn't seem;gb ‘experience
the dlSlllu31onment that Leger felt, and*she'didn‘t:blame
'the university (ln the sense of not preparing her):for‘any
discrepancy she noted v'[As a footnote,. Igmight add thak
'Anjse was very academically inclined.] _ ‘

‘Cathy also felt that some courses were qu1te helpful,
especially those she deflned as "practlcal ~She made
‘spec1al mentlon of an educatlonal psychology course on.
) classmoom management, the early ‘childhood ‘course she had
:just finished, and movement classes She dldn t speak
dlsparaglngly of other courses but it was clear that she hadv
',engaged in some form of a practlcal/theory srftlng process.

* For the rest, most of what occurred at un1vers;ty was
labelled as 1mpract1cal, or at least its practlcal uses were
- not apparent .. .Dana was undoubtedly the most fervent of thlS
group. At the end of her second week she commented "I'm-
freallzlng somethlng about university, that I ve been through"?
three years and I haven' t learned a damn thlng - She dld,'
however, ‘isolate her resource frle as . beneflclal Of the
4practicum she felt that she had learned more in two weeks of
. practice teachlng than in three years of studylng

Both Janet and Holly - felt that unlver51ty played
little part in helplng one develop oneself as a teacher
IThey preferred to believe instead that teachlng SklllS are -
inborn. As Holly sald. "You got it or you don't.": ‘

They both strongly sensed a need for an emphasis_on’
the ‘concrete(‘(practical)' rather"than’ the abstract

-

’(theoretical)‘and both‘thOUght they would like tq\see "more
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of what to do with kids." And as if to underscore the'
importande of the practicum, Janet referred to -university

learnings ‘as "head knowledge,- i.e. “information that was
useless in the absence of a forum in thch to apply -it.

Comments from the rest of the 1nformants ‘qere sxmllar
Most.could-ldentlfy certarg classes that prov1ded practical
information, but by and large they didn't feel that
unlver51ty work had been. of great benefit.

. .é,

Major Themes

4

- All of the sfhdent teachers viewed'themselves‘as
guests in the classrooms of thelr cooperatlng

. teachers. -.Deflnlng themselves in the status of
student teacher meant fllllng a role which wasf
subserv1ent to the regular classroom teacher.
gConSequently, they felt obliged to abide by
exlstlng structural arrangements, even though
these were frequently ‘at variance with
'personally—held perspectives on curriculum andl

pedagogy. - o

- Conformlty was also an lssue because of a concern
for the chlldren The student, teachers came to

undegstand that marked deviation from -an



established routine ‘could be confusing ‘and
k disorienting for the children. '
o - _ _ a el
- A further factor encouraging conformity was
| evaluation. Ali.of the student teachers defined
, the outcome of this experience - in terms of the‘
' assessments they recelved_fvas crucial to thelr
future aspirations. For most, this” meant dolng
largely what they perceived their cooperatlng
teacher (and faculty conC\ltant) expected of them.

given their own classrooms, they would structure

the children's time differently.
=

- Each of the student teachers felt that a major .

factor affecting their experience was the nature
of their relationship with their cboperatihg
teacher. - | |

« - .

- Loe cooperatlng teachers appeared to play a
\p votal role 1n ~defining the relatlonshlp with
)t .eir student teachers. In 31tuatlons such as

¥irgo's and Melinda's, the relatlonshlp was shaped
.long what might be termed master- apprentlce
lines, where one was clearly the senior teacher
and the other clearly the Student teacher. -In
»other instances, notably Becky's, the relatlonshlp
was deflned more as a- colleglal, amlcable one.

/ S .

- In the majority of cases, ;student teachers

critfcized their cooperating teachers - for

245

= *The.majority of the student teachers claimed that,
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;f;%{ practicing techniques which conflicted with the
AT - open classroom approach adgocated - in Early
%'”:v'j Childhood classes. This criticism was rarely

(except in Cathy's case) overt.

- . Cooperating 'teachers' were alsb occasionally

| criticized for the way in which they conducted
themselves in their relationship with their 7
student teachers. This was especially,true'inq
situations where student teachers were not given:
the sort of classropm responsibility'they‘felt
they deserved, or where their'contribution to

' dlscu331ons of - class ‘activities was defined as
’vminimal. ,

- Some of the things which caused criticism of
certain- teachers were }the same things which
generated pralse for others . Some cooperating
teachers. were admlred for the way they went about

" bej ‘ng teachers,'or for the extent to Wthh they
made thelr stude%;ateachers feel a part of the
classroom Th 9 &was no better example of this

than the example Becky s teacher set.
U‘.A ) I . ‘%‘\ ¢

1

- The single most contentlous 1ssue for some or the .
student teachers was that their: faculty
i '~ consultants' expectations for classroom pract;ce

clashed with those of their cooperating teachers.

In some cases (Becky; Melinda, Cathy, Janet) :this .
created a difficult, stressful situation as
student teachers attempted to satisfy diverse
demands. ' ’
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The issue of?frequency of'contact‘was also raised.

Many of the student teachers sa§)their consultants

so infrequently that it put the necessity of the.

role in question.
. : u
In 51tuatlons where the faculty consultant was a
help to the student teacher (e g Margo and her
onsultant) the key factor appeared
to be how the consultant interpreted the role of
"consultant " An.'ahsence of unrealistic

expectatlons and a "desire to help the student

teachers w1th1n the context of their placements

were obvicusly considered to be important. |

The experience.of being evaluated appeared to.

evolve out of the way in which evaluation
_occurr#d Ty, Most of - the students ‘became
uncomfc%taéae ‘“hde& Close, constant’ .scrutiny.

Many Glalmed not‘to feel relaxed This made them
H 1,87 ‘2:“*r~flr'h
questlon he extent to_whlch they were "being

"'\

7themselvee : -

3!

M : . . - f;

Predictably, being obéerued;was,sttessful when
thlngs didn't go as planned N Inattentiveness and

mlsbehav1our from the chlldteg placed the

./student teachers in a 51tuatlon _where their

competence was called‘anto ‘question. e At times

~like these the issue became a matter of "wxnnlng"

and‘"1031ng" and of sav1ng face.

.
G

»
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Even though regular evaluation becaméAtfyihg
for some, an absence of feedback from the.
cooperating teacher  also caused v¢onc¢rnl
Student teachers wantedfto have a sense of where
they'Stood at all times (i.e., how well they
were doing), and when cooperating teachers gave
few comments some imagined this indicatedfproblems
(although it rarely did). ‘

All of the student teachers. were very pragmatic
about evaluation. Their -goal was_td emerge after
eight weeks with nothing‘gﬁt fives, from both
evalu;tors, on Ehe fihal-evaluation forﬁ. . This
was defined as beiné,absolutely essential to
securing a regular teaching positigh. [A few days
prior to first writiné@fhis section (tehvmon;hs
after the conclusion of the. fieldwork) I
encountered Bobbie in a'universiﬁy cafeteria. I
hadn't observed her 'during the‘practicum, but I
had heard 'that she had. experienced some‘
difficulties. We were chatting about the student
teaching experiencé and she told me that one week
before the conclusion of the p;aEticum shé-
said to her cooperating' teacher (approxiﬁate
recall): "Am I going to get all fives? Tell me
now, because if not I’%l quit and do it over

againf"]

In situations (such as Becky's and, I suspect,
Mardi's) where the’ relétidnship between the
cooperating teacher and the student teacher was
amicable‘ and cqllegial, the expefience of

evaluation involved much' less tension.
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) opposed exlstlng practlce
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- ¢ Minor Themes i

: \ling the Childres

4

Problems with classroom management appeared to

"spotllght the 1ssue of competence for many of the

student teachers Most judged themselves:as
teachers in large part on_ how the chlldrenx
responded to them and thelr efforts. Thus, a good

lesson occurred when- the children were ;nvolved

and attentlve; a lesson 1nterrupted by restless

: f T s . : . . , . .
children was considered to be a “poor one.

For many of the student teachers it was only onef

or two chlldren who were cau51ng problems by

,could dlstract the other children and disrupt the

flow of a lesson. Dealing w1th them became a

‘mattér of winning or l6sing; of being seen as in

control (and thus  competent) or losing1the'Whole

group..

~y$
AL X4

RV
In splte .of the constralnt the- student teachers

felt as a result of their .percieved need to

"vconform, 'vsome ' of ~ them - attempted to

"‘reallze subtle change in situations where they

N

Such change was usually undertaken by makirig minor

“structural’ alteratlons in favor of (what they'_

v

.deflned Was) a more chlldqcentred. approach to,

4

‘misbehaving. These children were-catalysts They:
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learning. With the exception of?icathy, ‘this
did not - involve '(intentionall&)'-an -open
‘cohfrontation‘,with the’ cooperating :teaqpers
~Instead, the changes took the form of seemingly
,inhocuous‘deletions or insertions in an_existing
‘routine. , ‘ ‘ |

‘. z-'{\‘i’

Student Teaching As Performance
'~ Other than the personal growth they'gained'as
teachers, most of the students felt that their
primary purpose during the practlcum was to creafe
- a favorable impression of their teaching skllls in
the minds of (most importantly) the cooperating
teacher. and the faculty consultant. In this
sense they were performing or, as Goffman
(1959:15) describes 'it,'wtrying to control
‘the impressions others formed of them..

- ' The awareness of 'performance‘ seemed to be

1nterwoven with the sense of belng evaluated

Close. scrutlny made.,’ most student teachers very
‘,(‘f Ex kh 5 -
conscious of their owh actlens
ey A
v “ws"};

-  Misbehaviour on the part of the children caused

i

performances 'to 'go awry, ‘and forced Student
teachers to take correctlve action to bring the

SLtuatlon under control

. . ° . . ‘ : '
e s St L .
’ . v‘ . 4' |
- "Most of the student teachers defined the.practiCUmV*
as7representing the "real world"iof,teaching.
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Th;s was where one learned the mechan“
teaching.

- For most, university coursework was considered to

be'of_little value in preparing them as teachers.

The chapter began with brief descriptions‘of the
placements of each 'of the four key informants. Included was
a brlef a&count of each student; teacher s 1n1t1al reactlon
to their settlngs .

Mos? of ‘the chapter was devoted to an 1dent1f1catlon
and’ desé&ription . of "issues and concerns whlch became
apparent to me through my assoc1atlon w1th the 1nformants
These were d1v1ded into major and minor themes dependlng on
the extent to whlch they were :shared by the student
teache:s' The four majOr themes. centered on the strong
tendency of the Early ChlldhOOd students to.conform to the
structural elements in. thewr sxtuatlons in spite- of their

personal views, the importance of the cooperatlng teacher to

‘the nature of each student's ex :verience, .the frequent

.‘dlfflcultles with faculty consultants, and.the effect their;'

3y

re&atlonshlps with cooperating teachers and consultants had
g%e ‘evaluation experience. The minor themes focused on
1ssues of discipline, attempts by some . of the informants to
subtly change some aspects of thelr situations, thegextent‘
to ;hich student teaching may be viewed as a .performance,
and COmnents made which reinforce the notion of a’

theory-practice dichotomy in teacher educaticn;-
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The next chapter prov:Ldes a g:llscu551on of the central

points ‘raised in chapters 4 and“g', utilizing certain ”

concepts from symbolic interactionism.

/
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_constructed, ‘$uch gpat 1n@iV1d%¥'

' CHAPTER 6

DISCUSSION, corzcz.tjstoisig»;!f TUR CONSIDERATIONS: WAYS
_ i AxpERIENCE _

Introduction

The assumptlons I have made about the individuals in
this study, and which have guided both data. collectlon and
data analysis, have reflected a symbolic interactionist
petspecfive ph'evefyday life (see Blumer, 1969{2¢ Denzin,
1978:7) . 1 have . assumed ;hat zreallty is socially

their c1rcumstances based on’ the meahlng they ascrlbe to the
various events and objects, whlch constltute ‘their social

world. I have assumed that 1nd1v1duals are self reflex1ve,

v‘that is, they are capable of constructing and guiding their

own behaviour. And I have taken interaction to.be symbolic
ln that it requlres the use and manlpulatlon of verbal and
non verbal symbols. This is not, however, a study' of

symbolic interactionvpe;_ee; but rather an inquiry utilizing
some of its contepts and constructs to come'to some degree

Vof understandlng ‘of human experlence, in this case,

profe531ona; preparatlon ThlS prov1des a great deal of

flexlblllty{ for 1nteractlonlsm is, as Ian Craib descrlbes

‘it, the least-developed of all the major social theorles

(Craib, 1984 71) . ' St

Core concepts of the 1nteractlonlst perspectlve are

3 [s]

253

&eflne and re-define
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-,

was not. an orlglnally stated purpose of the study, but I
‘have chosen to include it as - my assoc1atlon with' the Early h;
’ Chlldhood students made me reallze that 1nd1v1duals exert. a
great deal of control over thelr socialization.. This is o
frequently overlooked in the teacher educatlon llterature
I have drawn,on a section of the sociological llterature on,
socialization'theory,¢and»the teacher'educationxliterature_
‘which speaks to this issue, in- an effort to‘"better
understand the process of professlonal preparatlon While I
thlnk this issue is an’ important one, I- fully recognlze that?“
my dlscu351on is llmlted by the fact that I only spent one.
academlc term with th fﬂprospectlve teachers
In a fifth se«nygn, titled "Impllcatlons for - the

De51gn of Teacher Education Programs," I brlefly dlSCUSS the,

- significance, the flndlngs of this . study may have for the:
professronal preparatlon of" teachers _ o ,
~The chapter closes with “Conclu31ons" and'"Future
Con31deratlons Both have been 1ncorporated into thls
'chapter as they follow dlrectly fronl the analy51s and

Y

dlscu531on ‘w" . ,

v Before embarking on a dlscu351on of the data presented -

“ln the previous two chapters, I wish to add,a further note
of explanatlon about what follows. Robert Tahachnick'
‘(1981 77), in an ‘article critical of much that has passed as
research in teacher educatlon, deplores the way in Wthh

| many social - sc1entlsts have "shattered" soc1al lnteractlon

11nto dependent and 1ndependent variables. I have av01ded

“ such an orlentatlon in the conduct of thlS study, for it is’
ny belief that the soc1al world 1s far too complex to be
represented in thls fashion. At the same tlme, however,
research of this type has somewhat similar llmltatlons In
order to make a study such as thls fea31ble, 1t is necessary
to narrow the scope of the 1nqu1ry whlle it is in progress
As Bogdan and Blklen (1982: 146) p01nt ou% what starts out
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as a broad focus for data collectlon becomes more focused as‘
‘ the researcher spends more and more time ln the field. This

_means, of course, ‘that some aspects of the soc1al world are.
Llnvestlgated whlle others are. 1gnored, or at.least glven

scant attention. Such was the case in this study. Thus) I
‘am fully cognlzant of the ~fact that the data I haveb
Apresented 1n“the prev1ous ‘two chapters and the dlSCUSSlon‘
'whlch follows represent only a gllmpsé\afto the world of
teacher educatlon, and by that 've??\ﬁract, .an

-

’oversrmpllflcatlon 1f understood otherwise. I do. not mean -
this as an apology.- .1tllsn t. Instead, it is a statement
of personal belief ‘about social research :

N

R

One 0of the most frequently cited statements 1n -the
'llterature on symbollc 1nteractlonlsm is the assertion by
Wllllam and Dorothy Thomas f(1928: '572) that "if men define
srtuatlons as real,. they are real in thelr consequences
'ThlS statement underscores one of the foundation’ prlnciplesii
on. 1nteractlonlsm - that 1nd1v1duals attach meanlng to the‘f
objects and events Cins thelr envrronments through an
,1nterpretive process that preceeds action.

' The deflnltlon of the situvation- refers to the way
1nd1v1duals take accound'of the %arlous e%ements in: their
1mmed1ate 51tuatlons in order t6 decide upon approprlate
behaviours. - As Laurel and Handel (1983:127) nOteLpthis_.
anolves representlng the 51tuation "to “the selfv
symbollcally 80 that a. response can be made." - How thesev
51tuatlons are defined is 1nfluenced by a host of factors:

the goals ones has* for a partlcular 31tuation, the“'
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appllcatlon of persp@ttives we have developed from prev1ous”
interactlon, ‘and the v1ew ‘one has of - one's self in that =
setting. | Consequently, and of '31gn¢f1cance to the’
interactionist'perspective, dlfferent people may deflne
- similar situations differently. o _
Deflnlng a situation involves: labelllng others in the
settlng Charon (1979 136) pornts out that thls
occa31onally 1nvolves the application of stereotypes Wthh
an 1nd1v1dual may refuse to change regardless of the course
of the 1nteract10n _ Mo:e commonly, however, 51tuataons are
defined and- revdeflned as all of those 1nvolved take account-
.cf the actions of others ’

'Situations may also be. deflned lntentlonally, “and’ thlS

'i.é partlcularly relevant  here. Individuals pursulng

\\partlcular goals w1ll attempt to 1nfluence the&deflnltlons
of others. This may be achleved by what one chooses to say,
vby how it is said, by certaln phy51cal gestures and even by
 choice of -clothing. This 1is especially relevant in Erving
Goffman's dramaturgical approach to interactionism. The use
of . the drama metaphor is' founded on the concept of
1mpre551on management, that 1nd1v1duals attempt to gulde and
1nfluence the 1mpres51ons others\form of.them. - I have pp

- doubt that all of my informants engaged in intentional

" definition of the situation in an-attempt to.influence?the;
views their cooperating teachers, faculty consultants and
children had of them. v'[It wa; less apparent in the
unlver51ty classroom setting where students were frequently -
more w1lllng to confront the rnstructor when they dlsagreeda‘f
~ with something.] _ . Y ‘ ’

These various aspects of deflnlng s1tuat10ns are

,present in this, study. The ways in which the.unlversity
coursework was defined influenced students‘ work hablts and
served as a basis for pralse and cr1t1c1sm. -The way in
whlch the relatlonshlps were deflned wlth cooperatlng
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teachers and faculty consultant?,:'
of each 3:udent s experience
' coursewor

overall goals for both
used students to- attempt

TN

and practice teachlng
to 1ntenthonally define srtuatlons‘for significant others.

, In chapter . 4=I presented data on the 1university
claSsroom»experiences of the Early Childhood students. The
.chapter was largely structured about various .issues and
oncerns which became ev1dent through my -association Wlth
these students . 8ix 1ssues ahd concerns were 1dent1f1ed
“The- Structure' of Learnlng Env1ronments, "Schedule
Pressure, - "Concern for‘Marks;'_“Ali That 'is Practical;"
"Requlred Act1V1t1es," and "Ant1c1pat1ng the Practlcum R In
the discussion whlch follows I have attempted to understand
these issues and concerns thrOugh the way in which these,
frétudents defined' the - various aspects of university

R -
coursework Thls d13cussron assumes that the reader has

read Chapter 4. '<‘ ‘ ‘
Some .of the data presented in Chapter.ll Wlll be
dlscussed later when the. focus turns -to soc1allzatlon
“;1Notable here is the materlal relatlng to the structure: of .
Aﬂlearnlng env1ronments, and the times duflng whlch the status
of- "student" was accentuated, through contact with the “real .
world"/of teachers and classrooms {in the conduct of certain
.'EBarly ChlldhOOd assignments). At this pornt, however, -I.
c"?w1sh to dlSCUSS two deflnltlons of the 51tuatlon whlch most
of thg”studeato heid“'bbth”ﬁ?”@hich centre oﬁ'xhe céacept;gg;;
Mﬂf}practlcallty w. ’ C ' . ' L

Practlcal inronefsense,lmeant"what was and what was
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.not necessary for a teacher to knbw.' From Chapter 4 certain
of the data point in this direction: '
- students frequently referred to t@e.desire for
"practical" knowledge. Ihis, was invariably
"contrasted with "theoretical" knowledge.

- sharing tiﬁ%;during Early Childhood claSses was
' popular because of the "practical" benefits
students could derive’from it. ‘Ite@s were noted

by the studgnts for the purpose of building a.

.és resource file. Some referred to this information

as "recipes." _ v 0

cldés[presentations were considered'yaluéble by:
ysome as ‘they provided a wealth of practical
”7:formati5n that‘wouldfbtherwiﬁe have' taken hours
of library work to uncover.
-  some of the EdAdmin éourseiéontent was identified
| as "practical," because students "knew" it was the
sort of material of which teachérs needed to be

aware.

At the same time, practical also meant focusing on
- what was and what.was not expedient for students in order to

cover the required material and receive an acceptable grade:

- during Early Childhood classes, students tended to
concentrate their efforts on those learning

centres which had been designated as‘compulsory.

- students .wanted regular numerical feedback in

_Order to.aésess where they stood, i.e., whether
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they were "on the right ‘track"” to.getting an
acceptable grade in the courees, |

- ' students regularly questioned instructors and
classmates, in order to clearly delineate-;hat they
had to do on certain, assignments and tests. I
referred to this: in Chapter 4 a7 "worklng the

system." : ¥ ' / o //

- I developed the distinct impression -that major =
papers. and assignments were . prepared for the
instructors. o '

- the desire to-do well in the courses contributed
to a competitiveness among many students which was
particularly - noticeable in, the preparatlon of

Early Childhood assignments.

- students idisliked ambigdity associated w1th.
assignments and tests. Uncertalnty ‘about the
specifics -Qf | aésignments!, ‘"misleading"
dlrectlons about .what to ‘stuGY' fof quizzes,
and qu1zuquestlons which were open to diverse
lnterpretatlons,,were a%l guaranteed to unleash a

barrage‘Qf criticism and unkind remarks.

_ This dual focus’ on practlcallty 1nd1cates that there
- are at least two deflnltlons of the situation which these
students bring to profe331onal pre€paration: The’ first is
that teacher education will (should) provide them‘with the -
"how to" knowledge to be teachers The second is that how
one fares in the courses is important. Both of these are
-discussed below. ’ |
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practical Knowledge

There is a "dearth of information focus:.ng on the:
experiential aspects of the univerSity-based component of
professional preparation.,in the literature on teacher
" education. Not Surprisingly, the practicum has dominated
most inQuiries (Hersom,1984 255), an implic1t recognition of
1ts importanCe. Even here,.data on what it's like to be a
student teacher are not abundant What little does exist on‘,
univer51ty coursework reveals that many of the individuals
_ who have gone through these programs do not hold the courses
'in high regard (Joyce and Cllft, '1984:5) .

One of the pervasive critiCisms by teachers of teacher
education programs is that-insuffiCient emphasis is given to
the.practical‘aspects of teaching (Kushel and Madon, 1974;
Lortie, 1975; Miller and Taylor, 1984; Miklos et al. 1987)
That is; to the details of how teachers manage classrooms,
how they plan lessons and units, how they deal WIth
discipline problems, and how they go about doing all of the
Jother skill-based tasks which regularly confront them
While conducting doctoral research on teacher preparation at
a large American univer31ty, Sears (1984:174) noted that
two-thirds of preservice teachers held a utilitarian
orientation to professional preparation, "a 'do what works'
philosophy." : - . o g oy .

These findings concur with the results of 'this:
inquiry. The students frequently referred to the need for
practical information, that is, information that appeared to
have practical application in an instructional setting.i
This served as an orientation to professional preparation,
~and constitutes ‘the first dimension of practicality.
Student expectations for teacher education were that it
would prov1de them with the "how to" skills The situation

was defined as one in which they expected to. be‘"trained" as
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teachers

The ‘foundation of this orientation is conceivably
two- fold One explanatlon is qpe career ‘orientation of many
students entering professional preparation In faet,fLeuine

“‘(1980) demonstrates that this orientation applles at a more
general level to the majorlty of students enterlng higher
education. He points out that. the 51ngle greatest change
between students entering college in the 1960s and -the late
1970s was the emergence’of a strong career orientation
(Levine, 1980:60). Whereas in 1969 students considered

"learning to get along with people" aj 'ermulation'of‘

se had been
usurped by the demand for occupatfq ;“V 1 training
' (Levine, 1980:60-61). The 1mportance}ii .
skills was also noted in a study condudd

~

r development

,edﬁﬁwieis%berg et
al. (1982) of undergraduate student needs. William Saunders
of Harqgrd University further noted the strong "careegism"

~of liberal arts students, eausianhim to go so far as to
suspect that good classroom discussion by students and the,
preparation of good papers was just‘performanceIWSaunderey
1981:149) . 'Focusing specifically on. teacher education,
Tymitz;Wolf (1984) discussed the possible impact of this
"new vocationalism" on preservice preparation.

A second possible ,explanation . is found in the
assertion by Peter Berger and Thomas Luckmann (1966:42) that
"life is dominated by thefpragmatic motive."ddThey suggest
that everyday life is governed by the application of, and
search for, "recipe knowledge¢ (interestingly, "recipes"_was
a term- used by some of the Early Childhdod students,for.the
information gleaned from theirdsharing sessions). They talk
of basic competencies such as how to use a telephone or how
to apply for a passpbrt They point out that most of us are“
not interested in how a telephone works or how a passport is

processed by government bureaucrats. - We want to execute the
. ) &

™
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‘skill and reap the beneflt

'_ basic foundatlon prlnCLples -'It-;

' 51mllar to many others I had heard

yoa
Al <

o

gq' Teaching skllls are nct everyday acts 1n the sense of
usxng a telephone or-applylng for a- passport, ‘at least, not»

o for everyoody They are, however, everyday acts for

teachers, and: for“thly reason I suggest that the "pragmatlc
motlve" ‘can be applled 1n é srmllar fashlon to profe331onal
preparatlon ' Educatlon students want to know how to doé the
sorts of thlngs that classroom teachérs do : RS '

.o of all the thlngs rn the last two and a
half years that we've done, the things that
have been most relevant are the pract{fal
thlngs we've dof€. (Dana) ‘f

‘They doni't teaéh you the basics of "thlS 13.*?
how you teach " (Leger)

-~

ThlS does riot mean that they are dlSlnterested 1n

£

:rs suggest, however; that

if ﬁhe knowlng is not seen to be related to the d01ng, muchi'

of thls knowledge may be dlscounted on the grounds that it

is- not relevant to teachlng ThlS was the case wlth’many of .-
‘the. Early Chlldhood students, and they artlculated it

through the ‘use "of words such .as ;"practical“ and

sucH as,bhese, as: Deardon (1984 5) poznts out, 1s meant to . -

3

'.conveﬁgthe message that a partlcular 1dea i's 1mpractlcal

1nfluence the way’ many students 1n profe851onal preparatlon
v1ew thelr programs S In either case, it~ raises ‘an
ntezestang questlon about practlcal knowledge,‘bne that is
hlghllghted 1n the followlng quote from Janet. ‘1 had asked
“her. what she meent by the term "practlcal " Her reply was

- . . N

r"theoretlcal "'° Where content was: Seen to- be usable in- an
1nstructlonal settlng, 1t was "practlcal " Where’ 1ts
relevance was obscure, it was 1abelled as. "theoretrcal " or ..
"phllosophlcal " - The use, of the term "theorﬂﬁ in 51tuatlons;

is qulte llkely that both of these perspectlvesf"-

@
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. For myself, if the information.is concrete
and I can See that it is very practical and
I can use it in this .way or that way, like

resource I need oﬁ something; very -coficrete,

not.some theory.. (empha51s added)

a

In ‘the 1tallc1zed portlon 9{ thlS quotatlon Janet implies -

that she knows what is practlcal and what is not.
‘she know°

Howvdoes,
. A51de from a short practicum during the first

‘ term of her third year, and occasional classroom v131ts, ‘she

has had llttle experlence as a classroom\teacher Y

et she

"'has already developed a sense for what 1s‘hseful and what is
of llttle value. ' '

A

loglcal 1nterpretatlon 1s that she has formed a

perspectlve ‘dn the role of teachers and the 901ngs on of

elementa

to re:er to a 'set of ideas
1nd1v1duals use to orde;*everyday llfe

He argues that our perspectlves

perceive
actions.

experlen

ry: classrooms Pi am u31ng the term "perspectlve"

(Charon,

or a set of assumptlons' .
1979 6- 7)

lnfluence the way we

(or define) 31tuatlons, and thus 1nfluence ourv'

] - As perspectlves are constructed on the basis of

ce, we are left to conclude that past experlenceS‘

haverprov1ded n:r wlth a sense of what the role of teacher‘

lnvolves

A
T,ls can. be generallzed tq others

Oné

of the‘

Early Chlldhood students had had profe531onal experlence 1n

a presChool settrng,f

alde

chlldren of thelr own

Ali had done some practlce teachlng

Anothen had worked as a teacher s;

Some had-’

These: experlences undoubtedly_

:contrlbuted to the perspectrves they held on teaching

Beyond thlS, however, are ‘the years they spent ‘as students" .

themselves in elementary and secondary .schools

1969:9;

Lortle, 1975:61; Lanler, 1 1984:54;

1984:208) .- Lortie (1975:61) refers to

"apprenticeship of observatlon, and he -

‘importan

k]

(Eddy,

Denscombe,

this -

offers

as <&an

some

t dlstlnctlons about 1ts lmpact on: prospective

".
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_teachers He points out that. individuals entering other
'&occupatloﬁ& are more llkely to. reallze that what they know

Yabout -the job. lhyy. X For those entering teaching, -
however, deflnlte 1deas about the nature of the role have
been formed jLortle, 1975.65). But he adds that these ideas -
are student-oriented. That'is,'they have viewed teachers
from a speciflcvvantagelpointf an uncrjtical one. Tais
‘suggests that - prospective teachers likely enter educat ion
programs with a’well*developed sense for what ‘the teacher
does, but w1th a less- developed sense ‘for what aateacher
needs to know. D

Education students have an understanding, (albeit'
largely a student—oriented one, of classroom Situations.
ThlS undecstandlng or perspective is. employed in.a "51ft1ng"
manner in unlver51ty classes, i.e. students pass judgement
on the cOntent presented based on its relevance to the
,classroom 31tu_t1ony IS it isn't "practlcal " 1t s

| ﬁtheoretlcal e |
- \ f‘

, Not- urprlslngly, . non- education'icourses;l while
, 0cca510nal Y 1dent1f1ed as "1nterest1ng,i were 1nvar1ably
";labellgg by Lhe Early Chlldhood students ‘as - "useless,

lbecause thelr llnk to. the classroom\/as obscure - The same
reasoning was applled tb courses in educatlonal foundatlons,

and, occasionally educatlonal psychology and, educatlonal

-,admlnlstratlon ) The currlculum and 1nstruct;on courses

offered the’ most concrete link- w1th the classroam, sd theyf
usually fared better‘than the othdrs. X

- v g -
, .

, Completlng the courses ‘with personally satlsfactory
marks constltuted the second dimension of practlcallty for

¥
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the students in- this study. That is, many defined the

51tuat10n as one where the short- term objectlve was to do as

well as possible 1n order to raise or maintain their -

grade—p01nt average. Some had a much stronger orientatian
in this regard than others, but most of the students with

‘'whom I associated felt that marks,'aside from prov1ding a -

sense of personal satisfaction, would be used by prospectlve
employers in the hiring process

it is 1mportant because ... when we go
out and they look at our transcrlpts, in -
that way, obviously a four is going to look
a lot worse _than a nine. =~ They're very

timport 'fob situation. (Janet)
¢  Marks & ftant, here. That' s what
people‘lo ¥S marks (Holly)

In so saylng, I don't w1sh to 1mply that students took
llttle personal prlde 1n thelr achlevements or that they
. gave - scant thought to course content ‘and - classroom
dlscu5510ns But there was g -strong’ utllltarlan or;entatlon
whlch crept 1nto conversatlons about marks. Even though
marks ﬁere*frequently séen as false 1nd1cators of ability,
the "reallty" of, the 31tuatlon, as defined by the students,
was that they were the: major factors in securlng employment

Becker.et al. (1968 33- 42), 1n an lnvestlgatlon of ‘the

academ;cJ life. 'of college . students,. p01nt outj the'

sxgn;flgance 2f what they term the “grade poxnt average
perspectlve " They note that it constltutes a’ controll&ng
1nfluenc€ on the students (Becker et- al,, 1968:91):

.given- the, 1mportance of grades and the
total control by faculty over the terms of
- their distribution, students cannot act as
“autonomous intellectuals, cannot persue
'learnlng for its own sake, but must seek
information on- faculty behaviour, present
and prospectlve, before . they can plan whg@y
they will do.

\

L
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Defining expectatlons was a ubqultOUS ‘aspect of
'student life throughout ‘the academic. term (1nclud1ng the
practicum). Here they were worklng the system Students
asked innumerable questions of 1nstructors and of each other
in an attempt to clearly del;neate”what was required and
what was superfluous The need to do-this was heightened by.
.the schedule pressures associated with the contracted term
The de31re to do well, and the severely llmlted time 1n-
wthh to do it, meant that available tlme had to be used-
w1sely and uncertalnty concerning expectatlons had to be
‘eliminated or at least minimized. - e o
Becker et al. (1968:111) noted that the students w1th
whom they assoc1ated preferred 1nstructors whose assxgnments
were unamblguous Such, I found, was also the case w1th the
Early Chlldhood students - The 1nstructors most. frequently

cr1t1c1zed on this count were those in EdAdpln Somebof the

students felt cheated out. of marks by what they deflned as';,,

‘amblgUOus questlons on the two: qulzzes - notably the true
"and false questlons ' B o

% e PO . ‘ o .o N . Y

"Tonme, I;debate'everything., So I get an .

" answer and I .gd: "Oh, that'!s obviously

“true,™ and.I'll write down true. . And I'11.
come :back to. it and I'll read into. it.

<‘J., a_
S

:Youuve got a flfty fifty chance ... it can't.
be:that: easy, that's my problem,_so;I-debate
'ltﬂ (Janet) o T

’ In thelr v1ew many of the questlons were open to

dlverse lnterpretatlon and students gettlng them WIOng - were T
RS ‘.
o unfortunatq to ‘have 1nterpreted them dlfferently than the'

-fflnstructors had Furthermore, much of what was asked on the 9"

- quizzes was 1dent1f1ed as content never covered 1n class

For me it wasn?t'that it was true.or false,
‘I thought it.was just.stupid. They didn't
“ugell us what was gping to be on. All the

.

e
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- stuff on there was nothing we took in class

So the questlons 'students asked prlor to the -quizzes in

3 attempts to 1dent1fy 'what to- study were, ultimately,

i considered tqg

1]

wthey had done an aéceptable job. . - ﬁ?

’contrlbuted to the one—upmanshlp thﬁ% I noted in class

A e s

waste og t1me

The ma . r in EdAdhin was also slngled out ‘as ,
, amblguous ] LC -~ The [Rrovznce] School Teacher in the‘
'908 - was a d ; ult one to;structure. Con%equently, many

There. was’ much less crltlcfgm of the Ear} :
a351gnments, but the concern for marks waS stllltkyldent 1n
the competltlveness between students maklng class-

presengatlons . The practlce of" dlsplaylng one's work

1 . e v . _5

No one wants to“Eé first, they. don't. know L
> what"s expected. Now I. wish that we- had{ e

o

=]

Ke,f\;'7' .gone sooner,- because the more. we “see. the;gfg

‘more -we feel we have to dp (Janet)

) (; ;\“‘\)"‘%’ L . .
i f Lhere; %as : cr1t1c13me of the . Early Chlldhood

as§&gnmentsf it -was. usually the result of’ a percelved"
unfalrness . The use of classroom space for a531gnment #1
was an example of this. Some of ‘the students exceeded ‘the
st;pulated space llmltatlons and were not pehalized whlle*
“another qroup was penallzed because of the clutter they}
create& 1n~the1r attempts ‘to . stay wlthln th@ prescribed.

llmmtatlons

The tudents concern 'forJ{doing. wellt was. also .

o wd . ‘
reflected in thelr de31re to- know, at “all times, where they

'stood. A\They partlcularly cr1t1c1zed the fact that they .

would not recelve numerlcal assessmentS' ‘Until halfway

through the term: = - R '.: ": v;':ﬁz_Wl

L \
S One thing about ‘that class a few people were,
o , upset Wlth .. we didn' t get the topic, for
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our paper ~ and it's due in three weeks -

C and just. because they hadn't organlzed

3 . themselves 'ahead of tlme, we're gomg to
© suffer. (Janet) S _

4

Thls, they feared, would not glve them tlme ‘to rectlfy tHe

. sztuatxon if these: marks were lower than expected

Thls de31re for regular feedback was also noted in a.
'study by Osborne and Taylor (1983) " In an 1nvest1gatlon
involving thlrd—year generallst students at the University
of Alberta, they found that sixty- eight percent of a group
of ofe hundred and elghty students were upset . (the¥

descrlbed it as "experlenced as stressful") by a revised

' undergraduate program ‘desigmny which resulted in delayed
‘:performance assessments (Osborne ‘and Taylorﬁ 1983:219) .

Learnlng to use the1r<t1me eff1c1ently was made more

.‘dlfflcult for some students by ‘the open 1n&tructlonal

i

anrangement of the Early Chlldhood classroom »f - o

We ve never been glven free choices before,~f

« f_'4 in fact, it- has usually been -the: exact
B : _opposite: -"You will® have “to 'have this and
~ this and thls 1n thlS order " (Leger) ' '

i

There s a lot of . work that has to be done’ -

g ,ﬂ b; but no one knows exactly what has to be done'

-when (Janet)

It's dlsorganlzed'.}. I know others feel the

L same way too; ' .everyone: talks about dit- - i
<|».m”1t s just that ... we know it's a learning

. ‘céntre approach “but *I- feel” the need for. .
- more- structure ,(Holly) ' : §§,
: :

S

Although thlS was the second such course they had

‘taken, many were Stlll haV1ng trouble adjustlng to the
_freedom of self- dlrectlon 1nherent in a, loosely’structured

settlng Consequently, they often fell back on famlllar.
methods of fllterln out the courses' necessary content.
Questlonlng the 1nstructor to - galn a sense of” what was ’

important to her was one of these methods, concentratlng on

~ . . ! \
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’learnlng centres whlch had been de31gnated as compulsory was
another - Whlle most of the students felt that all of the:
centres ‘were. useful, the pressure of time. and the desire to
do well~prevented them from doing any more work than
necessary at the non—fompulsory centres. .
: Thus, two deflnltlons of the classroom srtuatlon were
ev1dent durlng the 51x-week courses
s ; f , |
1. A teacher education program was expected to-
t provrde' practlcal information on how to be a
‘teacher. Course" content was judged _1n large
hpart, on thlS basis.

B
i

-2, A desxre to do well in the courses: caused students
to attempt to clearly deflnﬁgwh@& was expected of“
.them and to focus on those éct1v1t1es whlch were

»rmost' llkely to influence thelr; evaluatlon.

-

In’chapter 5 data were presented on the experlences of“
- the key and secondary informants whlle they were on -the
elght -week’ practlcum . Four major themes and four mlnor
-themes constltuted the bulk of this chapter “These centered =
on the cooperat;ng teacher, the. faculty consultant, the )
-.process of evaluatlon, classroom control "making subtle;ﬂ
modlflcatlons to the ~cooperating teacher s method ‘ of
operatlng, seelng student * teachlng as performance and- the
theory/practice issue 1n teacher educatlon Once again, the

follow1ng discussion assumes that the reader has read
Chapter 5.



All of the Early Childhood stiudents with whom'I'spoke
. defined this practlcum as the singie most 1mportant
.component of thelr four- year B.Ed. program . Pr@ctlca in
general were considered to be the most relevant aspects of
ﬁ'f.or the

students. ThlS particular practlcum, however, waﬁﬁln the‘

the program as they provided "hands on" experlenc

preferred area for the Early Childhood' students and was thus

defined as most critical in terms of future employment ,wf

'Apositlon in undergraduate teacher educatlon ) La? ¥
(1984:84) notes that whlle the unlver31ty based stud"
pedagogy ‘is frequently considered by teachers to h
Iimited value, practice, teaching is viewed- as essentéag
Its importance is -lmpllc1tly redognlzed by  the sheer

"quantlty of research ‘which has focused on thls aspect of

professional preparatlon »Its«gjgnlflcance also’ relnforces

,-the "learnlng by d01ng" v1ew.of‘teacher educatlon held by
many of the lnformants in thls study " '
"‘, Aside from the ‘numMerous ways in whlch the impbrtance
0f the practlcum was. relnforced - dlscu531on amongst peers,
:comments by the 1nstructor, heresay from others who bad gone
\before, experlenced teachers - I suspect that there 1s a
further 1nfluenc1ng factor whlch involves the. notlon of a
f status change, ‘for there 1s a' dlfferente between berng a
istudent and belng a student teacher - To- use 1nteractlonlst
termlnorogy, 1t nece531tates a re negotlated self "For:
:years these students have deflned themselves as students,
and belng ‘a "student" means- hav1ng a certaln status  This
incorporates’ certaim elements which constltute the "role"
associated with the status, such as "going to,classes,
. “studying, " and "writing tests" (Lauer and Handel,

.

1983:121). In~ many ways, goxng to unlver31ty is simply an
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_ extension of'going'to high. school. hOne is_stilffgoing'to

“clasSes, studylng,n and wrltlng tests. ’ All‘qof 'these
‘act1v1t1es are understood to be part of’ “self as’ studen€ "

The practrcnn 13 a dlfferent experlence ‘From a

status perspect; s, it is an amblguous one. Student';ipf

. teachers are nelther students ‘in a tradltional sense, nogr .

’j‘teachers. Their. role incorporates elements of both. They

‘ are,'or at least ‘:hey behave like, teachers to the\phildren

" . while at the same time ‘eellng l:.ke students to t"helri-__

cooperating teachers. - As Wargo said: "Until I' mvnot a
student, I feel like a student. ‘ o E

The very fact chat the Early ChlldhOOd students ‘were.
about to change tnelr status (thereby negotiatlng a new
self)-madedthe practicum a signlficant event ' Each of,them
would be leaving the certainty of their usual social
,env1ronment and moving into & new 31tuatlon where they would
"have to interact with dlfferent people and take on a new,
i11- defined role All. (w1th the’ exceptlon of those on
’reglonal placement) had been exposed to thelr placements 1n
preparlng their prop box. assrgnments for Early ChlldhOOd
- 'They had met thelr cooperatlng teachers and’ the chlkdren
 they would be- Wlth for elght weeks and had observed the
EXlStlng 31tuatlon in thelr classrooms They had also- begun
»,to formulate perspectlves on what they c0u1d and‘couldn t do
as. student teachers. : i (
empha31zed by the "reallzaflon" that it was a “make or
'break" event All the students embarked on thlS ‘eight week
~~exper1ené§ know1ng that thelr performance would llkely
determlne whether or. not they. would' become full tlme
?teachers ThlS constltuted the :general deflnltlon of the

situation;‘a primary goal of “student ,teaching was to obtaln

a good flnal evaluatlon and,’consequently, the student -

'teachers were faced w1th the need to lntentlonally define

A

A Thel significadice’ "of the . practfcum'5was qurtherg'“

/7 ’
%
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the situations'for'significant'others (cooperating.teaChers
and faculty consultants) in an attempt to assigg them in

“‘developing favorable impressions.

Equipped only with minimal teaching experience and the
knowledge that they had to receive excellent evaluations in

order to be . attractive to potential employers[ the_Early

‘Childhood students entered the practicum fully aware that
‘the relationships they'established with their cooperating

teachers . would be a major factor in their overall success.

This. 'situation has the effect of forc;ng each student

teacher to behave in the way which would be most likely to

"recelve the. approval of his or her cooperatlng teacher.

L3

One can hardly deny the potentlal influence of

cooperatlng teachers on student teachers The cooperating

B teacher, deflned by the student teachers 'as the most .

l-31gn1f1cant of the 51gn1f1cant others 1nvolved in the

practlcum is in a p031tlon to substantlally 1nfluence the

,-nature of the experlence .~ Others wrltlng on student
3=fteach1ng also support thls observation ( e. g., Karmos and
a JackoL 1977; Haberman, 1982; Lasley and Applegate, 1985) :

leen thelr, p031tlons of authoraty, cooperatlng;

;vteachers play a s;gnlflcant ‘role in. deflnlng the naturé of_
'the ;elatlonshlp with . thelr student’ teacher. Thls mean%
v“that student teachers"attempts at 1ntentmona1 definition h
f}weremgontrolled to a large extent by the way. the cooperatlng:
'teacheré? chose to define the relatlonshlp - A number of
-A;supervrsory relatlonshlps are’ pOSSlble, dependlng on how

téachers“mﬁterpret their’ role, their evolv1ng perspectlves’
on thelr $tudent teachers, thelr own personalltles, and what.

S
L



they feel is best for the. children. Horwood (19815
1nterv1ewed a/number of cooperatlng teachers (he refers to
them as "assoc;ate" teachers) and observed them in
conference with student teachers' Based on these data, he
descrlbes three models which reflect ‘common approaches. to

~ the cooperatlng teacher- student teacher relatlonshlp By

. far the most commf .was the master apprentlce model,'a
relatlonshlp where }the cooperating teacherv'gradually
introduces “the novice to the world of teachlng, and provides
regular observatlon aﬁa criticism.  The operative assumption
" in t%ls relatlonshlp 1s that the cooperatlng teacher is a

master of teaching, and thus the functlon of the student

teacher i5 to watch and repllcate As Housego andﬁBoldt

,(1985 114) p01nt out however, the crltlcism@offered by the

that " one S own success is proof that one s approach is

correct.”

The second type of relatlonshlp Horwood describes 1s
represented by his’ 1dlosyncrat1c model Cooperatlng?
teachers subscribing to this view consider that certain
teaching techniques may be approprlate for some but not for
‘others. "Thus, in their view, Lnd1v1dual personallty bears
strongly on the appropfiateness of a partlcular approach;'
Consequently, these cooperating teachers tend to observe‘
student teachers less frequently and offer little feedback
‘and little direction. o '

" Horwood's last relatzonshlp is represented by the
brewmaster model. Here cooperating ‘teachers” function on the
basis of "rules'of thumb" which seem to work. " While this

- bears some -similarity to the master-apprentice model, "the
underlylng rationale for these rules may be unstated or
Hunknown to the teacher. As Horwood (1981:81) states, the
typifying axiom of this relationship is "I don't know what

274 .
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‘I m dorng, but. it must be somethlng rlght "

‘Horwood's cla531f1catlons bear some congruence- Wlth
the flndlngs of this study.. In Chapter 5 I -used the
deszgnation ‘"mapter apprentlce " to represent - the
relationships between cooperatlng teacher and  student

‘teacher in Margo s case and _“Mellnda ] case I had not

read Horwood's article at thatup01nt but had selected this
desmgnatlon 51mply because it seemed to capture the ‘essence
of a nov1ce learnlng the trade of ‘the experlenced
practltloner whlch is umhat I felt these particular
cooperatrng teachers were trylng to accompllsh with their -
student teachers Furthermore, the way in ‘which the student
teacher as slowly "weaned"‘lnto a Full- tlme teachlng load,
ﬂ%oéﬁﬁ%ﬁ tnmth;&close observatlon and criticism of the
'cooperatlng teacher, remlnded me of the 1nherent component;
of any apprent lceshlp

In many’ ways Leger S 31tuatlon with hlS cooperatlng
“teacher bears a 31m11ar1ty to the idiosyncratic model. He
.rece;ved “little fln_ ‘the way of regular( constructive
feedback, and was largely left on his own. Unfortunately, I
do not know whether his cooperating teacher espoused this.
partlcurar approach to student teacher supervision or not.

Becky's situation does not seem to flt any of these -
models. However,'ln a brief section at the end of Horwood'
‘artlcle he makes the followlng statement "Some associate
teachers use a carefully organlzed ‘system of rec1procal
observatlon and " feedback in which’ the student teacher
“functions much more as a;partner than_avjunior"_(Horwood;
1981 82). He doesn't’expand on this, but it hints at the
type of relatlonshlp Becky had with her cooperatlng teacher.
I referred to it earlier as a team approach and I ‘believe
this captures the essentlal Features of the relatlonshlp
.Becky was treated as another teacher in the classroom from) .
the very first of the practlcum, and while she assumed moré/

{
§
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~and more responsibility as the weeks passed (with her
cooperating teacher being less and less involved), there was
never the clear dlstlnctlon in roles that typlfled the
master-apprentlce re‘atlonshlps of Melinda and Margo They
‘worked together. . . |
RO Whlle ggme of the 1nformants didn't partlcularly like
“the . ways their cooperatlng teacher, had defined the
relatlonshlp, the status associated with "self as studentb
teacher™ and thelr desire to do well on the~f1nal evaluation
placed them in the roleioﬁzfollower rather than thé role of

leéader.

.

i -The most obvious example. of this was "the strong

. informants to conform to the elements’
thﬁar partlcular situations. This tendency to
) ALSQEbeen noted by others investigating student
‘“" fand Joyce, 1973; Clifton, 1979; Copeland, -

;-gt al., 1980; Dickie, 1983; Applegate and
: ryer, 1984 Tardif 1984; Goodnan, 1985)

' Goodman (1985:45) found that .the majorlty of
.”n_fﬁt"baésiégiy"kacCepted the traditional curriculum and
~Standard forms of instrugtion. She did-' identify one
‘partlcular 1hd1v1dual whom she descrlbed as ﬁtntellectually
alive and socrally aware" who sought out a cooperatlng
teacher who would let her ‘experiment durlng praotlce
teaching (Goodman, 1985: 45) But even here the sﬁhdent felt
vcompelled to adhere to certain aspects "of the prescribed
currlculum o . B
.Beyer (1984)-'also comments upon this conformity
tendency, linking it to a desire on behalf of the students
to succeed‘aé'professionals " He worries that this desire,
coupled with a cooperatlng teacher who reinforces compliance
with the status quo, may. lead to "uncritical unlformity"

(Beyer, 1984 36-37).
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In a study of four second language student teachers,
Tardlf (1984) noted thelr tendency to conform to standard
practice 1n thelr classrooms and referred to it as "taking
the path of least re51stance , It 1s clear, however, that
they frequently dlsapproved of some of what they did and did
.1t éonly because to do otherw1se might jeopardize success

during thexpracticum.y She quotes one of her informants
(Tardif, 19843152): IR : /

All the cooperatlng teachers I had were very
different and I think I did well with all of
them. The reason W did well was because I
made a point to adapt myself "to them and
their situation. I think you have to do
that as*a student teacher. If you're not

- prepared to do that then be pregared to have
a tough time.

Thls was .essentjially what ‘Leger was saying when he
spoke of "moldlng yourself" to.-the cooperating teacher s way
of. d01ng_th1ngs. Most of the other lnformants felt the
same. But based on the findings of this stndy, studentsv
didn't take the "path of least resistance" because it was
the easiest way'to go. It would be more accurate to say
that most of the key and secondary informants conformed
, prlmarlly in’ accordancg%w1th the way they had defined thef'
,practlcum -They had™ /decided, even before they began
practice teaching, that certa;n behaviours, i.e., abiding by
-the established rules, avoiding confrontation and presenting
a self which significant, others-would see ashcompetent and
worthy, might well result in a ‘superior cvaluation which
would, " of course, enhance thelr ‘prospects for eventual
employment. In addlton, each;def;ned their status in a way
that placed them in a-. subservient porition to their
cooperating teachers. These classrooms were not theirs, and':

significant deviation was simply not a consideration:
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you have to realize I'm Jjust a student
“teacher. I'm not running the classwoom.
You ddn't go - into the class and start
dictating what you like and what you don't
» llke . (Margo)

There's rules that have been established in
there that I don't feel I have any rlght to
change (Mellnda)

You can't be your own teacher, _yon've got
to do what the teacher says... (Leger)

. If they don't like you. they re ot going-to
" give you a good evaluatlon no matter how
good yom are. (Leger).

When I reflect upon what I understand of Cathy's,
situatlon, it occurs to me that nonconformlty will not
. neCesaarily result in a poor evaluation. Cathy continually
uattempted i to brlng her own views to bear on her cooperatlng
"tSMcher's 1nstructlonal technlques.’ And while this caused
her occasional -stresa and uncertainty, she recelved
excellent marks fron both-her evaluators. Honever, this
misses the point, partlcularly 1f we return to “he assertlon
of "deflnlng sxtuatlons ‘as real" by “Thomas and Thomas
(1928)7' . For 1if student teachers enter a 31tuatlon
belieying, for whatever reason, that doing well means
bconforming, and if through ongoing re—definitidn based on
regular 1nteractlon they find no reason to belieye
cherwise, then whether or not they could have dev1ated is

~an aca  Qic estien.

~ Zi1:! persuasive argument in favor of conformity lay
in t: studert teachers' concern for the children they were
teachiny. Failure to follow the classroom procedure with

which the children were familiar could easily confuse and
discomfort the children. Of course, parallel  to this
consideration ran the knowledge that to 1ntroduce confusxon
into the <classroom was also_ to encourage behav1oural

abberations’among the children which could, in turn, destroy
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‘the 1mpressxon of credlblllty each student ‘was tﬁylng to
build. |
Thus, conformity tesulted from a complex iXterplay AN
between defining ‘the practicum as a "must" situatiom,
defining their own status as subservient to tﬁeﬂcooperatiné
teacher (and faculty consultant), and a desire to avoid

7

general classroom confusion.

The desire tc do well, and the subsequent terndency to
;conform, may also be applled to the relatlonshlp student
teachers have with their faculty consultants However,
attempts by some of the student teachers to 1ntentlonallj'
define the situation for their consultants went awryggs a
result’ of fundamental conflict over appropriate classroom
organization between consultants and cooperating teachers.
Satisfying. confllctlng expectations posed significant
difficulties for some of the 1nformants | o

_ it seems with her I have to have, for
every different kid, a different 1lesson
plan. So it seems [that’s what] she's
trying to put across, so I don't know. It
isn't feasible. (Melinda) o ~

-
~

1.This raises questions about the-actual function of
faculty consultants. In studies conducted at the.University
of BAlberta on the role of the faculty consultant,
researchers noted a lack of consensus among interest groups
on the role of faculty consultants. Hall (1980:30) designed
a fifty-two item survey Questionnaire to isolate what ﬁe
termed "expectation ltems, i.e., those things which

faculty consultants should do in their supervisory capac1ty
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and gaVe‘ it to three 'groups of respondents: student
teachers, cooperating_teachers‘and faculty consultants. The
results were ambiguoug‘ In Hall’s words : "Nelther perfect
consensus nor complete lack of consensus was found within
any of the groups on any of the items"™ (Hall,. 1980: 109) . For
the student teachers, however, most agreed that the
consultant should "hold a post—observatlon conference with
the student teacher (Hall 1980:105). " A similar emphasis
was found by Ratsoy. et al. (1978:26) in a study of the
'organizatlonal effectlveness of the education practica at
the University of Alberta in the late 1970s. Unfortunately,
nothing was said in'either study about what they should
discuss during this conference ' '

Questlons~ are also raised in the llterature on
teacher education about the necessity of unlver31ty'
supervision of student teachers. ', Both extremes are
represented.' Some would abolish university supervision
altogether while others see.it as a valuable means of
guarding against passive, undiscerning socialization.

For example, Bowmani(1979) adopts a critical position
which is ultimately based cn the most efficieht deployment'
of university resources. He argues that giveéen the sparse
time the superVisor spends with ‘the student, and the
potential for a "friendly consplracy" between cooperatlng.
teacher and student teacher to mask the true gorngs on of‘
the classroom, the practice should be- dlSCQntlnued (Bowman,
1979: 30) This notion of a "friendly conspiracy" reminds me
- of the situations with Becky, Melinda -(at least initially),v
Janet and Gwen. In order to.satisfy the“expectations of the,
faculty consultant they each, on at least onegoccasion,
"conspired" with their cooperating teacher to put on a
special‘ "show" durlng the consultant s v151t Emans
(1983:15) notes that it is not uncommon in groups of three

for two members to form a coalition and 1solate,therth1rd.
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" Since the consultant visits the school lnfrequently, it
-seems logical - that he or she would be . ‘the: lsolated_.r
indiv;dual.B‘However, dev1atlons from this Cropped up in
this study. ﬁht one point Mellnda suspected that she was the
isolated third member~and Margo's close relationship‘with
her. o@nsultant precluded anyone being 1solated So to
recdmmend dlSCOﬂtlﬂUlng university supervision on the
assumptlon that the supervisor will not see. a "true"
plcture, is to mlss. what possible beneflts ‘the system
offers

R _f; Zlmpher et al. (1980) approach univerSity Supervision
with .these beneflts in mind. 'In a -case study of thred
s%ddent teachers, three cooperatlng teachers, and one
p&”ner51ty supervisor, they found that the supervisor had a

. m&ﬁuvatlng 1nfluence on the .student teachers They

gldoncluded that in his absence the student teachers would

Hﬁhave qulckly _attempted to replicate the cooperatlng
@#&cher S technlques w1thout critical analy31s or reflectlon
':;pher et al., .1980:13). They also noted that the
‘ultant fills a key role in fac1l1tat1ng relatlonshlps;
5en student teachers, cooperatlng teachers, "school.

ﬁylstrators and unlver31ty personnel , |
What - seems apparent from this is a need for faculty
'i consul*ants to apprec1ate the ~situation which confronts
student teachers. They should understand that student.
teachers, out of a desire to do well, may well attempt to
| produce a specialwshow'for“their benefit. Furthermoreb if
there has been littlei communication’ between faculty
consultant, cooperating teacher and student teacher and no
realistic expectations for the student teachers have been
set,'then consultants should be aware that the student'

teachers will be 1nc11ned to adhere to establlshed practice
Under these circumstances it 'is hardly- reasonable for the
faculty consultant to expect the student teachers to do that’
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" which dé%@ate;isignificantly from the cooperating teacher's
“instructional and organiiational procedures. . According to
‘the findings of this study, when consultants. held
expectations running cOuhter to classroom practice,,they
-caused a great deal of stress for the student teachers.
Becky's, Janet S and Melinda's .situations were typiggl
examples of thlS - On the other hand, the consultant S
presence was welcomed when their expectations- took 1nto
account - contextual elements such as existing practices and
thebgoals held by the student teacher. Margols situation
was the exemplar of this type of relationship o o
In the prev1ous chapter I pinpointed many of ;the

difficulties which <can be caused, inadvertently or
otherwise[ by the faculty consultant. Those key informants
(Beck?vand Melinda) who._ experienced problem relationships
with their faculty consultants were able to isolate certain
contributing factc-s. For Becky, the initial conflict arose
‘over classroom organization?‘her consultant, in Becky's
bpinion, expected a'traditional approach to instruction even
though the classroom was‘relatively unstructured. Although
this changed Becky later became upSet' because her
consultant had begun making comments about things "she had
not witnessed’ or which had never ‘taken place. Although the
- comments were complimentary, their obscure origins, as far
as Becky nas, concerned; 'underminedn the cowsultant's
credibillty This problem was made even mqre irritating by
the lnescapable fact . that the consultant s evaluation was as
important as that of the cooperating teacher

0 Initially, Melinda was upset by the way the consultant
‘only visited infrequently~yet still felt qualified to make
sweeping generalizations about Melinda's classroom
techniques. This complaint persisted, -but was eventually
‘overshadowed by the consultant's continued 1n31stence that
Melinda take account of individual dlfferences, Melinda was
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i.e.,

'"iéularly in thls sxtuatldn where time .
It would

was’ uanallstlt

1W,'flsa@yantages of ~traditionally

g1v1ng the impression that she

Complaxnps'also‘came from the secondary 1nformants

. but it was the 1nfrequency of visits by faculty consultants

"

,consultant s were cla

;annoxanee, an annoyance which was not

‘al. tv1ated by the eypntual d15clpsur8 that szome faculty

flng to have vxﬂtted more regularly
than they had ) Here;agaln the, questlon of credlblllty

‘%phat"bne 1dent1f1able problem is, poor

M

.‘r»./ !
communlcatldh among tﬁe mejmbers of the three groups.

Essentlally thlS is a’ problem of program design and I will
discuss it later 'in this chapter under the headlng of
A;mpllcatlons for the Des1gn of Teacher Educatlon Programs.
The 1mportant p01nt at the mﬁggnt ig, that ‘in splte of the

vagueness of the -consultant s :.Qle, these 1nd1v1duals,

accordlng to the _ways they themsel‘ % have defined the role,

. S;\

are able to cause either p031t1ve or: negatlve consequences

for their student teachers

L1

A number of writers have noted the significance which’

S
s
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f.“ciaSSroom'contfoi has for student‘teaeheré‘(Callahan,‘1980;
‘Baldursson, 1983; Lapin, 1984; Housego and Boldt, 1985;
- Tardlf, 1985).' In a questlonnalre study. of one hundred d
twenty students at Washlngton State Unlver51ty,.palla:§;
(1980 ) found that classroom control was a 31gn1f1cant‘
'1concern for student teachers o : ' . S

It wouldlappear that the student teaching
experience is significantly influential in

" demonstrating to all teacher ‘candidates that .
knowledge and firm control are necessary
attrlbutes of the,effectlve teacher.

Conductlng a phenomenologlcal 1nvest1gatlon of Student
teachers in Iceland, Baldursson (1983: 107) ‘isolates. an
element of control which is most apt to this sthdy:

The significance .of noise was not
particularly that it interrupted normal
classroom activity but primarily that it was
~a "sign," for other teachers, of their
incompetence.
For, many of the infofmants,in this study; firm control
did not necessarily indicate competence, but lack of control

‘certainly hinted at incompetence:

v I prefer when they'}e (observers) not there. |
‘You know, in the sense that I feel I'm more
in control," I don't have this eagle eye
‘looking over me. I think that's because 'you = "\
know it doesn't always go the way you want

I guess you don't. like to admit being a
fallure and belng 1ncompetent (Margo)

As indicated in Chapter 5, misbehaviour e;dng7éne
children placed the student teachers in a win-lose
.situation. In terms of definition of the. situation, having
to deal with poor -behaviour in the,classroom caused a

-“dilemma for those who were infentionally attehpting to

present a positi&e, competent self to‘significant others.
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_For hany.of the students failure to wiﬁ eooperatiqn from the
.children meant failure to establish their own credibility as
effective teachers. ’ ‘ ' . |

Thls was partlcularly g\brob-:m for Melinda. In spite
of the effort she put into a "friendly" approach and leSSOQ
preﬁaration the children were freQuently inatte:tiVe As
‘the weeks passed she started to questlon her approach to
.classroom control

I suppose maybe I should have been harder
with them and not approach them.on such a
) : friendly Qevel, but more on a superior level
' * to them-and said: !"Hey, listen, this is the

- way it's going to be." (Melinda)

To her, the teacher should béAShperger to bhe,etudehts,‘
i.e., the teacher should do the telling and the studente
should do the listening. | I remember how upset she was on
one occa51on when a child told her how to do something. Her
response was to tell thls Chlld that she (Mellnda) would
give erfln:truct;ons. Her distress in these situations was-
amplifiedﬁ by the presence of her,vcooperatlng teacher.'
Student teachihg‘~was a performance, an attempt ¢to
intentionally.define the situation for significant others,
and when the students failed to cemply-Melinda became very
-frustrated and.ekasperated. Her inclination was to raise
her voice but she feared that her cooperating'teacher would
see this as a sign that she had lost control. ‘In the eng,
little seemed to work and she found herself glad ‘that the
‘practicum was over. ' o

Thu®, the way Mellnda chose to deal with the chlldren
was influenced by her c1rcumstances She controlled her
natural tendencies because she 'was belng evaluated and a
good evaluatioen was very 1mportant to her. %?p |

Margo s c1rcumstances were different, but she still

considered problems of classroom control to reflect
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negatively\on her competence as a teacher, eSpeciaily if she
h'was belmg observed at the time, and she usually was.,

Leger he only one of ‘the key 1nformants ‘who
didn't undeh
- great dealfh
believed téa'

. the child: Not surprlslngly, he pin-pointed cla sroom

glsc1pllne prcblems in thrﬁ way. He had a
l7dence in his ability as a teacher. He
,§ﬁy dlsc1pllne problems do not orlgln te Wlth

,structure as lendlng 1tself to problems of discipline.

Thus, his natural inclination when these situations arose—

espec1ally 1f a number ofnklds were involved - was to 'stop -
what he was d01ng and restructure (or,-more'accurately[
unetructure) the 'activities. However, because evaluaticn
was important to hir and because it wasn't his classroom, he
~used techniques which he felt were more in line with
‘estabiished practice in his situation. As with Melinda, his
~attempts to. intentionally define the situation for his
'cooperatlng teacher caused hlm to utilize technlques whlch
would‘ not reflect badly Qn him 1n the eyes of his

cooperating teacher o _ _ a

All of the informants in this stud: und . themselves
. conforming to the routines and structures .uanerent ih their
individual placements.” All were careful to\nurture good
relatgonships with their r~ooperating teechers; at least to
the extent to which this was within their control. Most saw
problems of classroom control as a mnegative reflection on
theirtébiiities, and thus as something which hindered their
attemgte_et intentional definition, or, in dramaturgical
terminology, impreséion management .’ This had consequences
in terms of how the students felt about what they were
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doing. , _
I have prev1ously referred to student teachlng as a

"performance, " and llnked it with the evaluation experience.

E

:In other words, the way the.relatlonshlp-was defied between .

‘the ' cooperating " teacher and the student teacher

. (master-apprentice, etc.) dictated to a great extent how the’

. former went about evaluating the latter. Those in a
master- apprentlce relatlonshlp (Margo and Melinda) had a
greater ‘awareness of being under constant scrutlny and
consequently had a greater sense of performance. thﬁavem
in. relatlonshlps such as Becky had with her teacher,

very fact that she ‘chose to abide by established routines

thle claiming to be opposed to some of them saﬁgests that
- she was performing. I have already made the case that one”

of the main reasons student teachers conformed was a result
of their desire to obtain a good evaluatlon » -
Goffman (1959:107)1 refers to the argg where
performances are given as " front regions." At the same
time, a back region»ér'?backstage" may also be defined. He
\\describes-this as."a-place; relative to a'giVen performance,
',fwhere -the impression fostered by the 'performance‘ is
knowingly_contradicted as a matter of course" (Goffman,
1?59:11%}. For the'}nformants in this studi/ the front
regions, of course, were the classrooms and'any areas where
interaction tcok'place witn'significant others (cooperating
efeachers, faculty consultants, children). The backstage was
'any‘place that didn't include the aforementioned. Logs fell
into this category, particularly those which werevmot to be
read by an ezﬁ?g%tor If they were, then the performance

had to be. m%m

logs weresﬁngﬁ%o be read by his cbdoperating teacher he

ﬁned within thelr -pages. Because Leger' s

placement. Becky, on the other'hand,'was‘careful in making

entries’ in her logs. 'She had no concerns about her

/

“\')

.'tended to 'be more open about how he felt about 'his
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cooperating teacher reading them, but they were available to
her consultant. Cons=quently, when I asked early in. the
practicum iZ I cohld'review them she willingly complied,,but
added that she'd have to go through them with me to point
- out what was "sh.t" and what wasn't. w

As ah researcher, confiaant, and someone truly
interested in the teacher education experiehce, I belieyerT\\‘—
was privy to the backstage. region. Here the student
teachers ceased performlng for their cooperatlng teachers
and .others and opmmented #bn the nature . of their =~
performances. . As a reSult_of,beingfallowed access .to- this
region, I beganvto see the extent to which the experienceA\\Q
‘was a performance and how it affected each individuale A !
number of thlngs were sald "backstage" which reinforce the
drama metaphor in student teaching, a few of which are

‘recounted below:

“a

-— . \\ . - )

It's more bending to mold yourself into the

mold that the teacher has. And you have to~. .

take your philosophy and your ideas and .mold

them into what she's got. (Leger) | ' ~

e And you just kind of learn to bite your
’ tongue or play along. # It's not worth the
time .and effort to make a big deal out of

things that I don t feel comfortable Wlth

%

» (Margo)
. [Sometimes] I feel frustrated and restricted :
: and ... well, not overwhelmed ... just ¢
“\\gettlng tired of people: telling me what to - - ’
do. Like just having people above you all
~ the time you know, it's not like it's your
own c¢lassroom. \yel ) P

.I just do what s tells me, to do
e¥erything's 0.K. (floily) a\;\_
Bl c
; I }; do what she says ‘She's the pergon who

glves me my mark. (Cathy)

Oh my God! She can't see my logs. If she
.sees my logs I'm sunk. (Leger) ’



TN - . 289

- .

C.K. lady,~fine. If that's what you ;ant}

that's what yourget. (Becky, on-her faculty

consultant ‘8" expectations) ‘ s ,
s . S - oy

-
%

‘o = : .

. having people obéerve, or knowing you're
being evaluated holds me’back, and I know it
does. Because I know if I did it I would do
things the way I felt right and there would

‘ be no one: questlonlng me. (Marc )

As I-ment?oned@pr iously, the effects of performance
were most noticeable with’/ those student teachers. who had a
master- apprentlce 'relationsﬁip with their cooperating
teachers, esp801ally if there were behaviour problems
evident in the ‘rqom.  The constant scrutiny created a

’tensipnxthat'lasted throughout the practicum, and by the end

of the eight weeks both Margo ahd Melinda were very happy to

concluaegthe experéence."Thié‘is not to say that neither
enjoyed student feaching; it was the need to constantly
perform that grew te be a veiy trying experience. And even
though 'Lege; had .a \different relationship with his
coeperqting teacher, is) commitment to unétructﬁred

kindergarten settings <caused him to view himself,as a

"robot"; as someone who was just going_through the routines

“in o*der to get a good evaluation. He wae cbnvié;ea that

-.*&%;ch of what he was "doing Qﬁs fundamentally wrong.

v

P

2
ISt

9

S [ ' A

2 LS
' 4 . :

Some of the categorles I created in chapters 4 and 5

have not formed a.major paxt of this discussion. i refer
specifically to "The Structure of Learning Environments, "
and . "The :Themry/PraCticb Issue." These are bot?>
incorporated into, the sectlons which follow.

What I have attempted to do 1in the- preceeding
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discgurse is relate the ways students behaved “during ///
unlver31ty coursework and- while student teaching to compare
this with the ways in which they had defined the experlences'
to begin with, and,vln the case of cooperating teachers and
‘faculty-consultants, how the situation was. defined for them,
Most expectethhat teacher:. education‘courses would (or
.should) proVide them with thefpractical knowledge necessary
to: be&effective classroom teachers When course.content was
not seen to be dlrectly related ‘to the everyday world ofb
.classroom teachlng - as they- -perceived it CT it was
frequently labelled as "theoretlcal, and subsequently
dlscounted At the same- time, whether or not concepts and
ideas were "practlcal" or. "theoretlcal " they Stlll had to
‘be studled ‘in order to recelve an acceptable grade. This:
bdlmen31on of practlcallty saw students employlng a varlety
of means to 1dent1fy those aspects of coursework which were.
necessary in ‘order to*successfully (i.e., with a good mark)
’complete the course. In chapter 4 I labelled.this "working
the  system." .Thus; teacher education was defined as a
rsearch for practical knowledge, arid at the same time as an
endeavour in which it was,lmportant to obtain good grades in
"order to be. successful in pursing teaching as a career. .
The practlcum was 1dent1f1ed as the most 1mportant-
’component of the four- -yea} program. This was the "real"
world of~teaching} ~This was theﬂopportunlty to engage in
the practice of teaching. It was also defined as the most
crucial stage:in becoming . a teacher;v Given its importance,
“in career terms and the faet that it meant moving'from .
certain to an'uncertain'social Situation, studenrts entered‘
this- perlod reallzlng that bulldlng good relatlcnshlps with
'Slgnlflcant others would largely dlctate the success, of the
hexperle ce. . They consequently tended to comply with the
stated gr\gercelved»expectatlons of the cooperating teacher

and the faculty consultant regardless of ‘personally held

»
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beliefs. - The most significant example of this related to
appropriate structural arrangements in kindergarten
claséfoome. Mosﬁ of the stddents,vcomihg straight from an
Early Childhood course. which~ﬂéddressed this ﬁopic, were
critical of ex15t1ng arrangemehts in: their classrooms. Yet
none attempted to alter the status quo other than in very . -
subtle ways. To do so might Jjeopardize ﬁheir success (i.e.,
their final evalua;ion) on the practicum. ‘

I have spggested that student teaching is e

performance, i.e., an attempt to intentionally define the

'situation for significant others. The sense of performance

is helghtened by the evaluation process. This was

espe01a &y evident where students were under regulaé
scrutlny and given dally feedback on how well they did,
i.e., how wéll they performed. In referrlng to student
teaching as a performance, I don' t want create the
impression that students were trying to deceive their
evaluators, although I suspect this did- occur, especially
with~facﬁlty consultants.. Instead, I am‘suggeéting,that the
K\Ty[faet that all of the students had defined the practicum
as .a "make or break" experience, and that many of them
professed not to believe in much'of what they were‘doing
(i.e., they "wouldn t" do: 1t in fhelr on classroom), p01nts
to the necessxty to perform, L intentionally define the

situation for smgnlflcant others so as to create a favorable

" impression. . .

; . Sociali . { -
. . s .

*

At the beginning of this chapter I referred to
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Zdefinition ﬁof the 'situation as a concept ’embedded..in
socialization. This means that the ways individuals

interpret their situations affects the ways they are
socialized’into a group or profession. In-other words,

,}ndi#iduals interact with the definitions others are trying.
to create for them and make judgments about appropriate and
inappropriater actions based on, aﬁong other, things, pasﬁ'
"experiences. | L " - )

Most of what I have re said previously . in this chapter,
plus data from chapters 4 and 5 which I have largely 1gnored'
to this point, are incorporated below in an examlnatlon,_
albeit"brief, of teacher. education as a process of

£

socialization.

_ (a1 )

_ Like most tepies in social iscience, socialization has
been:the focus of much-debaﬁe. One reason for this is the
existence of various ways of conceiving of the social world.
Descriptions and explanations of social life carry with them
implicit assumptions about the nature of reality
(ontological assumptions) and ways in which one can acquire
knoWledge about reality (epistemological assumptions). At
the most general level, this debate revolves aboutethe
existence or non-existence 6f a social world whieh 1is
external to the individual. ' The question is one of whether
there is a social world composed of "hard, tangible and
relatiVely‘immutable structures" or not (Burrell and Morgan,\
1979:4) . |

This debate carries over into discussions of .
socialization. The source of conflict is not so much what
socialization is but more how it takes place, especially if
the debate focuses on socialization beyond childhood.

Although using different terminology, most writers agree
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that socialization is a process of encdlturation whereby
individuals acqu1re the shared meanlngs necessary to the

existence of any society or subgroup within a soc1ety The

critical question here is: what role does the 1nd1v1dual'

play in his or her socialization, ‘if any? As Wentworth
(1980:2) points out, this is the "determinism-versus-freedom
issue for socialization theory,™ both of which represent
endpoints of a continﬁum " The determinism extreme
postulates that the _social world, llke the natural world
(governed by causal laws. Here socialization takes place
reéardless ofAthe will or judgment of the individual:. The
freedom'extreme'accepts the freedom of the individual to act
as he or she sees fit as an obvious quality of individualism
(Wentworth, 1980:2-3). G}vie; tctal control gver_to the
individual, however, denies the existence and possible
constraining influences of social structures. ’

The p031t10n which I have adopted lles in the mlddle
of this continuum. The very fact that I have employed
symbolic interactionism as a conceptual framework points to

a strong emphasis on the role of the individual,

particularly the adult individual, in constructing, his or

her reality. This position is well articulated by Lauer and
Handel (1983:101):

after childhood every individual enters
‘each new interaction situation with a
background of socialization experiences;
because of the complexity of the attitudes
that he or she has acquired from those
experiences, the individual will not be
wholly  shaped by the new interaction
"situation but will, on the contrary, have
alternative courses to choose from and will
have some degree of influence over the
31tuat10n : Y

As explained earlier, interactionists posit- that
individual behaviour is preceeded by an interpretive process

whereby meaning is attached to the objects and events in a

.
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particular sétting. At the same time, the definition and
re-definition of the situation employed in human_interaction-
points to the "realness} which individuals may give to their
, circumstances and which influences'their subse@uent actions.

Whether or not social structures exist in a tangible sense

is no; anlissue here. ‘Thelfact that individuéls may define

them as real is. Thus, socializationﬂinvolvés an interplay

between the individual‘and the social structures inherent,

6:‘deﬁined as real, in relevant situations. ~For this

reason, I‘favor the def;ni:ibn of socialization offered by
Wentworthu(1980185)a

l

Soc1allzatlon is the act1v1ty that confronts.
and lends structure to the entry  of
nonmembers into an already ex1st1ng world or
a sector of that world

The benefit of this definition, as with that of Lauer
~and Handel above, is that socialization is taken as
interaction, thus recognlzlng the existence of constraining
social structures while allowing forthe influence of the
individual in the shaping of this experience (Wentworth,
1980:86). As I will demonStratp later, this wview of
socialization ié well supported by the data from this study.
My focus, however, is not so much on thé actual acquiring of
culture as it is on the "fact" that it.occurs‘éelectively,

not passively. v o~

The process of socialization. into the professions has
recelved much attention by social scientists. Ondrack
(1975 97) notes that studles conducted in medicine,
dentistry, law, management ana nursing have yielded fairly

consistent findings: that students at the preservice level
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adopt the idealistic‘attitudes and values of their faculty
'but that a pragmatlc shift occurs once they move into fleld
settings and acqulre different role podels.v ‘At a more
specific level, Merton et al. 11957:287) point out that
'since socialization is a product of social interaction, key
individuals (sighificant others) play a more obvious’role in
this process than others.b Their point is important, for the
,'person whom one student defines as significant may not be
" defined thus by another étudeot. This makes generalizing
dlfflcult and mlsleadlng. ,

Zeichner and Tabachnlck (1981) have reviewed some ofl
the teacher educatlon llterature which deals with the_
socialization of neophyte§ They describe a commonly-held
view, one which conforms to;the findings noted by Ondrack
{1975), and‘two alternative."Scenarios"'on the“effects of
preservice preparatron ~ In the most populer'soenario,
higher education is con51dered to have a liberalizing effect
on prospectlve teachers. That 1is, students, while at
unlverSLty, become less conservatlve in their world v1ew and
adopt a more progressive. outlook. . However, studies reveal
that these attitudes regress to more orthodox positions
during_student teaching or in the initial year of inservice
teaching (Zeichner #nd Tabachnick, l981:7).>

The first alternative scenario -suggests that
professional preparetion'has little impact on students; that
socialization has effectlvely occurred prior to university
entrance. This p081tlon has been argued by Lortle (1975)
and supported’ Py othersi The' "apprentlceship ,of
observation™  (Lortie, 1975:61) which preceeds ,fbrmal’
preparation, However; does not account for ° the
tradlt1onal-prog&esslve—tradltlonal shifts noted above. .BUt
based on a three year study of education students,‘Shlpman
(cited in Zelcyner and Tabachnick, 1981:8) proposed that the
liberal attltudes shown during preservice preparatron were

/

little more/ than an outer layer "superlmposed on a.

~
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substratumdof traditional perspectives "'rIn other words,

the students were creating an intentional definition of the'
situation so that faculty members would thlnk they had

acqulred appropfiate attltudes. Thls is .a manlfestatlon of

"working ~the system." RO ,

The second alternatlve scenario proposes that the
effect of the university is actually a conservative one.
Universities and schools are v%ewed;as being in league to’
produce conformist attitudes amonglpreserviee andhinservice
teaehers. Zeichner and Tabachniék,(1981:10)7sugge3tuthat
all three of these views are credible. N

As part of a comprehensiveu'studiV of+ teacher
soqialization in Great Britain, Lacey" (1977) spent a -
two-year vperiodi interviewing and- assoc1at1ng with
' prosﬁective teaehers. His work tends1to support the first
alternative scenario prquSed by zeichner and Tabachnick
(1981), that\uhiﬁersities have little long-term impact on
teachers. While I don't wish to review his research in;
detail here} there are certain coneepts that he proposes
which can be 1ncorporated 1nto this discussion.

(Lacey, 1977 67) argues that there lS a need for a
concept which expresses autonomous behaviour in 51tuatlons
where eoerc1ve structures are evident. He proposes "social
'vstrategy,",and I find his explanation compelling (hacey,
1977:67) : ‘ T

-~

~ The term 'strategy' is appropriate because

it implies a purposive, gu1d1ng, autonomous
element, within individual and. group

. behaviour. It 1is clear that the
uniformities in human behaviour, which give

rise to recognizable patterns in research,
indicate -that 1nd1v1dual social strategies

‘for the most part ‘comply with- or are
modified by constralnlng social forces. The
", 1mpllcatlon here is that the constraints of
" the situation and the individual's purpose
J : w1th1n that situation must be .taken into
account. (emphasis in original).

4

! © . . C»
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Lacey s pos;tlon supports the interactionist. position
!that the goals 1nd1v1duals have for a partlcular period of -
interaction -and the way they have defined the elements
inherent in the situations must be considered when:ohe is
.attempting ta explain the behaviour of those individuals.
In the-case of student teaching; adopting a cooperating
"teacher's in;tructional strateqgy maybmean.that a student
teacher agrees Qith the cooperating,teacher‘s approach.
Alternatively, ‘if the student has successful completion of
the practicum as one cf his or her“gdals (the individual's
purpose), and if the 1nstructlonal expectatlons of . the
cooperatlng teacher. clash with those of the student teacher
. (a -constrfaint of the situation), adopting the teacher's

’ hlnstructlonal style may merely be a strategy to obtaln a

- satisfactory. assessment. ~ While this may‘%e an overly
31mpllst1c explanation of a glven 51tuat10n, it would be
‘equally mlsleadlng to assume that the adoptlon of a
cooperating teacher 5 1nstructlonal procedure by a student
teacher represents pa331ve uncritical compliance.

Lacey (1977:72) prgppseé two mcre' concepts which
;represent verieties of social Strétegl\s;‘"internalized
75djustment" and "strategic compliance." Internalized
adjustment occhrs when an individual has- acceptedf—the
arguments and valués put forth by 51gn1f1cant individuals.
In the case of strategic - compllance, an .individual may
merely "get by"™ while remalnlng partially 'or wholly
unconvinced by the arguments and values espoused in a given
'situation. Using these terms, we can apply’them to the
scenariOS'outlined in the preceedingnparégraph. In a
_ﬁracticum settihg,aa §tudent,tea¢her may totally accept the
instructidnal'andtorgahiZatiohal strategies employed by a
cooperating teacher, i.e., internalized?adeStment.V-Or, he
or she may merely appear tO'acceptvthem,‘fdr whateyer

reasgn, while "remaining uncopvinced, i.e., strategic



| 298
*\-.
.compliance.t=I belieue,,as I will show later, that both of
these situations are'represented in this study. -

Many other  writers ' and researcners in teacher
education speak of preserVice preparation - especially the
practicum - as a socialization experience Some haveVargued
'1n favor of soc1alizing towards established skills and
~values (Clifton and Long, 1984:12). @thers, as noted by __
Dickie 19833220), view ‘socialization "as an undes:rable
occurrence. Some’\resgarchers seem to imply that
- socialization is a pa§51ve process in which the individual
has little control over what is happening to him or her.
-Zeichner (1980:52), however, noting the existence of
"resistors,” - suggests that socializationj contains
nconfradiction as well as reproduction. - And Lapin
(1984:71-72), in ~a study of -preservice teacher
_ soc1alization, noted that individuals exerted Significant
control over their own socialization. The'ver?-fact that
there are diverse Views on . the effects of proﬁeSSLOnal
preparation, -and that‘each, as far as we know, is credible,
emphasizes the complexity of the socialization experience
and the difficulty in . generaliiing from one situation to
-another (orf for that matter, from one person to- another)
This theme,’ if diverSity can be called . theme,

‘characterizes thé findings in this study.

The Early Childhood Students s

Soc1alization in a Unlver31ty Context Focusing first’
on the univer31ty term, I suggest that the courses- which the
intentional socialization. Whether the espouged‘values are
’eventually internalized by the students or not, of course,
is another question All univer51ty courses ‘may’ not
necessarily be best understood An- this way, but profeSSionalv

a
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preparation courses can be. However, tﬁis_doesrnot_mean -
that all of these courses attempt to socialize in the same
way. | . ' :

In the case of thegEarly Childhood course in which T
“took part, the attempt to socialize was definitely\in a
progressive»direction. In other words, the instructors were
not intereSted.in;providing the students with instructional
skills which would conform to. those _practiced in many
classrooms. Instead, they intehtionelly offered an'approach
to currlculum and pedagogy ‘which they hoped would become the
way of the future, and whlch clashed with - more tradltlonal

t
views: -

We gaﬁld do this. However, such,programs
a

are t you have experienced most of your
life. I would rather put my energy into
o _ changing what is. (Dr. Mullen, in response

to an entry in Leger's log where he suggests
_that students should bYe provided with
exercises which reflect current practice, so
as to minimize the shock of enterlng the
"real world ). » ;

_ The Educational Administration course, however, ,ﬁ
- offered students a different perspective. The emphasis was 3?“

0

dominantly on. what is,qand less on what should be. Much of

the time was spent dlscu351ng the role of the teacher as a
professional (i.e., what one should or shouldn't do;%gggg'
L A

host of situations), or examining the stru?mfr

-educational systems. Furthermore, the focus wasllf

i

a teacher-centred one, and thls stood in direct contw';g'to

classes. In so saying, I do not w1sh to be crltlcal of the
EdAdmin position, for if organizations are  to functlon as
cohesive entities, the rights, obligations and perspectives
of all members- (children, teachers, admlnlstrators, support
- staff) must be considered. Whag I do wish ro point out,

however, is that their respective orientations”?femone
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"7 child-centered and progressive, the other ‘teacher-centered

~ and traditional - do not support gach o:ﬁer. v
| In Early Childhood, the mopt obvious difficulty for
'sbme'studentsvwas not in accepting the principle of a
- child-centered pedagogy,‘butlin accepting the structural
limplications-yhich followed from that positiohi It meant
aécepting that children - five year old children - can be
"_given more control tﬁan is traditionally‘the4case‘oﬁer what-
.tﬁey do during classtime1  Fdf some of the students;
structare in the classroom meant being in control, and a

lack of'structure'représented not being in control:

I know I'd like to have more structure so

that I know what the kids are doing ... I

don't want them to sit in straight rows with

me - with a whip in that kind of structure.

It's so that I know what they're doing. It

seems out of control in the learning centre
.. for me. (Holly) - '

I really can see the benefits [to open
classrooms] and am sincerely trying to adopt
this type of philosophy as I feel it really
works. - I guess I'm worried “about
individualizing- - instruction in an open
environment. > What if -I miss thé problems a
'slow learner may be'hav}ng or I don't see
the needs of the gifted? I'm not interested
in an easy way out - just some semblance of
order. (Janet)

N

The origin of problems for students like Janet and
Holly was, at least in part, the difficulty~they had in
altering their own study habits. It was easy to see the

‘benefits of'opén education, it was more difficult when théy

had to live the experience}

W .’

I feel it's kind of disorganized. There's a
lot of work thatg has to be done but no one
knows exactly wgit has to be done when.
(Janet) ‘ '

It's disorganized - we don't know ...we know
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things have to be done, it's just that - I
know others feel the same way too; everyone
talks about it ... we know it's a learning
‘centre' approach, but I- feel the need for
more structure. (Holly) '

Furthermore, the perspectives that students had of
classroogs ‘based on their own experiences led them to
-ant1c1pate problems. - Thls-wasvaccentuated by the fact that
while\Early.Chiidhood was usually defined as kindergarten to

",'grade three, the ‘emphasie in class was invariably on

kindergarten. Creating an unstructured setting in the
absence of a provincially-created curriculum was. one thing.
Doiné the same at other grade levels where content was

specified was quite another:

there is the curriculum; they do have
to know this by the end of grade one,° by.
grade two ... Just taking their (the
child's] interests isn't always ... might
not necessarily fit into the curriculum.
(Janet)
I don't think ([Dr. Mullen] is teaching us
that to let them go wherever they

want...they have to be prepared to go into
. grade one. (Dana)

'féome of the students had a tendency to equate a
provincially-specified course of instruction with a
traditional organizational arrangementi 'Unfortunately,_no.
class time was devoted to a discussioa of how a. learning
centre approach might be 1mplemented at other grade levels.
Consequently, these concerns werxe never addressed.

~ Yet, for other students, the Early Childhood
orientation posed very little dlfflculty - Even though there
is s..ne evidence of traditional perspectlves, the students
quot=c' below appeared to have accepted the.learning centre
approach for themselves and especially for young children.
At first I - thought this might merely be strategic

compliance, but after observing and talking with them on

/

/
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numerous OCcas:ons durlng the practlcum, I think not:

I fee!: good about the approach as the
emphasis is on the inner needs and interests

of each child as-an individual. It really
does 'make sense. Parts of me (the
traditional) still see a need for some type

of structured lessons, 'e.g., 1in teaching
paragraphing, punctuation, convérsation... ~
(Margo) ’

o <y

The ideas of self-directed learning [and]
choice [and] individuality, responsibility, -

' ?¢§§“"a positive self-concept and care are right
v

up Q{alley 'Y (Becky)
The exempldr of this gréhp was Leger. ¥or him, Dr.

Mullen was a role model, and what she said was irrefutable:

I see ([Dr. Mullen] as a very knowledgeful
person and she knows where it's at, and I've
never ever dlsagreed with anything she's
- . said. With other profs I've disagreed with
' some of the things they've said and I've had
arguments but ([Dr. Mullen]... I've found

we're on the same wavelength. R

in [Early Chlldhood] T sat there and °
everythlgg,[Dr "Mullen] said was just gold

+ Later he came to‘see that so&e of what she said was ve}y
idealistic, but 'he didn't discard it in favor of more
traditional views. Instead,.it‘formed the basis .of his .
cr1t1c15m1%fshls cooperatlng teacher and represented’ much_
that was wro&g with the schooling of young children. .
oI f we ';meve "f'rom the general level of pedagoglcal'

stance’s &Q theﬁwmre spe01f1c level of everyday teaching
skills, ﬁpe orlentallon many Sstudents exhibited for
practlcal knowledge also forms a part of the socialization -

experlence - ks I've clai

_prev'ously, students spent a
lot of time studying the con . felt .was necessary for
successfully completfng the courses while aq~the same time

sorting the "practical" from the "theo:etica;.'ﬁ The
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ractical went into their resource files for futuyre

‘reference. I can only guess where the "theoretical" went .

The point of: this dischssi%n is that  the Earky{ .

Childhood students did a lot of selecting and discounting of
content that was presénted in class. Some accepted the
general orientation in Early Childhood, others had-
reservations. They.willingly accepted information that
seemeofto have some}practical applicatioh, but_discouhted

that which appeared to be unrelated to the "realities" of

everyday classroom life. In the language of socialization,

cting with attempts by. significant 'others to

structure their entry into the profession. For some,
internalized adjustment was evident to me. For others;
strategic compliance’ was.more the norm. O

Both strategic compliance and internalized adjustment

. were difficult to’discern'in the university setting. It is

hard to tell whether individuals have adopted ' a given

viewpoint wuntil theyl-are placed. in a settihg where

Alternatives (constralnlng forces) are presented The.
practicum vrepresents an example of such a situation,

although the inherent: uconstralnts of these .field-based
experlences suggests that any conclusxons reache, should be
tentative and viéwed cautiously.

Soc1allzat10n in a Practlcum Context. Aside <from th
constraints of the student teachlng situadion, the fact t t
these people are Stlll at the preserv1ce stage preven us
from maklng statements about the ultlmate impact /of the
"experieng Nevertheless, the data do allgw us to
understah9 soc1arlzatlon as a process over whi
"have a great deal of coﬁ\rol ' /(

Socialization in the Early Childhood cqurse towards an
idealistic g a} rei‘Tted in a type of "re

individuals"

ity-shock" for
som¢ of the )students when they entered thejr assigned
schools .and found Qhat their cooperating teacher® were not

as progresgive:

-~y
~
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1 was really disappointéd . Perhaps I was"
‘too  idealistic thinking that " all
kindergartens- were run more open -ended. I
did noit-.see any eVidence -of" free play- (due
2 to a film). I walked away feeling that the

- program was run based on the conveniences of
the teacher more so than the needs of the

childten.  I'll conSider the next eight
weeks a learning experience and:a CHALLENGE

. (MargO) :
I found out ... that. everything we learn is

* -~ not being implemented in the "real world"
, (as you know from my practicum placement) .
By - think - an 'assignment  that you might
B yconSider in the future might include having
"to do a program where the principal of the
'school demands the use of Basal readers, Orce
,worksheets, or something like that that does ~ ¥
. not fit in.with our philosophy." Then we
won't be as shocked when we enter our
classrdoms and find these flawed. (Leger)

I have already ‘made the case -that the ways in .which
the students defined the practicvn resulted in a strong"
tendency to conform to established praétice, regardless of
ppersonal orientationp- Student teachers ‘however, did not
disregarded everything that their-cooperating~teaehers told
j them just because they disagreed with . the latter s
organization Even in light of the artifiCial nature of the :
practicum, most of the Students- defined -student teaching asﬁ
~an immerSion inrthe "real world" of teaching. Much of the.
»adVice they received regarding lesson planning, management»
and presentation of self was ¢considered valuable. In fact,

- much of it mayqultimately form part of each individual's
style'once';hey become.full time teachers. But, Jjust
because they adopted certain 1nstructional,procedures during
the eight-week practicum does not mean they accepted ‘them or
.stored them away. for future use. The perspectives they held
on appropriate and inappropriate instructional strategies
: caused‘ ‘them " to be selective when adopting techniques

PR
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employed by theit coeperating teachers. For some of the key
informants, these perspectlves were greatly ‘influenced by -
what they had learned in Early Childhood.

' It has often occurred to me that if I had based my
~thoughts about teacher ~soclalization during the p/gctlcum
solely on the overt behaviour of the key 1nformants, I might
have concluded that the university had had little impact-on
their iﬁStructiona% orientation and that passive
socialization\was taking place. The following quotes reveal

. that this conclusion would have been misleading, for

socialization is anything but a passive experience:

You basically have to model your teachlng in
accordance with [the cooperating teacher].
I mean, if it's your cglassroom and you set
up the Toutine, the rules and the way you
teach with the kids, they're used to you ...
Sb you have to respect [the fact that the
children are used to a certain 'style] and
you can't go doing things differently. So I
1like to watch and listen to the way -she
talks with the kids and pick up on how she
deals with them because they are comfortable
with that and I don't want to make them feel
uncomfortable. (Becky)

It s more bending.to mold yourself into the
mold that the teacher has. And.you have to’
take your philosophy and your 1deas and ‘mold
them into what she's got. (Leger)

You just kind of learn to bite your tongue
or play along. It's not worth the time and
effort to make a big deal out of things that
I don't feel comfortable with. (Margo) .

“ -
’

\ i T
There's rules that have heen established in
there that I don't feel I have any right to
change. (Melinda) T

There's a lot of things that I would do
differently but that doesn't mean .I can
change ‘it. (Margo) :

' You cankt be your own teacher; you've got‘
to do what the teacher says so that you're .
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not looking liks you're coming in here and
saying: "Well, your program sucks. I'm
doing it my way." (Leger)

Listen, I want to get a good mark. I don't
have any choice. (Holly, on why she did
nletter lessons" even though cl .iming to be
opposed to them)

I'1l do what she says. She's the person who
gives me my marks. (Cathy)

I don't want to push anything. It is her
class. ...my mark depends on it. (Jill)

'What can you do? It's there so what can you
do? (Anise, on the emphagis given to
alphabet .letters in her classroom): , e

In a brief discussion of practicum socialization at a
Canadian uniﬁersity, Dickie (1983:224) noted exactly the
same orientation (définitiqn of the situation) by manyJOf
the student teachers he observgd. . Their fneegom to
implement their own ideas was severely limited by their
‘status as student teachers. 2 ' )

This analysis and discussion éan be carried one step'
further: It is <clear that socialization is an interdctive
process, and thatﬁstudent teachers make value judgments
about the advice they recejiwve from their cbéperatiné
teachevs (;nd,’for that mattei, their faculty consultants)
7aﬁd abdut the techniques they observe. However, it should
" be equally'obvious*that some will moré readily accept what
they see and hear than others will. 'No two student teachers
will necessarily view the same coope;atihg teacher in the
~ same way. As Dickie (1983:224) noted, this will be
_ ihfluenced_ to some extent by the personalities of the
individuals involved. It will also be influenced by the way
each student defines and redefines the éircumstances of
their situation. For instance, one of the secondary
informants, Dana, had requested a placement with a certain

; cooperating teacher. She had known her for some time and
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greatly admired her _'Furthermore, ‘'she believed that

school, not university, was where one learned to become a’
teacher:

I'm realizing something .about university
that I've been through three years -and I
haven't learned a damn thing. [Dana did
indicate that she felt her resource file was
valuable]

On returning to classes next year:

I don't tﬁé@klthey're going to do me a damn
bit of. good. Maybe the Early Childhood
stuff but that's about it.

‘I don't feel like anything else is going to
do me a bit of good at all. '

3 ‘
I'll get my degree. That's all I want,
that's all I care.

Dana had defined'the uhiversity as a place where she
was unlikely to gain much practical knowledge about
. teaching. At the same time, she was practice teaching in a
class;gom'with a cooperating teacher whom she regarded very
‘%ighly and it seemed that this made her mére receptive to
her teacher's suggestlons and practices than she was to what
she'd been told in unlverSLty classes. I only visited her
once durlng the eight weeks, which 1is, of course, an
1nadequate amount of tiime on which to base an informed
judgment-. But, on the basis of our numeroqs conversations
and that one visit, I came away feellng ﬁhat this was the
closest to internalizeg adjustment that I had witnessed.

Becky's case was similar. Like Dana, she respected
her codperating teacher and held the university in less than

high regard:

To, tell you the very honest total truth, I

; don't learn a lot at university ... I don't g
¢ . NJearn a lot ther-. I think practical is so.%
P . much more impcrtant. _ It's 'much (more

;meanlngful ."ngv & ' R ¥

I . cr

.....
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(On her cooperating teacher) She's super.
She is. She even told me in my first year
of teaching she'll help me out by writing
out ... giving me copies of her lesson plans
and unit plans and everything. So all I
have to do is make the materials. Like she
said, I'll have enough to do for my first
year of teaching. Now, that's a really nice
lady. o ¢ '

NS

ih‘the advice and Style of their cooperating teachers.

Both of these students placed a great deal of credence

Furthermore, their cooperating teachers treated them as
equals, -as another teacher in the classroom. In this sense,
the way the Eelationship between cooperating teacher and
student teacher was defined was likely one of the
cohtributihg elements in elevating the cooperating'teadher
to- a positior f high ee&eem. ~ It's likely that such’
teachers have rore influence over stﬁdent teachers than
those who} in the nature of their relationships, make the
student teachers feel liKe student teachers. o
In other cases, notably Leger's, the cooperating
teacher had much less influence. Not only had he defined
her instructional style‘as ﬁhorfible,"'but she remained
relatively aloof from him and offered little feedback.v He
remained fervent in  his adherence to the Early Childhdod
philosophy, and continued to consider Dr. Mullen an
excellent role model. Consequently, it's not surprising
that he viewed his student teaching experience negatively.
~ When I spoke again to him nearly a year later he was still
‘convinced that he had learned nothing during the eight week

practicum.

Socialization is a complex, .interactive process. The

2
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ways in which students define the'people and objects‘ih
| their social worlds, ‘their identification of constraining
elements, the goals they hold for themselves, and the
presence of role models or significant others influences the
_sociarizatien 'experiehce. For each, the_ process is
_dffferent. However; pecause many define the practicum as an-
exposure to the "reaifﬁorld"*of teaching, students'who are
placed with teachers _who develop close supportive
relatlonshlps w1th the1r student teachers are more likely to
receive greater. soc1dllzlng influence than had they been
~assigned to cooperatlng teachers who establlsh distance

between themselves and thelr student}teachers. Y
hold strongly to their belief in relatively unstructured

learning envmronments, there is no way to know beforehand.

' But, even with students, like Leger and Margo, who

whether the§§w1ll be able to implement their views once they
beceme full-time teachers. Arnstine (1979: 51) offe:s a
‘peeéimistic outlook: ‘

s

‘No matter what sort of understandings and
attitudes students take with them to their
first teaching job, most of them seem to end

.~up, after a while, -just like the teachers‘
"they criticized most hlghly when they
started. .

Knowirng Margo and Leger, I'm more optimistic.

,‘ " ‘ ; n - -
I've chosen to close this chapter with a brief .
discussion of the implications some of the findings of this

\
2
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study may have for the organlzatlon and admlnlstratlon of
teacher education programs. The case in point, of course,
is ‘Highlands University I wish to speak on a more general
level. I don't intend to use the data which I have already
presented as a means of ana1y21ng what 'is rlght or wroné
with this partlcular institution's education program
Instead, I wish to focus on the ways in whlch the
experlences 0of these students . how they deflned thelr
classroom and practlcum situations - could be used to make
~the years of professlonal preparatlon more - personally
meanlngful My contention, as I stated in chapter 1, is~
that the design and operatlon of teacher educatlon programs
‘should take into "account the meanlngs which prospective
teachers attach to the experience of being a student and a
student teacher. This should not be the only.’ pasis of
deSign, of course, but 1f the purpOse of a profe351onal
preparatlon program is to have a p051t1ve and modlfylng
influence of its students, their experience of it must be
understood '

‘The dlscussmon which follows focuses on three issues:
the ~“theory“ and "practice" relatlonshlp as- it was evident
in this study; . the selectlon of potentlally 1nfiuent1al
"indiyiduals to supervise students while practice teachlng,
and the need for close communlcatlon between cooperatlng

teachers, facultyrconsultants and student teachers %

<

Douglas Roberts (1985 B8S5) refers to dlscu531ons of
'ytheory and, practlce in teacher education as "an lmportant
topic but a tgred one." Numerous writers “have noted the
ex1stence, at least in the'minds of many preservice and
~ inservice teachers,»of a dlscrepancy between some of what is

taught in university-based teacher educatlon_programsTand
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what actually happens'in schools (Kushel and Madon, 1974;
‘Ryan et al., 1979{ McCutcheon, 1979; Carr, 1980; Zeichner
and Tabachnidk, 1981; Corrigan, 1982; Miller and Taylor,
1984; Fullan, 1985)._ For the purposes of this discussion, I
will not explorevthe_concepts'of theory and practice beYond
that already provided in. this  and earlier chapters.
Instead, I wish to accept the thedry-practice dichotomy as. -
‘given - for it existed in the minds, of many of the Early
*Childhood students - and briefly discuss the implications of
this for the operation of teacher education programs. It is
important,'also, to bear in mind that»the'"theory“!the Early
~Childhood students were talklng about is 31mply that part of
the program or of a spec1f1c course whlcmdas defined by them
“as being 1mpract1cal o L {j' v

The issues surroundlng the:.content of teacher
education programs traverse a "liberal- technical" continuum.
‘Thls debate 1is concxsely artlculated by Joyce and Cllft-
(1984) in a dlscu331on of reform in teacher education.
Essentlally, those adopting a liberal stance on teacher
education contend that ﬁedadogy.is_founded on such a meagre
knowledge base that prospective teachers should concentrate‘
exclusively on the arts and sciences at university and then .
' oroceed to some form of school—based‘apprenticeship. Those
representing the technical extreme adopt a competency*based
p031tlon on teacher education based, most recently, on the
research on effectlve teachlng Thelr approach is hlghly
behaviouristic, as Joyce and Clift (1984:7) reveal'
"Identlfy effective teachers, learn what dlstlngulshes these
tteachers from the less effective, and use the effectlve
_ teachers as models for -novices. Those 'occupy;ng
intermediate p031tlons advocate a mixture of both.

“The content of most teacher education curricula at the
university level appears, at least superf1c1ally, to .
incorporate both positions.. Typically, these programs offer
‘the liberal, represented by general education and ‘subject



‘matter séecializationp and the\techniéalﬂ repr#sented by?‘
pedagogical studies (Lanier, 1984:68) " The nelatlve
empha51s given to each undoabtedly varles from one sltuatlon
to another. “[At Highlands - Unlver31ty, non- edchtmon
electives dominate the flrst year of unlvemslagtﬂ%pd

generally diminish from that p01nt on in favor of. e”
courses.] ThlS dlver51t§5%ay,prov1de at“wellgg'T?(
.education for prospectlve eachers but itniggnct k ’““
potential problems._»The central issue ig syn .eeis, i.e;;“
how it,all”comes'together in the minds f_éﬁe students.
Shaker and Ullrich (1987:12) describe it in the following

way:

If teacher education is to benefit more
fully from general education, integrative
curricular experiences (e.g. critical
thinking and ,synthesis ect1v1t1es) must be
fostered by both liberal arts faculties and
by those directly responsible for teacher
preparation. Who shall reveal to the
entering .student the purpose of these
diverse studigs and what learning
involvements are expected of students who
enroll in them?

Here agaln we can return to the- 1nteractlonlst concept
of deflnltlon of the situation. . Based 'on the orlentatlon
many students‘bring withvtheh to professional preparation
~and on what they hear from Othei'students,'many-of these
courses, notably the non-education electives and some of the
"foundations" education courses, are defined as_ifrelevant
to the practice‘of teaching. 'Thus, one function of a.
" teacher education program is to redefine these definitions
(i.e., attempt to intentionally define the situation) in
- such aeway that students see the interrelatedness of these |
courses and theif usefulness to classroom teachers. As Ian
Craib (1984:35) points out, "theory is only a help if we can

learn from lt, and we can only learn from 1t if we can use

it." ,
&
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All of the Early Childhood students with whom I
associated regularlyuspoke of how useless many of these

- courses were. In'other words, they didn't see the relevance

of the content for themselves as teachers; they were. looking

for the technlcal and not understandlng how the liberal flt
in. Perhaps this 1sn t surprlslng, for as Shaker and

Ullrlch (1987:12) note, there is probably little reason.to

'expect first- year students to understand the rat101ale which

un g}rds general education (the Early Childhood students

gzgf n their third year and still didn't see the
connectlons@. . They furthecr vpornt out that many of the
professors these students end up with in these non-education
coursed- are subject matter specialists, and thus likely to

stress content and largely ignore context (Shaker and

. Ullrich, 198@:1i—12)[m Whatever the case might be, the

central issue, as far as most of the students were

,Qconcerned, ‘was relevance.

Many writers offer potentially useful accounts of how
the liberal and technical can be integrated (Hodysh and
Miller, 1974; Roberts, 1985; Muttart/’1986)' The issue,

5however, for many of the Early Childhood students was not

-

. whether teacheryeducat;on should ]ust include the technical

or not (althouqh itioftenvappeared that way superficially)
but why, as so many of’ them put it, "we have to take these

courses." They were asking, essentially, for someone to

. show them how these courses relate to te._une: preparation.

Altbough relevance should constitite  main theme in

education ,courses, the 1issue ultlmately comes down to

‘individual instructors and individual students. Instructors

" should recognize that some, if not all, of their students

are making Jjudgments about the course content in terms

its practlcallty By challenging students to rela e-(.
abstract aspects of the curriculum to the concrete epts*
of classroom teaching, instructors can assist students“@%

understandlng that belng a teacher involves knowing as well
o

&

“m,
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as,doinc.‘41ﬁ this process, the perspéctives students_hold
on teaching and learhing are more likely to become apparent,
and thus bé easier to open to debate -and modification
(re-definition) . , . ,
» In the first-year nbn-education electives, however,
the instructors are unlikely concerned with the relationship
 betwéen cdﬁrse content and classroém,teaching. The onus
here, then, is on the faculty of the School of Education to
display the relationship of these courses to _eaching or
teachers. This might be done by offering 'a fﬁ%%t-yegr
course which examines pedagogy and reiatés the various
components . of - the program to the needs of classroom
teachers. In this way studénts may develop an understanding
of why they are being asked to take certain'courées and how
these courses car.-benefit them as classroom teachers.

A first—yeai course may not be the answer..vBut unless
coordinated aftempts are made by all7ihstructérs to show the.
relevance of their course content.to classroom teachers,

. many students willtcontinue to define'khese courses'ag
useless and they will turn theirﬂ attention elsewhere.
Course content which has not been defined as'meaningful will
not have much of an impact.on étudents. As Jerome Bruner
states in Ihg_Rxgggaa_Qﬁ;EdugaLiQn:(1977:31): "The best way

@?to create interest in a subject is to render it worth

knowing, which means to make the knowledge gained usable in
one's thinking‘beyond the éiguation in which the learning
bhas occurred.™ He' was speaking, of course, of the

/;Lducation of young children. But based on the’waYé #%;which
many of the Early Childhood students defined their
coursework, it is Jjust as applicable at the university
level. The task is to modify the ways students think about

[3

their courses; to re-define their situations.
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Selecting Significant Others U

The Early Childhood - instructors at Highlands
University adOpted a common po3ition on appropriate pedagogy
and learning environments for yocung children. While
visiting different schools during the practicum, and talking
with the cooperating teachers, I detected évidence,of a
general moVement' toward kindergartens - which are more
unstructured. I was told that this change was being
reinforced through contact between kindergarten teacners and
government consultants.‘ Leger's cooperating teacher was
being "pressured” totreduce the numbe- of worksheets she
used with the children in favor of more child-directed
aétivities: And.on the one occasion when_J] _visited Dana's
classroom,'her'c00perating teacher told me that she‘was
currentlyain a transition stage and moving slowly from a
structured to an ng;tructured instructional arrangement.‘

Still, many of the; students were placad with teachers
‘'who they defined as "structuxed"’and'they were'dﬁéturbed by -
the contrast between "what is" and "what should be,” a
situation which was not helped bftfaculty consultants whose
‘beliefs clashed with those of the %ooperating teachers."The
cumulativeé effect of these two discrepancies was that many
of tha—students felt they were being compromised. In other
words, ‘they weren't "allowed" to try out the ideas they had
adopted from the Early Childhood classes, and they had to
deal with the often conflicting expectations of the faculty
consultant and the cooperatlng teacher.

This suggests that the selection of these SLgnlflcant
individuals should be a very careful procedure. Many
students deflne the practlcum as the "real world," anf are
qglte susceptible to the practices of their cooperat1n§
teachers. And even for those who resist and “put on a
performancé, the very fact of having become "rutted"” into a

routine (as in Leger‘s'reference to himself as a "robot")

L
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may have a Sigﬁificant impact when they become full-t}me
« teachers. 'If the Early Childhood instructors wish to
reinforce their p051tion on learnlng env1ronments then
cooperatlng {eﬁchers and faculty conau‘tants need to be .
selected who themselves adopt thlS stance. At H&ghlands
Un1vers;ty, the difficulties in accompllshlng this are
immense. The School of Education is large and requires a
great number of placements each year in lotal schools.
Teachers are askéd to volunteer, and there is no guarantee
that those who become cooperating teachers will be suitable
examples for theif student teachers. Faculty'consqltahts
are picked from lists of graduate students Qho have applied
for financial assistance, from. professors who have

volunteered to act as consultants, and from either retired

J

local teachers or ﬁgachers who, for whatever reason, are
unemployed. _Some of‘the faculty consultants in this -study
were experienced in kindergarten instruction, 6thers were,
not. Somg, in the opinions of the informants, seemed to be
at ‘a loss when it came to giving advice to kindergarteh
teachers. Other cdnsultanéﬁﬁcreated expectatiohs which,
again in the opinions,ofdthe‘iﬁéfrmanté, clashed with those
of the cooperating teacher. . Tﬁ%ieffect, consequently, for
some of the Early Childhood students, wasnthat they were .
deprived of a supportive environment in which to try4out
their own ideas and forced instead to conform to the

cooperating teacher's expectations‘and to find ways:;ov

satisfy their consultant.

. R ’ , s . , . ,

STt ‘The relatlonshlps which student teache s are able to
establish with 31gn1f1cant others durlg% the practlcum have
‘an important influence on-the nature of the experlen&e

McIntyre and Norris (1980 1), wrltlng about communlca?}on
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between members of the student teé%hing triad, point;dut
‘that a lack-of'éommunicétion between members contributes to
stressful experlences They suggest that ‘the success of
these relatlonshlps depends greatly on the ability of the
members of ‘this triad to communlcate with each other.

Morris and. Morris (1980.58 59), in a review of the
Education Ihdek}sineeA1950, identified four sources of
stress in student teaching* student behaviour, relatlonshlps
with supervisors, self—adequacy and learner achlevement On
relationships with' superV1$ors they note: . : T
49

To the student ‘teacher, the supervising
teacher and university supervisor are two ’
the most significant persons in the studen

- teaching experience. The student teacher
must establish interpersonal relationships
and a level of performance which
consistently satisfy both supervisors.

They also point out that other researchersion stress 1in
student teaching have:

o
found that the lack of freedom to choose
methods and materials of instruction,

. communication about rules and procedures,
clear specification of tasks and roles, A
willingness of the supervising teacher’ to
rellnqulsh control of the <class, and
evaluation of student teachers performance
were important areas of stress.

For the students in this study, the tens ons they
experienced during practice teaching were freQuently'related
to a lack of communication with significant others.
prever,'the problem was not an inability to communicate
" with ‘either the cooperating teacher or the faculty

consultant; it was more a feeling that open communication
had to be suppressed in order, to ensure that relationships
;evolved in a satisfactory manner; The reasons for this have

been noted numerous times in this document: a desire to do

&
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‘1well, whlch 1s also a contrlbutlng factor in maklng student
teachers feel they have to conform to the practices ‘of their
cooperatlng teachers, their status as student teacher, whlch
places them- "below" cooperatlng teachers ‘and faculty
consultants, a sense that belng' open about areas: of
‘disagreement mlght somehow sour the relationships they are
'trylng to establlsh w1th their 51gn1f1cant others There
were,j of ' course, exceptlons 'to this, such as Cathy's
1nsrstence on brlnglng her v1ews on appropriate- pedagogy to
bear 1n her. classroom, or Margo's collegial assocratlon with
\her faculty consultant whlch allowed her to be "up front"
dwrth this superv1sor But generally,.the "performances"
~which the student teachers gave - meant suppre331ng their
‘personal views on certaln issues. v

— A It is for reasons like this that close cooperatlon and
‘communlcatlon between members of the triad, and their
. respective organlzatlons,\ is essentlal “if the student
teadhlng experlence is to be a benef1c1al one. If the
purpose of the practlcum 1s to allow these students to
practlce what they!' ve been taught in schools of education,
all part1c1pants (student'teachers, faculty consultants,
cooperatlng teachers and un1versmty instructors) must,
together, establlsh realistic goals and expectatlons for the
bexpellehce Cooperatlng teachers and faculty consultaqts

'should be . selected who relnforce the approaches advocated‘by,,v

unlver31ty 1nstructors In this way, the students' sense of.
performance and assoc1ated tenslons should be- rﬁduged,'
allowing them to practlce in less threatening situatj

If the practlcum does not reinforce the posltfons
presented 1n'un1versxty classes - ‘and for some of - the
' students'uin this study, it didn't - th-gfﬂ

questlonable 1nclu51on in a’ teacher educatl o sTogram.
Furthermore, if the posrtlons advocated in/~Gniversity

classes are themselves contradlctory, or,ﬁhinfo;med_by’

ﬁﬂ-grams have no
17

'up—to-date research, then teacher education
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place in a university setting. If the purpose of,
professionai preparation is'simply tc‘socialize students to.
existing practice, then, as Ratzlaff and Grimmett (1985:27)
point out, teacher education.;may' best Dbe removed\:from
academic settings and accomplished through field—ﬁased

programs at the hands of .experienced teachers.
. 3 - : B

I did not set out to test hypothésesiabdut the teacher
edudation experience. Instead, mine has been a study which
more ’iosely approximates Glaser and Straues' (1967) nction’
of grounded theofy. But even here there are differences,
for Ilhave refrained from following a prescribed data
collection and analysie technigque. It seemed to me from the
cutset that if "I wished to develop _sohe degree of
understalndﬁing of what it was like to be a etudent of
teaching, f-sﬁould allow the people and circumstances to

‘have a substantial influence on the nature of the fieldwork.
I rationalized that an initially unstructured (have I
associated with Early'Childhood students too‘i ng?).apprcach
to data collecti would evolve into a moje\structu}ed
schedule onge I became familiar with ‘individuals- and
settings. "This is basically what happened.

’ In keeping with this approach tc social research, the
"conciusicnsﬁ, which >follow are not‘-conclusione in a
e traditional sense: Nor are they,stated as hypotheees, for
that‘might lead some future researcher to think that he or
‘she can construct a test tcf"be;ify" what - I have found.
Gareth Morgan . (1983a:383) tells  us that, except in

controlled circumstances, we should replace the idea that we
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can ever "know" something with a pervasive sense of
uncertainty. I seeqthie as.a healthy orlentation; at least,
in social science, for it suggests that what we think we.®
know should be viewed in a problematlc way.

Thus, in the, few paragraphs which follow I relate my
emergent‘understandlng o Early Chlldhood teacher education
~and 51ncerely hope that no one will interpret this as
"truth" in a generalizable sense of that word. At best, I
hope it will spur others to explore further and delve deeper

than I have done.

Coursework

Prior to undertaking the fieldwork I posed tﬁree
~questions which were intended to guide the inquiry.. The
first of these dealt with coursework: What aspects of the
university classroom experience take on significant meanlng
for the teacher candidate?

Different people may interpret the same situation in
different ways. This was reinforced time and again while I
was conducting the fieldwork. After leaving a class in
Educational Administration or Early Childhoed I'd find that
reactions to what had just happened would vary from group to
group or from individual to individual. Yet, beneath many
. of these dlfferent 1nterpretatlons was a common foundation.
, This common foundation lay in the orientation students had
towards the coursework. | |

Most of the students with whom I associated held two
commonldefinitions of their professional preparation. Cne
was that they should be provided with the basics of how to
go about being a teacher. Numerous students told me that
this was the biggeet failing of their baccalaureate degree;
that they were receiving too much "theory" and not enough of

the "practical" information relating to the daybto—day

“
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ﬂrealities of classroom teachers This search for practlcal

’ knowledge manifested 1tself in dally comments and qulps
_Few hid the fact that they were 1nterested in bulldlngv
resource files of "practlcal“ 1deas for. use when they. becamef
tenured teaqhers.' It ‘was a perva31vé aspect, of classroom
life. T | | ‘ )
The second definition many students held for their-
- coursework was that overall success was 1mportant Many'of
these students were high achlevers when they entened Early'
Childhood, SO the desire to obtain excellent grades was not,
surorising. But regardless of thelr personal motlvatlon,"a~'
common element emerged that how well they did' in theSe‘
courses (in terms of thelr flnal numerical grade) would hawe
a significant 1mpact on how they were" v1ewed by prospectlve
“employers. Thus, everyday classroom Tife also<1nvobved a
contlnuous search for ways: to clearly structure all that
‘they believed was expected of them in order to av01d
ambiguity. This manlfested 1tself in the frequent questlons
to instructors and classmates about what, specxflcally, ha-~
to be ‘done for thlS or ‘that a331gnment, ‘how long-ltjwas ta N
be, what writing style was to be used how it'would”be'“h
evaluated, and where the most relevant resouces were to be
found. I'm sure pany 1nd1v1duals derlved much personal&*
pleasure from these assrgnments But it was apparent 'in
their questions and comments that a551gnments were belng“
done for the 1nstructors, not for themselves It was an~
added bonus if they felt they had recelved personal galn (1n i

terms of acquiring "practlcal" lnformatlon) from doing these

requlred act1v1t1es I prev1ously referred to this as - .

. ‘L N 4

"WOfklng the system L don't think there 13 a better waya;.
to describe it. \// ‘ - o
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The secohdﬁquestlon posed at the outset of the ‘inquiry

was: What aspects of the practlcum experlence take on
srgnlflcant meanlng for the ‘teacher candeates°.,
Essentlally, a smmllar orlentatlon pre%alled towards
the practicum as towards coursewdrk & If marks in the
courses were defined as important, success in the'practicum

was considered crucial. " Thlsvwas the "make or break"

component of their four-year program; it was where they

found out if they could "cut it." ,

For the four key informants,'and most of the secondary
informants, their desire to do Qell in their ‘placements had
a substantlal influence on how they went about belng student
teachers. They made  every attempt to establlsh ‘good

’relationships with their cooperatlng teachers and faculty

consultants. This meant living up to the expectations which
they'felt were being made of them. In other words, they
relegated their personal beliefs about 'pedagogy and
appropriate learning environments to the background and
concentrated on doing the sorts- of things that they felt
would be viewed favorably While - -thls caused some
individuals a lot of "backstage distress, it was con51deredn
a reality of student teachlng, because, in addition to thelr‘
de51re to obtain good evaluations, ‘their status as student
teachers was generally defined as subservient to their
cooperating teachers. That is, since these classrooms were
not theirs, and since thesenchildren were used to a certain
routine, they,@ad llttle choice but to conform to the
established structure. ' :

~As a result’ of situations Such as these, student

teaching' was wa type of performanCe (for that matter,

'"worklng the system" may be viewed 31mllarly) Student
Vteachers attempted to 1ntentlonally 1nfluence the

"v;deflnltlons others - notably their cooperatlng teachers and
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7
faculty consultants - formed of them. Aspects of classroom
life whlch 1nterfered ulth thlS performance, such as
-behav1outmlproblems,A placed the student teachers in a
difficult posxtlon . . . _

. Underneath this performance, or, in dramaturgic
termlnology, “backstage,' students had to cope with the fact
that they were doing things that they belleve they wouldn t
do in thelr own, classrooms. This’' placed varylng degrees of
stress on many of the key and secondary lnformants Some-
saw themselves as being compromised, and dldn t like what’
they saw.  Others were able to°"t&ke 1t 1n stride" and
realize that, when they had they own classrooms, they could
do thlngs differently. leferent people coped ‘with this inv’
’different ways. ., Melinda was relatlvely unfazed by the
nat.re of her situatlon. Leger, a year laqar, was still so
-~.:t by his experience ‘that _he was'.givingh serious
c.::sideration to SW1tch1ng vocations. '

One of the most stressful aspects of the student
teaching experlence for many- of the informants concerned

their relatlonshlps with cooperatlng teachers and faculty

consultants. In some cases the expectations of these two -
supervisors ware in conflict. ' Students felt pulled in'
opposite dirjctions in their attempts to meet the

expectatlons of both. OtherS'questioned the"adtual function -
of the consultant, complalnlng about 1nfrequent visits and |
incompetent behaviour. It was apparent for many that much
of their anxiety related, not to relationships wlth children
(for mgst, this was a source of satisfaCtion), but to their

relatlonshlp with one or both of thelr superv1sors
L
- N ,

The third question I had posed to guide'the inquiryA

-was: Are aspects of the university experience altered or

g
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o~
relnforced as the teacher candldate moves through the
»pract1cum7 a )
There are two answers to thlS questlon 'yesdand Nno .

For the most part 'students noted a srgnlflcant discrepancy
- between what  they were being taught in Early Childhood
classes and what was actually taking place- in elementary
classrooms. In this sense, the so—called theory-practice
dichotomy was reinforced. In un1vers;ty classes they
learned that "approprlate" learnlng envxronments are those
which' minimize the actual amount of dlrectlng done by the

teacher and emphasize a lot of self-direction on behalf of

the children. - For many, "the negatlve qualities ofn*

'1nstructlonal organlzatlon were epltomlzed by row after row
of desks with children dolng the same workbook exercises at
- the same time. While none of them, with the exCeption'of
Mellnda, were placed in classrooms where thls was the’ case,
the majorlty of them found their settlngs to be more
structured than they had been vled‘ to belleve was
approprlate ,

What they dld as student ‘teachers dld not relnforce
what they had been taught was approprlate pedagogy for early

" childhood teachers. = In thlS sense, the value of the

experiencezwaquuestionable. Whlle they learned much about
lesson 'planning and other day-to-day routines, they

generally didn't learn how to. create the sort of learning» |

env1ronment that had been champloned in Early Chlldhood

classes. ‘

- Yet, for all of thls, I sensed that while there was a
degree of d13111u51onment with the "1deallst1c" teachlngs in
Early Chlldhood classes, cr1t1c1sm of pedagoglcal techniques
tended to be directed at practltloners rather than at Dr.

»Mullen or other ‘Early ChlldhOOd lnstructors\_ (There ate

obvious exceptions to thlS, notably ‘Dana.] In other words,
many of the informants. contlnued to believe that}gpen or

;unstructuréd learning env1ronments were more approprlate
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than traditional ones. J ,
The major cr1t1c1sm of the university was that" 1tn
dldn Qyprovxde them with the everyday basics of belng a
teacher (for that matter, this criticism was levelled before
they began studeht teaching) . Teachlng practice relnforced
this view, for host of them looked to their cooperating
teachers for hints on such activities as lesson planning and
classroom management. But on the issues of appropriate
pedagogy»and approbriate_learning‘environments, most of the
»oriticism was directed at practitioners. "In this sense, I
~don't believe that the impact of university coursework -.
'especially that - in Early ChlldhOOd -—wwashlost through
_practice teachlng. At least, not yet.

E ) : + i .

;'Making'recommendationslfor fature action based on the
results of one case study carries with it a certain amount
of risk. Questions can always be ralsed ‘about whether the
AflndlngS\of this study are in any way repreSentatlve of
'_other education students in nghlands Unlver31ty, let alone
other universities elsewhere in Canada. ‘The guestiony of_
oourse, is one of generalizability, and questions of this'
" nature are always problematic in social science research.
Thus, instead of referring to these as. recommendatlons, I
" have chosen to call them future considerations. , -

‘These considerations ‘are directed to individuals
occupying dlfferent positions: to Dr. Mullen andIOther.
1nstructors in Early Chlldhood education at nghlands
Unlver31ty, to admlnlstrators responsxble for overseelng the
| coursework and practlcum at Highlands Un1versxty, to

1nd1v1duals in 31m11ar p031t10ns to those just mentloned at
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other unlver31t1es, ‘and to other researchers who think they
mlght want to 1nvest1gate the everyday life of undergraduate

_,educatlon students

These are not plans for actlon, although further
.lnvestlgatlon might reveal that action is"necessary
Instead, they represent my thoughts on issues in teacher .
education which, judglng from the results of thlS 1nqu1ry,

deserve careful examination.

) Al - v‘ ,; k/f

CONSIDERATION 1 ' ’ o
. o o . 4 N pb .

If the Early CWildhood students in this study are in
- any way:typicaﬁ of those'in;other programs at other
universities, the issue of relevance is significant
~for teacher educators. Students preparing to become
teachers expett their unlver31ty coursework to
‘address what the &understand to be the day to-day
realities of classroom teachers. 'In order to make the
preservice years more personally meanlngful,‘
university instructors should maintain a constant
awareness that thelr students are searchlng for useful'
1nformatlon ThlS ‘means ant1c1pat1ng and address1ng
the" unasked questlon what does this have to do with

teach1ng° /A

‘/ '

CONSIDERATION 2

' On the -issue of "theoryf'ln education; I have a
sugqestfon : “Theories 'are attempts to explain
phenomena and help us. to understand them better.
However, the concept of theory in social science is
sllghtly d fferent than that in the natural sc1ences ’

Social theories cannot be regarded as_laws, at’ least

I
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»not. with :the; same degree of predictability.
Therefore, before the content ~of a theory can be
examined; the nature of "theory" 1tself needs to be
explored. It is the duty of the un1versxty instructor
to delve into this in the classroom Students must be’
made awa:e that theories areé not invalidated simply:
because they fail to. conform to personal experience.
| They must be taught'something:of the usefulness: of,
and the problems associated with theory and theory
developmentf4 For this purpose, I recommend
' Chapter 1 in Ian Craib's Modern Social Theory (1984)
for/ﬁfs insights into the nature of social theory. ' .

CONSIDERATION '3
v . , , |

I have mentioned that it is the responsibility of

' universitysinstructors to help students understand the’

: relationship of their courses for the career'they have
chosen. fUnfoftunately, the' instructors of e;eetive'
"courses‘taken outside schools of education may have
little idea, themselves how their subjects relate to’
teachlngt Yet, these courses have been sklected by
decision makers in schools of education for educatlon
students. To fill this gap, the obligation to.
establish the relevance of these’ liberal
education courses for students must fall on those who

- prepare.the curriculum. \ I’think that one electlve in
the first term of the first year mlght bd sacrlflced
\Vgln favor - of a regular seminar whlch bxplores the
yaﬁructurlng of a baccalaureate educatlon degree, Some
might argue that students at this stage are unable to

- appreciate the value of certain courses. Perhaps this
'is‘true; but I think it is a poor argument for not

-addressing the issue. Students enter university with
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\ | .
" images of'what classroom teaching is all about. Such

a seminar might redefine profe3310nal preparation ﬁor

many students and prov1de them with an emergent

understandlng of why they are being asked to register
in certain courses. It might also prov1de a valuable
‘forum for students and instructors to explore what 1t

is to be a classroom teacher.

O

As I explain in ,the last chapter, I am presently
unconvinced of the value of a practicum in a teacher
education -program. . But if we proceed on the

assumption that the student teachlng experience 1is

likely to remain an 1ntegral component of such

programs,.teacher educators need to be clear on the
~answer to one questlon What purpose is a practlcum'
.1ntended to serVe° Inltially the question ab&éﬁrs
'silly, for I suspect that most. would quickly respond
that’practlcahproglde students with an opportunity to
; exerc%se_theiﬁ pedagogical skills in a setting with
real children and under{ the supervision of an
experienced practitioner. But all of tuis presumes
that what 1is being practicea in classrooms is
currently defined. as approprfate pedagogy; it,presumes

. . . # - . .
that cooperating teachers are suitable role models for

educatlon students. ;If this premise is false, then

’teacher educators need to reconsider what students are
learning during the time they spend vin school
classrooms. It seems to me - and I obviously have the
experiences of 'the Early Childhood students in this
study in mind - that teacher educators need to select

cooperatlng teachers very. carefully to ensure that

‘their students are placed in an environment ‘where they'

€
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will be ericouraged to apply what they have learned at
university. If this is not possible, or if it is not
the purpose of a practicum, then student teaching

O
p0551bly has no place in a preservice Dreparatlon
program

During the practicum one of the most imfiprtant issues
was the relationship each student'teacher shared with
his or  her cooperating.'teacher and faculty
consultant. . Many of 'the*ﬁinformahts felt as
though they were performlng for these 1nd1v1duals
%erhaps in a supervrsofy 81tuatlon this 1is
unavoidable. The more stressful‘situations, however,
were those where the' expectations' of the tuo

superv1sors appeared tor clash. There are at least two

ways in which this issue can be addressed. The first .

-CONSIDERATION 6

¢

is through th@ careful selectlon of cooperatlng
teachers and ‘aculty consultants _All reasonable .

efforts should be made to ensure-that the supervisors

share similar views on pedagogy. The second is to

pfévide the opportunity for the members ‘of the student

ﬂ;teaching triad to meet prior to the practicum in order

“to exchange views on reasonable expectations for the
: \

student teacher. It could also provide an opportunity
for open’ dlscu351on on the nature of each individual's

role

The last con81deratlon pertains to further research.

At various stages in the conduct of this study I
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. thought that much of what I was seeing would,
by itself, provide worthy material for further
inquiry. Short . of providing a long 1list of
possibilities, I feel that any one of the themes

—described in chapters 4 and 5 could be investigaﬁed in
qreater depth that I have been able to do. In'spite
gf &Y time and efforts, I leave this study thinking
that ‘I have only glimpsed the world of preservice
teacher education. -



CHAPTER 7 '

R

LOOKING BACK _ o

-

o

3 _
Introduction

In this coneluding.chapter I wish to reflect briefly
on what has passed since I undertook this project. I view
reflection in a manner simiiar to that of Gareth Morgan -
(1983b) : as a conversation. _it is not something which I am
beginning as I write these words but is, instead, a process
- which has been ongoing from the day the study was conceived.
During this time 1t has’ been a conversatlon on’ appropriate.
ways to conduct the study, on the nature of what I was’
seeing and hearlng durlng the months in the field, on_
su1table ways of . é@nductln% myself in my relations with the
ﬂlnformants in the studg, ﬂ%g on the concepts, categques and
themes with whlch §m§§t% d during the lnterminable hours
of data analysis. Sb q:flt has been a conversatlon with
others, always w1th”-ﬁ%gélf It goes beyond the
interactionist notion of conversatlon,«{Or the very act of

thinking is a conversatlon with one's self. It is, &%
Morgan (1983b:374) points out, a "critical reflection" which,
serves as a basis for action or an assessment of actions
‘taken.: ‘ o

There are two areas on which will focus: the
- research proeese itself, and the influence\which this study

"has had on my own thoughts about teacher .education.

\

\
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Stress ,‘On January 31 1985 I began the six month
process of galnlng access to the . Elementary Division of
Highlands Unlversaty. Four days later, on February 4, I
made the_following,entry'in my jOunal:\ ’

-

I am beglnnlng to feel the stress of the
- process of attemptlng to’ gain admittance to
the [Division]. I live in fear of the whole
thing collapsing in front of me. I'm.
,keeplng my  fingers ‘crossed and trying to be
~very politic  and non-threatenlng in my
“movements. o : » At '

ThlS was the start of what would become a two and a
half year perlod of hlgh stress levels. In an artlcle on -
this topic, Zlgarml and Zlgarml (1980) 1dent1fy six aspects
of ethnographlc—type studles which may be sources of stress”
~for. researchers stress related to galnlng and malntalnlngv
access; stress related to work overload, stress related to
treir degree of partlcipatlon, stress derlved from the need
for acceptance -and identity; - stress related to data
preSentation and. distribution, and the stress related to
the autonomy of fleldwork and\the problems of d01ng credlble
research - All of these were sources of stress for me.

There were at least ‘four perlods durlng which I felt
'the most pressure The flrst was the six month perlod of
Agalnlng access. " As I 1nd1cate in. the excerpt<above, I wa®
ever cognlzant of the fact that the study could end before
: 1t began ' : ’ '

" The second stressful perlod was during' my first
meetlngs with' the Early Chlldhood students. I° had convinced
" Dr. Mullen ‘and the Chalrperson of the Elementary DlVlSlon
that ine .was. a worthy study and that I would conduct myself
in a profe351onal and ethical way. Now I was faced with the
'task of ‘!e—lllng myself to the ’udents " 1 shall never
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forget just "how dry my mouth was on the day of our first
meeting when it was my turn to introduce myself to the
class. I'm sure I had rehearsed what I‘would say numerous
‘times before the meetlng But when I yas called'upon to
speak, I couldn't remember a word. Instead, I babbled for a
few minutes about who I was and what I wanted to do, and
continually scanned the room»hoping for an“approving.nod or
some other indiCation of interest. When I finished,- and Dr.
Mu;len_asked if anyone had any objections to me joining the
class, I held‘my breath thinking, againj that - the study
could crumble before my eyes. ' , ' _

. The second meeting with the informants was also
difficult. This was held about a month after the first
get-together, and I didnrt'haéesthe security‘of Dr. Mullen's

d

presence. Butait went well, I began to see that I was

‘on the road to huilding good relationships with thesej“f

"students. - , : _%J L
The third. oerlod of high stress were ‘the four months
of fieldwork when I jolned the students for thelr classes
and followed them into the schools.. The stress was
omnipresent and was related to a constant scrubiny of my own
ibehav1our, to a reallzatlon that thre trustlng relatlonshlps
I was building w1th these students could be destroyed in a
mlnute by an unwise. ‘comment con my part, Or by doing
’SOmething'I had promised I wouldn't. . I recall two incidents
. which worried me partlcularly . NVN,,
One occurred during a visit to Mellnda s classroom
- during the first weeks of student teachlng "I had phoned
her earller and obtalned permission to visit. When the day'jf
. came I arrlved early and sat in the school llbrary where Iﬁ
knew she would be brlnglng the children. As soon as she
'entered the room I could tell somethlng was wrong She
loocked angry, and . when she spotted me I-.could see in her
eyes that»she d forgotten I was coming. She took the kids

‘to the readlng area, then came over and sat be31de me.

"



) Meliﬁda is usﬁally‘quitefcheerful,.but any hint of cheer was
absent. .that day. She confirmed'my~suspicion that she'd
'forgotten I would be there, then informed me that she' d had
\partlcularly dlfflcult morning. She wasn't the type to
“askime to leave and ‘return another day, but I dec1ded that I
~would cut short this v131t and 1eft shortly after lunch
hour. When I called her that evenlng, 'she told me she was
exhausted and asked uncharacterlstlcally, if I would ynind
calling the ‘next day Thls never happened again, and

r

bh the) .

ended the fleldwork feellng very pleased
;elatlonshlp I had wlth Melinda But the incident
for me the fraglllty of a study of thls type. As part of
the. agreement to be 1nvolved in the project, all of the
part1c1pants were told that they could w1thdraw at . any time
for whatever reason. For .a few stressful hours that day, I
was afrard—Mellnda might jUSt choose that optlon
+ A second stressful experlence occurred when. I was

:hav1ng part1c1pants read ea“ly drafts of chapters to ensure’
that they were quoted properly oz that their meanlng hadn't
been m131nterpreted " The 1nc1dent lnvolved Angse, and it
was. one that 1 could have predlcted from my flrst contact
“with her : In my descrlpt;ons of Anlse 1n the body of this
work, I have deplcted her as someone who v%ry qu1ckly comes
to the poxntp as someone who. can be crltlcal of others but,
who doesn t recelve criticism well. In’Chapter 4, I related
an 1nc1dent that occurredfafter one@of the Early Chlldhood
classes where Anise, feeling pa;ulcularly annoyed - about
-somethlng that had just happene@g daunched into an assault
on cer?aln aspects of the Eaply Chlldhood course. - - [Anise
‘ n&%er that she felt comfortable
:;talking to me,.that I wasn t someong who would betray her
) eonfldence in me. ] Months later, when I was wrltlng Chapter
. 1 recounted her commeﬁts as ans example of some of . the
Jlnfrequent cr1t1c13m of Dr. ‘Mullen. ! knew as I wrote the

story that Anise was not going to pleased with it, yet' I
~ s, T . PR 'Y‘z/

v
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felt I was telllng it accurately ﬁ)and that it was 1mportanty_f_‘
enough to 1nclude My concern was not that Anise would read
it and be u‘setﬂbecause she came out soundlng 1like a "bltch"‘
(her term). Instead I was worr;ed that she would feel 1'd.
betrayed the trust she d’ placed in me'and that it would
consequentdy destroy what 1 felt was a.good«relatlonshlp
[I feel strongly about: the relatlonshlps I h&d w1th aLJ the
informants in this study However, :I partlcularly valued',
that with Anlse because she . always seemed so blatantly”'
honest. I don't mean. to 1mply that the others wérex
dishonest, but Anise alwaysy -mhlnk, stated exactly how she
felt without a moment's'hesitation.] iy o o fﬁ~{;
Once I'd flnlshed Chapter 4, I began contactlng many
of the Early Chlldhood student's whom I 'q- quoted at length or
referred to in some detall twe;ve_rn.all) so .that they
mlght read the chapter Anise'was, of‘course, .one of ‘these,
‘but I was so uneasy about how she would respond to that one
1nc1dent (I referred to. her numerous times throughout the
chapter, but this reference was the only one that concerned.
me) that I procrastinated about sendlng her the"document'
‘until . all of the others had read it. 4‘Then I arranged to -
meet her in a local ‘cafeteria to hand the document to her
At the time, I told her that if she had any concerns about
anythlng I1'd written we could get together -and dlSCUSS themﬁ'
She toldvme her schedule was very crowded but that she'd get .
back to me when she could. From the way she sald 1t, ;
gathered this would mean approx1mately a week or two She
called that evening. .In her most dlplomatlc vorce,'she’said
she had scanned the document and had some . concerns (I sensed.
that it was taklng every bit of self control for her to use
such mild termrnology) about the way sheﬁcame across in that
partlcular incident. Whlle she sald that - my account of the
situation was accurate, she felt that I should provrde.a'
little -more contextual information sorxhat“readersjwould

understand how she viewed coursework and  thereby better
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apprecrate her reactlon to the problem We talked for quite_
a while, and I hung up wondering whether I d compromlsed the
trust she placed ln me. Three thoughts crossed my ‘mind- as I
re- llved the "conversation afterwards: that the changes she
wanted were sllghtly different than I had expected “that T
could make these changes without diminishing the impact of
the ln%;dent, and that I didn't really want to know what she
was saylng about me in prlvate o :

I can truthfully 'say that I agOnized over this

1nc1dent for many months, from the time I first wrote it

» untll we ;1nally worked out a way of relatlng lt that was

acceptable to both of us. I dldn t want ‘her to thlnk she'd
been'betrayed, and while I felt that the 1nclu31on of this
incddent ‘was important to the text, I was prepared. to remove
Tit lf she sO requesteg. Fortunately she didn't, dnd I think
we're . Stlll friends. " ' ’

' These are just two examples of stressful situations.
There were countless others ThlS type of research was, for
me, ‘a- very draining experience. As Tardif (1984 195-198)
relates ‘after conductlng a study not d1$31mllar to this, it
1s~not knowfag what direction to take or what to expect that

'contrlbutes to one's doubt and lnsecurlty in a study llke

thlS D , _ o ‘ : —
_The fourth period of time which was very stressful
occurred when the other students were reading sections of my--

work to ‘ensure that they had been quoted and interpreted

. accurately. I could have asked them to do this by srmply

-reading sections of transcrlpts. Instead, I asked them to

_read whole chapters so that.they could gain a sense for the

context in which their words were béing used. I was

constantly apprehensive that something would not be

.

acceptable to somebody. , N

Reflections “on Interpretive Research. I\»hawe"
frequently asked $§self why I chose -to do this type of
research.‘ I've wondered whether I was simply caught up in-a
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wave of enthusiasm for 1nt&rpret1ve 4nqurr1es or a rejection
of p031t1v1st1c approaches, or whether,.ln fact, there was a-
deeper reason. In- many of ..the cggrses I've’ taken in my
_doctoral program, the debate about "ways of knowlng“ was

g&lqultous . Burrell and ‘Morgan's ﬁQg;glgg;gal_za;ad;gma_and

B;gan;satlgnal_Analysla (1979) served as a prlmer for many

_gi_us,'andbthose who were truly interested in alternatlve
ways of lnvestlgatlng the ‘social world delved deeper into
the theoretlcal llterature The "buzz words" were
"qualltatlve" and "quantltatlve," and my cohort group seemed
‘to be d;v1ded 1ntov"camps" on these grounds.v [Those  who
have read this tthesis ‘will note that I have avgided
labelling this ‘inquiry as "qualitative." I -have said
elsewhere (MacK1nnon et al., 1987) that I thlnk this
designation ‘has lost a standard meanlng, and every
-educatlonal conference I attend reinforces thlS belief.]

_ - I'd like to be able to say that I chose ‘the methods I
did solely because I_thlnk it was the most_approprlate way.
of addressing the questions I asked This is only partially
true. There is no: doubt 1.13 ;my mind that I believe an
_1nterpret1ve approach 'to'rmwmarch was the best way to
:1nvest1gat@ the experlence of teacher education: However,
the issue is. not why I chose these methods, but why I asked

" these partlcular questions. Certainly my reading of the.-
teacher education literature revealed that preserv1ce
preparatlon ‘hadn! t been 1nvest1gated 1n thlS way very
frequently But I- thlnk there s more to it than this. I
- suspect the underlylng basrs for the questlons I've asked
and the way I've gone about answerlng them' is tied up in who
I am, 1n how I see the world, and in ‘how I believe one best

:comes to understand»someone else s experlences It's not
the method that attracted me. It‘s the assumptlons that.
_underlle it. I suspect that even lf I .had selected another
topic to investigate, I would have asked.slmllar questions,
~and gone ‘about it ln'much the same way. ‘
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N - Shulman (1981 5) tells us that arguments over. methods
,generate ‘more fervour amongst sc1entlsts than mostﬁ%%her
Vtopics To some extent thls is good, for {t represents a
continuation of the conversatlon on- ways of 1nvest1gat1ng’
the world. But it can, and, I belleve,chas, led to an
' over-emphasis on method in the qualltatlve gquantitative -
debate. For unllke p051t1v15t1c research, “validity in
lnterpretlve 1nqu1r1es is not method-bound In this sense I
ohlnk that the thrust, for standardlzed methods, as

represented in the works of writers such as LeCompte and.

Goetz (1982), Mlles and Huberman ° (1984) and, to some extent, L

'Llncoln and Guba (1985), to name but /a few, 1s misplaced.
Thelr’ arguments exempllfy an ?attempt to 1ncorporate
‘non tradltlonal (though this is rapidly. changlng) technlques
into a trad1t10nal research framework Perhaps this 1st
qual.tatlve research, but it is not. 1nterpret1ve |
In this sense I think that the attempt to transfer
certaln concepts from one type of research to another is
1nappropr1ate a concept such as “valldlty" is a typlcal-
example We ‘can talk about validity in 1nterpret1ve'
research but we won't be talklng about it in the same way.
‘ as "we would ‘with posrt1v1st1cv research It 1is .
conceptualized differently. I well remember the occasionalm
doubts I had when analyzing the data and putting”them into
written, coherent form I worrled ‘that . because of the
'ioverwhelmlng quantlty of data I was deallng w1th, I had
taken shortcuts to make lt more manageable I worried that‘b
. maybe I hadn't listened to ‘the tapes carefully enough and
was telling a skewed story | But as the 1nformants read the.
chapters andb one " by,mne,'told ‘me that they had been
represented accurately (even though in some ‘cases, theyh
might not have liked the way they came across), T realized
that this was the most approprlate test of validity. It
wasn't whether I had followed the proper procedures, but
'whether the story I told was acceptable to those anolved
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Generalizability"is another ‘example. Case study

researchers are always. plagued with questions about whether

thelr flndlngs apply beyond thelr own 1mmed1ate context.

The questlon, however, should not, be one of whether what I-.
have found" applles to all other education students, but .
whether there lS anythlng"to be . learned about/%eacher

education from a study of a‘few students. Geertz/<1973 44)

provides one possible answer:

The .notion that unless a cultural phenomenon .
is empirically- unlversal it cannot reflect

anything about the nature of man is about as

logical as /the:inotion  that because
sickle~-cell; anemia is, fortunately, not

unlversal, it cannot tell us anything ut
human genetlc processes. e

‘I have undertaken this project-assuming that human
- behaviour is context—dependent.» This is not to say that
every episode of interaCtion is so unique as not to bear

" similarity to other 81tuatlons in other places ‘But, if we

we

wish to ‘gain ‘a fair apprec1atlon of human experience, we ‘

need to understand it in the situations 1n which it occurs.

To thlS end I have tried to avoid the "context stripping"

"‘,) 4
3ugh I fully reallze that there are aspects of what went

of "in the schools and « nlver31ty classrooms where this

’inqulry was centered teh I undoubtedly mlssed or, in the

1nterests of narrowrng the research focus, overlooked. 1In

) the final analy31s, I belleve, that for all the p0351ble

\\drawbacks, I have been’ able to prov1de a deeper look into

“‘the. world of preserv1ce teacher preparatlon than more
tradltlonal research designs would have allowed.

—

';Mlshler (1979:2) ascrlbes to other research de51gns,"
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The. Prof3331onal School Wlthl: the Unlverslty,_

'from the moment I entered the first class %n Early ChlIHhDOda

at nghlands Unlver51ty, I have been ;asking myself the
questlon what is the role of a professmnal school WJ‘hln a
un1versxty° ' |

| .The 1ssue flrst confronted me when 1t beca&g obv1ous
that the orientatidn of the Early Childhood instructors was

to’ present one’ perspectlve on how young chlldren learn. It

&

initially seemed to me that this was a rather narrow way to @

approach such a complex- ‘topic. It was the same‘ in
Educational Admlnlstratlon 'Much‘of'the time was spent
deallng with "codes“ of one sort or another (e g.,.a code of
'profe331onal conduct) We didn' t crltlcally examine these
codes- 1% an attempt to determlne the approprlateness or
»1nappropr1ateness of - spec1f1c entrles Rather, we accepted
“the elements which made: up each code and approached them as
vﬁthls is what teachers do and don t do." I noted in my
jOhrnal after leav1ng one of the flrst EdAdmin’ classes that-
"I had rarely experlenced such a strong sense of belng
soc1allzed 1nto a professaon While we frequently debated
'pOSSlble 1nterpretatlons of varlous codes, we. never examlned
' the sultabillty of the code itself. | ‘

This "narrowness" bothered me. Since that time I I have
frequently engaged in a mental wrestllng match on the issue.

On the’ one - hand it seems to me that university education

'should provxde a forum for the critical examination of
‘various relevant topics. Thus, students in Early Childhood
_should have the opportunity to explore the. advantages and
dlsadvantages of structured .and unstructured learnlng

environments. Shortly after I completed the fleldwork for
‘this study, I chanced upon one of the Early: Childhood
students‘in‘the halls of Highlands Unlver31ty. She told me

that she was taking'a course in.the area of literacy, while
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she-described'itlas an excellent courSe,_she.lamented the
fact that only one vievpoint was presented. It ‘seemed to
her‘that those educators who had developed other reading
programs - programs which have had a Significant impact on
our understanding of literacy in the past = shouldn 't be
1gnored as if their contribuqigns are now inSignificant. _

Qn the other hand, perhaps a critical examination of
bacademic topics is the function ofjgraduate,study.‘ A friend
‘and dean from_a-Canadian school  of education recently told

me of avconversation he had with an educator in a similar

position at a respected British university. = During their

discussion, the British educator sid that at his university
ghey consider baccalaureate teacher prep%gation to focus on
 the teaching of "surVival skills.

It is apparent to me that this latter orientation is

the one that the majority of students involved in this @tudy

-wanted " and expected from their undergraduate program They

wanted to have their entry into the teaching profession
structured before they entered the classroom They wanted
to eliminate ambiguity and be told "thlS 1s how you teach."”

I don't believe that - many of them were interested in

'exploring various philosophical pOSitions on appropriate

learning environments for young children

What, then, is the function of a profeSSional school
of education in a university context° Obv1ously,_any
profeSSional»school has as its basic mandate the preparation®
of practitioners In this‘sense; it is different from other

unlver51ty programs. Palmer (1985:56) points out that this.

.means that questions of a practical nature frequently

replace thosée of a more theoretical character Univer31ty

educators have to be aware of and responSive tc problems

i'which exist in,the field. 'This places these schools in an

'untenable position " Those activities which would legitimate

their presence in a univerSity env1ronment (research, theory

. development, publication) are frequently thgse which are:
. ‘ ) & . .
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v1ewed Wlth some distain by practitioners"(Palmer,
1985: 56-57) . | | |
Having taken these courses mysekﬁ having observed and’
interacted with- the Early Childhood students as they
underwent professional-preparation,_and having read much ir* -
the area of teaCher education, I find myseIf‘ leaning ‘
strongly in one dlrectlon on the lssue of the function of a
school of education. While the preparat;en of pfgctltloner§k~

is the obvious function of these schools, this preparation

must be rooted in a flrm theoretlcal f»undatlon The issue
fls muc@ less one of how effective teachers behave and more
ohe of the }understandlngs such -‘teachers bring to the
classroom. It is not the method that. is important per se.
It is the'concebtual hnderstanding:that undergirds‘action;
 As Palmer (1985:60) relates: ® |

Teaching is not primarily a technical task
dominated by specialized knowledge and
behaviors unique to the teaching role. It
is a uniquely human task requiring the

" exercise of intelligence,. thought, and
concern in the complex human interactions
that vary 1nf1n1tely( among students and
teachers. While the study of the
eachlng learnlng context 1is wuseful, the
. “idy of litesature, the arts, philosophy,
ar = social and natural sciences may be more
ess-'-ntial to the making of a teacher.
Tecr.nique has little value unless the "
teac ner understands the human condition, is
able to develop and maintain an effective
relationship with students, and has a
ca: :fully developed theory concerning the
sl.ce of formal learning in.the contemporary o
2. rld and the place of the teacher 1n the -

ocess of formal learning.

o Laps it is the 1deallst in me that flnds refuge in

~ ¢ ations such as Palmer'’ s. Or perhaps it 1is the

- realization that most actlon is based on. the lnterpretatlom

of situations and that 1nd1v1duals thh a broader

understanding of the soc1al world can moré 1ntelllgently
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1ﬁkerpre;.each circumstance as it-arises.
iy At the same time, teacher educatorsiQre confronted
w1tb‘thetaccompllshment of a complex task in a relatively

\\',

short ‘'me span. "As these programs are presently
struc « ., there ie~little opportunity to pursue diverse
perspec.ives. on appropriate pedagogy or on the developm&nt
of young children. Consegquently, instructors need to make

clear the assumptions on which they are basing éheir course
content, then proceed fﬁ) give the students a thoroﬁgh
exploratioh of that: particular perspective. In my opinion,
this'is what the Early'Childhoodvinstructors at Highlands
University are doing. Uhivers;ty instructors, however, also
have an-obligati;n to acknowledge for their students that
the perspehtive they have adopted may not he in common

practice in school classr/pms They need to clarify the

‘assumptlons on which Mtw&se" practltloners are operatlng,

. and. explain why they feel~ thelr perspectlve is superlor I
didn't see much of this in the ‘one Early Childhood class I //
‘attended Maybe it is done in. other courses. But I feel 1t°3'
would have beer& beneflc:Lal to- have a regular conversatlon
~ongoing- 1n the class about gﬂb approprlateness of the
preferred, perspectlve over tbk thers G

' . A Problem wzth the Practlcum Inra recent artlple in~
;the QQurnal_gi_Ieacher_Edngat;gn Crulcxshzﬂk and Armaline
prov1de a concise hlstory of field exgerlences in. Amerlcan

teacher educatlon programs. From thelr treatlse, it is

abundantly @ﬁear that practlcg ‘are rooted 1n a belief that

one learns to teach by teachrng. Programs where students

had littfe exposure to ,field settihgs were regu;arly

‘%

crltlcﬁﬁed for their remoteness from reality ‘And -even
thougnfxpreserv1ce programs are currently comihg under
_&ar attack, partlcularly in the United States,’most
crltlcs agree that vhatever else might be dispensable,
practica are not (Cruickshank andermaline,.l986:35).. '
- The problem with .practi¢a, as. I seeé it, ;is the
, , J :

N -
)

w
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difference between what they are intended to accomplish and
what students may actually be learring while they are in the
schools. There is-little doubt that they ar® designed-on an
apprenticeship model,'where a novice is sent to the field to
observe and learn from an experienced practitioner. In
fact, Salzillo and Van Fleet. (1977:28) challenge that "no
study has shown conclu51vely that student teachlng has any
unique educatlonal component other than assimilation.
Cruickshank :rd Armaline (1986 36) list a number of spec1f1c
purposes of practlce teaching whlch include - offerlng an
opportunity for prospectlve teachers to receive feedback on
their performance,xadding meaning and realism to preservice
preparation, providihg an:opportunity‘for novices to gauge
whether they've selected the appropriate career, ,and‘N

affordlng an opportuﬂlty for student teachers to learn the:

"elements of a profé

w;But 1f the exgerlenced
practltloners are practlc t&le of teachlng that does
not conform to current pedag gical thinking, or if their
practice®is at odds with the phlLosophy (if one exists) of
.university—based instruction} the% the wvalue of the
practicum is questldnab ‘ ’ / 4
This, was the,;sﬁ%uatlon Wlth the Early Chlldhood

'students in this sﬁmny They Xere glven (what I consider to

,'. *'l/ 5N

be). a reasonably tho ough groundlngvin a child- centered,.
.Chlld dlrected v1ew *of learning, onf}* to be sent 1nto
schools where,‘ln many cases, teachers had a different view
of appropriate mod&s of learning. , L
o The, central issue here is the trensfer of theory 1nto
practlce Iﬁ all of. the references to e theory practice

b
;mhe transfer -

dlchotomy in: teacher education are true,'the

of theory Lnto practlce is dlfflcult enough w1thout having
it forestalled by an 1nappropr1at& flehd placemept The
- Early Ch;ldhood 31tuatlon at nghlands Unlver51ty 1s a case
in p01ht,,albe1t arguably an extreme one. " The\stqdents.had
- a difficult enoﬁgh time adjusting;‘to‘ them“strpcthral

R R A At
- »

.
L
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arrangements in the Early Childhood classrooms and learh{ng
to appre%iate the value of_self—directed learning. For each
one of them, this mode of teaching and iearning clashed with
the more traditional views they held. It required them to
change their beliefs about what effectiveuteachefs do and
how they relate to children and changevofhthis nature,
Fullan (1982:37) tells us, can be very “deep;.striking at
the core of learned skills and conceptions of educatlon,
jcreatlng doubts about purposes, sense of competence, and
self-concept. - It requires much support and reinforcement.
The field placement in a teacher education program has ‘to be
viewed as one of the major vehiclesnfor'reinfdrciqg (6r not
reinforcing) change. ‘fv

If we accept that -the domlnant purpose of a practlcum
is to. uncrltlcally socialize prospe%tlve teachers into. .their
"profession, I suggest that it is 1ll—placed in a university
teacher education 'program. ‘In a majorﬁstudy of the
circumstances of schocling in the United Stéte;, Goodlad

(1984{316) adopts a similar’position:

The success of professional preparation, ‘it
; seems to me, depends on the degree to which
programs are able to separate beginners from
the primitive or outworn techniques of their
predecessors. If we were to set out to
_provide the most advanced preparation for
future doctors, surely we would not intern
.them with those whose solution to every
illness is blood-letting. '

While one ﬁight ergue that under proper uﬁiversity
supervision the‘"faults" with practice in the fieldlcan be
highlighted and critically examined by the student teacher,
and thus constitute an appropriate leerning activity, the
potential for negative. influence. is still ptesent.
Alternatively, the time used by a practicum in a.
university-based preperation-uprogram might be spent

exploring conceptual issues in greater depth in order to
: - & :
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provxde studentS' with a stronger apd more extensive

knowledge base from whlch to. begln thelr teachlng careers.

Weanlng them into the world of real classrooms could then be
'undertaken by some form- nf a flrst-year intership, such as

that descrlbed in Alberta by Frlesen et al. (1987). If this
were the case, however, 1nterns would, need to be placed with

’carefully selected, "approprlate" teachers-ln order to
max1mlze the pOSSlbllLty -of the successful transfer of

4

The "Mark" Orzentatzon In Marbh,'l987 fI had the
opportunlty to attended a spec1al seminar glven by Dr. '

Llllan Katz, a- v1slt1ng scholar from the Unrver51ty of

\Illin01s at Urbana—Champalgn Durlng her presentatlon she

.mentloned that, for the flrst tlme 1n decades, she was ‘now

teaching undergraduate educatlon students. In a voice .

1border1ng on dismay and 1ncredulousness, she related for the

o audlence her shock in learnlng that their prlmary concerns

f~nwere for the mark they would recelve It irritated her to

’flnd that the questions. they asked ‘in class and the academ1C‘

’;hact1v1t1es they undertook on their own were centered .on

clearly dellneatlng the- path to an acceptable grade in the -
course "~ She lamented the fact that thelr concerns were for

"performance goals, —dlfferentlatlng these from "learnlng

'goals f'and worrled that thls sort of behav10ur was learned

o and relnforced durlng the years of elementary and secondary\

£l

schoollng

I witnessed the same behaviour wlth many of the Early

-Chlldhood students It is. an, over51mpllf1catlon to suggest

that unlver31ty students are only motlvated by grades, but :
“for many of them grades are an 1mportant con51deratlon And -

while I have little "hard" data to support my claim, I

/suspect that - there frequently is an overemphaSLS on marks
and grade scores in K-12 classrooms Shapiro (1977 162)

tells us:



'that,, partlculaﬁgﬁ in - times of restraint, only

B — : : o

graduates w1th the hlghest marks: get as far as a personal
interview.

A frlend onceftold me that you can't teach what you

‘ddn't know.l We were talking about the sorts of people who
- should be allowed ‘to enter teacher preparation programs’and

‘about the admission criteria which should-be employed. His

argument'was that one should pay careful attention to the.
marks applicants had received in other academic endeavours.
The assumption,‘of‘course, was'thatha mark was a reasonable -
inditator of what a person knews about a éiven suhject.

Perhaps his assertion is correct. But as I reflect on my

experiences: w1th the class of twenty seven Early ‘Childhood
. students, I can honestly say that the ones in whose hands I

!f vwould place the educatlon 0of my chlldren would not

necessarily be those who had the hlghest marks.
uﬁ p ' . !
. "‘q |
~ Gareth Morgan (1983c:405) suggests "that the process

of knowlng involves a process of formlng and transformlng,

- and that in know1ng\our world _we also form and transform‘

’ourselves : !

-There 1s ‘no doubt ‘that in the .course’ of conducting
this study I have been forced.to confront prev1ously held

views ‘on teaching;-learning, and teacher education. As

- maudlin as it sounds, I am not the same person who began

this research project. The very act of taking part in -a
clas§‘dn early childhood education - an area I previously
knew %ﬂﬁy through the experiences of my daughter and the
staffroom banter in the consolidated school where I taught
for a number of years - has opened my eyes to the world of
young children and the critical importance of their

education. I recall how, in that school, there,seemed to be °
. \ T N
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a
b.

c
d

e,

a.

‘b.

¢

c.

dfv'

a:.
b.
L Cw

A

d.

: and senior hlgh school°

" When you entered this’ program, tWaé ait' youg .

' 368

P

In what year were you born°

Yn what -community were you born’_ o &

Where were you raised? o rﬁﬁv“

What level of formal -education did your fg%her-g
attain? Mother? - o R A% L

' What is your fatherﬂs occupation? Mofher's?‘

What do you remember of your years in .elementary
school’;‘ ' ‘ ) :

Do any teachers stand out in your memory°

What do you remember about your years 1n junlo{

‘Do any teachers come to,mind?.
When dld you- make the décﬂalon to enter teach1ng°
‘Why dld you choose thlS occupat10n° o

Dld any individuals 1nf1uence your deClSlon to

‘become a tea0uer7 Who? S ‘y'j_ -

Did you ever' serlously con51der any other career

'_p0331b11rt1es° Which? o | " o

What did . your parents ‘huébaud)'thinKHOf your,

choice. to become a teacher° o

1ntentlon to focus on early chlldhood educatlon’> o

* When did thls Gome: aboutv. Whyo ) o ‘.:5’

What do yOu expect to galn from thls teacher
preparatlon program° . ‘

What are your thoughts about the program so far? -
What has the practicum experlence been 11ke° Any

major concerns?_ Positive experlencesl
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What are your thoughts about the non-educat@én'di\
courses you've taken thus far? Professors?- 3 ke
‘What are your . thoughts about the educatlon course&
you've taken to this point?. Professors?
_‘Cdn you deséribe what you'd like to-g; doing 5-10
years from now? | ‘ o o ‘v
. . Once you acquire a full -time position,” what dQByou
(

think will be your primary respon31b111t1es le,,~“-

oy

purposes) as a teacher°



.
.
S
o
.

'APPENDIX 2

7

Early Childhood Log Sheet
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Date Yk Name Class
. .
"Areas Daily E%fn ;Comments; questiohs, or topics for discussion
The
Child
(green)
Family/ ~?% A .
Environment “'3 .
(pink) ,
-+ " :t! "
Fcundation
Knowledge t*
(white) ‘
] -/

arm X
(orange) o

Personnel
. (yellow)

Professibnal

Facilities
(blue)

Pernonai
Planning
(purple)

Lab and/or out

c 4

of}clggs‘

activiXies
PR S




