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ABSTRACT

i

- B \‘\

This study focused on the experience of the peer

-

consultant Resource Teacher in the Albert§ Education Social

~

‘Studies In-Service -Project of 1981-82. IFS purpose was to
determine how tihie peer consulting expEriencerfffected the
professioﬁél dna  personal 1ives‘?f ;he,ResOurce'Teaghers.
:It -was fe1§ that the erréll.'5uccess of the Project, as
documented by MacKay and‘DoherFy (1982), mightlincrease the
1ikelihood  of . similar proﬁects béing condhcfed. This
poséibiliﬁy would - warrart éur‘ knowing something. of the
efﬁécts the'proéess haé on fhe peer conéultants' liveé.'

_The vstudy wés an exéloratory; inductive, and hypothesis
genérating re§earch conducted uéing the quaiitative
methodology. | The . phenomenological apd ’ symbolic

: , P
Pnteractionist perspectives were the philosophical bases

underlying the methodology. Data were collected from five.
respondents . - former Resource Teachers - by means of
. ) . ‘\ : '
semi-structured _in-depth | interviews -and open-ended
. h Y

questionnaires.
The findings reveal two groups of effects on the

Resource Teachers. - The first group contains three effect

themes of a general nature. Effects outlined in this group

’

seem to serve jointly as a matrix for the second group which
consists of. four, more specific, effect themes. As a

combined group, the seven effects %EEFlayl dynamic

integrelationships among themselves, with one or more of the

effects often contributing dinﬁctly or indirecﬁly'to the

iv
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development of others. C . { | '
” .

The' three general themes reflect the following eff%cts,\

‘ - |
in order of their frequency of joccurrence in responses: i

. : ! .
Theme one: Broadening personal perspectives. -Fhis

t

“effedt  onv the respondénts seemed to be an Qvefali inér%asef’

. . . }
in - their personal ‘knowledge, experience, and skills, 'all

. a N

related to the. administration of education and to persdnal

development,

Theme  two: Fulfilling psychological needs. This

effect was the fulfilment of higher level "Maslovian" needs

- in the respondents’ lives.

Theme three: Increasing self-confidence. . This effect

"included the development of self-confidence and security in

relation to the respondents’ career activities and career

aspirations.,

The following four théemes r%flect the specific éffects
growing out of the previoﬁs group. There was no parficular
order of importange in which they emerged from the'analyses.'

Theme ﬁour; Improﬁing classroom teachingQ' The

|

respondents reported a more poéitive perception of their own

classroom teaching behaviors after the experience.

Theme five: Becoming resident expert. There was

concurrence among ‘the respondents that . the experience

resulted in their  being perceivea by others as resident

social studies experts following their'involvemenﬁ in the

"Project;

Theme SiX: Maintaining positive  contacts. The

respondents made many acquaintances during their term as

v » .
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Resourceé Teachers. Since then, they have maintained
contact, both personal’ and professional with many of these
individuals.

Theme seven: Reinforcing existing orientations. Some

of the respondents were reluctant to give their peer

>
*

consulting experience fulll credit - for changes in their
lives; however, they did acknoWlédge‘that their experience
in tﬁe 'Project contributed to these changes by reinforcing
their existing beliefs and behéviors.

The main conclusion arising from the findings is that
the experience of peer consulting has had a very positiVé
effect on the lives of the réépondents. A second’ conclusion

/
~is that the findings seem 'to fit well into the framework of

other existing . theories. This situation enhances the
valiaity of the study. Based on the findings and
.conclusions, a substantive = theory is generated and

recommendations are made to various groups within the

educational establishment.

vi
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CHAPTER 1
INTRODUCTION
This study focused on the. experience of the . peer

cdonsultant Resource Teacher in the Alberta Education Social

Studiés In-Service Project of 1981-82. The Project was a

province-wide social studies curriculum implementation

program. The Resource Teachers were the primary change
agentsQ charged With delivering the Projéct's program. The
followihg sections include: a brief statement of the
research préblem;  a description of the Social Studies
In-Service Proﬁect; an in-depth descripti?n.of the Resource
Teacher’s role; énd the significance of thi% research.

LY

STATEMENT OF THE PROBLEM

The purpose of tQS study was to investigate how the

[

Resource Teachers’  experience .as peer consultants affected

them and the impact of that effect on their lives today.

This impact was a%sesséd from two points of foéps: oné, the
effect on the pegéon’s educational career and two, the
effect on ‘themselves as persons. The® problem is statéd
thus: How has the experience of peer consulting in the
Social Studies In-Servicu Prdjectlaffected the professional

and personal lives of Resource Teachers?

In order ‘to fully appreciate and understand the nature

/‘\\1



2
of the problem, it 1is necessary to bé informed about its
context, and to be aware of what the actual duties of the

.
peerx consulting Resource Teacher were. The following

,
sections provide a contextual overview of the Social Studies
In-Service Project and the role expectations as mandated to

the Resource Teachers by Alberta Education.

BACKGROUND TO THE PROBLEM

Social Studies In-Service Project

The- Alberta. Social Studies In-Service Project of
1981-82 was a teache; in-service project in which the main
procedures employed. were £hose of peer consultation. The
_project was announced in the Alberta Legislature April 19,

1981 by the Hogorable David King, Minister of Education.

Dy

Rationale. The .DoWney Report of 1975, a majdr»"

assessment of social studies instruction in the prov1nce,
had made it clear that the high ideals of the Alberta Social
Studies curricula of the past‘decade could Qot be attained

without concerted professional initiatives in classroom

implementation. (Alberta Education, 1981; MacKay and f

Doherty, 1982). Cémbined witﬁ mounting concernsVover high 
1nstructlona1 quélity from the educational community and thé
‘ qullc arena, fecollection of the Downey assessment pfo§ided
an impetus .rfor action when the 1981 soctial studies

curriculum was slated for implementation.:

<

B
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3
The Social Studies Curriculum Coordinating Committee
and the Social Studies Specialist Council of the Alberta

Teachers’ Association both made presentations to - the.

Minister regarding in-service strategies. These
presentations, combined with those outlined by the
Tri-Partite Committee on In-Service Education (1980),

.

resulted in the emergence of the Social Studies In-Service

Project.
All ‘three ‘greups had arrived at similer conclusions
egard;ng burriculnﬁ implementation procedures and +these
were incorporated ‘into the project (Alberta Edugation,
1981:1): (1) that it be conducted by practising
'profeesionals who have nigh credibility and‘peer respect,
(2) that it facilitate the practical demonstration of unique
methodologies, and (3) that it enable problem-solving and

conflict-resolution about teachers’  curriculum concerns }o

occur in an atmosphere of trust and confidence.

S~

Objectives. The objectives for -the brogram were
_ categorized into three areas: those for Alberta teaChers,
those for the provincial social studies program, and those

for Iurriculumimplementation in Alberta (Alberta Education,

"1981:2). - S \4
A ‘

The . teachers were to aequ1re\a working understanding of
,the characteristies and requireﬁgnts Qf the 1981 Alberta
Social S;udies Curriculum. Thef were also to be provided
with opportunities to broaden their repertoire of

instructional strategies for social studies. Cw

The 1981 Alberta Social Studies Curriculum, which had

1t



t 4
been the object of considerable professional and public
dialogﬁgj/;was to be giv%n a fair chance for successful
implementation. The projéct was also- intended to provide a
means‘ for heightened professional and publié dialogue about
issues pertaining to §pcial stugiés philosophy and
méthodolégy in Alberta.

| In the area of general curriculum implementation in

Alberta, the gpoject was intendéd to test the viability_of a
péer—based consultative approach. It was felt that if the
project wa545uccessfu1,'this approach might bé used in other
areas of eduéationallin—servicebtraining. ‘

If_ was felt that the accomplished objectiveé would
serve the students of Alberta. They would bé:the "long term
beneficiaries" '(Alberﬁav‘Education, 1981:2) of the Social
Studies In-Service Project.

Procedures. Guidelines for implementing the project at

the school level were conveyed to .school bbards,
superintendents, the Alberta Scﬁool Trustees’ Asséciation,
“and the Alberta Teacbers' Association during May and June of
1981. The Provincial Stéering Committee of the Project
received information and .adViCe‘ from these sources and
incorporated this into a reyised and modified implementation
plén. The resulting procedural guidelines propoéed four
stages; |

: Sﬁage one consisted of the creation\gf the project’s
Provincial Steering Committée and the iééntification of 125
Resource Teachers across 'the}‘province. Although final

responsibilities for Resource Teacher selection rested with

|
i
¢
i
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Alberta Eduéation, lécal boards were encouraged to identify
and sglect individuals - éossessiég the following
‘qualifications (Alberta Education, 1981:&):
| 1. Rece?t‘teaching éxperience‘with the Alberta_Social

Studies Curriculum and resource materials.

2. Sound, practical knowledge of the 1981\Soc1§1 Studies

1
.

Curriculum.
3. Comm?tment to the spirit of Alberta'Soc%al Studies,
including Canadian Studies and pfocesseg of inguiry.
4. Expériehce in'éurriculum planﬁiné, preferably at the

provincial level.

5. Professional interest in curriculum consultative work.
6. Credibility with teachers and other peers. .
7. Human relations skills.

8. Communication skills. s

9.' Ability to maintain é fiexiblé_schedule, to accommodate
noon-hour and aftér—hours geﬂtings_and workshops.

10. Ability to travel by automobile.

Boards were -encouraged to involve Regional Office

Consultants in the identification of Resource Teachers.

It was not mandate vy that all school boards
participate, but those invol were -allowed one or more
Resource Te§chers based or: th~ Ser of teachers they had
under ¢oﬁtrqct, .geographical by --s such as distances

o

between schools, and the number -7 ﬁacners‘pér grade level
per school. The participatinc bo: . w.re expected to -
provide .release time for the Resour-~e mTeacher- dur g their

training sessions and the term ~f the r duties as fﬁ&ﬁ?
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consultants, to provide rele?se time for'all social studies
teachers to attend the workshops desiénated by the program,
to ensure that the Resource Teachers may return to their
. ‘

original job assignment upon the completion of the project,
and generally to meet _the.'variops needs érising from the
situational contingencies involved in the project. Being
seconded from 'their respective boards, the Resource
Teachers' saleries and expenses were provided by Alberta‘
Education. |

Stage two of the project involved the training of the
Resource Teachers. This was accomplished‘With a total of
;five days of workshops prior to the _éeconément. " After
4Secondment, - there were a number Qqf callrback sessions
whereby the Resource Teachers met, shared their experiences,
and received instruction ané.guidance from Alberta Education
personnel.

Stage three consisted of the'iﬁ-service workshops for
IAlberfe social studies- teachers. Each participating board
was obiigafed to_‘provide a minimum of two full days of
in-service for the- sociai studies teachérs in their
jurisdiction. The boards could cheose to "...close schools,
or in the case . of secondary schoels, to cancel social
studies classes" (Alberta Educapion, 1981:3) to accommodate
the wbrkshops; " The detaile of the workshops were the joint
~responsibility of the Resource TeaChers isd their central
office supervisors.

Stage four continued throughout the implementation'of

the éroject. It consisted of "school-based consultation®
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(Alberta Education, 1981:3) whereby the Resource Teachers
.spent considerable aﬂounts of time with individual Feachers,
exhibiting and explaihing curriculum materials, and
discussing relevant social studies issues,. Som% of tﬁe
issues suggested by Alberta Education ;Qere: : éanadian
studies, evaluation, processes oftginquiry, ana specific
instructional strategies (Alberta Education, 1981:4):

Alberta Education made arrangements to have the entire
project evaluated! A pfivaté firm, Evaluation ansultants
(Edmoq;on) Ltd., was contracted for this purpose. From the
beginning it was made clear to.all involved parties that the

evaluation team members might be attending any project

activities throughout the province.

ROLE OF THE RESOURCE TEACHER

The Resource Teachers were professionally certified
teachers released from school or classroom duties to assisf
classroom . teachers and system personnel in implementiﬁg the
1981 Albéfta Social Studies Curriculum (Alberta Education;
1981:8)1 They worked in a consultétive capacity striving tol
improve educational services to students and teachers within
the framework of -local neéds, resources and the Alberta
Teachers’ Assoéiatidn Code ofv Ethics (Alberta BduCation,
1981:8). It must be emphasized thét the Resource Teachers
"were colleagues and peers of the people they were p}oviding'

guidance to; in fact, they wusually belonged to the same

e



jurisdiction.

The Resource Teacher’s Bandbook (Alberta Education,

11981:8) stressed the following obligations of the Resoui‘cee

Teacher:

1.

' To assist in the planning, organizing, and conducting.of

" To plan, organize, and conduct in-service sessions and : '

: ’
To work .in accordance with the priorities. and

directions prov%ded by local lines of authority and
communication a; established by board policy. -

To attend the training sessions and contact sessions.
To be knowledgeable and tonversant with all of the
pertinent curriculum objectives; préscribed(resource '

t
and other local support materials.

needs assessménts for the in-service sessions ahd éeer—
based pons&lting activities.

To provide peer-based consultative services to schools
and téachers by: meeting with grade levels, groubs, or
individual'teachers;lﬁlanning presentations at staff
meetings; and participaﬁing in classroom observations!

1

. { . . . .
demonstrations, discussions, and interviews.

provide liaison with other perso;nel and organizations |
with an interest in the implementation of thev1981
Social Studies Curriculum. _ s ‘ o i
To conduct information sessions .th board membérs and
the genefal public, explaining the characteristics and
requirements of- the 1981 Alberta Social studies
Curriculum.

To maintain a logbook to record the tasks undertaken,




schools visifed, type of services pfovided, special
cdncerns réqﬁiring»additional follow-up, preliminary
assessment of activities, and expenses incur;ed.

9. To provide information and assistance in the evaluation
phase of the project, including the submission of

logbooks to the evaluators.

SIGNIFICANCE OF THE STUDY

Theory Genepation

Undoubtedly the unigue feature of the:Social studies
In—§ervicé Project was the fpeér-based consulting component”
(Alberta Educat;ion, 1981:9). Fullan (1982:250), _in his
treatise on innoﬁation and changeiin education, noted the
Alberta project and remarked on the Uuse of peer-based
consulting. Schreiber (1981), in an address to a méetﬁng of °
Resource Teachers, stated: "the eyes of North America are on
you in this novel approach to in—service>education."

Since 'the fo;mal use, of peer consultants in in—sefvice
education 1is a ‘récent innovation, fime hés'not yet allowed
for the development of grounded.theoryq;egarding the impact'
of this phenomenon on the consultants themselves. This
research 1is designed to make some initial inroads~into.the
development of such grounded theory. Although the sample
size establishes a limitation 'in that it is too small to

generalize findings to the entire cadre of 125

peer—cdnsultants, the study is'a significant exploratory and
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methodological step in theory generation.

Practical Knowledge

The educational climate in Alberta today would seem to

indicate. that the peer-based consultative approach will.

probably be used again. The current provincial media,
‘ , o~ :
citing claims of -teacher malpractice, Qrganizational

.inefficiéncies,‘ and functional illiteracy. among high school

graduates, reflect an increased public demand for

educational accountability. Education minister David King

concluded: "There is very little‘reliable evidence of what -

is happening in the province’s classrooms" (Reguly and

Weatherbe, 1983: 40). Albérta Education has responded with'

a massive ‘program ~of educational ‘evaluation aimed at all
facets of the enterprise. In this climate it would seeﬁ

probable that the necessity for teacher in—seryiée'will

a
grow.

On May 2, 1984 Alberta Education officially included a

"peacher Inservice" .policy in their Program Policy Manual
(Alberta Educatibn,‘ 1984Db7) . This policy declared: "From

time to time Alberta Education may identify special needs to

which it will suggest a high pridrity'for teacher iﬁ?ervite".

(Alberta Education, l984b). The policy states that the
reSponsibility for carryihg out in-service is to be shared
‘by the schools, school boards, the teaching proféssidn

(including irmdividual members), and Alberta Education;
: T a

however, the procedural guidelines  state:- "School

jurisdictions will develop and maintain on file their
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education plans which  outline their policies, guidelines,

procedures, intended results, and how these results will  be

" achieved"  (Alberta Education, 1984b). For the 1984-85

school £erm, the government will allocate in-FerVice funds
to local boards on the basis of.f$9;00 per ehigiblé pupil
and $5.40 pérr E.C.S. ;hiId . . ." (Alberta Educétion,
1984a). The stated provinciai »priorities,for 1984-85 are
.computer litefacy[ the gifted and talented, and evaluations.
The‘inmplicétions aré: ore, that ’lécéih distfict

personnel’ will‘ be responsible for planning and implementing
the in—sefﬁice programs; énd two, tkatifhe level of funding:
almost impiies the usé'of‘local expérg) peer consultaﬁts to
successfully implement d;strict wide pfogréms. .Much,more
‘money would be needed té utilize high priced‘ external
expertise on an oggoing basis. o | |

r

In their evaluation 'of the Social Studies In-Service

‘Project, MacKay and Doherty (19B2:64) recommended: "the

péer—based "coLsultative_ approach should be  strongly .
: ‘ . _ ! C .

considered as an approach in future projects;" They also
sqggested that the sheer number of people involved in such g

e

- province-wide social i;pdies in-service program demands a

similar method. L
From ~a practical and moral pgint, of wview, the

posSibility} offpeer consultation in the . future would warrant

rour knowing ‘something about the effect of this process on

Ehe lives of- the "‘consultants..




OVERVIEW OF REMAININGQCﬂARTERS'

b

v ‘ .
The background 'literature and methodological argumgnts

pertihent to this study are discussed ih ,the ﬁg}low}ng'
chapter?” Chapter three consists of a speqifiﬁ d;sériptioﬁf%
of the procedureé used in the résearcha' 'Th§m¢SQ and
categories emerging from the analyzédfdata-éré port%gyed in'
chaptef. four and the final chapter presents the CQHEIUSions,

implications, and theofy arising from the findings..
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CHAPTER II ,
REVIEW OF LITERATURE

This chapter éﬁmmarizes the literature in two
conceptual areas - pertinent to the*study:‘ peer éonsulfing
//EBH\&patupalistic inquiry. Peer cons&iting is the process of
in-seéviée eduéétion under investigation and.thus the focal
point\\of‘ this research. 'Naturalistic inquiry is considered
important. because'the nature of the da?a sought warrénts the
use of this fesearch methodology. The overall intent of the
chapter is to present a synthesis of information relevant to

the objectives of this study and the particular features of

the problem being investigated.

&
- PEER~-BASED CONSULTING
Thi: ~-udy was'explorétory and inductive because there
has » 'n  no previous research on the specific Eroblem under

investigation; that is,- Qhat long term effect does the
peerebaéed consuléiqg expefience have on the lives of thé
consultants? Resulting from the déarth) of literature in
that . area, the purpose of ithis’ sectdon 1is to present a
summafy of .informétion oh‘ the general efficacy of the
- peer—bésed approacﬁ to staff development. Staff development
is‘ an important concept in the discussion bécause it is- the

context in which peer-based consulting occurs. The

13
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literature on peer-based consulting seems to emanate from
utilization of this.method in staff development programs. -

The :.following sub-sections .include: the definitions
and conéeptual models  appropriate to this‘discussion; the
theQietical background and rationale for the \cohcept of
peeﬁtbased consultinq; and some relevant re§¢arch findings

on the topic;

et Y

Definitions

In any sCholar1§ discourse it would seem appropriate to
provide some clear definitions uof the concepts under.
investigation. The purpose of this section is to define the
concepts of staﬁf development and peer-based consulting as
they are employed in the context of this study.

Staff development) Rebore (1982;12) defined a staff

development prograh as a program designed "to help personnel

meet school district objectives -and also td'.provide
individuals with the opportunity for personal and
professional .growth." On the basis of.this definition, one

could subdivide the concept into the areas of clinical
superQision and in-service education.

”Cliniéal supervision is ‘thé face to facé observation,
analysis, ‘and evaluation of actual classroom teaching
(Goldhammer et al., 1980:1; Goldhammer, 1969:54). Cogan
(1973:4) stated _ﬁhat it is clinical because it is performed
in the "clinic of the claséréom." This méthod‘ of

*

supervision 1is characterized by the human relations approach

ki
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whereby the teacher is consulted extensively both pefore and

after the actual classroom observation (Goldhammer et al.,'

1980:32). Although the purpose of the supervision may be
formative or summative, the objective should always be to

help the teachers improve their skills.

In-service education is a "catch-all" phrase pertaining

{

to curriculup, personal, and professional development
activities undértakenv while the teachers are actively
employed (Harris, 1980:1).  As. Rebore (1982:169) revealed,

the traditional approach to in-service education was "let’s
have a work-shop." This idea is no 1bnger acceptable, as

in-service education should encompass.a miriad of delivery

methods- and many tOpical. areas (Rebbref 1982:169; Harris,

1980:1).

Peer-based consulting. This concept consists of

employihg‘ a collegial staff of "resource teachers" (Fullan,

1982; MacKay and Doherty, 1985; "Schreiber, 1984) to
implément ‘ clinical supervision or in-service education
programs . . The resource teachers are usually "master"
teachers, expert »kin their fields, involved 1in ‘éctiye

teaching practices, and holding no line authority over their’

peérs CRiechard, 1976:364). Dufing their staff development

leadership activities, they are usually seconded from their

teaching positions or relegated to a part time status. The

practice of peer-based consulting is both old and new.

Traditionally, teachers-have always helped one another on an

‘informal basis; however, recent trends . have involved the

formalization of this A procedure. in many staff development

o i ]

I




programs (Blumberg, 1980:202; Alfonso, 1977:601).

Conceptual Models

Research geared toward increasing the effectiveness of
L’ M N - .

staff development pfogramé has produced many conceptuél

frameworks for analyzing the brocess. The purpose of this

47
aq

section is ;wofold: to present two staff development models
that are compatible with a peer-based approach and to

¢ |
present a conceptual model of the peer consultant.

Staff development. Research by ’Sergiovanni .and
Starratt (}975:298) resultéd in the following model,
indicating the characteristics of effecpive staff
development 'programs. The,compatibility of this model with

a peer-based approach 1is. evident and implicit within the
criteria. .The_ items seem to focus on individual teacher
participation and .collegial relationshi?s.

1. School-based programs in which teachers
participate as helpers to each other and
planners of in-service activities tend to have .
greater success ... than” do6 programs- ...
conducted by college or other outside
personnel without the assistance_ of teachers.

2. 1In-service education .programs that have
differentiated training experiences for
"different teachers (that 1is, "individualized")
are more likely to accomplish their objectives
than are programs that have common activities
for all participants. ‘ . '

3. In-service education programs that place the

" teacher in an active role (constructing and
generating materials, ideas, and behavior) are
more likely to accomplish their objectives

‘ %Q”\; than are programs that place the teacher in a
. receptive role. _ . _
4. In-service education programs. in which

teachers share and provide mutual assistance
to each other are more likely to accomplish
their objectives than are programs in which
each teacher does separate work. ‘
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5. Teachers are more likely to benefit from

in-service programs in which they can choose

goals.and activities for themselves, as

~contrasted with programs in which the goals

and activities are preplanned. '
it is important _to note the emphasis placed on

planning, differentiated experiences for different teachers,

active roles, using ideas, materials and ‘behavior “found in

the actual teaching situation, teachers working with and

helping other teachers, and teacher goalsf
As - much as the Sergiovanni and ® Starratt model was
geared - toward in-service education, the following model by

Joyce and Showers (Mireau, .1983:13) is geared toward

clinical supervision. This model was chosen because it has

been ‘effect;vely employéd using peers as supggvisors (these
cases are discussed later in the discussion). A staff

development program to promoté teaching skills should

‘incorporate the following featur :s:

1. presentation of theéry or description of new skills;

2. modéling or demonstration of skills or models bf
teaching; .

3. practice in sihulated and ciassroom setﬁings;_

4. structured and open-ended feedback ‘- provision of
informatiog about performance;: 5

5. coaching for application - hands on,,in—classfoom

. assistance with the adoption of skills and strategies.

With = all ~these components in place, it has been

estimated, 90 percént' of participants would be able to

impiement skills successfully in the classrooﬁ (M&reau,

v

1983:13).
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Peer-based consultant. Enns | (1963:29), in \his

framework for analyzing the supérvisory'organization, stated
that the supervisor could be classified as follows:

"generalist or. spécialist; residené‘ or noﬁ—resident; high
level, middle'iével, or 1ow‘1e§é1; tehporary or éermanént."

According to this model the peer consultant‘would usually'
be: = a specialist in the .area of expertise he or she is
consulting in; a resident of the organization he or she
serves; -and\low level, that is, assuming a peer or_collegi%
relationship with the teéchers he or she is serving. ThL
peer consultaﬁt would have staff authority only and usually
assume résponsibility for developmental ‘of formative work

k)

-with the teaché;s.

Theoretical Background and Rationale

Theoretical underpinningé“ vfor the peer—baséd appfoach
-to staff development lie in sdmg facets of human motivation
and human behavior. This section  is‘designed to exploré
relevant motivationalJ theory, human anxiety and resistahce,
"and  to describe some e#isting peer—bésed sfaff development

programs.

Hﬁman motivation.t Dowling and Sayles (1971:388) stated
that McGregor's' Thequ Y assumptions -rely heavily upon
" self-control and self-directipn. Although one might propoéev
that a continuum of behavior types exists betwéén the
extremes of Theory X and Theofy Y, Dowling and Sayiés argue
that teacher profeSsionality shogld generally allow the

adoption of ‘Theory Y assdmptions'when'déaling with teachers.

>
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They add that the motivation, the potential for developmenf,
the cdpacity for assuming respons}bility, and the readiness
to ‘direct behavior towards organizatidnal goals are all
present in people; thus, it is the responsibility of
management to arrange organizational conditions and methods

!
of operation so that people can achieve their goals best by

directing their éwn‘ effoxrts towa}d organizational
objectives. |

Blumberg (1980:92), as a result ofL his research,
éoncufred ~with fhe theory«‘of Herzberg regarding teacher,

motivation. Based on Maslow’s hierarchy of needs, the

<

notion arises that man’s behavior is always directed by his: -
needs. Some needs - are more bésic than others, and their
satisfaction 1is necessary before a person'cén attempt to
satisfy higher needs. A need that is ‘satiated will no
longer serve as a motivator when a.personvis offered more of
the same. Those needs associated with a higher level of
human functioning and related to personal growth ére the
most powerful motivating factoré. Sergiovanni (1982:96)
concurred while stating the advantages of colleagueébip in

staff deVelopment:

R the long overdue recognition that
classroom teachers have much to contribute to the
quest for instructional improvement, coupled with
increased responsibility for the design and
implementation of improvement strategies, can
produce a sense of personal achievement as well as
a better functioning school. Recognition,
responsibility, - and achievement are termed
,‘motivators’ by Herzberg and are associated with
job satisfaction. Therefore, successful
colleagueship may well contribute to increased job
satisfaction for classroom teachers. ’
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Coganv (1973:69) contributed lthat in a collegiaf

relationship it is - easier for teachers to help each other

and at the same ‘time étrengthen themselves. professionally
and personally.

" The -tenets of  participative managemeht have révealed
that the participators gain a sense of fulfilment and self
worth by being involved in organizational management.
Turner and Weed (1983:152) reinforced this idea stating that
"team-building is often an essential first step in cfeating

an appropriate environment of mutual regard and trust." The

f
(8} i

resulting sense of colieagueship fulfills thg employees’
higher 1level needs and thus mc ivates them. One might
conc¢lude from the above discussion ‘rthat a collegial,
peer-based approach to staff deﬁelopment would enhance
teacher motivation.

‘Anxiety and resistance. . The second main point in the

rafionale for a peer-based approach is the anxiety and
resigtance afoused in teachefs by traditional external
fépprbaches to staff development; | Mosher and Pufpel
(1972:23) suggested that teaéher resistance ~ is the main
roadblock to "clear and vital éupervision prograﬁs."

"Ip spite of recent trends and practices in approaches

to classroom supervision,.an age old problem still persists

- how to handle the problem —of ,teacher anxfety~ when

supervision 1is taken into the classroom" (McGee and Eaker,
1977:24). The humanistic and ethical thrust of today’s
society = has fostered concern over this problem émong

’

educational administrators. McGee and Eaker (1977), . in
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their study. of 'the perceptions of teachers, administrators,
and *supefviSors in Tenneﬁsee, féund that oniy 62% of
teachers felt confident about ' impending classroom -
supéfvision. The very personal nature of teaching causes
teachers to open themselvés up - "this is my personality on
display." Few feel comfortable in having one or more adults
observe their behaviors, especially when the adults may be
perceived as administrative with the power to/hire, retain,
and dismiss teachers (McGee and Eaker, 1977:24). Tuckman

ané Oliver (Blumbergf 1980:3), based on their 1968 research;
added "It - can only be.surmised that teachers are defensive
toward administgators who, in the absence of much basis for
judgement, attempt to tell thém how to teach."

Heishberger and Young .(Blumberg, 1980:2), in a 1975
survey of teacher attitudes toward supervision, found that
although 82% felt the need for §upervision; 70% perceived
"the SuperVisor as pqtentially dangerous. ‘Bellon;(l98i:9)
discovered _that when school systems adopt ﬁew.evaluation
.programs, anxiety among teachers increéseg. He added that
teachers .want‘ fheir supervisors to "behave as colléagues
rathgr than superiors." - Holley (1982:7) coaniiff‘with this
finding.  Geigle . and Bradford (1982:21) went further
revealing that teachers aid not percéive a relationship
between cyteacher evaluation and student achigvement.r\§eayes
(Blumberg, 1980:2) concurred with the above findings.in an
éxperiment among his univefsity supervision_claéses. The

results showed that the students tended to see supervision

as an anxiety producing enterprise resulting in
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defensiveness.

Rgecks and Estes (1982:9) stated tﬁaﬁlresistance to
change is human nature. The status quo is comfortable since
less time and effort are spént ip maintaiping the
equilibrium. The point seems to be as McGee and Eaker
(1977:25) have stated: focusing on a teacher”’s cléssroom
behaviof will caﬁse sdme degreé of anxiety on the part of
the teacher. This leads to some manifest questions: one,
do we think improving ciassroom instruction is impdrtant
enough‘ to cause some anxiety; and two, aré there ways to
focus on teacher claséroom behavior during observation and
yet :Feep' anxiety levéls at a minimum? 'This writer agrées
with McGee and Eaker that improvemeht is necesséryy
therefore we must find a Qay to reduce anxiety.

Kogan, in his 1976 research, advocated a collegial
approach to staff development as a possible solution to the
dilemmav: (Blumberg,  1980:4). Flanders, also 1in 1976,
extended this concept, propdsing "a partnership in inquiry
in which two persons compare alternatives, the .-supervisor

; .
being the peréon who ' simply has more experience in the
conduct of inquiry" (Blumberg, 1980:4). Knapp '(1982:3)
‘stated that_ in some cases peers are involved in.evaluatioﬁ,
but only one to three percent of school districts contain
such feétures..b Reéearch has. shown that resistance and
anx%ety associated with change can: be diminished if the
_staﬁeholdefs are aliowed participation in’ thq“process
(Dowling and Sayles, 197153785. It _would seem that a

collegial approach might meet this requirement.
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Peer—baeed programs. The purpose of a peer-baséd staff
devel opment pfogram is to utilize the informal organization
for formal purposes {(Dowling and Sayles}.1971:87; Blumberg, -
‘1980:205), Riechard (1976:364) 1in descfibing ﬁis model,
stated that there should be resident clinical supervisors

“

(R.C.S.) whg\hare master teachers, teaching on a part time
in t

basis e same school where they are serving ‘as
supervisors. '~ Mosher and ‘Purpel (1972:193) advocated a’
"clinical  professor"” who, among '~ other educational

development activities, would provide in-service supervision
and: training to ether teachers; They also discussed the
posSibility of group supervision -whereby  teachers work
together, taping and analeing one another’s work. They
addeé that this scenario would require a collegial trust and

)

confidence among the teachers.

Mireau (198}) and Smyth (1983)‘ heve both developed
similar_ programs based on the Joyce and Showers staff
development model. These are clinical superéision programs
characterized by the use ‘of teachers, who wupon the
cempletion- of their two year cyele of traininév‘and
involvement; provide active leadership in éupervising their
peers. These peers may then follow the eamg route and ﬁake'
on 1eadershi§ roles. |

An in4service -model used by Alberta.Edueation iﬁ the .
1981  Social Studies in-Service Projece and the 1980
Jefferson  County (Colorado) - Educational Jurisdiction in
their Scierce curriculum Project ~ (Fullan, 1982:170) - was

characterized by the wuse of Resource Teachers. These
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teathers, regular classroom teachers who had demonstrated

expertise, leadership and competency in their respectiv

subject‘ areas, were seconded from their'positiqns to ser
as in-service consultants ih thé. implementation of n
curricqluﬁ, 'SOCiai ,.studies;.in ‘Alberta and science in
Colorado. '

There -are probably manfv other existing modeis.‘of
peer-based staff development programs; however, the
above-mentioned cases serve to'provide an over&iew of what

has been commonly done in the area of peer-based staff

development.

-
Y

Research Findings

~

The purpose of this section is to present the finaings
of research on the necessity for and-éfficacy of peer-based
staff deveiopment. The sub-ﬁopics 6f~clinica1.supervision.
and'in-sefQice eauéatidn are deglt.with Sep;rately.

Blumberg (1980:202& stated 2fhat Jteachers- ha?e long
given their‘ help to colieagués in an informal mann;f}"‘ He
‘added that a grbwing body of data is slowly becoﬁing\;
available indicating the primary source of assistance. >
teachers use 1in _their efforts to solve the problems.they
face pnl a daily basis is other teachers. Miiikan'fqund the
" above to be true in his 1929 study og Edmonton, Alberta
secondary ‘teaéhers (Blumberg, 1980:202)N In 1978,_simi1ar
findings had been revealed‘ by DeSanctis and Blﬁmberg in a
bilot study of . adult-adult interactions in séhoqls

%

(Blumberg, ~ 1980:202). Blumberg (1980:202) concluded by

=
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‘'stating: "for whatever reason, principals appear not to be

the people to:whdm teachers turn, as a rule, when they need

assistance with problems related to ‘'teaching.” These

‘fihdings might lead omne to agree thét we should officially

recognize the value of the peer approach ‘and implement

formal utilization.

Clinical supervision. |, " Alfonso and Goldsberry
(1982:100) stated that teacher observation of methods,
techniques, Yand -styles of = other ~teachers through

intervisitation is a valuable staff developmgnt tOo%: He
cited Evans (1975)  as éttributing inferVisitation among
British. infant school teaéhers‘to the guccessful development
of -self—analysis and continued imprd&ement. In 1978, Roper,
Deal and .bornbush explored a system of intérvisiﬁation aﬁd
peer evaluation among élement;ry teaéhefé andrrépOrtéd that
"teachers‘ can and%‘will help each‘other‘perform,betterppn
their jobs" (Sergiovanni, 1982:100). Simon’s 1979 study
found that elementary teachers valued an approach whereby
they werel oriented' ;; clinical supervision, observed each
other,: and. reported to one another (Alfonso and Goidsberry,a'
1982:101). 1In 1980, Goldsberry conducted a stuay'i; whikh

teachers voluntarily participated in a semester-long course

. \ . p
on colleague consultation, a form of peer delivered clinical

, R \ :
- supervision (Alfonso and Goldsberry, 1982:101). The results

-of the study indicated that the teachers not only valued the

process, but became. more self—anélytical,»and many changed
their approach to teaching as a result of tne ekperience;

Mireau = (1983:14) in  describing = the Teacher
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.Effectnyeness érogram (T.E.PT of the Edmontbn‘PublicFSchool
Board, .lauded _the effective use of ‘teachers _who have
’"deﬁonstrated leadership qualities" in the implementation of
‘the program. Each school then has the option to enroll more'w
staff membersv as the program progresses. A teacher, having
completed the program, becomes a trained peer consultantgin,

clinical supervision. ' (

Smyth (1983:5), in describing the clinical supervision
model successfully empioyed in his Australian context
stated: "_Experiencew with the follow through model suggests
that once teachers ‘have gained practicai knowledge through

7 3 !

hands on experience, they become eager to share their

knowledge with uninltiated colleagues.

The aforementioned findings would seem to imply that a

peer model is certainly viable in thé ea of CIinical
supervision. e ‘ - 2
In-service education. Fullan (1982) K@s compiled an

extensive summary of research findings pertaihing to many

areas of educational change and innovation. He cited Littie'
(1981) who found that school 1mprovement is "most surely and .
thoroughly achieved when‘ teachers engage 1in frequent,
continuous, and increasingiy concrete talk about teachingﬂ
practice (Fullan, 1982:73). Curriculum implementation and

delivery depend upon' this process.

'fThe Texas Research and Development Center evaluated the

Jefferson County, Colorado curriculum implementation program,
) ‘ e

(Fullan, 01982:170) .: 'Theyu found it to be a success, "the

implementation results showed that there was a dramatic

A
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.
increase over previous standards" (Fullan, 1982:170). The

__-"evaluators -partially attributed the success to the use of

\ .
peer consultant Resource Teachers in the program.

 Fullan, Miles and Taylor in their 1978 case study of
Adams County Colorado, confirmed tﬁe importance of
establishing a resource unit within the district which is
integrated with ongoing program needs. External consultants
were used but "mainly to train inside resource people (i.e.,
trainer—of—trainers approach)" (Fullan, 1982:183). Kamloops
School District (i980) reported similar successful resuits
in using peer—consultahts as in—serviée leaders (Fullaﬁ,
1982:173).

MacKay and ‘Doherty (1982:64), ih their evaluation of
the Alberta Social Studies In-Service Project.recommended:
"the peer-based consultative qpproach should -be strongly
considered as an approach in future projects."  They also
révealed that thehProject resulted iﬁ some positive impacté

on theq.peef cons;ltangg (MacKay and Doherty, 1982:60). -The

peef—based approach had been the hallmark of the Alberta

o

progrémh

Kt

Fullan (1982) cited findings by BAoki et al. (1977),

‘Kormos and . Enns (1979), and Leithwood et al. (1978) all

indicating that teachers are generally not sati%fied with

the’ 3ssistance provided by external consultants in.resolving

. |
~curriculum implementation problems. The corollary would

seem to be that peer-consultant resource teachers could more
effectively conduct.  in-service programs. " Fullan (1982:287)

concluded by stating: "The cases of success we examined

o .
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consisted of systems of peer-based interaction and feedback

among teachers with some external ass’ “-ance."

Conclusion

Based  .on the evidence reviewed in the pre?ious
discﬁss;on, it is tHis writer’s position'that.a peer-based
approachv to staff development has some merit. More sharing
of ideas and problems might . lead to increased “teacher
sétisfaction and thus better performance. ferhaps sbme of
the stressoré present in traditional staff development
programs can be avoided.

Given " the situational contingehcies existent within
various s%aff development settings, it .is difficult to
generalize findings from one to another. Even if there had
‘been previo;s . research- 6n the long sterm personal effects

sustained by consultants as a result of their peer-based

staff developﬁént‘ experiences, it would have been important

to investigate that problem in this particular setting. The

MacKay': and Doherty (1982) evaluation of the Alberta Social

Studieg 1In-Service Project documented the general effiéacy

of the enterprise and noted some positive effects on the

peer consultants. This research " goes one step-further,
’ v

\\Q\\*gocumenting the longer term effects on the peer consultants.

A

;
s
<
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NATURALISTIC INQUIRY

The purpose of this section 1is to indicate why the
1nat$raiistic‘ research paradigm was a*suitabie approaéh for
this. study. The following sections identify the nature of
the data required for the .résearéh and discuss the
philosophical wunderpinnings of the approach, the assumptions
ana postures adopted, and the methodological implications of

the previous features. A summary and conclusion are also

iqciuded,

Nature of Required Data ’ ' -

Logic would suggest that the best method of inquiry for
aﬁy research pfoject _can be determined only after one has
deci?ed on the sortsd of informatioh that need to be
generated. The purpose of this research was to investigate
how the Resource Teachers’ experiénce as beer consultants in

the Alberta Education Social Studies In-service -Project

affected them and to determine the impact on their lives

today. Because there has been n \previous research in this
\

area the study assumed an exploratory stance. It was also

inductive, hypothesis and theory generatiné in nature.

This genre of problem warranted an intensive exploration and -
asséssment of the respondents’ subjective interpretations of
their experiénces.

‘Guba and Liﬁcoln,(l982) and Rist (1977) concurred that-
the styie of - research one chébses tOnemjlby should be a

-

¥
£



matter of informed judgement rather than orthodoxy. The
sensible conclusion is perhaps best stated by Guba and
Lincoln (1981:56): "The choice between paradigms in. any
inquiry ought to be made  on the Dbasis of\the best fit °
'between the asSumpfions and postures of a paradigm and the
phenomenon being studied."”

It would have béeh possible to gain some ‘information
about the respondents’ career changes and life changes using
a quantitative methodology W%th survey questionnaires or
highly Strucfured interviéWs; however, to determine the
extent of these changes and whether or not they wére due to
the peerfconsulting experience, it was nécessdry to enter
their world of subjective reality.. This neceésity was
ﬁandated because it would have been exXceedingly difficult to
propose a priori categories thgt accurately and éompletely
covered the rénge of' possible responses. To ensure the
accumulation of?‘information' that was accurate and adequafe
enough to generate grounded theory, it was important to ask
the respbhdents and . allow . response from their own
péfspective. This situation called into play the
phenomenological//and symbolic intefactionist perspectives
with the corollary that the néturalistic research paradiém}
employing qualitative methodology, provided the best fit for
the phenomenon being investigated in this study.

Phénomenological perspective. The naturalistic

paradigm rests on the philosophical ﬁnde}pinnings of

phenomonology. This 'philosophy holds that there are

multiple ways by which humans interpret their experiences,
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depénding upon their . social interactions, and it is the
subjective meaning of these éxperiences that constitutes
reality (Bogdan and Biklen,‘ 1982:32; Wilson, 1977:249).
Curtis (1978:xii) and Gurwitsch (1966:90) agreed on the
folloning diStinguiéhing features of the philosophy5‘ a
belief in the importanne, and in a sense of primacy, of the

subjective consQiousness; an understanding of consciousness
. o -

as active and Hestowing meaning; and,a claim that there are:

certain esséntial structures -to cdnsciousness of which we
can gain knowledgé by a particular type of reflection.

This researcher adopted the phenomenological mode by
attempting to understand éthe meaning that the respondents
attached to events and interactions in the given‘situation.
Abrahamson: (1983:250) termed this understanding as:
"subjective understanding." It has its roots 1in the
European phenomenological tradition of Husserl and Schutz
and ,was | characterized by Weber 'in the éerm “verstehen".
Versgéhen has been translated as: an interpretive
understanding of another’s subjective state of mind (Bogdan
and Biklen, 1982:31; Abrahamson, 1983:250; Rist, 1977:44).
vwilsbn (1975:250) ‘concluded‘ that it is not enough to know
merely that feelings, thoughts,jor actions exist; rather( it
is necessaf& also to know the framework in which these

behaviors occur.

Symbolic interactionist perspective. Entwined within
ﬁhe,,phenomenologicai perspective and basic to naturalistic
inquiry 1is the concept of - symbolic interaction. Denzin

(1978b:7) noted the concept as resting on three basic
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assumption§; first, social realit as it is.sensed, known
and understood 'is a product of i'sicial interaction whereby
individuals produée their own definitions of situations;
second,  humans are capable - of minded, self—féflexive
behavior that 'shapés and guides their own behavior and that
of~ others; third, in the ‘process of taking their own
standpoint and adapting it to the behg?ior of others, humans
interact with one another. This interaction is emergent,
negotiated and  often unpredictableﬁ. It is symbolic because
it involves the manipulation of symbols, words and meanings.
Bogdan and Biklen (1982:33) summarized that: "human
experience is mediated by interprétation oo object;,
events, people and situations do not possess their own

meaning; rather, meaning is conferred upon them." Meaning

is defined through symbolic interaction. |

The implication for this researcher i% that he had to

enter into the defining process in order to understand the
respondent “s perspective. In-depth interviewing was
~employed for the researcher to enter iﬁto the subjective
reality of the individuals under study. The basic source of

[

research data ' lies in human interaction and is only

]

obtainable through participzﬁion in‘ the process. : In
c;ngruence with this study'é procedures, Wilson (1977:247)
emphasized that £her participatiqn must occuriin a natural
setting, since human_behayior is Significantly influenced by

situational contingencies.
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Underlying AssumptLQQs

In any research project, the inquiry paradigm chosen
depends upon the assumptions the researcher hoids about
reality, truth, and huhan interaction. i'Guba, writing alone
and in' concert with Lincbln} has produced a uséful summary
of salient 'paradigmatic assumptions'pertaihing to réality,
inquirer-subject relationship, .and the nature of truth.
(Guba, 1978; Guba, 1979; Guba and Lincoln, 1981; Guba and
Lincoln, 1982). These assumptions, paraphrased in the
following sections, are the basis upon which this research
was conducted.

Assumptions about reality.  For the 'naturalistic

-

inquirer, there are multiple realities. These reaiities'afe
like the layers of an onidn lying withiﬁ and complementing
one another. Eaéh layer ‘p:esents a different view ‘of
reality and ‘-none csn be conSiaered more true than another.

Eisner (1981:8) elaborated on this iaea stating that: ".

. knowing is :not  simply a snidimensional phénomenon, but
takes a variety of forms . . « ." Phenomena do not converge
to form one single truth, but diverge into multipfe truths.

The layers csnnot be understgod in terms of deﬁendent shd
indépendent variables; rather,. they are inextricably related
to form a pattern of truﬁh. It is these patterns that must
be sought out, '1ess for the sake of prediction and control
than for ‘"verstehen" (Guba and‘Linéoln, 1981: Wilson, 1977;
Abrahamson, 1983; Rist, 1977; Bogdah andeiklen, 1982). The

object of this study was to seek out these patterns. 5
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Assumptions about inquirer-subject relationship. The

naturalist . sees all phenomena as characterized by

interactivity and although certain safeguards may reduce

that interactivity, a large amount remains. Denzin
(1978a:6) agreed with the latter statement in his discussion

of subjectivism and objectivism relative to the naturalistic

and scientific .paradigms. It is seen as fruitléss to think

-that interactivity can be cbmpletely removed; thus, the
"wiser approach"  (Guba and Lin¢oln, 1981:58) is to
understand and take into account the influence of .the

interactivity. For this study, an importént beginning was

to determine the perceptions of the data gatherer and the,

effect of those perceptions on the developing information.

Eisner (1981:8) concurred with this‘apprdach.

Assumptions about the nature of truth. Given.@heir

view of multiple realities and the complex subject—object
iéteracti&ity, ‘néturalistic inguirers "tend to eschew
generalizations in . favour of “thick descriptions’
(Geertz,197$) and ‘working hypotheses’ (Cronbach, 1975)"
(Guba and 1Lincoln, 1981:58). One must have a great deal of
information about both situations before 6ne can apply
descriptions and interpretations %rom one to another. The
focus of the inéuiry is often as much on differences as on
similarifies (Eisner, 1981:7). Naﬁuralistic inquiry thus
" leads to the development of an ideographic knowledge,base,
that 1is, one focusing on the understan@ihg of particular

cases or events, in this instance, the effect of peer
f 7

consulting on the 1lives of the consultants involved in the

¥
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study.

Derived Postures of the Paradigm.

Guba and Lincoln stated that "the aSsumptions‘basic to
the paradigms are bareiy‘visible in the dgy—to—day conduct
of inquirers; rather, they‘ reflect themselves in certain
.derivative elements" (1981:63). Theyvconginued, suggesting

: ¢
that each paradigm also has derived pbsturessthat cannot be
deduced from or juétified by the underlying assumptions.
The following section includes some naturalistic postures as
indicated by Guba and Lincoln (1981:63-75 and 1982:244-246).

. RN
The postures selected are those relevant to this research.

Source of theory. Adherents of the naturalistic

paradigm derive their theory from the real world of data as
they collecf Cit. This inductive approach generates theory
- as thé research progresses. Glaser andAstrauss (1978:53-57) .
labeled this product "grounded theory", statiﬁg that it
requires . the intense study of much éata. They conclude,
however, that grounded theofw is worgh the time and focus
needed to generate it. ,”within the bounds/ of its
limitations, the pﬁrpose of - this study was to generaté
 grbun§ed theory about the effect of peer consﬁltiqg on the
iiVesﬁof the coﬁsultaﬁts. |
Traditional .  scientific inquirers in the
socio-behavioral ‘realm use a deddctive approach, verif?ing
hypotheses ‘based’on.a priori theory. This fheory is usuéily

' generated - by experts using ‘"mental experiments" (Guba and

Lincoln, 1981:68), based on ‘their general observations of
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pBenomena..' Guba and Lincoln (1981:68), Eisner (1981:9), and
Smith (1974:18) argued. very strongly in favor of grounded
theory in the social sciences. In keeping with this
argument, the naturalistic paradigm was chosen ‘for this
research.

Questions of causality. Inquiry is often focused in

the direction of determining cause and effect felationsﬁibs.
It matters not whether one is intereéted in predictien and
control or ‘"verstehen", cause and effect relations remain
important. However, inquirers using one or the other of the
paradigms ‘deal with causality 1in different ways. ‘(Denzin
1978a:25; Eisner, 1981:6).

Adopting a naturalistic inquiry approach, this

researcher was interested in the question of whether one

phenomenon, peer consulting, caused another in a natural”
setting. The key phrase is, of course, the "natural
setting." The nature of this stud§ was such that the
"effect" in the causal relationship was unknown until the

completion of data analysis.

Knowledge types used. Guba and Lincoln (1981) cited

Polanyi (1966) as having drawn the distinction between
propositional and .tacit'knowledge. Propositionaliknowledgé
i$ ‘that which can be stated inilanguage form, and tacit
knowledée is cqmposed of intuitions, appfehensions, or
feelings that cannot> be eésily stated in words but are
nevertheless seqéed by'the subject. |

| Naturalistic inquiry permits ahd‘ encourages tacit .

knowledge to come into .play. ' It contributes to grounded
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theory and improves communication with the information-

sources in their own context. The scientific pafadigm,
relying solely on propositional knowledge, would have been

inappropriate for this research where deeper subjective

insights were desired. .
) Stance. Wolf and Tymitz (1977) concurred with Guba and
Lincoln (1981) that naturalistic inquirers embrace an

expansionist = stance while the scientific inquirers embrace a

reductionist stance.

Adherents of expansionism seek a viewpoint that will

lead to the descfiptidn and understanding of phenomena as a
whole. They /enter the field and build outward from ;ﬁe
‘entry point, each additional inquiry step i§=based on the
sum of the insights from prévious steps. Glaser and Strauss
(1978:54) stated that groundeg theory cannot be de:i?ed
without this approach.. The design of this‘study was based

on the expansionist stance.

Methodc” ~gical Implications

The epistemological bases, aésumptions, and postures of
the naturalistic paradigmyield the qualitative methodology
which has some specific \characteristics relevant to this
study. T'.is presentation of methodological implications is
based p%imarily on the work:of Guba (1979;1981) and Guba. and

Lincoln (1981;1982), with support from other sources.

-

Instrumentation. *The naturalist prefers the human
being as an instrument,K for data gathering. Insightfulness,
flexibility, responsiveness, ability to utilize tacit

ke AR MR T
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knowledge, and aﬁility to process and attach heaning ﬁo data
simultaneously with their acquisition,t are all  human
qualities that contribute to the holistié emphasis they can
provide. Denzin (1978a;13icontributed that the inquirer is

to .be "placed squarely in the center of the research act.”

-

The nature of the information .réduired for this research

demanded that the researcher himself elicit . the desired

responses from the respondents.

Specification of rules. The timing of the

specification of rules ‘for data collection and analysis is
different for qualitafive and quantitative methodologies.

>Whereas the scientific inquirer specifies everything in
~advance of the research, the naturalist does not have this
option. In this _reséérch it was necessary to unitize and

categorize the raw data after th§§ were collected. Guba and

Lincoln (1981:73) argued that although the subjectivity bﬁ \

the process has been . accused of making the results suspect, -

"steps can be taken to be sure that rules are unambiguously

stated and systematically and uniformly applied .;. and

these techniques have the advantage that they can build on

emergent insights."

Design.  As  ‘was the case in this :study, the
natu .istic résearcher can only produce an incomplete
design specification in advance. To specify in detail

would place constraints that are antithetical to the stance

and purpose of naturalistic inquiry. Bogdan and Biklen-

(1982:56) concurred stating that "design decisions are made

throughput the study - at the end as well as the beginnihg;"v

s > roan e
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Setfing. The scientist usually. pe?forms his or her
work in a very controlled, laboratory type of si;uation.

' Thev.naturalist, on toe other hand, performs his‘or her work
in the natural'sefting (Filstead, 1970:4; Denzin,.1978a:9).

In.'this”stody it was appropriate to seek out - the resoondents

in, their‘ own naﬁural setting and interview them there. To

"do it any other way might have ruined the naturalness of

their responses.

Analytical units. A variable or a system of variables -

C e

conseitutes the anefytica}_ unit ‘of empirical science.
Conversely, for the naturalistic inguirer it is necessary to
seek out thé odmplex patternings observed in nature. - Bogdan
and Biklen (1982:145) embellished the point: |

Analysis involves working with data,

organizing it, breaking it into manageable units,
synthesizing = it, searching for - patterns,

discovering what is important and what is to be-
learned, and de01d1ng what you will tell others.

Confextuel velements. The object of scientific inquiry
is to control ell extreﬁe RS elements‘fhat might distract
attention’ from or vinfluence outcomes - about the phenomena
under inveetigation. Naturalistic 1nqu1rers seek the
opposite position ’in that  they welcome 1nterference because‘
it 1is a part of the real world context. Wllson (1977 260)

: .
called this process "the seeklng of negative ev1dence and

deemed it fundamental to the development of grounded theory,

which in this case was the objective of the study.
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Naturalistic Inquiry Summarized

The purpose of +this section is to draw together these

attributes of naturalistic inquiry that are appropriate to

this study. The information included 1is based on that

presented in the preceding’ sections..

Guba (1978:3) stated that naturalistic inquiry is an

alternative mode of inquiry differing from other modes by

'its relative position along two dimensions:. (1) the degree

of manipulation of conditions antecedent to the inquiry} and

(237 the degfee of constraint imposed on outputs by subjects

involved in the inquiry. In’° this study there was no

'manipulation of antecedent conditions and minimal constraint
L Y

on the respondents” outputs. That 1is, there Qe;e,no a
priori cétegories defined and the respondents’ respénses
were limited oﬁly by the delimitation of the study.

Wolf and Tymitz (1977:7) captured the‘requireﬁents of
this researdh in their definition of the naﬁuralistic study: -

one aimed at. understanding actualities, social
realities, -~ and _human perceptions that exist
untainted by the obtrusiveness of formal
measurement or preconceived questions . . . a
process geared - to the uncovering of many
idiosyncratic but nonetheless important stories
told by real people, about real events, in real
and natural ways. ' ’

Bogdan and Biklen (1982:2) concurred, giving ‘the folldwing
properties of naturalistic,reSearch:v '

The data collected has been termed soft, that is
rich in description of people, places, .and
conversations, and . not easily - handled by
statistical procedur€s. Research questions are.
not framed by operationalizing variables; rather, .
they are ‘formulated to investigate in all their
complexity, in context. : o :

£
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They continued, stating that while naturalistic

inquirers may develop a focus as they collect data, they do

[

. hot approach the study with specific questions to answer or

hypotheses to test. This again concurs witﬁ the rationale
of thisn study where the maio concern was to.understand
behavior from each subject’s ' frame of reference.‘ 15
describing the concept of naturalistic iﬁquiry Bogdan and
Biklen (1982:27) use the phrase "qualitatiVevresearcb“ which
Guba and Lincoln ;(1982:233) reveal as‘the methodology of
naﬁuralistic inquiry. Bogdan and Biklen‘(1982:27-30) list

the folloWing _characteristiCSy all of which pertain to this

- study: (1) Qualitative research has the natural setting as a

‘ R ) ’ ‘
direct source ..of data and the researcher  1is the Xkey
instrument. (2) Qualitative research.is descriptive, with

the collected data in the form of words or plctures instead

of numbers (3} Qualltatlve researchers are concerned w1th

process rather than simply with outcomes or producgs: How
people hegotiate meaning, How terms or labels come to" be
appliedE -how certain notions come 'to be‘taken as common
sense, and what the natural histor§ of Yhe phenomenon under

study is. (4) Qualitative researchers tend to analyze their

data inductively, not seeking evidence to prove or disprove

hypotheses held before beginning inquiry. (5) "Meaning" is

of essential concern to the ' qualitative 'approach

a

Researchers who use this approach are 1nterested in the ways
different people make sense of their lives.

Guba (1978:6-7) cited the. Willems and Raush (1969)

‘definition (a synthesis- of .eclectic sources) as being the
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most encompassing description of naturalistic inquiry. They

jying descriptors, all of which pertain to

found six con

."\...0‘.‘,‘, .

the érocedures J;éa in this stﬁdy:

1. - Naturalistic inquiry (N/I) .is élways a métter_of degree.
It can be characterized as a function of the degree of
manipulation of stimulus and response modes. N/I cannot be
pure 1in fhe sense of'being.absolutely free of constraints
placed on either antecedents or responses; initial efforts
by an invéstigator to discover thg meaning of What hé\has
5b$erved will ~cause him to propose certain categories in
which to aséimilaﬁe and account for the noted responses.
Tﬁese categories lead him further into a verification mode,
so that oﬁ subseqﬁent',observation he 1is more 1ikeiy to
.séiegt situations that elicit the response categories of
iﬁﬁéfest.’ Most likely% the investigator will cycle through
‘a series of observations that aré,‘alternateiy, directed at
discovery and then at véTificatiQn.' )
2. The degfee to wh;ch‘ a"study is. naturalistic is a
function of what the investigatorl does. ‘Naturalistic
inquiry i; not determined by the nature of the subjects .or
the situation, but by the particular'hmethoddlogy the
researéher , chooses. Nevertheless,: as éxperienced in fhis_

study, the chgiczr of methodblogy ig influenced by the,ﬁafure

of the informat-on -‘ns sought ' )

3. What the inius;igétor in relation to stimuli,
indepezaent Variables; or - ;edentf conditions 1is' one
crucial dimension. 'Manipulation of "any element;prior to

@
observation is : sufficient reason to regard a study as not
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naturalistic.
4. \ What the investigator does in restricting the response
range or domain of the subjects output is avsecondary
dimegsion; although, manipulation- of output possibilities
does‘ detract from the ﬁnétu;alistic nature of a study.. In

the case of this study, it was necessary to focus the

[

respondent ‘s outputs “on their ‘experience as peen__
&

consultants.

5. Researchers may approach a phenomenon as if for the

first time, with minimal determination by prior theoretical
categories. The investigator is not obliged to have formed
certain conceptions or theories prior to his work; rather,
he can approach it with a pristine mind_ and allow his
.interpfetations to emanate from' and be influenéed by real
events,‘rather than the reverse. g?

6. The term "naturalistic" is to be taken as a modifier of
"research";* "method",> or "inguiry" but not of a particular
“phenomenon. " No  one event, situation, or phenomenon 1is mofe
natufal than another; rather it 1is the approach to
investigating it that is natural.

. Perhaps the best summary of thé déta defining
"naturalistic inquiry is the graphic illustration devised by
~Guba (1978). This quadrant matrix graph, based on -the
Willems and Raush (1969) data is reproduced in Figure 1,
with the "x" marking the approximate classification of this

research project - low in restraints on antecedent variables

and respondent outputs. : \\



44

Figure 1: Representation of the Domain of Inquiry
‘ "Ideal"
Experiment
: HIGH ' S Scientific
Degree of ‘ Inquiry
Imposition of
Constraints X »
on Possible '
Outputs . LOW Naturalistic
‘ Inguiry
"Ideal" - LOW HIGH
Naturalisti€& Inquiry Degree of Imposition of
Constraints on Antecedent
Variables
Conclusion

Opponents of naturalisﬁic -inquiry have térmed it as
unstructure N undisciplined, ‘unsystematic, sloppy, lééking
in rigor na' messy, as well és using many other .equally "
derogatory descriptions (Wolf and Tymitz, 1977:7; Eisner,
1981:5 and .1977:71;' Guba and Lincoln, 1981:85).. Wolf and
Tymitz (1977:7) summarized the response of naturalistic
inquirers "... let it suffice to say thaf such thoughts. are
unfair, inéccurate and simplistic ... natﬁral ingquiry is no
less rigorous‘ than tradit%qnallexperimental researéh, it is

simply different." Perrow (1982:686) concluded that "our

world is more “loosely coupled” than our rationalistic .

theories would ever alloW"_and continued, statihg that the
scientific péradigm does not hold all the answers.

In this research, the objeCtivés, nature. of rthe

~ problem, and. nature of the required data clearly pfesented-a

L



. 45

scenario that best fit the epistemological bases,

assumptions, and postures of the naturalistic paradigm.



CHAPTER III
METHODOLOGY AND PROCEDURES

This chapter contains a description of the specifié~
procedures ‘followed vin this study. The appropriate.
methodological principles and their resulting procedures are
aéscribed' ﬁsing references from authoritative sources. This

1formation is then applied to the situational context of
the " study. The following sectith'include a discussion of
the research design, ~data collectibn procedures, data

analysis procedures, and the' procedures -used to ensure’

methodological rigor.
1 .

RESEARCH DESIGN o
’Becausé it was‘rneceséary to assess a number of
individual respondents. in different locations at different
times, = the chosen - design falls into the "mqlti—sité study"”

(Bogdaﬂ and Biklen, . 1982:65) classification; . This
noménélatufe. was ‘derived to delinéate hultiple‘ siﬁg and
multiple ;respohdent studies f;om. the case study which
focuses on -one gubject, d; one single setting, or one
partiéﬁlar event or situat%on..' The mﬁlti—site study is
uéually oriented, more towards_theigeneration of'theory'and,
although the bread£h of this study imposes sbmé’limitétiqhsA

in this area, it 1is an . exploratory step towards theory

46
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generation.

Modified Analjkic Induction
fhe- procedure of analytic induction is used when some'
specific problem, 'questien or issue"becomes the focus of
fesearch (Bogdan and Biklen,  1982:65). Turner
(1978;151—153) found"that the original concepts underlying
analytic'induction  were fo?mulated by Znaﬁiecki (1934),
‘-Lindesmith (1947)' and Cressey (1950). Th procedures
involve following _ respondents or events through time,
attempt}ng to generate propositiohs that cover every caee
enalyzed (Denzin, 1978b:27} Turner, 1978:156). Denzin
(19785:27) addea' that the researcher seeks out "negative
cases" that do not fit the'emerging propoéitions.‘ Bogdan
and Biklen (1982:66) statea'that opeﬁ—ehded interviewing is
the "preferred' data collection procedure. The actual
angﬂytic induction design mandates longitudinal ~ work
invelying many respondents.
o This research was_condUcted using a modified version of
the analytic induction’ approaeh because ‘neither time ﬁor»
funding were available ‘te permit use ‘of the original
procedure. The first fespondent was 1interviewed (to
determine what personal effect had been generated by his or
her experience as a peer conéultant Reeqﬁrce Teacher. These
data 'were “synthesized to form a loose descripﬁive theory.
After  each eubsequent respondent was . interviewed, the

emerging theory was modified to encompass data gathered in

0
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the latter . case. This procedure was followed until all
reSandents had been interviewed and an emergent theory was

developed, encompassing all cases assessed.

Sample

/A purposive sample of five former Resource Teachers was
selected mainly on the basis of availability and willingness
to participate. Hewever,l the coneept of "theoretical
purposive sampling“ (LeCompte and Goetz, 1982:38; Guba,
"1981:86) was also adhered to; that ie, individuais who did
not appe;; to fit fhe emerging theo;etiqal'patterns were
.sought 'oﬁt. ~Bogdan and Biklen (1982:66) termed_this process
as 'the seeking out of "negative" cases. This procedure was
intended to maximize the range of information collected and

to provide the most stringent conditions for theory

-‘'grounding.

DATA COLLECTION

In vaccordance with the tenets of ‘qualitative<
methodology and the modified anélytic induction design of
this study, the primary device employed for data collection
was the in—depth interview. The author served as the
interviewer. In _ the interestv of | triangulation, an

open-ended questionnaire was also administered to the

respondents.
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In-Depth Ipterview

Bogdan and Biklen (1982:2) cited the original sources
of the varying synonyms for the in-depth interview:

... sometimes termed ‘unstructured’ (Maccoby

-and Maccoby, 1954), "or ‘open-ended’ ‘' (Jahoda,
Deutsch, and Cook, 1951}, ;noh—directive' (Meltzer
and Petras, 1970), or ‘flexibly structured’

(Whyte, 1979). ‘
. ;

Although we are dealL%g with semantics, Whyte' (1982:11)
found fault with some of these descriptors, stating thét-the
interview 1is indeed ﬁsfructﬁred, in terms of the research-
problem," - as in the case of this study. He went on té state
that the ;inté;view‘ structure is not fixéd by predeté;mined
”questiops, as in the questionnaire, but 1is designed to
provide the informant | with freedom to introduce materials
that were not anticipated . by the interviewer. The
épen—ended nature of the approach allows the respondents to
answer from their éwn frame of {eference rathef than from
one st;dctured' by préarrangea questions. Bogdan and Biklen
‘(1982:25 and_ Denzin (i978b:117) agreed that loosely
structured i%terview> guides may be emplOyed by the.
researcher, who in this case wa; also the:rinterviewer.
Abraﬁamson' (1983@334) ‘stated. fhat there must be a question
or questioné thaf'orient the re§ponaent to the topic.

The in—depﬁh ,iﬁ%erview employed in this study was a
§emi—structuredl variety utilizing fhe_ following loosely

| .
étructured guides:

s -

1. ~How did‘youriéxperience'as a peer consultant Resource
Teacher in the Social Studies In-Service Project affect

you?
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2. 'How has that effect manifested itself in you presently

. in terms of your educational career?

»

3. How has that effect manifested itself in you presently
in terms of your personal outlook and behavior?
As Trow (1970:146) stated in his di‘scourse on the interview:

» The amount of information people can tell us
quite simply and reliably, about their past
experience 1is very great; and it is only in light
of that information . . . that we can frequently
understand their behaviors in the “here and now’.

iThe interviewer s major task”is to get'the'respondents
to freely exprees their thoughts ebout the fopic central to
the research (Bogdan and Biklen,/l98£:2}bbenzin, 1978b:117;
Becker . and- Geer, .1970:136; GuBa and Lincoln, 1981:157). -
This task involves some‘pfocedures andﬁeeebniques that can
help enhancel the ‘ouEEBﬁéS:'<7The;feiieW£né principles were
adhered to by the researcher in this séudy. ' .7
There 1is wide agreement that good interviews are'ones
in which the subjects .are at ~ease and talk freely about
fherf points of view (Denzin, 1978b; Bogdan and Biklen,
1982; Guba end Lincoln, 1981; Cele, 1976 Whyee, 1982).
These interviews broduce | rich deta filled with words that -
reveal the respondents’ perspectives,ﬂ and thus the
transcripts are fiiled with details and examples (Bogdan ahd
Bikien, 1982:136). | In order to. achieve “sugh results; a
climate~ of openness and trust must be estgblished between
thev researchef and the respondent: ‘Gﬁba‘ and Lincoln

(1981:172) advised that the researcher make contact with the

prospective respondents personally in a courteous manner.
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.This responsibility should not be delegated to secretaries
or aides. In the interest of ethics, the purpose of the
research and the content. of the. interview should be
éxplained to the prospective respondents.

After access has been gained and one is faced with the

task of the actual interview, special care must be taken to

ensure successful data gatherigo-v
B ‘ I

that - "like the theraQist

more - than he: talks,

lively interest-"

after the respondent.ahas ease@ﬁ 1nto the dlSCUSSlon, "the

interviewer’s task 1is to provide the respondent ‘with what

Carl Rogers has termed. a ‘verbal mirror ." ‘This process,-

o

fundamental to Rogerian therapeutic asséssment theory,

entails the careful, clear, and concise paraphrasing of what’

the respondent has. -said without implying evaluative

judgement. In addition to .occasional paraphrasing for

©

clarification _purposes, the interviewer must encourage the

respondent to continue in a free and relaxed manner. Bogdan

~and Biklen (1982) ‘and Whyte (1982) concurred tha€" the

interviewer _ should use phrases like: "yh-huh", "yes",

"interesting" and body language like the nod of the head, °

facial expressions, and hand motions to enccurage the free
-~
and relaxed responses.
The interviewer must restrain his or her natural
tendencies to interrupt, to contribute one’s own opinions

and to disagree or argue. Whyte‘(1982:111)'concluded that

U
there may be occasions where. a 1re§§ondent has meandered

-
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‘beyond the boundings . of the study and some gentle
redirection is necessary;‘ however, 'this should be ' done
gracefully and carefully SO as not to dampen the
respondent'sr enthusiasm. Abrahamson (1983:335) contributed
that the interviewer must be prepared to accommodate periods
of silence ~ without contributing or urging-. The

conversatiohal pace of hany people, especially when they are:

thoughtful, - is puwhctuated by pauses of up to about twenty

seconds (Abrahamson, 1983:335). If an interviewer 1gnores
this advice, | the resulting interruptions negétively'
influence the natural outcomes of the respondents’
contributions.l. Rushing a'respondent can also;create within

them anxiety or discomfort that again ruins the.natural
outcomes. An overlying theme must be remembered: " the
purpoée of the interview is to find out what is on the
respondents’ minds, not to put things in their minds.

Bogdan and Biklen (1982:136) contributed that thé
interviewer sholld avoid questions that can be answefed
"yes" ~ or "no" when 'guiding‘ the interView's course.
Particulars and details will come " from probing questions
that require an explanation. However,  this guiding must not
threaten "the purity of the réspondent’s natural response.
\Bogdan and Biklen (1982:137) provided the fqlloWing summary’
of important aspects involVed in successful interviewing:

There are no rules we can give you that constantly

. apply across all interview situations, but a few
_ general statements can be made. Most important is

the need to 1listen carefully. Listen to what

pe "le say. . Treat every word as having/ the

pc -ntial of . unlocking the mystery of the

subject’s way of viewing the worgd. If at first
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you do not understand what the respondent is
getting at, ask for clarification. Question, not
to. challenge, but to make clear. If you can not
understand, assume that you are at fault. Assume
the problem is not that the subject does not make
sense, but that you have not beeh able to
comprehend.  Return and  listen and think some

‘more. It requires flexibility. Try different
techniques, including Jjokes or sometimes gentle

challenges. Sometimes you might ask them to

" elaborate with stories, sometimes you gight share

your experiences with them.

«

and Lincoln (1981:147) suggested that a

53

good

‘naturalistic inquirer should be sensitive - open to a wide

variety of 'stimuli and complétely

S

aware that the variety

exists, be :a problem “finder and a pattern creator, be a
: . I .

constructor of realities, be trustworthy, be able to engage

in bias free‘observafion, and be patient and self controlled

enough to listen rather than intervene.

the interviews for this study. Permission was secured from

The preceding procedures were followed in dronducting

2 . .
each respondent to tape the interviews. Assurances were
‘given that any gg%ivate information would remain
confidential, names would ‘not  be attached - to. any

informationf and the general purpose of the éoIlected%data

(Appendix -A)'iﬁdicatingﬁhis or her consent to participaté in

to. generate a 'thebretical perspectivey on how ,thé

was-
- experience  of peer - consulting affects the  lives of
consultants. . Each respondent signed a release form

the study ‘under the above mentioned conditions, The tapes

were transcribed to proVidé@ﬁﬁ%easier means of data analysis

away

from fhe field.

%,

-

.
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-

Open—Ended‘Questionnaire

Bogdan  and Biklen ' (1982:97-98) suggested  that

‘gqualitative researchers sometimes ask people to write
information fox them. They added that “aﬁwadvantage of

soliciting compositions is that ‘the researcher can have some -

.number of people to write on a Single event or tOplC. " This

statement is very appropriate for this study where it. wasf'

necessary to assess the respondents’ cxperiences of a 51ngle

event - their service as peer consultants. The primary
: 3 . . _

purpose of . the open- ~ended questionnaire was to act as a

triangulation‘ dev1ce"in. this study. A detailed discu351on“

"

H

~of the rationale for the questionnaire exists in the section

X

2. How has that effect manifested 1tse1f in you presently

&
o

v

on methodological rlgpr\at the end of this chapter.

RS

As' in the case of ‘the  in- depth‘ interview, this

open-ended"questionnaire (Appendix B) was‘structured only by

v

the delimitation of*'the study - the effect of the peer

consultants’ experiencfs ’on themselves. It was designedéto

2" -»i

allow the - respondents freedom to introduce materials

]

unanticipated by' the . researcher and to allow them to answer
from their own frame ~of reference. The same loosely

structured guide questions weré employed as in .the in-depth

interview: -

. [ :
1. How did your experience as a- peer consultant Resource

Teacher in the Soc1a1 Studies In SerVice Prq&ect affect *

ﬁ;',‘.

you’>

‘;v1n terms of your- educational career°

& .,
soeq ottt b p SRR 2oy

0

.‘,:3' -
S
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- searching and arranging the interview transcripts and other
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3. How has that effect manifested itself in you presently

in terms of your personal outlook and bghav10r7

The

;,

guestionnaire was administered to the respondents from

one to three weeks after the main interview.

Jar

- DATA ANALYSIS

7y
)

Data '‘analysis is the’ process . of systematically

‘accumulated ' data. to increase one’s own understanding . them

and

(Bogdan - and | Biklen, 1982:146).

enable one to present his discoveries to cthers

o N
Schatzman =nd $trauss

(1973 145) added  that a set of strategies and implementing

‘taftics are reguired. ~ The analysis involves working with

" data,

g N

'v

‘anaiysis. ;#mhe reéearCh deSign presented a Situation whereby

organizing it, 'breaking it_ into manageable units,
S 'Y

. S . o : S . L .
synthesizing 1it, searching for pattérns, discovering what is

important ‘and what is to be 1earned, and deciding what one

w111

the -

proceeded through

. ail

data

tell others (Bogdan and Biklen, 1982:146) .

vIn’ the_ early stages of this study a high percentage of

~ i}- D

wngTSpent ~data gathering Wlth a small percentage .:i7k

B oy

PRI AT e

- .
!‘_“
2

v,feversed w1th ‘the ~bulk  of
l . ' .’"
1nquiry began Wlth questions of a broadjgscopefand

IS

muﬁconceptual funnel"'—'working with '‘data

the while, evér trying to more fully understand what the
NEY s

‘meant - making decisions as to;how,to check and’ how to

o

frléQYSis; 1n the- latter stages of the study this

”the time spent in

.
e

=
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verify ‘as the investlgation unfolded (Owens, 1982:11). The
ultimate aim of the analysis .was to construct a grounded
theory}encompassing.all the respondents assessed.

.5 Guba gand . Lincoln (1981:91) stated ‘that "focusing
problems" eTerge from the Zanalysis,'\categorization, and:
)ptexpretq%rons of‘ the respondents'fudutputs. Since -the

4 PN Y “}

~ [

reséhmﬁents outputs were”ﬁnot cspec1flcally deflned ‘before

kkkk
LR

tha¢5§ﬁnqu1ry ‘ began, focgﬁes had ]&P be establlshed by
anal221ng, categorlZlngr %nd fnterpreting "the data after .
-they came in There are two ‘identifiable sub- categorles of

the focuslng dllemma ‘problems of convergence and problems"
! . . # w -

(Of ivergence. -«

a 7

C

i

Convergence Strategies

- /

Convergence strategies - are ”procedures~ followed to
derive units or categoriesg'within which the data w111 be

‘classified and interpreted} ‘Bogdan- and Blklen (1982: 156)
. ) « - ©
called these units codlng categorles The categories are

based ‘on themes that emerge from the data durlng analysis;.

‘ thus, in thlS research/they are called thematlc categorles

The convergence strategles employed in thls study, based on
Bogdan and Biklen (1982 155 170) and‘TGuba and»’Llncoln

{1981: 91 97) ;" are descrlbed as fofﬁows. o - . y

~',.

"As the’ data "ana1y51s progressed, recurrlng themes or
*regularities _were sought out The utility of the categorles
was - checked by evaluatlng the" homogenelty among - items

inthln, tand“ @he ‘ hegerogenelﬁy between the categories
outhemselves,_ Differences among ;he categorles were designed

w
v o
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to ‘be bold and _clear. This was constantly checked by

assessing the amount of unassignable data; which, if in

abundan¢e, would have indicated fau'' ; catqcgories. The

development of the category system was nct accomplished in
one step; rather, early accumulation. data gave rise to
initial categories which evolved and changed as the study

progressed. . ' »

The completeness of the set of categories was assessed

by the following criteria: a minimum of unassignable data

in existence, relative freedom . from ambiguity of -

classification, ° consistency  ‘when viewed internally,

revealiné} a syr hesized who%g when viewed externally, and
i ——

the re.ative incluéiveness of the existing data.

Divergence Strategies

+

thé“ a resgarcher~ has identified a preliminary set of

catedorypes, it 13 necessary to "flesh them out" :§Guba and

Lincoln, 1981:97). A}tﬁough much of this was accomplished;;-(

o

during . the convergence strategies with the-data assign&d, to

vcategdries naturally "fleshing them out", it was necessary

to ,reestablish' contact with -the respondents after the

initial interview to gain more information. “Guba and

Lincoln. (1981:98) calIed“this process Wextendihg"; that is,

. . . o . \
seeking .out//more information that ‘builds.<on Known itéms.

. . 5
This process

occurred after the initial categories were

established, helping to  clarify ambiguities and making the

Q3

categories more complete.

by ~

Specif#cally, gxhis process of analysis and synthesis

! £
/
i

A
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was accomplished by placing ca%egory code numbers opposite
the appropriate transcript and quesﬁibnnaire guotes. . These
individual qudtatiogs were then grouped and further analyzed
to determine how well thexﬁ?i£“into the given categories.
The grodping Qas‘acéomplishqg ﬁsing a technique describedbby

Bogdan and Biklen (1982:166) whereby photocopies of the

transcribed data were cut up, the appropriate %ngs being

placed in folders for their respective category..-In.this

m&nner, it was easier to-'move data items from category to

-

category while assessing the proper arrangemenfé. Also, it
was easier to assess the homogeneity of the data within the

categories using thﬁs method. ‘ ' : }

4

The names of\ the themdtic categories were derived by

|

. this researcher, based on their conceptual content.

.

f METHODOLOGICXL RIGOR -
,é N : |

Guba and Lincoln (1981:246) proposed the followiné
naturaliétic analogues for the t;adit%gnal rigof criteriac:
credibility for internal wvalidity; transfe;abilitygifor
external validity; depehdability' vfdr réliability; and
confirmability for objectivity. This section is désignéd to
relat% the procedﬁres followéa to ensure m%§h0dg?ggical
rigor in the above-mentioned areas.

- i

Credibility - : :

K . . :
In concurrence with Owens (1982:11), the research

(]
i ’
: R
‘g\.@r ,:?f
R
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strategy in this study followed a rather broad-scale
exploration at ‘the oﬁtset,~.sipu1taneously accompanied by
checking - for accuracy, seeking vefificat}on, testing,
probing and confirming as the data collection proceeded.
Oweﬁs (1982:15) also suggested' the use df “peér;
debfiefing or consultation" which allows the inquirer to

"disengage from the setting and discuss thé;p:odress of the

work and the nature of the experience wﬁ“’“qu&lified.peers

N

who are interested." There were five colleagues of this

researcher who were engaged" in similar,'research. These

people were consulted regulariy and a sharing of ideas,

literature sources on methodological problems, fears, doubts

and successes took place; in fact, this meetiﬁg became a
regular occurrence, valuable to all involved. As LeCompte

and Goetz (1982:42) 4Ad Guba and Lincoln (1981:247) agreed,

- this procedure allowed the researcher to receive advice

about methoddlogical éteps in the emergent.design”and to
relieve anxieties and stresses that might otherwise have
adversely affected the inguiry. ‘ |

Tniangulaféoﬁ; a pquessi whereby a. variety »of‘data_

sources, -diffeﬁgnt perspectives or theories, and different

methods are 'ﬁigﬁéd'”against one - another, was also used to

”"\

cross-check datak,%ha 'inte§ggetatibns. In compliance with
Denzin \(1978b:292fi‘3gm> édVoégtéache use of multiple data
L PO b Wee e o ’ ‘

) ! ‘X} Uy ) . . ) .
"gathering approaches, an open~ended . questionnaire .was

employed"vin addition to ,ﬁhe_ﬂiﬁgﬂéﬁth_ interview. The

questionnaifes 'were distributed to the:respondents one to

. : , , )
three weeks after the main interview and proved to be useful -

A
v

G
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devices in cross—checkihg the data.
Although fhere were no existing literature: sources with
which tg. cross-check findings on the IOng term.effect of
peer Con%ulting, data received.on the initial effects were
cross—cheékéd with tﬁe research done by MacKay and Doherﬁy
(1982). This proved  to be a = valuable source“ of
triangulation - the findings of this fésearch concurring
with MacKay and DOherty.' ‘The findings also éeemed to fit
well with somg e#isting theories as described in Chapter V.
Efforts were also made to utilize & form of
triangulation described by LeCoﬁpte and Goefz *(1982:41)
wﬁereby "infer—rater or ihter—observer _réliability" was

checked. This proved to be difficult since the respondentS'

outputs tended to be very phenomenological, such that other

f;n the few

observers could not verify or dispute ;them.
cases where some actgal observeable beha&ipfs wefé@reﬁorted,.
the.‘supervisors questioned“felt that they did not have.
suffitient"ipforméf%ﬁp téfméke;judgements. In féct, manykof_
the respondents had not‘bééh'obserVed in their clab%rooms in
many yéars.. | .

Owens (1982)' and Guba and Linéoln (1982) agreéd on the
*collection ‘of réferential adequacy materials"™ (Guba,
'1981:85) to testw'interpiétations .made from other analyzed
data. Thi§ process was’adQered tqgin fhe.stud; by keeping
a@-ﬁ"audit vbooilet" in which ail.’transcriptions, notes,
questionnéire | résponses,fu and  ;tapé§‘ were kept. These

‘materials can- be used by the inquirer or an external auditor

to verify  structural ‘corroboration. Guba - and Lincoln

-
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51(1982:247) labelled this process the leaving of an "audit
itraii?“ | |
The iast procedure to enaure credibility in- the study
was the use.ofi“member checks" (Guba and Lincoln, 1982:247).
Throughout che etudy, '.datas and ’interpretatiobs were
cross-checked with_tbe.reepondents.

o‘-/’ :

Transferability

Although the intent of this research was not to

generalize finQings to a larger population, a method was

. .employed that, With more respondents, couId ‘have made this

"

- possible.  This procedure is called "theoretical purpOSive

\.

b4 Goetzyi1982:38) and

da .

‘sampling” (Guba, 1981 86; LeComptem,
consists of yeampling ~to maximize the range of information
collected and to provide the most stringent conditions for

theory groundﬁng._ Bbgdan andi Biklen (1982:66) added that

the . inquirer seeks out "negative cases", ones that do not .

seem to fit the emerging model. The respondents chosen for

this research were :deliberately selected because ' of the

seeming different situations and conditions in whdch. they

2 b
were involved. - This selection was based on the logic that

.
A%

their preeent state would probably be reflective of their

past experience.

Dependability »

The reliability of tﬂis study was enhanced by the use

of - "overlap methods" (Guba, 1981:86) and . the previously
mentioned raudit trail" v(Guba\ and Lincoln, 1982:247°

-

N
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. Denzin (1978b) concurred that "ovefyap mefhods", the use of
.:;;:'2,‘, /:\:;M, ) 5 /

twd  or more data .cdlleétion,‘prOCedures, enhanced the
reliability factor as well as validity. The "dependability
audit" (Owens, 1982:13) involves the leaving of an audit

trail so that an external auditor‘can assess the results.

¥

This concept is similar to that of content validity, where

an expert”s opinion is utilized.’

" Confirmability

o o : -,
Although triangulation and. the previously -mentionedi)
" ) n o A ‘

[

, audit utrail :alsb support confirmability, there is a third

important sfep " that was followed in this study. This is -

"practicing reflexiVity“ -  the uncovering of the

researcher’s . own underlying epistemological assumptions,

reasons fdr formulating the study‘in a particular way, and
impliqit biases or prejudices about the contéxt or pfoblem
(Guba. “and Lincoln, 1982:248). As Guba (1981:87) encouraged,
this fésearcher kept a’"reflexive journal" during the field
work.(_ This journal inciuded all.. of the impressions,
feelings, énd thouéhts éxper?%pced dﬁring the field wofk;, 
A ;hordugh review ,ofiﬁéhe‘ epistemological bases of
social science -reseérch also allowed this researcher to see
whereé his own underlying beliefs a@d assumptions were with
respect to the‘ sﬁﬁdy. Also:'greét care was taken not to
allow inherent and a priori predictive hypotheses aboﬁt‘the

study  to influence data gathering. Theoretical purposive

sampling' forced this’ researcher1@Way from onty those cases

fitting the thoughts, hunches, and hypothéses held before



the research.
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'behavior. All’ of the above 1nformatlon is included in each

CHAPTER IV
THEMATIC CATEGORIZATION OF DATA
INTRODUCTION

The purpose of this chapter is to present the thematic

categories that emerged from the data analysis. The

- _
development of 'the main themes involved three steps: one,

the bulldlng of themes from data analyzed on each respondent

1nd1v1dua11y (Appepdlx C); two, the comb;patlon of themes
from all respondents (Appendix b); and three, the building
of final main themes subsuming all initial themes (Appendix

The ‘intent of this study was to investigatefﬁow the
experiencel of peer consulting has affected the profess%onal
and personal lives,of_the respondents.l The focus.questions
gu¥ding the\ data 'gathering produced information‘on—how'the
peer cornisulting’ experience affecteéa%he fespohdents and on

how that effect has manifesteGJitself * -esently in terms-of

their,’educatiohal career, their personal outlook, and ‘their.

-

separate category, relative to its respective theme.
X i . .
.- ' . s s
The text of each thematic category Lsicomposed of brief
explanations by this researcher with the remainder being

o

"fleshed out" by -excerpts. from the transcripts"and

questioﬁhag;es.~ Qootatiojézaby dlfferent respondents on the

AN

same topic are separated b&laddltlonal space. s

S
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in the order of their presentation in this chapter,‘the
categories, are: broadening personal  perspectives;
fulfilling psychological needs; increasing self-confidence;
'improving classroom teaching; becoming resident expert;
maintaining positive contacts; énd ’reinforcing eXisting'
oriemtatiohs. These themes are further classified as being

either general or specific.

% GENERAL THEMES
The three initial " thematic categories, more genéral
.than :the others, are pfﬁ%ented in hierarchical order. Tﬂis
order reflects the frequency _of their _occurrénce in the
respondents’  statements _with the fi;st " being ’“mogt
preabminaﬁt. These %themes :appearéquto be interrelated<éﬁa
interdependent; _nevertheiess, eéph of tHem displayédr an
internal Homogeneity and, when - vie&éd'iﬁ:jux£gpositioﬁbto

one another, an external discretenéss. -

Category One: Broadeniﬁg‘Personal Péfspectives

-,

. The . most commonly recurring .theme throughout the
analyses was a broadened personal.perspecfive. This theme

also contained the sub-focuses of curriculum, resources and

. 4
<

methodology; and teacher gualities.

)
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General -broadenigg, " The following excerpts _pethaps

best. illustrate the'meaninngf the theme:

It sort of opened my eyes,,for instance, to the
field of educatlon, other than haV1ng viewed as a

teacher 1in ‘a classroom. I didn’'t realize for
instance, - what the Departmen¥ of Education was all
aboyt. I still sometimes wonder in some aspects,

but I don’t think I really appreciated how many
people were there doing all these different jobs.

I learned so much. I sat before: the Board at the
end of the vyear and they said ‘What do you thlnk
you’'ve ‘learned from , this?” and I said: ‘I we
packed ten years into one. I ’ve worked w1th the
teachers across all grade levels, it’s been
fantastic, I ‘ver worked as a consultant and .
always wanted to do that' and I said: ‘I also g»ot
to teach other grades . ' :

(

"I felt, I think  personally, that I learned from
seeing =~ other teachers operating. I know
personally that I was fairly isolated in the
classroom, and for that matter, not particularly
anxious to relate to others . . . the first thing-
I discovered was that this was -a general rule, and
the second thlng I discovered was that once you .
had started mixing, -it. was pretty healthy and
‘problem sorts of 51tuatlons could be worked out.

e

In my travels, one of the things that I did find
out was that we’'re sure a lot better off in the:
c1ty than in the county.

First of all it opened my eyes to other career
possibilities. ' o , -

L .: - k] . . )
It opened my eyes, eh, and I’ve heard people -say:
‘well they are different.” Well I didn’t believe
how dlffe:ent the jurisdictions were.

It does garner you overall, ‘an experience that you
cannot buy. It 1is -compacted into a very short
time frame and I think it is a marvelous
experience. ‘ %

v



Besides the overall increasing of experience
) .
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and

N
awareness, .this  general broadening of personal perspectives

yielded some lasting effects on the respondents’ lives.

If you are going to be a work-horse, there are
certain people who will milk you dry you know, in-
that way you.sort of have to be careful and you do

learn through experiences 1like this that
should get in writing certain things, if
"expect certain things out of it.

But I had always had- this concept in my head -
that systems are really 'detrimental to the best
functioning of individual people - individual
people ~‘have good ideas but thé€ system holdq them
back. And I think I can see now that instead of
taking that negative approach, .what I do instead

"is. say “the system exists - now what kind of
thlngs can we pull out of it and use to our
advantage° 'So it’s quite a shift - I tend to be

¥ . . 1 suppose partly because of that progect and the
colleague I was condUctlng it with . . . I 51gned

up for my course and as a result I am

finishing ° my Master s = degree and presumably
leaving fulltime teaching for 1life. So I would:

say that is a dramatic change.

©

Whatever = effects its had ~on me in terms

teaching me how to give assistance, my new job

will involve' these things.

I feel my personal outlook and behavior have been

broadéned, . become more “solid’ (secure)
~ cohesive;  that 1is, outlook and .behavior
_consistent -with each other, less role playing.

“Curriculum,. - resources and .- methodology.

M_Q_I' e

specifically, the respdﬁdents indieated .a brdadening 8

perspective  and " awareness about .the . social

¢urriculum, the resources . available, and partlcular'

vmethbdologies for teaching it.

studlesl

S



“things.

A ‘

.
b

The ‘other thing, I guess, that would be a positive

'expenlence- was that I certainly got a general

overall view of the social studies program.

"L"

And when I decided to take the Resource Teacher
job, I knew I had to act with some integrity and
accept the Jjob as it entailed. So what I did was
sit  down and read through all the curriculums of
social studies from grade one to twelve right off
the bat. to figure out what the existing thing was
about - then I read all the new garbage that they
gave us on how it was changing and so on and I
thought, ‘well +this sounds 1like a good idea, it

" sounds -like it fits in with what I ve been trying

to do in fact. So that was the seed .that assisted
in the "whole change and by the end of the period
of consulting ‘I had really started to take a look
at curriculum in other areas and I decided, right,
there 1is something there. Curriculum is different
‘than textbooks ~ curriculum has an outline, it has
by and large attempted to address not only the

developmental way that kids proceed but also a

relevant need that maybe kids might feel,

I’ was involved with social studies the first time
they changed ,the curriculum and I was reluctant to
change . . .fsq this time I».became involved in the
change and I 'saw things in a different llght., I
guess that 1is another way it affects you, in that

. it not only broadens your perspectives on other
teachers or other people but it also makes you a

little moré ready to make changes yourself once
you realize that changes are very healthy and yo.
were 1nolved,,w1th it rand’'it dldn t hurt you, .so

when it Achanges again it - isn t g01ng “to hurt‘

3 -
.
. L2y

either. .

w0 -
I think it made me -much more aware of: Yhe
different resources that were available," that you

would bring in and use - this type of thing.

3 ‘ Ao
. : L.

It gave me a better grasp of how to approach thef

topics and_ how to put it together. It also
allowed me to watch a number of other-teachers in
action which caused me to learn certain thlngs
about -different teachlng styles and ways of doing

o )

68



D | v B - © 6o
. R . . \I
" * -.‘ ot ..

o ] ] . 2t U '

R ’

:5Teacher ‘qualities.ss,The _awarehess'7of other teachers,

how they operated” in . thelr olassrooms, and "how they

h
resanded “to the In-Service Progect also had ahwrmpact on
.:thé‘Resource Teachers. : - _2 .~-ff3-

e i\ Y1 was very 1mpressed by the dedlcatlon of peOple U

R

. . .4~ I hada always thought that primary teachers - . . xn.v{”:

were the most hard - working people I had ever met. e

-

Y

. . . .
The  first thlng that comes to mind . is how
G _impressed I was with the quality.of 'teaching that
v : went . on a¥- elementary in our jurlsdlctlon. So
‘ . - that ~also helped to get. rid of somé Of my negatlve
~ ' attitude about how crumby the system was. We had
, some fantastic teachers that. were d01ng'terr1f1c

B “things already. They ., gave .me lots™of 1deas, I
’.sometlmes thought, more ‘than I gave ¥hem'., L,
plﬁ; . A ‘ . . L , b . ‘(f= N
' Some people would say “hey thlS is good I'm g01ng ‘
oo 0 tok, try this -and -of cohrse that ‘is- a very p051t1veu A
~. experience. gL ) e - R
- . LI " A v 7 ‘: IR ’ ' ’% ﬂ:" R - D .
N ~f;€ Some of the; broadened awaregesww 1eft * the” Resource o
v ’ M . » Tas T S ,_ v, ,:‘9‘ L. ‘
AR Teachers' with 'a 1ess thah,p051t1ve £ee1mpg For ‘some, - this

LS )

31mp1y conflrmed their bel%ef about §hop1e but. for others 1t
h) .
opened neWuperspectlves.f” ’
It ertalnly broadened my horlzons with réspect to °
teachers e . . it was jUSt really enlightening to
- - realize that various people. are. pretty set. in
f,‘: . their ways and that a11 the king’s men and all the
’ - . ..king’s ‘horseés - weren 't going to change: some of the '
_ ‘ H_ldeas those people had & . . .it broadened my
L f,perspectlve con51derab1y and I dop t go through"
life: assumlng that-all teachers are tuned rlght 1n,

to the 1980°s. .~ 1\ . .

4 T » o BN S ’ o R , _
R e You& knew that they would go back ;omogrow an hey SNy
e would do . exactly the same thlng as they. ha een ,

.7 : ’3 dorng .- there would be no change,»and thre years .

v - - down the road ‘there would be no chan e. ~ .,

. o R
S : \ R
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o
I don’t think they have changedkprobably one iota,

result of  the in- senmgce. So I would say
thd¥ was :one agrt of negatlve ‘thing.

. ".- ) l&‘ B “ . ‘-l
. -, A A n hn 7" 1
It’s: a . ﬁ ustratlng > IREY aﬁlon, ‘@ust -like the:
classroom - — 11ttle doesn "t do his homework

- SO"yOI talk \sto ’ Johnny and tomorrow he

P18

hasn t gotwgt dOne either ! |

"‘L&( - C \. . . . : Cw
‘ . : . Y . : ; N - Y

There were a feW ers who did not, in_ any way,

shape or form, un stand the underlying’ theory

They did - not know what..I was talklng about and at -

the end of all my in- -servicing . s . they just

v ~used  the new activities angd concepts in theixjpgame- |
" .old way. SqQ there were some dlsappolntmentSWng

sure. . . _ i - . . %yl
. B A R N
g ' ’ I u.)} et ’ PERE

I would imagine the greatest effect on my -p rsonal

o e outlook and behavior has, been that I ten ‘look -
Sl mqre. crLtlcally at “what my colleagues do and how- :

, they , teach. - This {Involves areas otherlthan the:-

$ soc1al§ studles as .well. - Also,. w1th students

A . transferrang in from _ other sc ools, and

f.;_ﬁé“ jurisdictions; -at times it ‘is almost maddering to~
' ‘ See, ‘how otheripeople are not doing justlceg @ the.

various . gcourses let_ alone ‘the method of:#ff ing {
v the course. ‘This . CthlCal look at oxhersﬂ“ helr
DRI teachxng gloads and so’ on/ 1s almost deg% g at o
LY ' tlmes.,, .&Aﬁ S e : ‘
. R . . ¢
- . Y : Rt
o : i "
N Categoty Two: é%%fllllng Psycholog1cal Needs N
R Maslow's hlerarchy ofl human needs is subd1v1ded 1nto

. physical‘ and psychelogical :categorles. ' The’ psychologlcagﬁ

.needs are often referred: to ;as highen level needs.athe,

fulfilment of these higher levelﬁneeds - sélf-actualizaxio?,'

al

self-esteem, and 'social - 'proved"to be ".the second mosw
: - P ,i,_'

Tpredominant vtheme emerging. on how the Resou;ce Teachers
i Lo ' ‘}
llves were affected by thelr peer consultlng experlence.

) .«

R

.. seems . to have met theﬁrespondents’ :eds&ﬁbn.lnner reWard,
- . ! - . R .- P - .
. s k
. L
. - o ) ] ) - . ‘a’»

. . . . . <
N . ° - i . -

T~ i et e ’ : / N

R X ) o - toL S B
st : o R o R AT > S

Self actdallzatlon. ‘ ?he ’peer 'consultlng experlence

/N\"ff‘\

QQY
¢
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~JSeif—fu17i1ment and varidty. °

‘/" o Iﬁ,fyod hale presented somethlng to your peefs and
""" g it | has ' really gone well % - you know it has gone *
weld and they say . - it makes you feel like

Gretzky “does when. he sgpres a goal. - Thls guy
scores enough goals that one more’ ﬁay not--be much
of - a ~thrill, but it -always is. I think that’s -

A d, about the = same thing; ;f you “ve had many
- ~_.successes, - why would one more really make that
mach difference, but 4§t doéx. We llke to be

“, .successes,. we all like to - be ¥old we “ve done a. io
- good job, and it’s: part;cularly gratlfYAQg when it
A ‘comes from .your peers. 'y;ﬂh

[y
- When, asked about p051t1ve feedback from. suﬂ'

. " :\' £ *
. respondent' added.” "Peers, superlors, a paﬁg~
_1"31 . ] “, ‘“, B
. pat on-the“backﬁ._ Another respondent contrlbuted)more. !
: S : 4“ LB T . e
° But what ,r; ved was by the end of thélfull day,‘ ‘

+ . ‘hearing Gee A glad I came’ today, I got a. 1 o ofly
< things» I can. ‘use tomorrow.’ And‘éhat ‘was thé-Best:
‘ - thing, the whole attitude, hanged and so wher they ‘
-came back’ for the second da they wanted to come &

el It‘g%ye;he a sensefof‘sati5f%§ti0n..; g 5
. . : A”m | = . ’ . ' . o o ﬁ% -
" Y1 felt,,extremely ‘challenged;” useful ¢jfgsfo tany,
-and proud. The féqling of#pride came affer doihgfﬂ
".the” frawst "OUple"’" - workshops,  both . off which
generated -.very 1t1ve- feedback, ,fand grew
ST ~ thoughout the year =~ it" " bécame ‘a ‘warm ‘glow . '
. N assoc1ated with d01ng a job'well. All in all it -
’ was asgrowth experience: - - . -
’ ) V el N
~ --.;, ..

-

- Another respondent related/ag/experlence of haV1ng presented

_the ratlonale for the new currlculum to a school board and a

-

. Kiwanis club;" o S o
, AR c, -
T had a lot of questigns and rea11y~went away

o -oqu 1mpressed Y . . they were ' really
N ‘appreciative and a 1ot fine things were said ’

a result of it, They gave a little certlflcate
thanks for coming to* the Kiwanis club . . . and

_that was a good experlence,VI enjoyed 1t and it
w very positive.
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o reward, you certalnly know you’'re not gettl g. Pal id

R ' 72
g o !
ThlS same respondent told how thelr jurlsdlctlon has 51nce

2
undertakenwhmore peer -basec¢ staff develo%ment aCthltJeS and

N
%

how they were received:

.We” had our own .. le. explain what to‘d"i”~
they ‘'re doing  it. and people came awgy
saying ‘that was ood  and really pos tive thlngs
were said . . .. you Kknow, compliment fthem of
sharing their'ideas.{ D , N

This self—Tulfllment orv, self actuallzatlon also . seems to

'have some #lingering reSults for .the. Resource teachers.- One
4 ; .

respondent captured it thlS way

If you’'re talking . challenge " and things that'are
more ophenomenologlcal in that sense in tgrms of

S

_ extra for * it, then’ you have to be satishiec y
‘what you are<dolng and be. very self mot1va€ed’¢m

\.

“then compared the peer consultlng experlence to

. u

o
o

“students- o ‘ R Q?

. They glve .me thatvboost Jyou know, and you have to

P yget  it” froém %here because you’'re not going to be
.~ sitting arqund waltlng.u for gold stars from
‘ somebody else "<, district - office isn’t goingz4o =

send 1t to you.3'f‘ ;

g .

<

&

" In descrlblng the type of person this respondent 1dent1f1ed

w1th the follow1ﬂg Wa s glven-- - 'v
¥.
2 \“.- ' R . ) s
They re. . a¥l - superstars,} they re just good
.“hardworklng peopie, they don t ‘'expect -a ‘gold star «
: " every day, they get their jollles just by d01ng a
great job. . : ‘ c _
- . .- N - _N

I- was. on such -a hlgh that thlngs weére so terrlflc_:.hw
in my classrodh (as a .result of the Resource °
Teacher experience), that everythlng else, all the

o other: beneflts, they were just gravy.

» .
-
-

Another- main thrust in the area of self—actualization.
was fulfilment of need for variety; that is, change of pace

» -

J
v

&

w

i~
[}

7
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N\

4+ ' or change of environment.

. i N
I tended to be sort of an 1ntroverted person and’
it made me get out and open up quite a bit, that

. was probably good for the character. The impact

-?1 -of  that obviously has led to some career changes
: and- changes * in censciousness and probably.
b subcohscibusness. : :

. L ) ¥ :
r I- was looking- férwargd to it becausé I felt at, that

“particular: p01n; in time I needed a break I1°d
been teaching §§or about ten years since I”d begn
at university, and. I suppose I was - well, no
burneg out - but maybe getting a 11tt1e bored wit
the{ibb . v L

I didn’t ' realize I had "been in a rut until I°

started -deing it (the Progect), but after that I
- was exhlkagated and felt not in a rutgm. - - ;
¢'. \!.'4" . :

a""\ oyt

o 3, -(’-
. . . ‘»“\.‘1 . ': ‘ )
I occasfonally need ' a breqﬁ .
- subject ,&réa .,é'. I»was rea v

a change of

t0 Sgﬁe $ack to the .

’ classroom and certalnly have expey 1enced a . ,
" -refreshing ' feellng B U § - " gawé mg a -t .
a refreshlng break ' . . ‘
i
Even the idea of gettlng people out -of thelr rut§
perhaps, ‘and mixing w1th their colleagues ‘was a
very sﬁund approach. ) i
Self estew(’ There was!p av' common . sub-theme of .
ego- bulldlhg, recOgnition and hlgher proflles that emerged J
from the 'respondents outputs. Tﬂﬁs seemed to be a very ‘
'*LJ - R i
e p051t1ve and'rewardlng experlence for bhe Resource Ieachers.
) v ) h . ),’; : . ; J
ﬁ&uiu,.gf;f,dl"suppose that the other effect on me is that I >
e UL becane: ﬂ'\lgptkeo,better 'known because I came in
, © - contact with lot, of. peopiev.f. I 5tHat was an ‘
- " enriching experlence DR T I can “t say enough - ,

about those kinds of. things.

and- it was very pqsitive, it made me grow - like e
there’s no place im thg district that I could go ' :
now, wheré seme people dom’t know me.

Y
"
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- ‘I was asked to do this and so I would have to say
' that. was a sery positive thing to be considered
the Ssocial studies expert in the district . . & so

it was a boost to my ego. k

- - &

1 thlnk “the fact that I-was picked by the head of

S
- R :

Y “the social = studies department  for Alberta
. “Education - I suppose that was an ego boost. . '
SRR : N Y A
It“s an ego.builder for sure. R v -
This experignce also gave me~ a-‘little mcloser
‘contact with senior officials in the- Dqgartment of ,
Education - this tehds " to give ome . . Fan T
.. feeling - -q~1mpqgtance ~ you can communicate w1th
. the big boys. Y - B gw L%
‘ﬂ ,J R . : " . )
S I became well known throughoutlmy dlstrlct,>and in %o
e TR 0 a couple “of others, arid eagdd the: respect of my o
, colleagues. .. b, R ‘
- s Soc1a1 The Resource Teachers experlence aiso seemed

74

a;
AR

to fulflll a higher level,_social need - one)of a givingw

N sharing,.and,generally pnilanthropic nature.

-

.‘\_ J

Because- I was having’ so much success :in the

classroom with this approach I wanted to share it

with - other teachers, .so I talked to other teachers.

-about  trying specific strategies- that I had
discovered. I tended to share the materials that
"I was developlng'or had found through being a peer

consultant.
~

oo

~ . .

» t : N . - N - -
. »

and in. most'e cases was invited back because after
.the first session I was  less threatenlng (to

them) . l'In»AQhatx-sense 1t'was,posltrigﬁgndxtherejL

was someasharlng bﬁ 1deas."'

In some small way I'started to help teachers build-

~up a rapport with what Central Office is really
there for,.which is to assis¥ teachers, right? .. .

N

L managed to..get into all those rooms eventually,

. so for at least a dozen people I knew I -had an.

&
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" impact- - in ‘that regard and I ‘think that was
meaningful. S o S

.

L. I'm- grateful for “having had - the opportunlty to
» . .share kndwledge I. have and that I so enjoy sharing
tﬁ w1th others. e .o f., - R

s
B I

And of that 1nforma1 sharlng of 1deas, the aspect
most enjoyable ‘and most profubable Was talklng
shop . -t o ek ey T

[N s
" L o, uit

% . , v
Other- ﬁ&espondents- descrlbed how teachers ' in‘ ‘their
'2\ N E - .-

CN ‘ S . i
18 funny anlmads }.for',some Yeason - or:,
 mature, and thgydtegd to, when they’ve ., -
ething,thaﬁ hey ve cbme acrOSS»—°they usedkg r
, ‘protect 1t“-a  their own,little God. . -
“glven what ever-it- isw - " We .. flnd now that' glven”ﬂ@ g
‘ the opportunity, thay are qulte happy- to . share the.
knowledge or 1nform&tlon they ‘veé found with other

teachers. . - . . , S .

EREVN
Y

e

A 1ot of sharlng, it encouraged a lot of sharlng
T know. s“%a dlrect result of it, not only did we
have .~ sharing going in ‘the social studlesgfleld,_
mbut a 1ot of sharlng gozng on 1n other areas.
- ,
Category Three: Increasing Self-Confidence

Thé ljast of the general themes is the increasing of

self -confidence. It Iargely-reflects a self—confidence”and

=

_ security in relatlon to the respondents careers and career-

-

+ .
aspirations; however, there appears‘to be a spill-over into

[

more general areas as well.

I suppose in terms of my - career, it gave me - well
- more confidence. = You know, more confidence with
the material, ,with the - choice: of methods that a
person .-uses, and also I guess®just more confidence
.in _ggdeallng _wrth~, parents, parent- teacher
v . ] . . S . R » 0y “
e o : C '

. ’ L % ) ‘ . A
ﬁurisdictions haveJ, changed since peer based staff
. dfvelopment actlvrtles have‘become common. e ..,5."W' ® ¢
K , . L ! » BREN
kL y _'.W) ¥ b

v

T
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It has made me feel very secure, no matter where I
goéy; .When you stand up and you talk for two days
with people and you give them ideas, you . .show ‘that
you know what you ‘re doing. .
. . . . R

&+

I generally liked and respected the people who
+were conducting the PrOJect - still - by and large
. a person would have 'to sit there and think that
you hawe done evegry bit as well. So that too sort
of opened. your eyes to the fact ‘that you might be
able to do other things ¥ . it 'increased a
. perzﬁhWS' confidence . . . as fo what you might be-
. abl& to accomplish later. S '

That security thing 1s there - you just try
rid of me - there’s no way . . . the ‘Backlog of
respect and so forth 1is there -.so I think;,
terms ‘of my .career in termamof hav1ng a ]Ob and
boy - it’s solid. : »@ﬁﬁw

e
&

0 ! h X Tmh o

JIf you want to change. jurlsd“:‘?ons you feel that

fg © because of _your experience, you . stand® a. greater
' .chance" suqfess at gettlng the jOb you want to
‘apply for.

I :know I-can do it, I've lived through 1t and I'm °
N even stronger e '« +-SO NOW: I have the assurance,
AR much stronger inner feeling -wise, definitely in
o "terms of applying for “and feellng quallfled for
5 " 'jObS like that - yes indeed.

Q .

. Higher career aspirations and motlvathnﬁg\wfre also
- : N

affected by the _conﬁ§éeﬁce the peer consultlng expernience

generated sx'fwtx\ o s N

~
\ R . Cl
: . )
‘ . . . X i

It didn’t \get\ me anyagood jObS or lead me on to
any higher 'oﬂs but it may have just opened the

/ “door a bit 4&as far as hlgher expectat ons are
concerned. a e 3

Lo

In terms of my career, I-wish it had manifested
itself more ... . when things will 11ghten up tne
_opportunities will be therel— but it is terrlflc

- PR -

W S -
PR Ay 5580
RS A o,

‘ 4"‘ s U A
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of -a way.

T . Ky - - > : ‘ l
J_Basgcglly the - éxperience +has given me greater
" contiderice in .my subject area and has therefore\Q

Aagudles@ . S S

1 pfobablyfﬂoperate from a little stronger. of a

4

I 77
o ..
stuff to have had - right now it’s in the bank.
Should I wish  to go further up the ladder.of
success, I wouldn’t hesitate ‘to wuse the peer
consultation experience. as‘a reference to indicate
support for my abilities and capabilities.
Now I know I'm qualified to work wi{ﬁ\alljlevels
of colleagues in a consultative capacity . . . in
~ other words I'm more ‘together” than I've ever
been, ready for anything the  future brings and . ¥

well qualified for it.

manner~in which the respondents. conduct their daA to>dayv’

career agtiyitieslﬁyaswﬂaigp_mgﬁﬁected‘”by ‘their jincreased -

AV

: .. self-confidence. - e
: e - . ' Yz

e

Jp-pb%bly made me a better teacher of' social

&

o

power base than previously. , : S n
g : . ' .

17 did get the impression of a certain power . . . - .
that I could foresee, I suppose as a result of it. -

I suppose| it raised ‘a’ sort of  ambition, in a
. sense, that I didk‘t have before.. . .. it probably

also  opened up the possibility of being a little
more demanding - making mote co crete suggestions,.
exercising a bit more authority under certain
circumstanges~, - Not:. .just being) so laissez-faire
and ' accepting whatever other -‘people are doing.

They, have to bé able to support what they are

doing at,some point. °’ ‘ oy
v ' .(,.:‘. o

1f in a more general sort

I .

confidence also mapifégteq itse
, N |

. RN

By being‘}anlved_w@th peer consulting, I.pfObany ' .

developed more confidence in myself when it comes -

"to dealing with adults in general and teachers

‘specifically. I also came to realize that ‘I~
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probably: . am Very knowfedgeable in my field ﬁnd I
have o lot more common sense solutlonﬁntand
appre@1€'" ns than a goodly number of peo *who
are g&& ie  teaching business. This expe ience
also ‘gave me a little closer contact with senior
officials din the Department of Education and thls‘
tends to give ong more self-confidence.

e -~

This * has served me in my non- profe551ona1 career -
i.e. speaking to groups of people, at piblic
forums ~ asking questlons, developed leadership
) abilities, and although I 'm not outwardly aware of
T I think it has also assisted in my
organizational ab111t1es when taking part in a
discussion or presentlng materlals

Tog

’ I ~ SPECIFIC THEMES

F- .
The folloW1ng four themes ar&%ie spec&c than the

o T,
preyloqs three They also seem» t&& g% re51dua1s of ‘the

:effects generated by the initial three, however, all oﬁ the;

»

themes, - general and_ ,;speclflc, revealed dynamic

interrelationships\'and\ 1nterdependenc1es among themselves.

The four' themes in thlS section are not presented in any

J o

meanlngful ' order, n dld’ any' one appear,jﬁpg;bggﬁmore,<

regularly occurg}ng than another." o :
R ' v . ‘ oy

Category Four:: Improv1ng Classroom Teachlng,-
\

;, It would seem th&e th ig:esponden‘@s experlenced ) more

-

- positive perceptlon : of Pheir awn cTassroom teachlng\

’ k - p;
resultlng from helr term as peer consultants.

3

2~

My own 't \fng ha5w obv1ous1y been greatly
enriched. by al - of the information I. received,
processed,: and evaluated throughout my resource ’

X
il

v
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Certainly ~~my” teaching day has to havetp:7“

. Prior to the experience, > I did not believe in-
following the curriculum . . . now after peer

freally, really hlgh. P T . . N
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»—

Al

It’'s one . of those recurring’ type of things 11ke -
- okay, the Alberta Education exams this year, my

.class was six marks above the provincial average.

" That ’ s an ego boost.

~

I was_ teaching three grades I had never taught

beforel - I was darn lucky that I had the
backgrouxd in this theory . ..:. otherwise I
.couldn’t - have done it . . . I really thlnk 1t made

'my teaching very much stronger.

Specifically' in terms of curriculum . . . it did -

help me relate my two areas- to the 'Otheqa
curriculum areas and the other grade levels. :

.affected by 'it because 1 know much more about”t e
source materlalsm . . :

~"’\, . LT -

. N GRS
I do feel that I have “much more- - confidence in. qﬁé&’ixﬁ*b
process of deallng with material and in terms ofé%w .
how. the material is presented - group work, class
dlscu551ons,>11brary research, etc.. .

e

-
X
. L ¥,

P

consulting, .- . “. when ‘I went back intoi§he’"
classroom . . . that was a-‘major change . ‘ _
read all the curriculum gulde and attempted to L
integrate what it was saylﬂb into my own hands-on

1ntegrated approach . -.. 1t was, phenomenal . . .- ‘
I knew I was teaching Tore than T ever had beforeh R
I knew the kids wer®t learning more than they ever , -/)

had from .me before .. .. .:not only did the-kids
joy themselves, and a lot still come to see me,
. .. but their ‘test” scores were phenomenal -

‘el

R R %

Category Five: Becoming Resident Expert

o

There Wwas . concyrrence among 'the -respondents that a

LTa

major effect gi‘ their Resource Teaéheriexperience was that

N

they had become perceived'as experts in social studies for

o .
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their

jurisdictions. This image of *the Resource Teacher

‘.

seems to have ,persisted up to the present,

RPN
AL

. Some

peréelved ‘as the res;dent expert 1n thelr jUIlSdlCthHS; -

v

T~

P

_ o any soc1a1

When it comes out in a month or two - or .a year
later when they phone you up and says 'I've got a

problem here, could you help me with it” - now you
_ know all about social studles. S

¢

Everybody treats me as though I am the social

studies person in the dlstrlct - still. People.

phone ‘'me up and say ‘I've just gotten “this
assignment this year, can you glve me anythlng on
it’.

)

I guess. it’s a positive eéxperience when'you'have
an institute and soc;al - studies
together and they say ‘well what are you d01ng ce
. . they always wanted to find out. - R ¥

, ) 4 *
I would have to -"say that it was a vefy poﬁ@tlve
thing to be con51dered the.social, studies ekpert

71n the. district. _ v e . .

-a

eachers get_

4.

I helped\.order)\every piece 'of social studies

material ‘in that school . . . mine was the final
word. r R a. T '

But it’s nice to think that they look at 'you in’
that partlcular manner . . . they do that-<in a
positive manner . .° . SO whenever there is a.

teach it anymore, I'm ipvolved.

-

feépondehts'-repoited some ﬁegatiye fallotts,from-being’
: v

P 14

>

One thing. Wthh mlght be negatlve as a result of

\that though, is that’ ‘because -you 've done the.

meeting in social studies,. “even though. I don’t

peer-based consultﬂng, you should be able to teach .

“studies . whether  you
‘particular’ course . or not . . . you ‘re the
authority type tthg - you should ‘have no problem

T | thlnk 1t s just an uncomfortable type of

thing. . , o _ -

leed the -

s_&

(
i

-
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N . made

And when I
following year

had to go
it was

I’d worked hard, I had
. got me a feeling that
there were some _teachers

to make my life
-back lash that
a11 personality
at thicker - skin
too. 0

EN T .

types .
and

L

miserable . . .
surprised me,

back - to the classroom the
very very dlfflcult e
respect. . .

who went out of their way
there was a
but then there are
.. I had to "just develop

for me, that ] probably good

"
N
i

. | . N . . ’ '} C
Category SlX. Maintaining Positi'vetontacts’

- o

By » Lo
‘i@ thelr terni‘as rResource‘

<

many $contacts_-and

iteacher%;%‘ ‘other . Resource

Ridads

personneb,

B

" and ,localt

acgualntanées

jurisdlctioh

>

Teachers,f< Alberta

4

but it also
there was jealousy . Wl

Teachers, the respondents'

81

14

w1th other people-

Educataon

o

central offlce peogle.fy -

ST

-Emerglng - frog data'&ana1y51s,> there Was_ a theme

] of these p051t1ve contaits have been ¥
) K

bindlcatlng thf

fostered and malntalqedﬂup to the pres nt \ ‘ o
® ) .'\‘ . . “ - R "..l
out. peer consultlng and back in thé
‘¢classroom, ' I. have maintained- contact with many of -
peer consultants -that I met and have become
e personal friends with them. The ones that I°. .
not bedome. close personal friends . with - many .
' em I stlll qontact .on, a profe551ona1 level :

P

Since being,

SRR 05 Jﬁst made some really good contacts with' people .
“~'«. that _I never had . before . and * they re Just good . ¢,
' people .and .its" always great to see them agaln and_f‘_
*I'm ,sure that my relatlonshlps are posltlve with a "<
o ' Vo - lotr of these peoplearayw-g T e - S ;

I
- ° pa

The ~¢hing ‘is _that_ how . I .know I osn call those , ,~/
peoplei anytime and, ., Say9 if I needed somethlng,
"« ,they’d give it. to. me because we've done so’ manﬁﬁ
thlngs back and,forth"~ o o L. .

Lope

—_ , A Lo . '

\\ well, oupbide
“kinds of" personal
job Peer Consultant

S

of 'my career, g could tell yOu all - =y
things - if I hadn’t takén the ' '
as I, wouldn’t, have met the

« .



. . ) . , o ] - o (U
person I marriedﬁ\ ‘ ' o - ‘
. .' . .o o ¢ [ '
And any .of the people who call“me up ‘and say ‘I
used- to be a Resource Teacher, .can you help me out

&Qg} with .something?” - there’s -an immediate -bond:
"&*51 because  I- know what they‘ve gone through and 1f‘
they ‘'ve lived through ‘it I know they ‘re good
peoplef N _— _ A
' V“ . . LN v e / . ’.

I wouldn’'t say I developed any frlendshlps from it -
« ‘buté I ‘did make contacts. w1th people that I would
never . have - known before *and when I see these Cs
,people perlodlcally tnow, *those-contacts are very

o p051t1ve.,_ _ o Jdo -

_!“ . S L o L

) b : : @& -

‘¥As a result .of be had some fairly positive
-+ experiences - I “to the Western~Canada Film
oy Showcase - and th was dlrectly the result of -
) ‘that. (prev10us cod%%cts ‘in the Project)®and I've
beeri+ in and worked with Alberta Education oAl two-
or ° -three different occasions, sortlng through
" materials tow see , about currlculum fits and that'

ES

type .of = thing. That s begen - well C- 1t s
. enjoyable. o T N _
’ - o “[j;\) o : T - Q— ,)2 : .
& 1 . developed ".a great relatl Inship .with him (thew_
’V‘superlntendent of a. nelghboglng 'dlstrlctL. from

, nothlng before._"§3 o i . . ‘ .;
I; came to know the people at _our- central office
personally:_-"T, got to know them as people;and that-

e was fantastlc. . Thereafter 4 when .someone. would be-..

do was say ‘well- that ‘s.theg way the system is,~you- =~
know you Have - try and overthrow it/ and b;ah,:;_';_
blah” » . .0 What 71 _started-.to say then-was 'we W,
" have - people at central -office that will a551st,- R ’
that. .can understand . - .‘and so not only would T o
{direot Chyself " to ccentral office mhen' 1. i
instfaught ‘about”’ something, Qbut T /would direc
.fother,people too. . o T
R S T ‘ R R e

. ) ; . _v’ ' ’ . / B
‘Category Seven: Relnfor01ng Ex1st1ng Orlentatlons :

-

dsome of 'theb‘respondents were reluctant to glVe thelr s

peer . consuiting .experlence full credlt for some changes 1n
: R .o

‘A ) - C I o (-

'complalnlng about 4someth1ng . what /I used tg . ‘é’~”“
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or effects on .their lives. They did, however, acknowledge

their expérience in the  Project as.contributing to these

il

effects. og as reinforcing beliefs, behaviors, ‘and.

- ' ]
orientations they already had.

It sort of reinforced my belief in what I was.
doing, it made me a 1little more comfortable in-
d01ng,1t, enabled’ me to branch out. -

There were things thqt were solidified in my mind.

It should be hoéed that some of this came about
because of my involvement in city politics, as
opposed to peer consultlng On the other hand I
may Jjust think it’s this way - maybe I ‘m an easy
touch or maybe others get to do things and I don’t
" know ab t it.

The changes won't be astouﬁding but they will, on
the other hand I think, be very important changes.
I would think I . . . was well aware that people

" could do things in a variety of different ways . .
. and this experience sort of reinforced that.

It 1is difficult to say these things are directly

related to peer consulting, as about at the same

time I - was involved in other similar pursuits. I

do, however, feel that the peer-based consulting

would have had some bearing on confidence and

organizational abilities - it is just difficult to-
. say how much. '

I shouldn “t give this partlcular project that much
credit for the change in me, in the sense that it
was just a vehicle - it was just an opportunlty,—
catalyst I guess . . . . It allowed you to find
out certain things about yourself - interests and
so on - at really no risk because you were going
right back (to previous job).

So I guess all those things sort of happened at
once. So to say that any one in particular
affected me more wouldn't be a true picture . . .
I guess it (the Prdject) has complimented - all
those things have been complimentary. In ogher
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words, they™ve all . sort of worked together in a-
< very quick succession.

.
:

[}

The preceding themes are composed of responses.from the

individual respondents. Care was - taken to subsume all
responSes‘ from all respondegis " in the appropriate
catégories. -, This was 1in " keeping - with the ‘convergence

. 5
strategy outlined 1in 'Chapter 1III; thus, there remained. an’

absolute minimum of unassignable data - only that which was
not related to the effects of the peer conSuLtipg

eyperience.

o .

14



CHAPTER V
ot

' SUMMARY, CONCLUSIONS, AND IMPLICATIONS'

<

INTRODUCTION

v

The intent of this research was to determine what '

effect, the experience of peer consulting has "had on the »

profe551ona1 and personal lives of the Resource.Teachers.
It was an exploratory,'inductive, hypothe51s generating mode

of research utilizing gqualitative methodology. .In-depth

interviews conducted by - this researcher accounted for, the

main body of data _ obtained; although, open—-ended
questionnaires were also administered to the respondents.

| ~sam8}e consisted of five former Resource Teachers
from the 1981 Alberta -Social Studies In-Service ?roject.

This sample ,size‘created a limitation in that it was rather

small to attempt generalizing the _findings to the- entire 125

Resource‘ Teachers who partic1pated in -the Progect- however,‘

the process of theoretical purp051ve sampling did produce a

maximally broad range +of respondent orientations., This

process' created the most stringent conditions forugenerating '

grounded theory encompassing the assessed cases and, most

importantly, provided an insightful framework from which to

1

base further research.

The purpose of this chapter is fourfold; one, to

’

present a summary and discussion of the study’s findings;

two, to bresent the conclusions gerived from these findings;

X . .85

7
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three, to generate a grounded theory based on the findings

A

and conclusions; and four, to discuss the 1mp11catlons these

v

results have for the educat10na1 enterprlse.gw
, ¢

SUMMARY AND DISCUSSION OF fINDINGS

\

9‘&) : | -

The thaﬂetlc categorization of data in Chapter IV
revealed seven emergent themes describing effects sustalned

; by the Resource: Teachers as a‘ireéult of their peer
:consultiné experienoe.« Theee" effects‘ displayed dynamic
interrelationships among themse1§e5~5with bne or more often
contributing to the dewelopment of others. In fact, these

, interrelatfomships _seemed to be much -‘like the proverbial
~"vic!ious circle" with _ the initial genéral effects
contrlbutlng “to development of the ensuing spec1f1c effects.

' These specific effects then seemed to complete the circle by .
conttibuting back }to additionel developmentjof the initial
effects. ' ‘
The three general_effects which seemed to serve‘jointly

as a matrix for the remaining four specific effects were, in

- -~

the -order of their frequency of occurrence in responses:f a-
broadening of personar perspectives, a fnlfilling of
psychological needs, and an increase in self-confidence.

The latter four sgecifio themes, haVing emerged in no
particular otder, wete: an improving of classroom teaching;”

the becoming of a resident social studies expert; the

® [
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maintaining of p051t1ve personal contaots galned during the

program; and the reinforc1ng of - orientations prev1ously

“existing in the respondents."These7specific_ef§ects seeméd

\ . v ; & 4
to cont;ibute to one another as well “as.back to the’initial

effects. :

“

¢

The foilowing-“sub?sections contain"a .summary of‘the

substantive conte t comprlsing each of the themes- and a

discu5510n of their interrelationships.. The three generai

-

themes, =~ occurring in their order of ﬁrequency of mention,

b

are .dealt with first = the latter four following in the

s - .
order listed above. oo .

Theme One: Broadening PersonaI.Perspectives

The most commoniy recurring effect was a broadening of
personal B petspectives. It included a general overall
broadenino *and a specific broadening in' the rareas ’of,
curriculum resources and methodology, and teacher gualities.

The general broadening seemed to reflect an overall
increase in personal knowledge, experience; and skills, all

. A . . .

related to the administration of edocation and'personal
develobment.. " specrific examples included:v deveioping a

perspective other than  that of a classroom teacher;

. discovering the variety of differences. among school

jurisdictions; gaining new insights from seeing other

S

. teachers operate; a reveallng of new career p0551b111ties;

and gaining an understanding bf prOVinC1a1 educational

machinery "beyond the classroom 1eve1. ThlS broadenlng of

perspectives had several lasting effects on the respondents,
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Teachers, and résource banks.

/
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jincluding 'such things as career changes, increased' career,

aspirations, a more positive outlook on the value of systems

and organizations, and a personal growth leading to more

efficient and meéningful‘ ihteraction with other peoble-and

organizations.
N

and exXperience of social studres curriculum, resources, and

methddélogies after their *erm .as ‘peer consultants. This
) . j . ~

resul ted from® their exposure to other * teachers, other

jurisdictions,u Alberta Educatfpn personnel, other Resource

T

b -

The - respondehts also indicated a heightened, awareness

of the qualities of other teachers. By and large they wereée

pleasantly syrprised by the"quality,' innovativeness, and

dedication in’'  the teaching they observed. This - was
P o X .

'xéspecially true at the eleméntary level. On the other hand

was the  painful reminder _'that a small minority: of

reactionary, resistant, and/or marginally capable teachers
also exist.

The brpadening of personal perspectives had sﬁin-off

"influences on ~other effects as well. Greater

self-confidence was instilled as a result of increased

knowledge and experience, the respondents now perceived

themselves| as better teachers since utilizing new knowiedge,
their' incteased knowledge and public profile caused them to

be . lookéd on as local social studies ! experts, they tended to

‘ maintain contact .with some people?they had met during the

. -

Project, and the whole process tended to giv them a greater -
J . , ‘ e grea

All of ﬁhe_ respondents indicated a greater knowledge:
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sense, of self—agghalization, self-fulfilment. and~

self~esteem.

Theme Two: Fulfilling Psychological Needs o
v , ! . . , T . L
~ The vsecold most predominant effect was the fulfilment

el "Maslovian" needs - selffactualization,

self-esteem, and social interaction.

N \ N B L
In terms of self-actualization, the peer consulting
~ 4 ) : .

of higher. le

experience seems to have met the»Resodrée Teachers neéds fbr.
inner: reward, self—fulfilment; ‘ and’vvafiety. | Po;itve
feedback'"from' teachers regard%ng ﬁerp'givén aﬁd work-shops
. presented, Lositive feedback from superiors over a job well
'dohe, inner -re&ard and‘ satisfaction at 'séeing at%itudes
change as ‘a‘ result Qf‘ qne'slefquts( and pride at having
done a good job wefé‘a11'contributing‘factors. Thigiimpacf
seemed to leave the respondents with a sense, of increased
mofivation and excitemént aboﬁt their jobs, a féctor ongoing
inA the preseﬁt. Self-actualization also odcurred' as a
result . of. the néed‘ for wvariety being' fulfilled. The
exggriencé seemed véb prdvide a refreshing break ffom
routine, as one fesponaent put it: l"ouéhof a rut".
‘ Se1f—esteem needs wéré also met through thé gaining of
personai recognifion, highefl pefsonal profiles, and ego
building. These cohtributors to self—esteemvresulted partly
from the high public visibility of the experience and partly
from | the positive feedbacks reéeived from successful
performances or from being 3¢T§§E§é4as Resource Teachers.

A 'philanthrdpic, giving and sharing, higher level need

“
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was also fulfilled by the Resource Teachers experience.

share resources and advice with other teachers. This aspect
in turn contributed back to self-actualization and

self-esteem. It appeared that the respondents simply tended

to value and be rewarded by interactions With teachers,

ther Resource Teachers, and/or supervisory personnel
H

As with the effect portrayed in the prev1ous theme, the

fulfilling of psychological needs had impacts on some of the

JRYe

other effects. The sense of well being growing out of

fulfilled " needs contributed to a more relaxed openness, thus

enhancing broadened perspectives. Motivation‘for innovative
classroom 'performances ensued and increaséﬁ confidence

resulted from the positive feelings about themselves. The

respondents, radiating the above-mentioned qualities,

‘obviously became more personally congruent with the image of

¢+ resident expert and would also have their existing

orientations reinforced.

Theme Three: Increasing Self-Confidence

e

This last of the general effects reflected mainly a

self-confidence and security in relation to the Resource

Teachers’ career ’activities and career aspiratfons:

confidence in the classroom with methods and‘materials;
|

confidence in communicating student achieveqént with parents

and supervisory personnel; confidenge'about job security and

prospects for advancement oOr mobility; confidence that the

peer consulting .experience would  enhance their credibility

/- 90
i ‘ It

: ‘ o ,
was a personally rewarding experience to give aid to or
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specific effects reveals the relationships between each one

91
in the ejes of present and future employers; and'confidence
that ’tﬁe experience‘ would increase the demand for their
services. ° | |

~Some respondents also. felt that ﬁhey were now more

confident in themselves- in general sorts of ways: more

" .confident in dealing with people cin general and more

confident, in their own general adminigtrative capabilities

arising largely from ﬁhe broadened perspective of seeing
others work.

The increased self-confidence was bfebably, at least

.partially, a result of the effects described in the previous

o themes; however, the self-confidence in turn generated a

'willinéness to open up and explore, thus broadening personal

perspectives. The positive feelings associated with
confidence fueled the feelings of fulfilment and
- . 4

actualization. confidence is obviously a factor in more

. . . ; ; |
effective classroom performance, fulfilling the role of
resident =expert, showing a desire to reach out and maintain

contacts with others, and to be reinforced in one’s own

evisting orientations.

Hiatus . \_
Effects described in the following four themes are more

l.
specific in nature and seem to grow out of impacts generated

by the effects reflected in the —previous{ three general
N !

|
themes. 3The following summary and discdssion of the

f

v

and its relative counterparts.
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‘l Theme Four: Improving Classyroom Teach?ng S "
_The . respondents reported a more pesitine-berception of \

their own cléssroom teaching behaviors after the experience.

The rincreasea .khowiedge about resources and methods and a

greater understanding of the eurridulum as a whole were '. LT

significant .contributors. The self-confidence generatea by

the whole  experirnce also . contributed to the improved7

clussroom performance. . Once the Resource Teachers had

‘experienced what they perceived es improved,feaching, this
in turn contributed to the fulfilmentlof‘the higherllevel
needs. When students, cher _teachers, ‘-parents, and
supegvisory personnel began to epare ‘this perception of cod
quality teaching, the etep for the Reégufbe Teachers to be
viewed as resident experts was much smaller.

\

Theme Five: Becoming Resident Expert

There was concurrencé among the respondents that their
Resonrce Teacher experience' hes resulted in them being
perceived by .others as the residént'social studieslexpert.
ever since the Project."4They were Acalled upon by other
teachers, central\ offiee personnel, and - for some, other
community groups.‘ This phenomencn was attributable to theif
broadened perspectives, knowledge and experience, theirv
image. as  $ "masfer v teacner",, theix ;ediance of
self-confidence, and their :centacts with other social

studies experts ‘established during their Resource.Teacher

_experience. The ~ role of resident expert would then



|
93
. K v .- ' )
contribute to self-fulfilment and self-worth - among the
Resource teachers themselves. Overall this role seemed to

be a very reinforcing one for the Resource Teachers. Some

respondents reported negative fallouts such‘ that other

}teachers' behaved jealously toward them and that they were

1 :
sometimes expected to teach any level of social studies

whether or not they enjoyed that particular course.’

'

Theme Six: - Antaining POSltlve Contacts

In thefir term as Resource Teachers, the respondents
made many contacts .and acqnaintanCes with other peopie:-
teachers, other Resourceg - Teachers, Alberta Education
personnel, and local jurisdiction central office personnel.
TheA respondents indicaged “that, among these contacts,'many
of the positive ones hawe beén maintained up to the present.
This situation 'w55 a direct faliout of the' broadened
personal perspective and opportunity to meet and 1nteract
with these people. Exchanges with these contacts gained the
respondents new knowledge -and ideas, which. in turn
contributed to improved' classroom teaching, which in turn
fostered self- confidence, self—fulfilment, the role of
expert, and the reinforc1ng of their own inner perspectives.

(‘_“

Theme Seven: Re1nforc1ng EXisting Orientnggns

Some 'ofv the respondents were reluctant to give ‘their
peer consulting -experience full credit for some changes or

impacts in their lives. They did, ‘howéver, acknowledge

' their experience in“the-'Projeot as contributing to these

Y

o ety 2
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I~ qgquestions about what actual impact I was Having on:

94
.impacts ox as - 'reinforcing beliefs,  behaviors, .and 

orientations they already  had. The cbmb;nedfimpact of all

the other effects = would probably ' contribute to this

i

reinforcement and conversély, this reinforcement would

contribute to more confidence, a.good feeling_about oneself, :

L4

and a willingness to explore and experiment with innovations
o~ VA A

in the classroom.

-

CONCLUSIONS

The following‘ comment, made by one of the reebondegts;
prOV1des a f1tt1ng focus for the conclus1on sectlon-
In retrospect, or even at the time, I had some

what was happening (as ‘a result of the. Project)
and I suppose it had some positive effect on’ other
people. The only thing I am sure about, in
‘retrospect, was at the time it was hav1ng a heck
of an .impact on me as an individual - far more
than .on others. o

o

"
¢

~

This comment adequately captures the magnltude of the effect
eustained ‘by the Resource Teachers as 'a résult of thelr
experience in the Social Studles In Service PrOJect.

There are two main conc1u51ons arlelng from thlS study:

one, that there has been a very p051t1ve effect on the

Resource Teachers as a result of theln'experlence in the
. \

'Project; and two, ' that the findings are credible ~and

o

dependable, judging from the content of existing literature

relative to the subject. - The following sub-sections will

N e - » » ., »
‘present a detailed discussion of each conclusion.

)
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P051t1ve Effects : ' . ;

A51de from a few minor dlsenchantments, the findings oT

this research overwhelmlngly indicate that the’ ReSource*

Teachers  éxperience as peer consultants has had -a 9051t1ve

~

effect on their. ‘profeSSLOnal and personal 11ves., Thls

effect has indeed influenced the/ ‘way they behave and how
/

Jthey relate to and 1nteract with thelr env1ronments up to e

the . present - and w111 llkely contlnue to 1nf1uence them in
the‘future. Y

‘As a result of the reSpondents’ experiernce, - they n.w

exhibit the folloW1ng p051t1ve qualltles. T

1. They have an increased knowledge and understandlng of.

“m

the administration and politics of educat;on beyond the ..

- 9
classroom sphere. » LT
2. They have. an increased knowledge‘and:understanding‘bf
social studies curriculum, resources, ~and teaChing_
] methodologies.
n 3_f‘ They have an increased awareness of what other teachersﬂ
‘are doinghin classrooms,and how it.is being done;: 0,;; .‘_
4. They have gained a sense of self fulfllment and‘inner’

reward that has motivated - and encouraged them up to the
. I 4

present. Ongoing ,effects from the experlence contlnue to

9
N ~

fuel the fulfllment of these higher level needs, il.e.

A

-,reSidenb.expe' ong01ng contacts, and 1mproved teachlng

.
in m
their Most respondents indicated‘.higher career

‘l_ o

.




aspirations and some even experienced career changes as a
‘ 8 _

combined result of confidence, awareness, expertise, and
\ N

P ~7
credibility<gained(during the'Project.

6. They ' perceive themselves as better teachers now thaa

they‘were‘beﬁore the peer coﬁgulting experience.

A}

without their Jjurisdictions as experts in social studies

~

afféirs. ' | =
~8;' They maintain[professional development contacts acquired
with . other Resource Teachers, teachers, and other
educational personnel auring the Project. _
o They  found that the mental stimulation of theix

experience often reinforced orientations they already had,
thus>conf;rming.to them their own éompeteﬁCe and self-worth.

16.. All of thése bqualg;ies 1éeem to work together in a
dyﬁamic way, imaking the respondents generaily mofe well
rounded, self—fplfilled, happy; and 'competent in ‘tﬁeir

-

educational pursuits.
One’ might conclude by wadding that +*.ae c<ombined
influence of these multi-faceted effecté has le:t the school

jurisdictions, teachers, students, and communi:ies as the

prime beneficiaries reaping the final rewards. People with

these ~ qualities cannot help but be attributes to the

efficient and effective administration of education.

Credibility and Dependability

In an inductive research such as this one, it 1is

important to return to the literature after data analysis to

3 ' 96 .

7. ‘They are percei'2d by  others within and sometimes ’

o2

|
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" check whether the emerging themes are either supported or
refuted by it. In the case of this exploratory study, there
wés no existing literature on actual long term effects‘
sustained by peer consultgnts "as a result of the peer
consulting expetiénce;//ﬁg;ever, there was a good deal of
1itérature and theory that was indirectly related to the
findings, the dynamic interaction of the effects, and the.
conclusions.

It is this researcher’s conclu51on that these’ sources
help confirm the credibility and dependablllty of! the
findings and conclusions generated in this study. The
following sub-sections will -~ relate relevant literature or
theory soutcés to the respective resglts of. this research.

Efficacy of peer-based consulting. As was noted in-

Chapter II, the concept of peer-based consulting in
staff-development.. progréms has been proven yorkable and
Jeffective. The findings of this research|wou1d7contribute
additional credibility' to that claim3%10né might even argue
that the efficacy of the approach is due in part to the
positive effects sustained by the peer consultants
themselves. ] : ; 3 X
MacKay and Doherty (1982:60), in theit evaluation of
the Social Studies ‘In-Service Progect, reported that some of

3

its side effects were the positive and negatlve effects on
the Resource Teachers. This assessment, done during and
immediately after the P;oject, -indicated tHe following

self-benefits perceived by the Resource [Teachers at the time

(MacKay and Doherty, 1982: 78,81,82): 1) Opportunity to
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meet, interact wiﬁh, work with, and ‘1éarn from otheg
professionals  in Education System; 2) Inpreaséd knowledge
aéd . understanding of" Socidl Studies cur;iculumx‘and
iﬁstruction; 3) Iﬁcféased personal skills and growth; 4)
Profegsional' growth; 5) Improved teaching skills; 6) Status
and‘.potentiai for'gareer advancement; 7) Chénge of pace from
teaching; 8) O‘Aw;renéss of and‘ sensitivity to teache£
concerns: 9) Renewed respect for people in the teaching
profession; and 10) Qpportunity to assist other teachers:

These findings are congruent with those of this
regearch, the only ’difference ‘being' that the long term
effects display a maﬁuration that has broughf many of the
initial effects to fruitioﬁ; that is, as indicated in fhe
ten conciusibns of the previous section.

This -'research revealed no significant long: term
negatiwe effects whereas MacKay and Doherty (1982) did cite.

some at the  time. This can be explained by the nature of

’ \ ’
these negative. effects, all being -such that they were

" connected to the actual processes o{ the Project. Once it

was finished, these negative influences were removed and the

_ positive. effects were left to mature and cause growth in the

Resource }.Teachers * over the long term.‘: The following,

-

negative effects were cited by MacKay and Doherty
. . g

(1982:79,83): 1) Time (long working hours'énd unrealistic
deadlines); 2) Lost contact with pupils in own school; 3)
Uncompensated costs: 4) Disadvantages: to teachers and

students when takihg':over class again; 5) Loss or fear of

loss regarding re-assignment after term as Resource Teacher
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ends; 6) - Frustration with dual role as teacher and \ESource
) N 3 B . . e ey e

Teachef;: 7) Loss of sleep; B8) Passive resistance of ‘some

[}

teachers and, negative attitudes of adminfstrators; and 9)

)

Inadequate Resource TeacHEr training.

Human - needs and - motivation. The  second. . most
< ; : ‘ :

predominant finding of this study was  that ‘the Resource

Teachers experience with its ongoing effects has. fulfilled

.

their higher level psychological needs. = Pansegrau

_(19831159), researching teacher perspectives on in-service

education, found that teachers involve themselves in.
ks . ‘ . . *
~in-service lactivities to meet various needs A within
. , . : 2 :
themselves. "The value of a particular <in-service activity

isb determined by the individﬁal, his needs at tﬁat moment in

~time ahd whether‘ the activity has satisfied these needs”

(Pansegrau, -198}:160). Leithwood and MacDonald (1981:108)
had similar findings. Their research was geared toward -the
T ~ : " E , '
reasons given by teachers for curriculum choices. The

. \ _ .
results indicated again that teachers were motivated by the

3

desire to fulfil certain higher level needs. !

"MacKay and Doherty . (1982:72) ﬁpuné the following -
reasons for Resource Teachers acceptiﬁg' their job .in the
. /

Project: - 1) Change .of pace (need for a chapéeY; 2)

Challenge - excitement; 3) Learning gpportunities;'4) Desire

and competence’ to help implementation of curriculum; 5)
1. : -

Oppdrtunity to meet, work and learn from other teachers; 6)

Interest in Social --Gtudies and new curriculpm; 7) Personal

’

and .professional growth; 8) Unique experience (variety); '9)

. . é .
\"Potential for career and/or advancement; 10) Commitment to .

.
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new curricgium; 11) Need for in—serviée; 12) To be involved '

.in Project; and 13) To improve own teaching. It might be

noted tﬁ;t these -~ reasons reflecf higher level needs, and

that the findings of ‘this Tesearch show thﬁt most of the
abdvé—mentioned needs were fulfilledﬂin the,long.term._ |

\ Findings in this research also revealed that some

\
)respondents felt increased motivation as a result of their

négds being fulfilled. ' This coincides with elements of

Eti@oni's ‘theories on ™®rganizational types and compliance

typsé an . motivational theories of Herzberg, Alderfer,
and \Mas . » Hoy and Miskel (1982:39) staﬁed that
educatigﬁal' organizations usuélly' fall into Etzioni’s
_classification of "normative organizations" that is, ones
populated ‘by prafessionals; lusually working self ﬁotivated
in isolation from other teachers, administrators,' or
supervisors. . - Weick ;(1982:673)3 agreed calliné' schools
"loosely ecoupled organizations". Etzioni Tcalled the
in?olvement displayed by | émployees in normative

ofganizations "moral’commitmeﬁt" (Hoy'and\Miskel, 1982:37).

| ' Herzbetg, Alderfef, ‘and Maslow agree in their theories
that this type of organization has most members being
motivaﬁed by the fulfilment of their ﬁigher_leyel needs (Hoy

and Midkel, 1982:151; Schein, 1980:86). “
‘ !

\

Other +theories. The results of this \gesea;ch also

-revealed some relevant connections with other theories.
The dynamic and complex interrelationships among the
f o oLt r .
effect themes ~fits very well * with the "complex man"

assumption in Sergiovanni’s (1990:80)-.c35tingency theory:;
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that 1is, that the inner motivations and mental processes of

man are: complex and variable; varying from situation to
- . . I

situation; interacting as a result of needs and experiences;

in a constant state of flux; and impossible to be correctly

described in rigid oQérsimplified theories.

Also, the seventh e%fect theme - reinforcing of
existing orientations -~ fits with Festinger s theory of
cognitive gissonance (Ryckman, 1982:8); that'is,‘people tend
to | seek out situations where their behévior can pe
comfortably compatible with their existing orientations.
This perhaps suggests that the people selected as Resource
Teachefs: were more likely - to sustain positive effects
because their existing orienﬁations were already compaﬁible
with -the behaviors necessary to conduct a successful
in;servicev program. The reasons, cited by MacKay and Déherty
(1982:72) for Resource Téachers accepting the “role - of

in-service consultants Qould seem to support this claim.

Conclusion. Based on the research and theory reviewed

in . the. preceding sub—sections,‘one might cbnclude that the
findings of this research are credible and dependable. The
process of literary triangulation has shownvthe‘findings to

be consistent with contents of other research and theory.
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\ .
GENERATION OF THEORY

Whereas the preceding sub-sections related‘the findings
of this research to other theor , this section will present
a grounded theory ba'sed on these findings. One of the main
objectives of tnis study was to,generate a grounded theory
encompa551ng the cases assessed Glaser and Strauss
(1978 53) . and Burgess (1982 210) agreed that grounded theory
should be central t the qualitative research process.

: l

! .

' ° \ 4 N -
- Smith (1974:18) 7 .stated . that a theoretical .- model
{ B - '

1
|

consists of + two lor more interrelated ~propositions, ‘a
,probosition ' containing - two concepts in cause/effect
relationship, - and | a ¢condept - 'being - ang abstraction
representing a class of events - effect themes in the case
of tthis study Baqdamus i1982:2l8), outlined a two part
operation for soCiolgg;caly theorizing: 1) the perpetual

. B . - ‘ 13 13 -
reorganizatioﬁ,-and tne increasing restr ~turing of symbols
i ' ’

representing ,the.“ core meaning of con. ~ral eiements
existing in the fraﬁework ~of dthe\ researc 'nd 2) the
seeking out of _avaiﬂable conceptual framew”. that have
prqved; to Aoe olarifﬂing in other contexts »r ‘ve become

estabwished by usage.l He then Suggested thet = c~ese of
"double fitting" (Baldamus, 1982:221) be emplovec wherer
he meaning symbols ‘of' conceptual elements and tne c. osen
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framework or combination Qf frameworks aqe.Both reorganized .
“and reseruc£ured to - create a suitable fit. He concluded
thet it may be necessarywto invent a Faneptual framework
within which to organize the emerging conceptual symbols.

The perpetual reorganization and restructufing Baldamue
referred to was very much a part of,tﬁis'study thfouéhght-
‘the ﬂ data analysis . process. The development of  an
\appropriete conceptual framework' withih which to classify
the concepts was the main ‘function of the theorizing .

P

process. " : Y

Glaser (1982:226) distinguished between substantive and

formal grounded theory:

By SUBSTANTIVE THEORY we mean theory developed for
a substantive or empirical area of sociological
inquiry - such as patient care, race relations,
professional education, geriatric lifestyles,
delinquency, or financial organizations. By
FORMAL ,THEORY we mean theory developed for a
formal wsfxﬁconceptual area of sociological inguiry
- such. as  status passage, stigma, deviant
behavior, ‘socialization, - status congruency,
authority and power, reward systems,
organizations, or organizational careers.

Both types ofAtheqry can be calied middle range in that they
. fall between the minor "working hypotheses" of everyday life
and th; "allrinclusive" grand theories (Glaeerf 1982:226) .
"Substantive and formal theories exist on conceptually
ordered disfinguishable levels of generality, which differ
enly in terms of degree" (Glaserk 1982:226).

These distinctions vmage !!: clear that»'the grounded

theory generated as a result of this research 1is

substantive: The focus of the study and the nature of the .
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findings - and conclusions are too specific- to meet the
demands of formal theory. - However, aé Glaser (1982:225)
described, this theory could be combined with other
substantive theory in ‘the formulation of tbe more general
formall theory. Glaser (1982:226) ,suggested that substantive
theory can be generated iﬁgthe.foilowing manner; Translated
to this context: focus on the substantive area - effects on
Resource Teachers as a result of their job experience, and
make a comparative 'énalysis between or ramong groups within

the same substantive area -'the Resource Teachers who served

as respondents in this study..

A Substantive Theory

The ﬁbllowing substantive theory was developed

utilizing:/a combination of processes as outlined by Smith

(1974), ,:}aser and Strauss (1978), Baldamus (1982), and
Glaser (1982) in the previous section. The model :1is
"entitled: Peer-Based Consulting Effects on Consultants. In

concurrence with Smith (1974), it is constructed of a series

of interrelated propositions.

/

Proposition one: - , y

Service as peer consultant causes broadé;ed personal
perspectives, fulfillgd psichologicql ‘needs, and

increased self-confidence.’

Proposition two:
Broadened perspectiVes, fulfilled needs, and increased
confidence converge and combine to reinforce each other

and cause improved classroom teaching, role as resident

- .
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expert, maintenance of positive contacts, and
reinforced existing personal orientations.

Proposition three:

Improved teaching, role as expért,' maintenance of
contactsf and reinforced orientations combine and
converge to reinforce each other and broadened
perspectives, fqlfilleé needs, | ~and increased

confidence.

Proposition four:

The complexities. of human nature and situational
c@ntingencies cause a dynamic and  complex
intérrelationship and interdépendenc& between broadened
perspectives, fulfilTled needs% increased -confidence,
"imprbved ' teaching, role of expert, maintenance of
contacts, and'reinforced orientations.:v
gt
Figure 2, "A Theoretical Model of Peer-Based Consulting
Effects' on Cohsultants" presents a gfaphic illustratig% of
the substantive theory as outlined in the ’preceding
propositions. This graphic illustration was Aconstructed
foll&wing the guidelines and ﬁrocedures as outlined in Smith

(1974). It has, included within it, all of}the key concepts

«<

and relationships revealed in the findings and conclusions’

‘ of this study. . -

’
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Figure 2: A Thearetical Model of

/

Peer-Based Consulting Effects on Consultants
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IMPLICATIONS

-
\

The - purpose of this section 'is to discuss some
implications arising from the research results and to make
some appropriate recommendations to the “province, school

systems, administrators, and teachers.‘

V-

Staff‘Development

| It would seem the  main impliéation arising‘from this
study 1is thatﬁ peer—baséd‘consultiné should be used as much
as possible in ’in-service staff development programs.‘ The
very positive self-enhancing and program—enhéncingveffécts

sustained by the peer ' -consultants  underscore this
r : - '

'suggestion. In a period of time when ‘there is strong

pressure for educational accountability - - curriculum
quality, teacher qualidgy, administrator quality, and school
system quality - ‘it would seem that universal and ongoing

in-service ‘staff development proérams are one.of the only

%

viable @ methods  of 4 attaining sought after guality
improvemeﬁts. 'The recent inclusion of an in-service policy

in the provincial Program Policy Manual (Alberta Education,

1984a, 1984b), as discussed in Chapter I, would imply that

Alberta Education is moving in that direction.

Recommendations
' - - )
The above scenario raises some implications for various

stakeholders - in the eddcational field. 1In the following

-
i
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- sub-sections " these implications will be stated in the form

of recommendations to these groups. _ \ o o v

Rrovincial feduéatioh vdepartments. Judging from the
findingé of this .study and literature reviewed throughout,
it ‘would seem that“ p:ovincial 'énd/or state edu;ation
~‘departments should seriously consider‘ihe‘hse of pianned and
ofgénized -peerQbaseal consulting for introducing,ihnovations .
.and changes or ‘fér‘ maintaining and improving educ;bional

: . : _ \
qualities. These programs could be province or state wide °

as im, the case of .the Alberta. Education Social Studies

ih—Service ) Project (klerta | Educatibn, l981f? 
Alternatively, as'in the Jeff;fson Counfy (Co.lorado)"Science/J
Curriculum Imp%gmentatibn ‘Project (Fﬁllan, 1982); the
.programs could'/bé regional, based on’ pérceived needs in
selected areas. v . | o ' N

Further, vit ‘'is recommended that these programs be.
planned, -organized, and implémented- in' harmony with the
1iter4turé on educational change and‘the'evaluations of ?aé£
peer-based prbgrams. | | -

School systems. The success of peer-based in-service-

programs;"as documented by MépKay and Poherty (1982) and.Tﬁe
Texas 'Research and Deyelo%menﬁ Qé;;ér (Fullén, 1982:170),
,,?; ,wogld imply the ‘16c§1 juris?ic?ions §hou1d organize théir

owp peer-based programs té, meet their . district widéAOr

regional needs. The educational climate in Alberta today*

‘\\adds "an urgency to this recommendation. -The same caution,
regarding literature and evayuation studies, extended to the

N . o
departments apply to the school systems.
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\ Administrators. Ohe of the negative effects noted b?

this research and MacKay and. Doherty (1982) ‘was. that some

administrators were indifferent and sometimes even re51stant

to .the imple&entation of the‘peer—based program. It would "

[N

seem that welllotrganized and supported peer-based_in- serv1ce

.J

hprograms would " make the admlnlstrators jOb ea51er in the,.

»

‘ N
long run. Therefore administrators should . encourage,

support, and even initiate the use of peer consultants in

in-service staff development programs. Again, this group

must adhere to the methodoloéies already proven effective.

Teachers. The literature has shown that teachers are
7 ' .

~ the greatest  beneficiaries in successful peer-based -

e

programs. They .should therefore support them, encourage

them, and cooperate with th- colleagues who are acting as
i . ‘ N . :

peer consultants..ﬂtAs‘ revealed in the 1iterature’reviewl-

.

research has also shown that when teachers do seek help, 1t

tends' to be from peers, thus it should be a natural process.

Teachers should also accept opportunltles to serve as peer

consultants, the rewards of which are well worth'the added

work, commitment, aéd Yesponsibility.
: Y

Researchers. There is‘ a need for further research in

the area of peer-based consulting A study encompassing a _

..
larger sample of the 125 Resource Teachers should be’ done 1n

replication of this research.v As well, other 51m11ar

_peer—based programs ° should be evaluated much as'MaqKay ahd'

Doherty (1982) evaluated ‘the cSoc1a1 Studies In-Service ,

RN

-y

Project. A study might also be done, in ‘1ight of Levinson ‘s

Lpsas)

Adult .Develquent Theory, investigating the dlfferences in

-,
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peer. consulting ,effeCts between people in the various adult

development stages. :

CONCLUSION

/i~f\§>< Fullan (1982:1ix) concluded: "how to get new

edgbational programs to work in practice has increasingly

e
" frustrated and mystified those involved in education over

the Tlast two decades." He continued, stating that in most
éases the outcome of ’attempted‘ improvements have at best
beéh marginally Asuccessful and all too often the situation
is worsened. His recipe for suldess .is that "if chahge
attempts are ,to be succes;ful,.individuals and groups must
find wmeaning concerning what should change as well as hoﬁito

go about it" {Fullan, 1982:ix).

Finding fmeaning for all ‘involved pérties implies
coﬁmunication | betw. . their sgbjectiye reélities. The
collective sub ~tive realities must be individually
modified by conse. .. to become one objective reality. Only

then does the proposed program have a chanée of successful
implementation. Thié type of communication mandatesvthe use
of qualitative research methods on the part of planners.

In—depth interviews of open-ended Qquestionnaires must be
administered to a répresentétive'samplé of stakeholders to

assess their subjective realities so they can be accounted

for. It is the hope of this researcher that administratOﬂ?

i

of change begin to consistently utilize these methods. -
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In terms of in-service staff dewelopment, it would seem
that a well planned peer—basedwapjroacﬁ might increase the
chances 6f programs being succes§f 11y imglemenrsﬁ. Dawson
(1978%51) stated that dn-service programs must "confront
teachers at thebr own level of perceptlon of reallty This
is much ea51er ‘to do when utilizing a large number of peer
ieaders in. a pr?gram. Fenstermacher ' and Berllﬁér
(1983:17-18) added that in—service programs must have the
dimensions of worth, merit, and success from all stakeholder
,viewpoints.' They agreed that heavy peer support and
leadership ohly enhanced the dimensions.

The  findings of this reséarch and” the 1literature
‘reviewed 1in conjunction with it seem to imply that positive
effects of peer-based consulting op. the consultants, the
recipients, and the planners. would make this approach a
viable one for immediate and massive implementation. Are

you listening? - teachers, administrators, school boards,

and govérnments?!!
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APPENDIX A

RELEASE FORM

I,

voluntarily consent to par%icipate in an interview withbﬂal
Kluczny,y @ ‘master’s céndidate in the Depaitment of
Educational Administration at the University of Alberta.

Thé purpose of the 'study has been e§p1ained té me and I
understand  that ahything" I  say Will be treatgg as
confidéntial. »The information: given by me will be used
solely  for fesearch purposes and all identifying information
will be removed. ‘I also agree to all the interview being

recordea on tape with the understanding that the tapes will

be erased when the'research project is comﬁﬁete.

\
o
9

Date : 0

Signed
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APPENDIX B
THE EFFECT OF PEER CONSULTING ON THE CONSULTANTSC
AN OPEN-ENDED QUESTIONNAIRE

/ ,
The 1literature on human. behavior suggests that our
experiences have certain effects on our lives. Many of
these effects may have long term implications for_ui. The
purpose vof this questionnaire ié to explore tﬁe effééts'of

your experience ‘as a peer consultant Resource Teacher in the

Alberta Social® Studies In-Service Project of 1981-82. The

- following focus . questions are designed to provide a guide

for your responses:

’

A 1. How did your experience as a peer consultant affect
W
Lol
you?

.2. How has that effect manifested itself in you
présently:
4 : ' ’

(a) in terms of your career?

(b) in terms ofbyour personal outlook and behavior?

(an additional eight 1inéd response pages included in .

original)
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APPENDIX C

STEP ONE: INIT™NAL THEMES DEVELOPED FROM DATA

ANALYZED ON EACﬁ RESPONDENT

RESPONDENT # ONE . - .
More confidence in self..
Broadened personal horizons.

-

Better known in educatiocnal community.

Positive contacts with other educatoré.

Higher career expectations.

O ' ‘- _
Ego building, satisfying, and self-fulfilling.
Became known as resident expert.

Réinforced beliefs.

!

RESPONDENT # TWO
Improved wlassroom teaching.
Broadened awareness of curriculum.

More sharing and interaction with others.

~
SeXf—fulfilment. : \

~
<

Positive and ongoihg contacts with other educators.

Broadened personal pgrspectives - téachers and

syétems.
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12.

13.

RESPONDENT # THREE
A refre§hi5g and welcome change.
An ego boost. |
Positive interactions with other consultants.
Gene alloverview of social studies curriculum.
Became known as resident expert. |
Broadened personal perspectives.

o

Self-confidence in career related areas.

v

Positive and‘ongoing contacts with other educators.

-

. . RESPONDENT # FOUR" .
General overview and perceplion of curriculum.
Created desire to share with others.

Overcame insecurities.

Broadened personal perspectives.

" Positive interaction with others.

Aware of new career possibilities.
Gaiﬁéﬂ pefsénal éonfidéncel
Refreshing break - out of a rut.
Sense of power and importance.
Reinforced existing orientations.
Improved clas;room teaching.

Personal development.

Ego building.
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RESPONDENT # FIVE

Broadened personal pegépectives.

< :
Gained personal knowledge. -

Self-fulfilment.’

‘Higher personal profile.’ . o ' ;

Greater motivation for career advancement.

Became known as resident expert.

t

Gained feeling of security. , \

Improved classroom teaghing.

Positive contacts with other consultants.
F— "
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APPENDIX D ©
STEP TWO: SYNTHESIZED COMBINATION
OF THEMES FROM ALL RESPONDENTS

-

-

Ll
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10.

11.

12.

APPENDIX D
STEP TWO: SYNTHESIZED COMBINATION

OF THEMES' FROM ALL RESPONDENTS

Reinforcing o egisting orientations.

Broadening of personal perspectives'— curriculum
teache;s.‘f;

Becomingfknown as resident expert..
More seIf:confidence.

Mainte#gnce of positive céntacts.
Fulfilment of higher level needs.

Higher personél,profile.

Improved classroom teaching.

‘Getting out of a rut.

Increased job security.
Peer-based consulting as a career reference.

e
Increased desire’ to share with others.

~and
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STEP THREE: FINAL MAIN THEMES

SUBSUMING ALL OTHERS
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APPENDIX E
STEP THREE: FINAL MAIN THEMES

SUBSUMING ALL OTHERS

Broadening Personal Perspectives.

Fulfilling Psyéhological ﬁeedsw
Increasing Self-Confidence.
Impfoving Classrooﬁ Teaching.
Becoming Resident Expert.
Maintaining Positive Contacts.

Reinforcing Existing Orientations.
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together, the whole school--- it's going to be

a problem... it is not worth it. You have to

be able to get along, and work, enjoy it, have

some fun in your job, but not if you're

uptight and worried all the time, you've got

to watch what you say, and there's conflict;

1'd get out and I'd suggest to anybody else 1in

that situation to leave; it's not worth it ",
really. .

\

-\One assistant principal, when frustrated about the lack
of cémmunicétion between the principal and himself, beéame
assertive with the principal in order to improve the
situatfon: | )  i

I really felt that I had to get to know him
and he had to get to know me, because I really
don't think he was utterly convinced that: a)
I could teach, b) I could be a vice principal..
So it took us until about November to get on ’
the right track, like we weren't even .
discussing things. And one day I just thought
to myself, this is crazy, I don't know what's
going on in . the school. I said to him, "We
need to meet on a weekly basis and discuss
what's coming up and discuss staff meetings so
I know..." It has become a really good time
where we sit down and discuss what's _
happening, who's doing what, what we should do
in the staff meeting, what the agenda should
be, what kind of things --- like, he shares
all the principal kinds of things that come
across his desk, the information they get as
principals -- they get all sorts of really
interesting information that I never get to
see unless he chooses to share it. And he
xeroxes it now and leaves it on my desk, which

"1 felt was a real positive thing because they
don't have. to do that. That was probably the
biggest breakthrough that he and I had and I
think it was a»out that time that he thought,
hey, that class is shaping up, because he knew
it (my class) was a difficult group.... SO

. that started to reassure him...
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This pers&% transfers to different schools to gain the

desired experience:

3

one of the reasons I left that school was that
I thought I was particularly lacking in that
area (budget)... the principal's past
experience with budgeting in the school was
that it was best that he do it all himself,
and I didn't think that he would be opening up
totally in the next one year... I thought I
could learn the finances someplace else,
that's why I moved here...

I move around because I like to take what one
principal can give to me, and learn from them,
and what they're not strong at I can move to
another principal, and learn what ‘they're
strong at, until I am able to be a pr1nc1pa1,
but as I move more and more, I find there's
more and more things I don't know about. But
maybe ‘that should be identified to people.

This person felt that at this level, .the onus for
professiohal development is on the individual:

There have not been ongoing training sessions,
but that is not to say that there are not
things that you can avail yourself of. You
can go to . special sessions, usually those

. things are provided at conventions., A lot of
the onus, once you reach the position, is upon.
yourself, to.avail yourself of different kinds
of inservicing, to read--- we have a good
professional llbrary... as well as other -

' organizations you can belong to that provide
leadership training. Then you can always
upgrade yourself by taking university courses.
The primary onus is on yourself.

Self-evaluation of Readiness for Promotion

|

Assistant principals often referred'to the areas in ﬁeed .

.of further training and experience in determining their

degree of readiness for promotion. Budget, teacher
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\

appraisal, and effective teaching strategies were key

concerns. u - en

s

_The need for training in budget and teacher appraisal

-

was indicated: .

L
Realizing how much more I need to knoyrbefore
I become a principal, that's one of the S
things, not having worked with the budget, and
‘especially teacher appraisal, I am going to
have to take some courses on that type of r
. thing, otherwise.I am not going to be able to
do a job as well as I would like to do. If 1
applied for a principalship next year and got
it, 1'd do the job, but, I didn't apply this
year and I don't know whether I will apply
next year. I don't think I'm ready.. :

/ . . . C o .
TeacHer effectiveness and more university administration

)
y

courses:

Before I become a principal, I've gd; to learn
more about teacher effectiveness, helping good
teachers become better, helping teachers who
are competent become more competent, helping
teachers who are not competent become _
competent,  and building skills for hel ing
those who are not competent and probably never
‘will be competent find something else that
they can do.. That's number one. I'm still

. not 100% sure that I will be able to handle
the finances, that's only going tc :ome
through practice. - I will probabl; in the

" next little while, go-"back and ‘get a masters

degree'in educational administration. The
more I|learn the more I see there is to learn.
Those are the basic things that I think I have .
to learn before I think I will be ready, and
then if I apply and don't get it, I will be
really disappointed, and think maybe I should
have applied two years ago and get myself ~
known. ' *

Budget and more administration courses:
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I do have some administrative classes from the
university, which T think are important and
1'd like to have more than I have. But it's a
matter of learning what you have to do. 1In
our system, budget is a terribly big burden
for any principal. If you went straight from a
classroom to being a principal, you wouldn't
know where to start. There are so many hours
of work, forms, Fformulas; it's just terrible.
‘I wouldn't be ready to ,be a principal next
“year. I have helped the principal this year,
with budget, hopefully I will take over more
next year, just learn. ‘ :

Budget:

I think I have done. just about everything in
every role that the principal has this year at
some time, when he has been away. I-think I
am léarning about the whole thing; some areas
I have had more experience in than others, and
the budget is one where I do feel I need the
practice. I haven't worked very much with

. parent liason groups, not because I'm not.
interested, the meetings are on the same night
as A.T.A. so I just can't be there.

P

I wanted to, and:I wanted to this year and I
couldn't because of time constraints again.
The one thing that I have not been able to do
in this school as an assistant principal, is
to actually work with the dollars and cents of
the budget. I have been in on the developing
goals, objectives, priorities, whatever, but
where it actually comes to costing those:
priorities out and doing the paperwork...
going through the budget manual... that part I
‘haven't done. :

Generally speaking, yes, (this has been a
training ground and I could assume a
principalship) but the only big question mark
is the dollar and cepts... when you step into
that place in the fall, you really have to .-
know what you are doing when it comes to the
budget.
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I don't feel confident enough to do the job

(of principal). He does a lot more PR for .
example than I ever do... the whole budget v
thing scares me; the writing of newletters and
things like that, I don't like; the running of
the staff.meeting is not somethlng that I .

would enjoy; so right now I'm just not ready

for anything like that.

Not ready yet for having'to make. the final decisions:

I am not really a pusher, a go-getter, and
people have asked me, “You have been an
assistant pr1nc1pal for so long, why don't you
apply for a pr1n01palsh1p?" They have
: suggested that, "Hey, you could handle it all
right."” I say, "Well, maybe I could, but I am
still learning,‘'even though I have been an
assistant principal for fourteen yedrs." I
call myself a slow learner in some .areas. I
am comfortable, and if I get bored or in a rut
then I will consider it.. But here, the
principal gives me enough responsibility and
enough a.thority if you want to call it that,
where I am basically almost like the principal
at times... But then there's final decisions '
that bother me, they say I'm an old softie at
times, but I'figure, thiank goodness,
(principal), you're the principal, you've got .
to make that decision after we have talked
about it. I find that very hard and-maybe
someday I will have to learn how to do it.
But I m not ready for that right now.

-y

More knowledge of curriculum:

The curriculum bothers me. If I ever beca e a
principal, I would have to check and double
check... I try to keep up with them but it's
not my forte ‘to read all these pamphlets that
come in... .

More knowledge of learning disabilities:

I am starting to feel that I need to.learn
about learning disabilities, because of the
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lhtegratlon of the h@Q_lcapped... if you're
going :to be a good ad 1strator you have to
'understand more abou 1arn1ng disabilities
than I know about... é gap in my education, in

g everybody's education unless you take those
courses... I do feel that need, that gap in my
education.

-

One person feels that the more they learn, the more they

see there is to learn:

I am leaving here at the end of the year,
knowing that I am less prepared than I ever
was to bea 'principal and that's not a
reflection on her, it's a compliment to her,
because -she's taught me that there are more

- things than I realized about becoming a .
principal.

IV. A JACK-OF-ALL-TRADES

1 .
——

When describing what the job is like, the assistant
princiﬁals referred to the censeanE vatiety;‘£he | 3
interruptions; the need to be flexible, to ekpect the
unexpeeted,bto be organized, and:to-get along_with
people---to be a "jack-of-all-trades." They identified the
pewards associated with the'pesi%ion, as wellxas the;

frustrations. They identjfied the personal chafacteristieé

o ©
[

and qualifications that.‘gulj be required to do the job in

view of what it is like. : ‘ '

A
B
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what the Job is Like

. : ‘ e
The assistant principals all reported that the job is

dynamic, interesting, and varied:

Jack-of-all-trades? Master of none?
Everyday is different.

But'I‘enjoy it. 1It's challenging, it's
interesting, you never Kknow what's going to
happen. o

It's a very dynamic job. I really like it. I
really enjoy it.

RS

It is routine, but it's not. So many other
things happen in a day.

-

Bt Nges

It's kind of a nice position. You're "ot the
principal who has the final decision,
sometimes that's 'scary, 'if you're stuck with
the final decision that affects so many lives,
and yet you have enough decision making that
you feél good about it and that's the part
that I like. '

Wwell, it's interesting, if ygh>don't like to
get into a rut. You never know what's going
to happen, and you can plan to sit and mark
tests or do a project on something new one
morning and it might be a week before you can
get back to it... You have to work closer with
the whole staff... you have to be known to the
kids... you have to know about the whole
school, where the furnaces are, where the
power is; the caretakers are here, but the
meter man will come in and want to know
where's this, that, and the caretaker is not
around. You have to know how the school runs,\\\\
mechanically, electrically... when maintenance

, | \\'
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people come I like to go with them and find
out what's wrong so that I would know the next
“time... you have to learn to get along with a
central office staff.,. the parents, both the
‘principal and I deal a lot with parents; you
have to know when to be firm and when to back
off... you have to learn how to do a lot, of
paperwork... It's an interesting job. As I
~say, if you want to get into a rut, don't
become an adminhistrator, because you never
know what's going to happen.

I am very pleased. I would not want to do
anything else unless it was to be a principal.
Have ‘my feelings changed? Yes, they probably
have; things look differently viewing the role
than actually doing the role; so I'm sure some
of my feelings have changed, but not my liking
of the position. I haven't been disappointed.
It has lived up to my expectations and ,
probably more than my expectations. It has
also been more frustrating than I expected it
to be sometipes. No, I wouldn't change it.

Hours offWork

. In describing what their job and their work life is:

like, many assistant principals elaborated on their work

-

- hours:

I am usually at my desk at seven in the

morning; I'm a morning person... I always try

to have specific plans one or two days ahead

of time .for my class because I never know when

I'm going to be.interrupted. I have to be .

prepared to not be in- the classroom, today for “

instance, the pr1nc1pal was unexpectedly away;

"+« - -he sent a sub in for himself; the sub went

.“%mto my class, and.I came into here... try to

: .do some marking at noon hour and again after
school... if I don't have a meeting after
school, I usually go home about four or
‘four—-thirty.
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I'm not a morning person, so I don't get in
here really early. 1I'll get here about
eight-thirty and then I usually leave about
five o'clock. As the summer gets closer and I
play more golf, that would be five o'clock
about three days a week. But from the first’
of September till“about the first of May, my
hours are generally eight-thirty to five...
four of the five days a week, I am either in
the gym supervising- lunch for half an hour of
the fifty-five 'minute lunch hour or
supervising intermurals... I take very little. =
home. I probably should take more home, but I
have a young family and want to spend some
time with them... I come back here for two to.
three hours on Sunday nights,, from seven to
ten generally, that's where I lay out my plans
for the week...

i
4

I like to get to school really early. It
gives me a chance to gather my wits, plan my. ¢
. day, and I'm a list maker; I write a list of
everything that has to. be done that day... the
principal comes in shortly after I do; we talk
about what the day holds... I come about 8:00
~a.m. so that gives me about thirty minutes
before the students come. - :

o

X

Noon hours could bggmy'own but. I choose for it

not to be, but I eat with my class (bussed o
students), which is not normal, but I do _ \
anyway because. it makes things move a little - |
faster, then I go into the staff room for a \

little while, just to pick up on what's going - '

on, or what the latest worries are, or what : \

the ups are, and that kind of thing, and then \\

I walk the halls after that... Sometimes I'm ,

here till four-thirty, five, and other days, \\

like today, I intend to rush out, because \
there's a hockey game on... I like to stay at ’

school until my work is done, rather than take
it home... I make good use of my ' )
administrative time, I do it all here...

. y
One person noted that in administration, you work until

it's done:



144

(2

That's one thing with administration, you just
keep working until it is done, sometimes it
continues when you are at home, you get a
call, a child has not cgme home yet... that's
the hardest thing to get used to for me
because I am a very organized person. I find
that my life is very disrupted; you start one
job and you have to leave it and go to another
‘job, and then come back to the first thing;
you can't be terribly organized, to say that
I'm going to work for this long... you can't
.do that because if someone needs you, they
need you. o ‘

. < ’
In describing his hours, this assistant principal shared

- his philosophy of keeping work- hours reasonable and having

more to life than just your work:

Y

I like to get here about seven-thirty. I like
~that half-hour o6n my own. I get my day
organized... at eight the staff start coming
in; some come in with a problem; then -about
eight-thirty I wander into the staff room to
see what people are doing and again, you try’
to read people and see who might be a little
up tight... I wander into the halls, see the
kids, then go down to the office and make
announcements... our classes are over at 3:25
p.m. I help on the computer one day a week at
noon and after school.. On those days I get
out of here at four-fifteen or four-thirty.
But usually once the kids are gone and most of
the staff is gone, I'm out of here by quarter .
to four. Once I've done:'my jaunt around the
school, I -take.off, unless there is something
that has to be done... The principal's
philosophy is that if it can't be done by then
and it has to be done, fine, we will stick
around and finish it, but if we can do it
early in the morning and during the day, then
at quarter to four, why stick around just for
the sake of. sticking around... I try to
" organize my time; sitting in. the staff room
during lunch time for an hour doesn't really.
appeal to me, I use my lunch hours... I'm not
going to spend my whole life teaching, like

L]

Ry



some of our staff.' I keep telling them that
‘they are going to burn themselves out... I try
to stress to them... you have got’ to have some
fun time, go out and do some of the things you,
want, have a change of pace, but day after
day... I couldnﬂt_handle that.. If I had to do
what they do, I would be out of teaching.
There's too many things out there that I feel
that you've got to--- that's my little sign up
there, I look at it every morning--- "You only
live once, but if you live right once is
enough. "

>

they‘needed to give up all their free time, even at this

middle or later stage of their career:

I try not to work evenings and weekends 1if I
can help it. There's dedication and there's
dedication, and if I can get away with it,.and’
I'm doing my job in the time I have allotted
for my job--- if I need that time, fine, as
long as I don't do night after night after.
night. If I.did, I would seriously consider .
going back, and even at my age, consider
getting something else. I am not the type of
person who could handle that.

One assistant principal stated that meetings and
involvement ‘in outside activities fill up his time::

I 'am usually here about eight o'clock, and I
usually leave around four-thirty... I don't
usually take work home, because I don't have
the time... usually I have two to four
meetings after school in a week... A.T.Ai.%.
“community... coach hockey... swim club...
liason meetings with .the school board...
'school staff meetings... - : :

Most assistant,principals indicated, as this person

elaborated, that they start back one or two weéKS'béfone

This same person feels that they would chaﬁge careers

145
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school starts in the fall:

We come back the middle of August; this year
it might me a little later, because school
doesn't start until after Labor Day... but
there's a lot to do, timetables have to be
copied out, schedules have to be made, book
.rooms have to be straightened out, piddly
little things....I don't know if I'm required
to-.be here, but how else would I get things
done? 1It's nice. 1It's a leisurely-way of
doing things, and it gets done. That's when I
do my teaching planning for the year as well.
I don't mind coming back at all. ’

Disciplinarian .

The assistanﬁ érincipal as disciplinarian is a dominant
theme in'éhe literature. These assistént principals report
ﬁhat they'do deal with disciéiine, but_that the du;y, which
‘they report is not excéssive,.is shared with,the princibal:

We work closely together (on discipline). If .
it is anything to do with the playground and
I'm here, I handle it. If it.is serious enough
to warrant suspension or if it's an ‘incident
that we see someone's name repeatedly in the
book, then we handle it together; other than
that, verbal communication. We keep each.
~other informed. '

'

He does more of the discipline because he is
around more than I am, and people are - -
reluctant to take me out of my classroom, .and
rightly so, because when I am teaching, that
is my primary role and must remain that.

Whoever is in the office answers the phone. -
- Whoever is in the office -handles the :
discipline. . There's not one bad guy among the
administreto;s.' Whoever is there, does it.
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It depends who is here and what's going on. I
tend to deal with the majority of the minor
things... If it's minor the principal and I
don't even collaborate. But if it's some
major thing... we make notes, talk... but
whoever is around and how serious it is...

It's handled by both of us. If something

comes up and I am available, and I've got the :
' time, I deal with it. We try to deal with it

right on the spot. We have a school wide

discipline policy, that I initiated...

One‘éssistant principal stéted that although the amount
of time;spent on discipline has been reduced with the
introduction of scﬁool—wide discipline programs, discipline
is not a 5ig issue because the teachers are good:

At the beginning of the year, there was a lot
‘more discipline. But a lot of people have
been working under the same system, so it's
really eased itself out a lot. I very seldom
deal with a lot of discipline. I think
everyone has sort of taken another look, but I
also think there weren't a lot of problems to
begin with. The teachers are really -good
teachers. : '

Clerical/Custodial ‘ .

The assistant principalé indicated that clerical and
custodial types of duties were minimal and were laﬁgély
handled by the support staff in the school:

I don't do very much of that (running off
sheets, setting up chairs, etc.). Sometimes I
change bulletin boards, but that to me is part
of the role of a teacher, so that I do. We
‘pretty well have kidsg.doing a lot of those
kinds of things, set&ing up chairs, those
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kinds of things. There are some things, like
cleaning the gym storage room, sort of keeping
" an eye on that; I work fairly closely with the
facilitator, who comes in once a week,
checking the equipment... But basically we've
got such good people working in the school,
‘like the caretaker is excellent, the secretary
is really good. A lot of the stuff I can-do
is over and above that, which is really nice.

Not especially (clerical duties), not the
second year, the first year, yes, but it was
learning those particular things... the
biggest rude awakening, all those things that
I didn't know how they got done when I was a
classroom teacher, I found out who,did them! .
And all the leg work, and clerical things, I
4pdid them, but a lot of that changed the second
" year because I was able to make use of other
staff members, sharing those kinds of things,
so that I would look over the forms that came
in, and anything that caught my eye I would
ask about, but there was a lot more passing on
to the teachers, the responsibilities as well.

I really don't do, I can't think of what I do

that is specifically clerical. Orders come to

me, but they have been cleared through the -
other channels (subject coordinators); I just’ 7
kind of okay it... I write memos once in a

while and that sort of thing, but I don't

really think there is much clerical work.

There's a lot of action... more in the field

kind of action, practical kinds of things.

Supervision

A few assistant principals have had teacher supervision
as part of their responsibilities:

Supervision both of children and of teachers.,
With supervision of children, I don't go out
on supervision, What I do do, as do both of
"the other administrators, is we constantly



observation very informal, but still -

SNY

walk the halls, at recess and noon hours, just
to have the extra bodies around... make
ourselves really visible... Supervision’ of
teachers means going into classrooms to some
extent... I make up the supervision schedules,
and do some chasing. Supervision of .
instruction, each one of us look after several
areas. I look after language arts and special
ed.’ ; - :

This assistant principél tries to keep teachg@

Classroom supervision, in thé seng
in and observing téachers, making si
for change, or doing write-=ups,.tElk e
I don't dé those very mucﬁﬁ;if)
write-ups for myself and keep't

° .

The prificipal does thg formal wri

»

an evaluation has, to go. into central oftice,

'he does those. But part of my job is to.go in

and make sure that what needs to be done is

-.being done... I try.to go into every class at

least once. With the new teachers, especially
those that we feel need a fair amoung of
guidance, I've been a lot more times... Qquite
often meet after school, I will make '
suggestions, help them write up their lesson
plans better... I think they probably feel
more comfortable with me -going in than they do

with the. boss going in because I try and keep

it very informal. In most cases it is really
easy to be very positive because there really

. are some super teachers, but there are some

new ones who are a little raw and need some
suggestions... it's a“very awkward situation;
I don't feel comfortable at all, going in and
doing that, because there's a good
relationship and all of a sudden,, here you are
going in and you're evaluating. I feel

~awkward, that's the only part of .the job I

feel awkward -about... it's something that has
to be done and that's what I'm paid to do,
that's part of it, so I do it; but not
something that I do with any degree of relish.

téﬂu@ ,;’ﬁhen_

One assistant principal'would prefer to go into
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teacher's .classrooms as another pair of hands:

I would rather spend time in teacher's
classrooms as another pair of hands, helping-
out., That is wsually how I go in. We are.
very welcome in the classroom. Teachers
really like to see us; they'd like to see us a
lot more. I would say that by and large they
don't see us as any kind of a threat in the
classroom. Now there may be some who feei
that way, but if there are I don't know who o
they are. We don't do written evaluations
based on any of these visits. The principal
doe’ the written evaluations. I am not the
staff's immediate supervisor, the principal
is; so when it comes t%_written evaluations,
he does those. Primarily, the written
evaluations would be for permanent
certification or someone going from a
temporary to a continuing contract or
something like that... :

Rewards

In describing what the job is like, the assistant

principals indicated a number of things that contribute to

3

the rewards of the job, that make -the job worthwhile.

I would say that feeling of support you get
that people think you're all right and that
you can make an impact.

BT
Being able to help other people “&ccomplish
what they want to accomplish.

One person talked about an incident in which a teacher
provided support and positive feedback:

A teacher, who is not a critical person, but -
the type where, if you get her support, you've
really got a lot of support; she doesn't say - a
lot; she said to me, in front of the principg}
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and a couple of other people, "You know, I
don't what it is, but since you've come to
this school, you've really made a difference."
I was so surprised, because I didn't think she
felt good or bad about me, but I didn't think
she felt all that good about me... ‘I was
surprised she said it, and that she said it in
front of the people she said it.... That

. really did make a difference for me; all of a

sudden I realized, hey, you aren't battllng
upstream the whole way; some people ar
noticing that some thlngs are happenlng.

',

‘ BN
v . : : «

Helping teachers -and being thahked;. -

Being able to help teachers. ‘Everyday there
is some little reward. Just for somebody to
say thank you, that helps, it's a reward in
itself, so there's lots of little rewards and
some big ones, : -~ :

Positive feedback from parents:

We had‘our spring concert, which was very
successful... we had some phone calls, _ .
letters, and .comments from parents, that was v J

very rewarding. Every once in a while, you

get a call from a parent saying thank you,
that is a reward. There are so many rewards,

" so varied; most of them are small.

Not money: v , .

> . -

unless you:are in some place like Ainley or

something, where you are getting a horrendous _
allowance; but don't become an assistant -
principal of-principal if ‘you are looking at

_the'admlnstratlve allowance because for the

average school it isn't worth it, 1f that's
all you're d01ng it for. :

Being privileged to what is goiqgﬁgngin.the school:
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The rewa@ds aren't anything unless you look
for them, like, I took a paycut to .come to
this school, but the travelling is better, but
not the money. I may take another paycut to
go to the next school... There's more to this
business than I thought there was. One of the
thlngs about being a vice pr1nc1pal is that

. you ‘are privileged to thlngs- you are able to
find out -about things. You are able to do

"more ‘things; maybe that's a reward; I don't
know.

-

[ .

Successful accomplishment of an nnpleasant
administrative task: o

' I was given the choice of appralslng that
‘person or not, and I knew it was*going to be
tough, but I said I'd do it. I did it and it

"wasn’t easy, and unfortunately she resigned.
But it was the best thing that happened
overall. Yeah, I did. a good, ]ob on that. And
that sticks out in my mind as a tangible
reward... The . students benefited, the staff
benefited, the teacher beneflﬁedh will benefit
in the long run. But it wasn'kts pleasant to
do. s , Mo

Seeing a project through from conception to completion:

When you start a project, -and you organize it,

first of all, the idea is yours, and you plan

in your mind, then you plan Qn .paper’, then you

talk to staff, you put your plan into effect,

then finally when it's over, 'and you can sit

back and you realize that it was successful,

that you accompllshed what you set out to

accomplish--- that is a great reward, just

knowing that you were able to plan something

and. brlng it to fruition. .
Making a difference:

. L 4

- One major thing... we're now going into
expressive language, and receptive language... _
finally got the teachers bellev1ng in thls W

¥
PR



) 153

\‘ ) : .
PR ~ ‘ -
kiqd of thing; so big changes are happening
. there; so that really made me feel good ~
' because that really was initiated by me. And .
‘the second big change is that we. have just
finished restructuring our report card, and it
has fallen into place extremely well, as well;
so I'm on a real high right now. I'm : -
extremely tired because we put in a lot of
hours. )

oy
ot

Helping children with problems:
I think the biggest reward I get out of it, N
dealing with some of the children who have all
kinds of problems, academically, socially...
_ you work with them for three or four months...
o . the reward I see is when you see them  *
changing, and they aréh't having so much
. trouble out in the playground... the kid sees
-« it is better this way... he sits and cools off
rathey than using his fists... The other =~ .
- thing is,you work hard to try to-get the staff -
¥, to work as hard as they can together. There's
- always cliques, but if you can make it &
‘comfortable, and relaw.in¢ as possible, staff
- relati®nship, then you can just watch and the
-+ “school just seems to click, click, click;
i . 'everybody is doing real good. And when you.”
can' get something like. that going for a month
,‘I" Or Ewo.e .. .8 ' » - . . -'¢~: ]

L e
g

self satisfaction-is a reward:
The highlights are,"for me anyway, a self '
R satisfaction with-What I'm doing, feeling good
» % .. about the things that I1.do.and  the fact that I.
2007 ‘have helpe to»inFfigte changes. Quite often
: R staff[membéfgygf’figay, "That was a super
. 7 -idea," dryﬁ@héj'é for that-piece of advice." . s
‘ -or if I say .toisomecne, "You know you really ) S on
did a super good_job," or ‘*I really like -that
bulletin board-#aif-did," and you.see them beam .
then you know that you've made their day for o i
, s+them. Intangibles; T can’t think of a - e
'r;ﬁangible,reward..;IFgmgngpfin it for the
“money.. There are a lot of people who are

. ‘under the impfessionﬁtbat administrators make

-

o
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huge big allowances. The amount of allowance
I get is so piddly, I don't think anyone would
want to go into it for the money. But it's
all the intangible things. '

14

Self Satisﬁaction'primarily I guess.

S O ?.,/
, Il' ‘\ . 3‘ ‘ on )
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_In desc¢ribing what . the.job ij%ﬁﬂ%ﬂ‘thQ:aSSdStant
RIS " s e - R
: PO, <~ T - : R R
principals indicated a- number. ¢f frustrations.
) - ' . Y AT
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This person was frustrated begguse he was not able to

maké the final decisions,“énd{axédjbeéaUSe he does not_ have ' .-

, &
. 4 et -
« '/'} ) : ' :
My greatest frustration is the fact that the
ultimate decision rests with somebody else,
and as much as yqu may want to do something,
if you don't get it passed there, then it
doesn't go. And I /think that those kind of . ,
: decisions made, ‘particularly those. affecting-
* the people you work with are-the hardest .to
~ deal with, because you do want to treat people
fairly, and I felt that¥(in one-'incident) we.
. were painted with the same brush because of © ~ - @
“ the decision that. was made unilaterally. '
Then, my next biggest frustration is that I am
.dying to do all sorts of things like _ '
professional development, or curriculum- across

LRV

‘the .grades, or some sort of program - AR

4 development, and there a) isn't enqugh.time:
because I'm teaching too much, andsb) there is
again, this limitation--- like, there_seems to
be, if you're willing 'to stretch out &nd get

it, there seems to be money availablegout .
there because I had no problem at all ‘in X
.getting what I needed, and there seems to be a-
lot of people willing to support you if you
show a grain of inifjative, but if you're
working with someoné who isn't all that
interested in doing it--- like, I'd just like
to get the ‘school year over with, it Becomes

& k24
- . a

an uphill. VIR (A N i
. . Q . [N ov‘“v L. ) I ) ’-_:Q.' .
" : ’ . e
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3

Oothers felt frustrated by not being able to make final
decisions: .

As a vice principal my hands are sometimes
tied because the principal doesn't view that
‘pacggcular goal, wh__ I want to do or the . ,
teacher wants to do, and therefore it does. ’
get done. And that's frustrating, but that .
his or her professional opinion as well, and
maybe in the long run I'll learn that they
were right, and a lot of times they are.

3

\

There are some things that I can't make a

decision.on my own and if they come up when .
the pr1nc1pal isn't here, and I have to wait, '

that is frustrating. y

Not enough' time: & S

I don't have enough time. I need more time...

I don't feel that it is ever easy to do two -,
jobs, but I  think administrators should :

teach... you‘could be a better administrator

if you had more time. But having said all

that, I thlnk it is quite possible to do both

jobs, Just*maklng sure that you find the time.

You could be beéetter wi' > more time, but ‘;ﬁ;
everybody could be. - L

e
A7

Sometlmes I wish I had a llttle more tlme to
sit down and think, and be more 1nvent1ve, and
make some changes. You get going along in
~sort of a nice rut... :

T'like being an assistant principal and I like
-teaching. “I like both aspects of my job. :

- ‘What ﬂ find frustrating is that you don't have e \
enough time to do an adequate job of both,
partlcularly when .you are working’ at
three tenths or two-tenths, or something like
that.j You still have :the full bruht of your
.adminfistrative duties to do;-if .it' § cut back,
you just have less time to do it in, plus an

|

| 'D_'.; ~ *
o
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1ncreased teachlng load, plus whatever else
you'ré involved in. Sometimes I feel that
maybe I' should jump one way or the other,
either become a full-time ,teacher and
concentrate on that, or go into administration
with more time, move to a school: where I could
get more administrative tlme.

o 1

Not being able to spend. enough time with the.

staff, not being in. the classroom enough,

getting to know kids. I would like to go into
the classroom where you know that a teacher
fiegds extra time, another pair of hands... a

Q&”hwﬁk' #ew years ago we were able to do some of that,
v ) b&l thé assistant pr1nc1pa1's t1me has been
Q&gut and*cut and cut, now we can't do thdt kind

of thing... it's nice to go in and find out
what they are up against... you can teach a
class for them, see what their class is

"l1ike... at the same time you get a feel for

what is going on; the teacher feels good about
you being in there; they feel good about you;.
the morale is good... those are the kinds of

things that really- bulld staff morale.

L,

However, three assistant pr1nc1pals 1nd1cated that
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although shortage of t1me was sometimes a fruqtratlon, they

4adequate-‘

e

[

I make good use of my admlnlstratlon time. I
don't take it home at all... Yes, I ‘think it' s
pretty equitable, but then again, I haven't
had 'that much more so I don't know...

1 f1nd that very adequate (allotted
administrative time)... usually it's balanced _

off very well... My schedule has not ‘changed
much at al¥, that's partly because I think I
do get. a generous amount of administration

time. Had 1 less time to do the same dutles,

..yes, I wou 4 be spendlné a lot more of my own"“

time.

'felt‘that_overall their allotment of administrative time was

P
S
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This person finds that he can get most administrative
' !

things done in his allotted'administrationftime:i
| |

Yes, I take‘very little home...

However, this person indiceted that he goes in most
Sunday nights for a couple of hours to do his marking and

prepératioﬁ.

Teacher appraisals are frustrating when you are not sure

’

what to look for:

] Both (appraisals) caused me a lot of anxlety
"1t was the first time that I had ever been in
someone's class, and my personal feeling is
“‘that -as much as you try to make these things
positive, teachers rightly or wrongly feel
that you are looking for something; so I went ,
in probably with more trepidation than the R -
teachers I was observing, décause having to = '
write something down, which was something I
did not have to do in the first two years;
‘@his is the first year I am doing it; I was
worried about how I would write things down,
what I would look for. I tried to- find °
something from our board ‘about thlngs to look™
for, appropriate behaviors and strategles that
good teachers show, other than that I am Just
looklng for things that I like, which may be’
) just my personal style... I dldn t find
7 . anything from our-bgard. Iﬂtalked to a number
ey of people, princ1pals, whether or fiot there .
jﬂ%@ were things available like that... I went to
L the library... ﬁ wish we had things like K
that, I wish th'ings 1i Madellne«Hunter, and"
teacher effectiveness p ograms w eﬁmore
‘‘available to principals and assigtaat- Lo
pr1nc1pals because I. knOW'that appr 1sdl.of
staff is somethxng tmgf SO pringcipalds ook .
forward to with an awkul lot of treplddtlon,,_}'
because they're not trained in the skillss I
not trained in the skills... I- found it, vexy >
difficult to go lnto someone s class and

i

Lu
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identify things that were not right., It was
easy for the people who were excellent
teachers; it was just a matter of being
specific... tell them this is what you did,
this is.why it worked and even if they know
that, it's nice to be patted on the back...
but where I found it difficult was the teacher

_who was having difficulties... I would like
checklists, more information readily
available... according -to our superintendent
and what looks to be the trends,
administration is 901ng to be much more

- involved in appraising (formative) and
evaluating (summative).

Teacher_appraisars, if not positive, can be very

- difficult tasks:

The same incident, the . appraisal, there were a
‘couple of times that I thought, well, let's
carry her for two months and then make sure
"she . doesn't come back -here, but then I.-
thought, well no, that's not handling things-
right. Maybe it's time to Just ‘head back to
the classroom because I don't" llke this!

Neglecting excellent teacherss

Some of the other frustratlng thlngs, coming

td the realization that, like in -a class of

thirty students, you always have some that are -

better than the others and some. less able. s
You can get caught in the trap of 'spending - '
your time with the less able students. And .

the same thing happens in schools... some

excellent teachers d01ng a tremendous JOb...

you can neglect them. ‘ :

Lack of funding: - o Y R
Lack of money is frustratlng. 1 might as well

say it--- government grants bother me, but I

don't have 'any control over‘that; the , |

principals don' t have any control over thakt..

It's frustratlng to want -to do somethlng and



. llke that fortunately... i

find, that you don't have the bucks for it.

Parents can be frustratlng-

There are t1mes that deallng with parents

- becomes. very frustr-ting... we have 99.9%

proof that this boy chrew a rock and broke a
window in the school, and the boy just denies,
denies, denies, and changes his story five
different times, but Dad says, "My son will
never tell a lie." And the frustration of not
being able to teach the student to be honest,
admit it if he did it... .

I got about three nasty calls from parents,
not about my studentsy but about what some
teachers had done or somebody had beat up
their child on the way home from school,

- insinuating that it was all the school's

fault. But those days don' t“happen every day
fortunately, and there- are Aot many parent

Sometimes there are unexpected frustratlons.

'You think you are dging something that you .

think weuld really help a student and the
parents complain, but that happens as a
classroom teacher too. o

| Too much of other people's responsibilities:

Okay, maybe I' ll mention that too. The first'

year I did too much., I did things. that were

not my responsibility. T took thlngs off the

teacher's shoulders,  "If you've got any
discipline problems, send them down to me."

And learned very quickly, that yeah, I got
everybody's discipline problems. All of
sudden they stopped handling them and that
didn't mean the discipline problems went away,
but they ceased to be,able to handle them and
do things that they can do. The second year I
changed ‘that a little b1t.

159 . .
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Constant interruptions: '/

I didnlt ‘know there’were going to those
constant interruptions. I think that's the
thing that aggravates me the most are the
constant interruptions. I understand that.
“they have'to be but .if I could change one
thing, that is what I would change.

5

Not enough communication with the principal:

" Another frustration is that sometimes he
forgets to tell me something that is going on,
and people assume that I know.when I don't,

and I find that very frustrating... It affects
my job so much... I can't be organized if I.

don t know what is going/"on. That's one of

our problems that we are working on, trying to
work out .a method so that we communicate '
everything with each other. Somgtimes I do
something that surprises him. If we did have

a regular time to communicate and we wrote

down what we were going to talk about...
sometimes I do write a list, and go in and 2
shut the door and say, "Okay, have you got an
hour?" ‘ .

G

Small irritations:

Frustrations;are_just'the kind of day I'm '
-having, small things may bug me., Often times
it will be people who are not where they are
supposed to be when they are supposed to.be--- "
_that really frustrates me. Or people who are
"late, that really frustrates;me. Or .people who
forget to do what they are sUpposed to do. Or
if suggestions that have been made for change
have not been followed through on. Or not
knowing what to do with'“incorrigible children
is very frustrating. Or -you've bent over
backwards doing things for somebody and they
turn around and make a negative comment...
sometimes, not very often, but sometimes, it

is almost a thankless job... but not once have
I ever thought this job was not worth it... =~
only fleeting frustrations... it could get
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very frustrating, but I think you've got to
not let it get to you.

v
I wish they'd give me a phone.

Trying to be fair with students, making the best

decision:

Lots of times I have to make the flnal
‘decision... but when you are dealing with
personal, kids, their feelings, what is right,-
what will help the most, I find that the most
frustrating possible. I could be a little
. more aggressive with kids; I could scare them
and so on, but I very seldom raise my voice, .
and sometimes flgure, the only way this kid is =~
. going to learn is by me ralslng my voice
and... then I figure, no, that's not me. .
‘That's the most frustrating thlng, dealing - |
with kids' emotions when you've got them in a _
dlsc1p11ne type thing... dealing with the _ l
staff is frustrating sometimes, but nothing |
like deallng with the kids. Paperwork, trying ‘
to keep up is another frustratlng thing but
that's part of the job and I don't
particularly like a lot of paperwork but it's
there... anotffir thing is when you have
somethlng planned and you have to get
something done and you're trying to work on it
" and you get interrupted seven or eight
times... and your train of thwught keeps
getting broken, that's frustratlng but I
accept that... to me the only main frustration
is deal;ng with the kids as persons, when they
senﬁ .£ive down and you try to get the stories
stralght... five dlfferent storles... :

when askéd if-there was a critical incident in the last

month that made the job seem worthwhile, this person

indicated a general feeling of low morale as standing in the
’.. . é . * e : - N B

way of positive feelings:

E
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Not over the last month or so, I don't think.
The morale is low in schools, not just our .
school, every school; subs say the same thlng,
because .there are so many people that ar
declared surplus, that are worried abo thQ\
jobs... teachers are getting bombarded/ in the\
news continually either by the Department of

' Education, or by the university, or by the

parents, or just by the newspapers in
general.,. about incompetent teachers,
intolerant teachers, teacher evaluation.
Everybody seems to be kicking teachers lately.
You take that plus declining enrolments,
greater social problems, all kinds of things
like that, teachers feel as though they are
under a lot of stress. I think the economy

‘'has something to do with it as well. There

seem to be greater and greater demands put on
teachers as far as all the new curriculum that
is being changed, updated..; computers...
evaluation... maybe it just has something to

- do with the way we live,.. -Right now, I feel

low.

This person indicated that frustrations are minimal and

are forgotten by the next day: - : : - ’ ) P

I would say three or four times in the last
nine or ten years, have I got'up in the

"morning and thought, gee 1 can't stand this;

you know, my mind has been--- oh, -1've got
this apd that to do today, but not to the

_point where I feel that I don't want to come

back. There, are nights when I .leave here; “hat

I feel, this isn't what I want, but: you have a

relaxing evening, and feel, okay, let's go o .
back ahd see if you can handle that in a '

-~ different way so you don't comg,out so up

tight at night. "But I would say honestly,
thre four times in thé last nine or ten

yearsXis all I have felt like that.

Characteristics For Assistant Principals’
\ . _

When describing what-the‘job is liké, a number of

ya
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- They need to

think would be necessary to be an éffective assistant

. principal.

model for others:

I think they have to be able to take on _

_educational leadership. I think they have to

be able to look on a school as .a larger place.
You are a model in your teaching; you are a

‘model in administration, in whatever you are

doing. You have to be able to show these

_people that are your peers that you have

something to give, that you have something to
offer. ‘ ) :
Good educétional background, varied peaching

éxperiences, good int?rpersonal skills, and be a leéder

*“more .ways than one: . S @

I would say you need to have a.good backing’
educationally. - I think you have to know .
what's being taught in schools; you can't just
know one grade and stop there. You have to
have an idea of what's going on; you have, to
know expectations for many grade levels, or at-
least for one division, know what to expect i
from ‘a gradé four, grade five, grade six for

instance. Maybe you can't Know every division

but you have to know at least that... you have:
to have a few teaching experiences... in terms’
of education and in terms of discipline...

I think you really have, to have good o
interpersonal skills. You have to be able to
tell people what you want them to do in a nice.
way. Like this year, with the clerical staff,
you can't just go in and say, "Will you put
this up for me?"  because although you may be
entitled to say that, a lot of people can't ~

‘take someone who's too out front, so you have
‘to be.able to get people working for you and

then when they get to know you, you can be a-
little more directive..;'you have to able to .
take on the authority and not wear it as a

1

_assistant principals suggested the characteristics that they -

have a broad vision for education and be a

in

v
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heavy 'authoritarian role but wear it with
enough subtlety that you get your point across
but that you don't alienate them...
I1f you're going to be a leader in this school
you have to be a Teader in more ways than one.
. I think too, in your personal life you have to
be able to model good teaching, fairness, I
‘don't know,\those kinds of things that we look . .
to in people who lead other people. I think \\\
you have to be on that leading edge, whgther = .
it's in your personal ¥kife, whatever. I '
“'believe in taking in cultural evénts, going to
things... staying abreast of life... be .
prepared to devote a lot of time... '

\

Good time management\skills, a "strong étomach,“‘and

-y

someone who wants to be a principal:

Someone who could use their time well. The
blggest thing I'm finding is that my time on
task is pretty critical. I think even though 1
indicated to you that the time I'm spending at
school is not a great .deal different than 1t
was when I was teaching, the burden of
respon51b111ty is different. - Someone who is _
going to go into administration had better : ~
"have a strong stomach; it's not a place for

,ﬁuleers. Someone who can deal well with the

“public. . Probably someone*who hopes ‘to be a
principal. I don't know whether I'd advise

. someone who just wants to be an . assistant
pr1nc1pal just to get out of the bunch, and
-then leave it at that. Because it is such a
middle man position. I don't know if that's -
come through heavy enough or- not, but there's
some things you tan do and ‘accomplish and feel
good about, and there are some things that you
feel powerless over, you are just kind of in
the middle and have no control over and become
frustrated ‘with it.,

v
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A successful teacher, good with people, creative, and

even- tempered~

v

I think first and foremost (an assistant
pr1nc1pal needs to be) a successful teacher,

e
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somebody who likes children; is well
organized; has good rapport with parents, with
people in general in the district; somebody
who is creative, has good ideas and will work
to put those ideas to fruition. You have to
remain cool in emergencies. You have to be

able to take a lot of abuse from parents,
 sometimes. And you have to be able to take
that abuse without losing your cool, and try
to calm the parent down... =«

A sense of humor:

one thing that you really need to help you
- keep your perspective in this job is a sense
of humor. 1It's very important that you see
the funny side of some situations because if
you didn't, you probably would cry... I'm !
thinking particularly of the things that are
happening in our economy, that are effecting
the children's lives... hard to believe. that
they even exist... pretty important to have
that sense of humor, .to: see the lighter side
sometimes, to ieve' the :sense of despair
“that you feel gtimes. ' ,

L JE
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: Someéne who exhibits leadership qualities, is good with

people;'seif—confident,,ahd a hard horker}

If they want to get into admin&stration, they
should have ,shown leadership qualities in some
way, either taking part in extracurricular
activities in the school or working for the
Department of Education on evaluation of
books, or something where you do something
that's outstanding and that's different from
everybody else.,. visibility to get it, then
the continuation of the leadership... the
ability to handle people is of prime

importance... self-confidence, hard work, when

I got the job I asked my principal what I
should do, he said, "Pay attention to detail.”

I understand that now, you really have to read -

the fine print before you jump. to any
conclusions... you're the boss to an extent,
but you're not a dictator; you have to take

o

[



other people's" viewpoints into account, which
you don't have to necessarily do when you re .
teaching in the classroom, 1 mean, you're the
boss, and you run the show the way you want.
When you are gn administrator, you have to
know or find out what's good for most of the

_people most of . qhe time... sometimes we have
" to give up thlngs we feel strongly about

bacause the statf feel strongly the othqr way,
and you've got to be able to: do that.

Assertive rather than aggressive; a humanitarian;

diplomatic: "‘, - "

ool : ] .
Someone 'who is not aggressive., I feel an
aggre551ve person is a poor choice. Someone

~who is assertive but knows when to back off

and not necessarily feel that they always have
to win. 1If you have to be a winner all the
time, you are going to have nothlng but

" disgruntled staff. Someone who: is not afréld

to take some risks, who will show
1n1t1at1ve... someone who has compa551on for -
kids... you've got to be able to talk, Joke_
and. laugh with kids, not be up here where
you re next to God. You've got to be able to
have a community type school where kids can -

‘ come to talk to you about just about anythlng.

Sometimes it gets to me but to them ;t s .
1mportant, and you've got to be able ‘to talk
to kids. Humanitariar, be able to feel for
the kids, empathy, do your job, but the rat
race some of these kids are -in, sometimes, all
they need’is a touck, a hello. I try to call
them by name. Diplomatic, you've got to. work
with parents, dffice, staff, and chlldrenr

‘You've got to learn to~ ‘give a “"little, take a

little, compromisé wheré you can... deallng
with the people and make them feel good...
everybody, the parents, ake them feel at
home, you watch and the school atmosphere---
it's a pleasure belng there. 1 don't, l1k