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ABSTRACT . )

The main purpose of this study was to document out-

' m

door teacher behaviour using the model for studying teaching

by Dunkin and Biddle (1974).

Part I of the study included three teachers for tﬂhﬁm

ntextual, and product data were collected. Pro-

[#]

presage, c
cess data included high- and low-inference observations made
prior to, during, and following a 3-to-5 day éugdaér resi-
dential school experience.

Part II comprised a descriptive record of "a week in

the life of a classroom teacher at outdoor school.

Analyses of the descriptive data suggested seven
hypotheses for further study:

1. Outdoor education as practiced by elementary

£
and informal agencies of teacher preparation.

2. Teachers interacting at outdoor school reveal
more warmth and less criticism but may be less smooth.

3. Community support is significant to the
continuation of outdoor schools.

4. Teachers decline in the dimensions of accep-
tance-understanding and prcblem=salving immediately

following outdoor school.



® - i

. 5. Teachers who are more indirect (responsive)

are more accepting of student ideas but are associated with

students who do not exhibit more initiating behaviour at

A
outdoor school. : 9
v 6. Teachers at outdoor school talk for more than

half the time and the students talk for correspondingly
less than hKalf the time.
7. Classroom teachers could make better use of

the unique aspects of outdoor education methods and

materials. Unique aspects include first-hand learning in

[y

a natural setting employing discovery-learning techniques.

=

S
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Chapter 1

BACKGROUND TO THE STUDY

Introduction

"Outdoor education" was an almost unknown phrase in
North American education fifty years ago. The early titles
for the innovation included "camping eéucatiéﬁ, school
camping and resident outdoor education" (W. M. Hammerman,
1980:xi). Various forms of outdoor education are widespread
in North Ame;ica and, in the USA alone, data indicate that
"approximately 76% of the states . . . have schools that

provide resident outdoor education opportunities" (ibid.:

124). Almost all provinces and territories in Canada have

The basic tenets of outdoor édQEatiDﬁ have changed
little during th? half century of growth, although programs
have varied to commodate current concerns. It may be said
that wherevex gutdoor education is practiced there are two
aspect% which are prominent and, therefore, may be used to
characterize the term as used in the present study:

The first and this is the central theme . . . is
that there is need for direct contact with the environ-
ment; that some learning makes a deeper impact and is
retained longer when a concept or an object is dis-
covered, observed, sensed, and interpreted in the

natural setting. This conviction lies behind the rapid

1



growth of programs i1n the
The second aspect re
creatures. Teachers and
centres part*CLpate in small
four-hour-a-day basis; shar:i:
and lé;sure in a co y
another's needs. {

outdoor education has an added social dimension. {This
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door education are not new and they mal" be traced

recent history.

Historical Development of Outdoor Education

in Eurcpe and the United States

Instances of teaching and learning in "direct con-

tact with the environment” may be found in pre-literate and

]

early civilizations. During the Renaissan-e, the enlighten-
ment, and later during the industrial era,
learning in a natural setting was espoused by writers such

as Comenius, Rousseau, and Pestalozzi (W. M. Hammerman,



1980:xv) . A =

Tl"late nineteenth and early twentieth century
educational developments in Europe and North America were
profoundly influenced by the foregoing philosophers, parti-
cularly Rousseau.

As far as possible children were to learn not from
books but from things--from plants in the field, rocks
in the s0il, clouds and stars in the skies. Enthusiasm
for Rousseau's educational ideas stimulated Pestalozzi
and Lavater in Switzerland, Basedow in Germany, Maria
Montessori in Italy, John Dewey 1n America; "progressive
education” is part of the legacy of Rousseau. Inspired
by Rousseau, Friedrich Froebel established the kinder-
garten system in Germany, whence 1t spread throughout
the Western world. (W. Durant & A. Durant, 197, Bk. X:
88)

Other eslucational philosophers to embrace the
"learning by doing" cause included Whitehead, James, and
Kilpatrick (W. M., Hammerman, 1980:xvi). 1In his book, Fifty
Years of Fesident Outdoor Education 1430-1430, W. M. Hammer-
man identified the early period of outdoor programs in the
USA as the period of transition (pre=1930). 1In the same
volume he described five more periods--including 1930-1939,
the period of inception--during which time much was written
about outdoor education while, codincidentally, the conserva-
tion movement was beginning. The period of experimentation,
from 1940 to 1951, revealed a national trend in outdoor
education with outdoor programs becoming less recreational
and more in line with the existing school program. The
period of standardization from 1952 to 1960 contained the

formation of association
1

and the putlication of manuals.

e



The spectrum of activities expanded up and down the grades
and across the whole curriculum. The period of resurgence
and innovation from 1960 to 1969 was characterized by
diversification and a number of texts being published.

L. B. Sharp, who was considered by many to be the father of
outdoor education in the USA, fostered the outdoor educa-
tion movement until his death in 1963. Sharp's (1943:363-
364) statement has been used as the creed of outdoor educa-
tors since it was coined in 1943:

That which ought and can best be taught inside the
school rooms should there be taught, and that which can
best be learned through experience dealing directly
with native materials and life situations outside the
school should there be learned.

The latter half of the decade included concern for

‘the troubled environment and special populations. New
directions developed during the period from 1970 through
1979. Cooperative ventures between Canada and the USA were
a feature of this decade, concomitant with tbe emergence of
adventure and experiential education.

Historical Development of Qutdoor
Education in Canada

It is almost redundant to state that the development
of outdoor education in Canada was significantly influenced
by the development of the movement in the USA.

Passmore (1972) noted that prior to 1930 camping and

outdoor education in Canada shared obscure roots, The early
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outdoor educators were camp leaders like their counterparts

oM

in the USA. The twin developments of camping education an
conservation were observed after the end of World War II.
During the postwar period, forestry organizations in British
Columbia and Ontario sponsored pfégrams of conservation,
whereas day-camps ané.agéﬁ:iés like the Boy Scouts and
Girl Guides fostered camping in schools (Passmore, 1972:8).
The first, recognized, outdoor residential school in
Canada revealed a bias toward the natural sciences in 1its
title "The Toronto Island Natural Science School," when it
hemes, taking the lead from Toronto

xﬁ': :

and the USA, followed in other parts of Canad# during tHe

r

s

L]

opened in 1960. Pilo

H

arly 1960s. Landmark changes in Ontario and Alberta's

m

School Acts occurred in 1965 and 1970 allowing school boards

w

to purchase land and foster outdoor residential schools,

Currently, every province and the territories

Justification for the Study

The foregoing has shown that outdoor education was
predicated on the educational philosophy of John Dewey and
his antecedents. The central concept was that learning was
more effective when dealing with material first-hand rather

than through vicarious methods (Dewey, 1959:47). As an

outgrowth of direct experience, the "discovery method" was



favoured by outdoor educators. The underpinnings of dis-

covery-learning are not clear "but consist rather 1in a
loosely grouped amalgam of ideas from cognitive psychology,
child development and the study of creativity" (Nuthall &
Snook, in Travers, 1973:59-60). Wittrock (in Shulman &
Keislar, 1966:41-42) declared that:

John Dewey's (1910) preferences for proktlem solving,
laboratory work and a sciemdific method produced a deci-
ded effect upon education in’g Century He sug-
gested concrete experience, achdve rgsponses

solving projects, and do-it-yourseil learnlng, Althaugh
he emphasized social interaction and problem solving as

ways to learn, he also recognized three levels of the
curriculum.

The socialization aspect of residential outdoor schools was
considered to be as important as dealing with materials
first-hand through a discovery-learning emphasis.

In spite of a fifty-year, or more, history of
resident-outdoor education there has been very little
research to substantiate the worth of such programs (D. R.

Hammerman & W. M. Hammerman, 1973:369), The present study

was an attempt to find out if teachers did, indeed, use

first-hand experiences and employ a discovery-learning

approach in a social setting.

Research on Teaching and
atio onship to the Study

In deliberating the foregoing problems, the investi-

gator considered the general topic of research on teaching.

The Second Handbook of Kesearch on Teaching (Travers, 1973)



dealt with a variety of topics relating to education but not
outdoor education specifically. Research on teaching has
been traditionally concerned with education in the class-
room. With outdoor education becoming more formalized and
institutionalized there is a need to investigate and analyse
all aspects of teaching, learning, and program development
in the outdoor setting.

The study of teaching and learning in natural set-
tings would, it was hoped, reveal the actual practices of
teachers and students. The framework for studying teaching
through direct observation was proposed by Rosenshine and
Furst (in Travers, 1973:122-183). Their review included
reference to a "descriptive-correlational-experimental loop”
paradigm. Descriptive studies should, according to Rosen-
shine and Furst, precede correlational and experimental
studies. With the limited avajlability of research in out-
door education, this investigator wished.to restrict the
enquiry to the descriptive element. The most comprehensive,
recent review of research on observation studies has been
produced by Dunkin and Biddle . (1974). In their landmark
text they proposed a model for reporting research in
"natural settings” while excluding non-classroom venues.
Their model, linear in format, showed characteristics which
offered a sﬁitable framework for the ptesen£ study. The
model (seé/Figure 1) has taken into account the presage,

context, process, and product variables. Thus, it suggests
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that '‘children and teachers bring to the classroom important
characteristics which, through due process, reveal inter-
actions that form unigue outcomes. The theoretical basis
for the model would appear to be compatible with the views
of the philosopher-educator John Dewey. The practitioners
of outdoor education have drawn heavily on Dewey to support
their case for education in the "real" world and, theref
the shared philosophical base for outdoor education and

the Dunkin and Biddle model made it appropriate to use the
paradigm to study what teachers and students do at outdoor
schools. The extensive/intensive nature of outdoor éducai
tion 1énds itself to total description and, therefore, field
notes were used to amplify more specific observations. The
major limitation of the model was that the linéar.férmaﬁ
accounting for complex feedback loops and concomitant pheno-
mena. An additional limitation of the model was the omis-

sion of the teacher variable of "lesson preparation.”

Statement of the Problem

The purpose of this study was to determine the
answer to the question "How do teachers and students behave
in classrooms and residential outdoor schools?" The inves-
tigation was conducted within the framework of the Dunkin
and Biddle (1974:38) model for the study of teaching.

Research data were gathered through ratings, frequencies,



and field notes.

Definitions of Terms

Major terms used throughout the study are defined
as follows:

Outdoor Education (0.E.) is a teaching-learning
process which emphasizes first-hand sensory experience in
natural settings.

Jutdoor School (0.5.) is a three-to-five-day resi-
dential experience during which time the students, with
their teachers, engage in academic and social experiences
contiguous with the normal school program.

Interaction analysis and classroom observation
studies afe systematically observed, teaching-learning
phenomena which are recorded and interpreted,

R The Dunkin and Biddle (1974:38) teacher model
emplgygd four categories of variable clusters as described
below.

Presage variables which include:

. . the characteristics of teachers that may be
examined for their effects on the teaching process--
thus, teacher formative experiences, teacher-training
experiences, and teacher properties, (ibid. :39)

Context vartables which include:

. . . the conditions to which the teacher must
adjust-~-characteristics of the environment . . . .
pupile' formative experiences . . . . pupil properties
. . . . 8chool [and] community {and] clagsroom con-
texts. (ibid. :41)

10



Procese variables which include:

. the actual activities of classroom teaching--
what teachers and pupils ZJo in the classroom. {ibid.:
44)

]
Hizh-i=ference Z2:tz which include:
items appearing on rating forms . . . charac-
terized as broad, requiring much inference on the part
of the observer and reader. {Rosenshine & Furst, in

Travers, 1973:133).

Low-inference Zata, including items on rating forms,

which were:

. more specific and appeared to require less
inference by the observer and reader. (ibid.:133)

Assumptions

In order to follow the adopted Dunkin and Biddle
{(1974:38) model (Figure 1), it was presumed that the various
segments included discrete but related data.

The following assumptions were made in order to

frame the general enquiry and permit more specific research

[i1]

questions to be asked. These assumptions influenced th

design of the enquiry and data collected.

Assumption 1

te

s
o

Teachers behave consistently with their inn
qualities, formative experiences, and training.

The current body of literature which considers the

YOle of various presage variables that teachers bring to
teaching is inconclusive, but consistency is claimed inas-

much as "that such effects as teachers have are functions
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of their personalities®™ (Nuthall, in Dunkin & Biddle, 1974:

- StudEﬁts behave consistently with their innate
gualities and formative experiences.

Following the publication of Fygmaliion in :the Class-

ﬂ

room {(Rosenthal & Jacobson, 1968), researchers guestioned
the validity of teachers' expectations of their students.
There is, however, a growing body of knowledge which sug-

gests that students behave in ways :@ns;sﬁent‘ith their

(Dunkin &

rt
]
ﬂ\
m
[
[

innate qualities and formative experience

Biddle, 1974:439,. 440, 441).
) -~
Assumption 3

Classrooms and outdoor schools are settings in which
teaching-learning interactions take place.
Research has- indicated that interactions in teaching-

learning occur in classrooms (Rosenshine & Furst, in B. O.

few

[
[

n

i

Smith, 1971 and in Travers, 1973). Whereas Y
studies of teaching have been conducted at outdoor schools,
the evidence collected thus far indicates that interactions

in teaching=-learning occur there too (Willson, 1973; Askham,

1974; Blocksidge, 1978).

ded important findings for practicing teachers (Medley,



1977; Borich, 1979). Most of the findings were related to
the classroom but a few not included in Medley's and
Borich's reviews revealed positive correlations between
process and product variables in the outdoor setting (Berry,

1973; Greene, 1976).

Purpose of the Study and
Research Questions

This study was intended to document actual teacher

o 8
o
<
[50
o]
]
.’
-
o
[

ine with the Dunkin and Biddle (1974) model
for the study of teaching (Figure 1). 7

In order to investigate the behaviour of teachers
and students in classrooms and outdoor schools, the follow-
ing seven guestions were formulated:

1. Presage: What are the formative, training, and

for the study?
2. Context: What are the classroom, school, and
community contexts of students and teachers

selected for the study?

3. Process: What are the classroom/outdoor school
behaviours of the students and teachers selected
\
- for the study?

4, Product: What are the ocutcomes of students in
classrooms and outdoor schools?

The four items above raised further questions



relative to the interrelatedness of the variables, and
they were posed as follows:
5. What is the nature of the classroom climate

nd t

w
]

acher directiveness in the classroom and
at outdoor school?
6. How does the teacher discipline and manage

students in the classroom and ocut-of-doors?

7. What is the social system of an outdoor school?

The general intention and interpretation of the data
were to provide opportunities to "improve” rather than to
"prove" hypotheses. 1In keeping with the purpose of descrip-
tive research, as clarified by Rosenshine and Furst (in
Travers, 1973), the major, tentative conclusions were seen to

be "hypothesis generating."”



Chapter 2

In this chapter theoretical constructs basic to the
study are derived from relevant literature. Findings from
research on teaching include reference to the so-called
"commitments" which underlie outdoor education.

During the first half of the twentieth century,

W

research on teaching concentrated on transactions in cl

rooms. A few studies and scattered reviews of research on

teaching out-of-doors have revealed little of what has yet

to be learned about teaching in settings other than the

classroom. Furthermore, early studies were concerned more

@ ore, early studie

with "teacher effectiveness" than with teaching per se

(American Educational Research Association, 1953). The

significance of contextual factors as well as teacher and

student behaviour has been considered in more recent years.

In order to understand more clearly the mass of

variables which comprise thz%tgaﬂhing=learniﬁg process it

s
is useful to analyse what has Bﬁfn called "a compleg,
rational, observable pf@:ééE abcﬁﬁ whi:h we kn@y little as

~
yet" (Dunkin & Biddle, 1974:318). ‘Nc higher arder theory

15 '

S5~
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has been constructed about teaching which would allow even
"broken axiomatic theories" (Snow, 1n Travers, 1973:83).
McGuire (in Gage, 1978:90) suggested that a systems model,
rather than a linear one, more apprcpriately describes the
teaching-learning processes. However, +<-e cumulative,
scientific research on teaching has not arrived at the point
of postulating a theory, tased cn a systems model. Until
such time as more complex theory can account for teaching-
learning variables, simpler theoretical constructs will

have to suffice. One such model for the study of teaching
seemed appropriate for a study of outdoor education. The
Dunkin and Biddle (1974:38) model (see Figure 1 on p. 8)

was based on Medley and Mitzel's (in Gage, 1963) analy-

sis, which included clusters of variables in four catego=
ries: presage, context, process, and product segments. The
model was adopted here for two reasons: first, recent
reviews of research on teaching (Rosenshine & Furst? in
Travers, 1973; Dunkin & Biddle, 1974; Medley, 1977; Gage,
1978) considered the analyses based on the model to be step-
ping stones toward improved hypotheses about the nature of
teaching. Current studies at active research centres in
North America are generating data in descriptive, correla-=
tional, and occtasional experimental studies which follow the
model. Research such as the present study may be related to
other investigations which share a common framework.

Second, outdoor-teaching/learning includes unique c¢ontexts
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and process settings, all of which would be better described

by relatively “thiqf descriptions" (Ryle, 1949) in order tc
paint a broad picture. A model, first proposed by Medley

and Mitzel (in Gage, 1963) was adapted by Dunkin and Biddle
as the framework for their book, The S5tudy of Teaching,
which reported research in the "systematic observatton of
teaching in classrooms" (1974:3). It was thought appropri-
ate to examine at first-hand, through ocobservation, a process
which claims to use first-hand experiences--that is, out-
door education. ‘

The variables selected for study, therefore, inclu-
ded teacher, student, and community background, student and

teacher interaction, and student outcomes.

Theoretical Constructs

The theoretical constructs upon which the rationale

of the study was built are presented as follows.

Presage Variables

considered important to record outdoor related background
data. Teacher formative experiences selected for study
included the variables of age and sex as basic dém@graphi:
data. Teacher training experiences were included to estab-
lish whether or not any specific outdoor education courses

had prepared them for the role of teaching outdoors. The
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would appear in :Qlléges and universities so as to prepare
teachers for the role (W. M. Hammerman, 1980:93). There is
evidence that post-secondary institutions offer courses on
outdoor education in the USA (Bachert, in W. M. Hammerman,
1980:98-104); however, Canadian universities have not
followed suit to the same degree. It was also deemed impor-
tant to ascertain the influence which universities had had
on the teachers. In-service programs or other influential
agents were aléo included in a questionnaire which teachers

were asked to complete, so as to elicit data on formative

experiences.

~

and so on may be included under the rubric of teacher prop-

erties. Outdoor education has long operated under the

[

ner of a democratic teaching style. The Minnesota

her Attitude Inventory (MTAI) (Cook, Leeds, & Callis,
1951) was designed to measure teacher attitudes toward
teacher/student relationships on an autocratic/democratic
continuum, a dimension viewed as consequential to the

present study. The MTAI also provides published norms

bial

against which findings can be interpreted.

Context Variables

perceived as significant because, in recent years, studies
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of teaching have shown that treatments have quite different

effects on different student groups (Brophy, 1979:1-6).

Iy

Schéol records were believed to be the logical source for
these data. |

School and cemmunity contexts were examined in
lesser detail but at least tacit support of tge residential

-

Classroom contexts were also needed variables in
view of the growing interest in the ecclogy of classrooms
(Gage, 1978:71). The unique aspect of removing the class to
an entirely different setting was reasoned to be significant
in light of the impact which environment is claimed to have
on the subjects, according to Gump, Schoggen, and Redl
(1963), Barker and Gump (1964), Barker (1965), Barker aéd
Schoggen (1973), and Gump (1967). Compiling an inventory of
the environment was felt to be best achieved through notes

bservation by the

o

and sketches made during periods of

researcher.

Process Variables

The teacher-and-student classroom and outdoor-
teacher behaviour were seen as needing more intensive study.
In the Dunkin and Biddle (1974) model, the classroom and its

actors were shown at the heart of the teaching-learning

process. The direct observation of teachers and students in

interaction was felt to be particularly appropriate because
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of the underlying assumption of outdoor education which
states that learning is more likely to occur with "first-
hand experiences” (W. M. Hammerman, 1980:xvi). The instru-
ments employed included both high- and low-inference systems
in order to capture elusive qualities/quantities often
missed when using either instrument exclusively (Gage, 1978:

70). The observation of live teaching/learning phenomena

been supported by Blumer (in Gage, 1978:66). In choosing a
low~inference instrument, the following points were borne in
mind. The categories were to be compatible with audio-
taping in order to accommodate the mobile nature of outdoor
teaching. The verbal interaction instrument most used to
date has been the Flanders Interaction Analysls Category
(FIAC) system which is based on the psychology of superior-
subordinate relationships (Freiberg, 1981:1). Analysis of
the dialogue allowed categorization of the verbal inter-
action into direct or indirect behaviour. Outdoor education
methods have emphasized the "discovery"” or more indirect
style as the preferréd approach, therefore, the FIAC was
selected for this study.

The high-inference inétfument chosen was a composite
of instruments, described in Carkhuff (1969), Kounin (1970)
and Truax (1971), which were used as a single instrument in
three studies by Marland (1977), Eggert (1977), and Block-

sidge (1978). The first four variables in the instrument
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of which have been associated with gains in student learning
(Rosenshine & Furst, in Travers, 1973:156). The seventh and
eighth variables were interpersonal in nature and entirely
in keeping with preferred outdocr education teacher beha-

viour (J. W. Smith, Carlson, Donaldson, & Masters, 1972;

(%]
o

(o7

‘.D. R. Hammerman & W. M. Hammerman, 1973). Lessons code
for low-inference data were initially recorded on audio-
tape, whereas high-inference data were coded live in order
that non-verbal communication could be reg@gnizedi Inter-
vals selected for recocrding hlghEiﬁferéﬁce data suited the
mobile nature of the observations, whereas low-inference

data collection at 3-second intervals was virtually

impossible "on the move."

Product Variables

Immediate and long-term growth measures were per-=
ceived to be important, even if elusive to collect, Some
measure of student growth was sought which would indicate
values often claimed as outcomes of outdoor education.
Hoffmeister's (1971) Classroom Atmosphere Questionnaire
(CAQ) was designed to reveal students' perceptions of their

teachers in two dimensions: first, the dimension of the

teacher as helping the child to solve problems and, second,
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the dimension of acceptance-understanding of the child by

the teacher. These two dimensions have been counted by out-

door educators as important (J. W. Smith et al., 1972:30).

]

Extensive product measures were not envisaged for th

present study

Findings from Research on Teaching and 2 U

ments” Underlying Outdoor “Educatior

uy..-a
[
1

The foregoing examined the theoretical constructs
upon which the study was based, Research in education
during the twentieth century has been conducted in diverse

ways of which some were viewed as fruitless. The following

\I-"

search, and proceeds to

m

accounts for the fajilure of early r

describe the trad&ti@n of research into which the present
study fits. Findings are presented from studies of live

teaching and those which reflect "commitments" evident in
outdoor education.

Teacher Effect;vés
ness Studies

During the fifst half of the twentieth century
teachéf related research has dealt primarily with studies
of teacher-e e;tiveness, and Dunkin and Biddle (1974)
reported ovet 10,000 such published works. The Committee
.on Criteria of Teacher Effectiveness of the AERA (1953)

concluded that little of any substance had come out of the

research conducted up to that time. Dunkin and Biddle



(1974:13) reported the following reasons to account for the
lack of substantive results:

1. failure to observe teaching activities;
2. theoretical impoverishment;

3. use of inadequate criteria of effectiveness; and
4. lack of concern for contextual effects.

At the outset of the 1950s, researchers began to
take a greater interest in studying teaching directly.
Research in teaching has been extensively reviewed by
Rosenshine and Furst (in Travers, 1973), Dunkin and
Biddle (1974), Medley (1977), Borich (1977, 1979),

Gage (1978), Clark (1979), and Peterson and Walberg (1979).

The reviews cited have generally reported findings accor-

Medley and Mitzel (in Gage, 1963), and refined by Dunkin

and Biddle (1974); that is, presage, context, process, and
product variables. By observing teaching first-hand it was
hoped that formulae for successful teaching might be devel-
oped. ' Generally, research was conducted with the express

purpose of proving the superiority of one technique over

another. Support for such beliefs (rather than for empiri-
cal evidence) coming from ardent advocates has been termed
as "commitments" by Dunkin and Biddle (1974:51). The out-.
door movement has had its share of "commitments.," Outdoor

education literature has revealed commitment to a number of



pervasive constructs, as advocated by the proponents of the
movement, and these may be grouped into three categories:
{l1) climate and directiveness; (2) dis:ipliﬁé and group

management; and (3) the classroom as a social system.
i

"Commitments” Underlying Outdoor Education

Progressive education had a distinct influence on

(]

the outdoor education movement and, particularly, on it
early workers (W. M. Hammerman, 1980). The "commitments’
noted all share a common association with progressive edu-
cation. A review of relevant literature under the "commit-
ment"” headings follows:

Climate and Direc-
tiveness .

Early studies in this area examined leadership styles
which were based on the "autocratic, laissez faire, democra-
tic continuum" (Lewin, Lippitt, & White, 1939). In the early
naturalistic studies there was a confusion between warmth
and directiveness, both of which emerged as concepts of lea-
der behaviour and were incorrectly thought to be negatively
correlated. The two variables were not necessarily related,
however, as indicated in research conducted by McCandless

(1961) and L. Smith and Hudgins (1964). H. H. Anderson

3

(1948) teacher-centred dichotomy, both showed confusion

between directiveness and warmth. R. C. Anderson (1959),
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in reviewing studies to that date, found them to be "weak
and contradigctory,” which was not surprising in view of the

ship in discrete iateégrigsg

Flanders (in Amidon & Hough, 1967:109) refindd
Withall's concepts and identified what he valled "direct”
and "indirect” influence. The confusion between "warmth"
and "directiveness" persisted in Flanders' early work. The

Flanders Interaction Analysis Category System (FIAC) and

L

its derivatives were to become the most widely used class-

[

fications of

=

room observation tool in North America. Mod

ished. Dunkin and Biddle (1974) reviewed over 100 studies

which employed FIAC or an adaptation of it, and awarded the

]

instrument a moderate to high reliability. Because of the

common philosophical link between preferred outdoor teacher
behaviour (J. W. Smith et al., 1972; W, H. Hammerman, 1980)

and progressive education, it was decided that FIAC was the
instrument most compatible with the present study.

Dunkin and Biddle's (1974:114) review reported
contradictory results on the relationship between a teach-
er's score on the Minnesota Teacher Attitude Inventory
(MTAI) (Cook et al., 1951) and a teacher's indirectness,
Higher scores on the MTAI were associated with greater
acceptance of students' ideas (ibid.:124). Teachers' use

of adverse criticism appeared unrelated to MTAI scores



(1bid.:127). The MTAI was reviewed by Buros (1978:801)
where it was found to be reliable but not absolutely valid
as an instrument for predicting success at teaching. The
MTAI was established on the premise that teachers with demo-
;ratic views were better than other teachers. Progressive
education and outdoor education shared that belief; thus,

the MTAI was deemed a compatible instrument for this study.

In their review of research on "indirectness,"

Dunkin and Biddle (1974:120) drew a number of conclusions
which they summarized thus:

First, this concept reflects the Commitment of pro-
gressive education. Second, it is conceptually confused,
in particular it elides the phenomena of warmth and
directiveness, which are not necessarily related. Third,
it is presumed to be measured by a number of single-
faceted categorical instruments that are designed for
live-observational use, although measuring "indirect-
ness" or "directness" from these instruments requires a
derivative statistic. Fourth, these instruments are
reported to be reliable. Fifth, findings generated fér
"indirectness" have the annoying habit of being denied
(or reversed) in other studies, although whether this is
due to curvilinearity, to weakness of concepts or '
methods, or to contextual effects is not known. Sixth,
teachers in standard classrooms are primarily "direct*®
in their operations. Seventh, teachers who are "indi-
rect” are associated with pupils who initiate more.
Eighth, teachers who are "indirect" score differently
from others on a number of personality and teacher- :
assessment schedules, Ninth, teachers may be induced to
be more "indirect" by various means, particularly train-
ing with the FIAC. Tenth, teachers who are "indirect"
are found paired with pupils who achieve more and have
more positive attitudes, although this finding dces not

seem to be a simple cause-and-effect one.
When they summarized "warmth,” Dunkin and Biddle
(1974:131) had this to say:

Let us now attempt a similar summary for praise,



acceptance, and criticism. First, they (also) reflect
the Commitment of progressive education. Second, they
are not as conceptually confused as "indirectness.”
Third, they are usually measured by categorical scores
from instruments designed for live-cbservational use.
Fourth, these instruments are reported to be reliable.
Fifth, teachers in standard classrooms use relatively
little praise, acceptance, and criticism in their commu-
nications. Sixth, findings generated for them are also
likely to be denied (or even reversed) 1in other studies.
Seventh, significant relatiornships have been found link-
ing them more often with presage and context var:.:ables
than with product variables. The . ==I:tm¢=7: 1S suppor-
ted to the extent that classrooms have been found
affectively neutral. On balance, it would also appear
that teachers can be trained to greater acceptance of
pupils' ideas. However, only criticism appears related
.to pupil outcomes, and even for this variable the
product evidence is contradictory.

More recently, Soar and Soar (1978:105) have claimed
support for the functionality of an "affectively neutral’

classroom and cited no suppeort for a "negative climate."

Support for the necessity of a "warm emotional climate” was
not evident in their view. Outdoor education writers have,
in tune with their progressive education leanings, claimed
the need for a warm, emotional climate.

Until recently classroom research has cnded beha-
viour in high- or low-inference categories. Simultaneous
coding could strengthen findi§gsi In the present study,
the incidence of teacher .praise, acceptance of students'
ideas, and criticism were recorded as indications of teacher
warmth. Dunkin and Biddle (1974:124) reported a positive
assocliation between scér;s on MTAI and FIAC "acceptance of
students' ideas.”™ Rosenshine (1971) and Rosenshine and

Furst (in B. O. Smith, 1971 & in Travers, 1973) categorized -
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teacher variables which correlated most highly with student
growth. They found that criticism correlated negatively
with student growth. Teacher indirectness and use of
student ideas were found to be positively correlated.

* Though experimental findings were reported by Rosen-
shine and Furst (in Travers, 1973:159), they were not able

to confirm the positive trends of the cqrrelaticnal

w

tudies.
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In addition, Rosenshine and Furst (in Travers, 1973), G =

{in Walberg, 1974), Good, Biddle, and Brophy (1975), and

11 recommended the collection of high- as

w

Blocksidge (1978)
well as low-inference data, in order to "provide specific
details which would not be available to an investigator
using only high-inference measures” (Rosenshine & Furst, in
Travers, 1973:166).

Low=inference data collection in outdoor settings
has been limited to a few studies. When Askham (1974) used
a modified FIAC ;ystem to compare teacher-learning tasks in
a classroom and a semi-natural botanical garden, teachers
did not reveal different patterns of ipteraction in either
’mére natural settings, Askham pointed to the fact that the
FIAC system was not designed to record nan-VEngf?events

that may be useful data in a study of outdoor education.

Christie (in van der Smissen, 1972) used a modified

]

compare outdoor teaching practices with vary-

""1

FIAC system t

\h-“

ing degrees of experience and course work. He found that
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subjects with more experience and course work in outdoor
education were more indirect in their teaching.

Willson (in van der Smissen, 1975), in reviewing

research on verbal interaction and climate at outdoor

. ] .. )
schools, concluded that much of the research revealed a com=
mitment to indirect, learner-centred interactions with vary-

ing results (Davidson, 1965; Shuster, 1968; Vogan, 1970;
Willson, in van der Smissen, 1975; Dimock, 1975; Greene,
1976} .

Wood and Cheffers (1978:21) applied a modified FIAC

Iy

system (Cheffers' Adaptation of FIAS) to the analysis of
adventure education. They arrived at ten conclusions, two
of which were:
p. The problem-solving activities involved more
students in the role of teaching agent. There was

a minimum of environmental influence. Instructors

were less direct, allowing more pupil initiation

that was analytical and student directed.

10. In activities in which emotional responses were
evidenced by the students, there was a correspon-
ding response of acceptance, empathy, or encourage-=
ment by the instructor.

Warmth and empathy are high-inference variables
related to climate. High-inference measures were chosen for
the present study to complement low-inference FIAC data.
Warmth, as measured by a scale adapted from Truax's (1971)
scale of non-possessive warmth, was selected. A rating of

five for warmth was described as follows:

The teacher gives explicit evidence of a deep
caring, prizing, and valuing of the student, and this
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is made clear to the student. Expectations of the
student's highest and best is pressed for, indicating
a deep respect. Voice tone and manrer g.ve evidence
of a close relationship. (Adapted from Truax, 1971)

Outdoor educators claim to have greater opportuni-
ties for warmth and even for sharing deeper feelings at
outdoor school (J. W. Smith et al., 1972; D. R, Hammerman &

W. M. Hammerman, 1973). Blocksidge (1978) rep@:ted that

for warmth at outdoor

Ly ]

teachers revealed mixed result

school. The scale for warmth was supplemented with one for

empathy which was adapted from a Carkhuff revisicn of a
scale devised by Truax (Carkhuff, 1969). A rating of five

on empathy was described as follows:

The first person's responses add sicnificantly to
the feeling and meaning of the expressions of the
second person in such a way as to (1) accurately express
feeling levels below what the person herself/himself was
able to express or (2) in the event of ongoing, deep
self-exploration on the second person's part, to be
fully with him/her in his deepest moments. (Carkhuff,

1969:Revision of Truax scale) ¢
The two scales for warmth and empathy were incorporated into
an instrument used in Eggert's (1977) research. To comple-
ment the high-inference data, FIAC Category 1 included the
teacher's acceptance of a student's feelings, which provided
a low-inference measure of the empathy variable.

(Rosenshine and Furst (in Travers, 1973:166) recom-
mended complementing low-inferenceg observation data with
"student questionnaires"™ as a source of high-inference
measures. The instrument selected for student opinions

was the Classroom Atmosphere Questionnaire (CAQ)
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(Hoffmeister, 1971) which was used toc measure students'
perceptions of their teachers in the two dimensions of
"acceptance-understanding"” and "problem solving.," The
former was intended to reflect the global guality of climate
while the latter was to reflect the teacher's ability to
hélp children solve problems, which relates to the low-
influence data from FIAC for indirect teaching. Problem

solving was recognized to be a key approack in outdoor

i
1

education methods.

The FIAC system has continued for 25 years to be a
reliable instrument (Freiberg, 1981). It was believed to
be the best choice for collecting live, low-inference data
in the mobile setting of outdoor education which espouses
"indirect;" "warm," teaching methods (J. W. Smith et al.,%

1972; W. M. Hammerman, 1980).

x Management and Control

Research on classroom mahagement and control has
been conducted by Kounin (1970) and his associates.f‘OuthQr
education, in line with progressive education sentiments,
has advocated voluntary student self-control as opposed to
external or teacher control. Some of Kounin's early
research was conducted in summer camps. Camps were closely
associated with the foundation of the outdoor education

movement (W. M. Hammerman, 1980).

One fundamental element of management and control 1is



"directiveness." The strongest findings in this research
tradition focussed on the "context-process" and "presage-
process"” clusters. Process-product findings were "weak,"
as reviewed by Dunkin and Biddle (1974), Eggert (1977), and
MacKay and Oberg (1979). In contrast, Gage (1978:30) per-

ceived the cumulative strength of a number of weak findings.

[i]

he FIAC instrument was used for at least one third of the

H

Ly

tudies reviewed by Dunkin and Biddle (1974), who summarized
their findings related to directiveness as follows:

First, directiveness also reflects the Commitment
f progressive education. Second, directiveness is not
as conceptually confused as "indirectness." It does not
appear to comprise a single variable, however, but to be
reflected in a number of different classroom processes.
Third, directiveness variables are usually measured by

O

designed for live observation use. Fourth, these
instruments are reported to be reliable. Fifth, find-
ings for aspects of directiveness are likely to be
denied or reversed in other studies. Sixth, teachers
are likely to talk more than half the time and pupils
a third of the time in the typical classroom. Seventh,
some of the directiveness variables reviewed above can

be affected by experimental programs of teacher train-
ing. Eighth, these variables alsoc appear to be weak in

terms of affecting pupil achievement or attitudes,
(ibid.:144)

FIAC and similar instruments were seen to be poor

tools for examining the interactive phenomena of teacher

strategies and pupil response (ibid.:145). The low-infer-

ence data were, nevertheless, collected in pursuit of other

Classroom management and control has been investi-

gated more thoroughly by Kounin (1970) who used a high
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inference coding technique that could be presumed o comple-
ment the FIAC data. Kounin's studies were reviewed by
Dunkin and Biddle (1974), who found them to be free of so-
called "commitment." Of the eight variables sifted out by
Kounin, only four--momentum, withitness, smoothness, and
overlappingness--wege used in the high-inference instrument
adopted for the dissertation research of Eggert (1977),
Marland (1977), and Blocksidge (1978). Dunkin and Biddle
(1974:161) provided the following review of Kounin's find-
ings:
it is worthwhile that we summarize briefly the
strengths and weaknesses of [Kounin's] studies. Among
strengths: the concepts used are striking and original;
the methods employed for classroom observation were
sophisticated; reliability for coding judgments was
high; and, above all, the relationships found between
teacher and pupil variables were strong. Among weaknes-
ses: the methods used for operationalizing concepts in
research were complex; classrooms studied have so far
been confined to the lower grades; and so far Kounin has
not chosen to study, or at least to report findings for,

process occurrence Or presage-process or process-product
relationships.

Further research by Brophy and Evertson (1976) and
L. Anderson, Evertson, and Brophy (1978) supported Kounin's
work with additional, positive results for student learning.
Eggert (1977:169) concluded that "teacher management skills
were positively related to a sense of ;ell being by the
students, social integrative behaviours, and adult-dependent
task-oriented behaviours."

The outdoor setting poses unusual situations for

teachers and students. In his study, Blocksidge (1978)
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revealed mixed results for the "teacher management skil

(=
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in indoor and outdoor settings. Having no low-inferenc
data to amplify high-inference ratings was perceived to be
a shortcoming of that study. (The present study did n@t'

rectify the situation as no low-inference data were collec-

L

ted.)

The Classroom as a
Social System

The classroom has been viewed holistically where the
ecology of the class assumes importance. Grimmett (1981:26)

has stated that this téSéarih tradition

. . . stems largely from the sociology of education
where much research has investigated the classroom as

a miniature social system. The lesson can therefore be
analyzed in terms of the constraints placed on class-
room instruction; e.g., curriculum, environment, commu-
nity values, etc., and the system of roles undertaken
by the participants; e.g., the teacher's role is to ask
questions, the students to answer, and so on.

Dunkin and Biddle (1974}, in their review of related

research, concluded that subject matter, teacher age, teach-

er sex, and other contextual and presage variables,$affect
the format of the lesson. They also pointed out that stu-
dent positioning and grouping were important. The major
concern of the present study was to note the impact of the
outdoor setting on theﬁléssan format. Presage data about
the teachers wWwere gathered through the use of a question-
naire designed by the researcher and completed by each

teacher. As the teachers' perceptions of outdoor education
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were considered to be important, they were asked to complete
a questionnaire that elicited relevant data. Brekke's Out-
door Education Opinioﬁnaire for Teachers (BOEQOT) (1977) was
selected for this purpose as it was developed and refined
for an M.Sc. thesis.

In a novel environment such as presented by the out-

N
S

daoor setting, it ‘'was proposed to complement the previous
\axta—gatherinq devices with field notes. Dunkin and Biddle
(1974) identified a number of instruments for recording data
under the rubric of "the classroom as a social system." The
investigator had a choice of approaches to this topic: it
was possible to select and use existing instruments or to
invent new ones. The "descriptive record" (Doyle, 1977)

was adopted for this phase of the study.

Descriptive records in the tradition of naturalistic
studies,(Gump, in Biddle & Ellena, 1964; Gump, 1967; P. Jack=
son, 1968; Kounin, 1970; Gump, in Moos & Insel, 1974) are
based on anthropological research techniques. Complete
"pictures of the way of life" were defined by Wolcott (1975:
112) as ethnography. The single researcher used "descrip-
tive records" (gathered during relatively short periods) to
supplement high- and low-inference data, thus enabling added
richness in the picture to be presented. Descriptive
records, as explained by Doyle (1977), were completed for
the teachers in the study in "terms of an ecological model

which postulates that environmental demands moderate
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performance and establish limits on the range of response
options™ (ibid.:51).

Whe contexts of school and students have recently
received greater attention as a topic for research. Contex-
tual studies of teaching have dealt with a variety of fea-
tures, including student population, school building, and
community. Dunkin and Biddle (1974:41) described clusters
of variables under the headings of "pupil formative exper
ence and properties,"” "school and community contexts,” and
"classroom contexts."”

Sociological perspectiv on teaching have developed
since the publication of The Sceciology of Teaching (Waller,
1932). Moreno (1953) focussed on the small groups in which
role-playing was viewed as significant.

Classroom behavioural concepts were identified by

review. They included

H

Dunkin and Biddle (1974) in thei
studies on lesson format, group structure, group functions,
teacher roles, student roles, moves in the classroom game,

and ecology and movement. Their findings were gleaned from

scattered studies and, therefore, were weak evidence from

which to draw conclusions. Because of the uniqueness of
the environment in outdoor education, it was thought suffi-
cient to examine the role of the environmental variable in
the present study. Though there were other instruments
available, an approach influenced by Wolcott (1975) was

adopted. He advocated an unstructured, open-minded approach
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without preconceived notions about the situation. A further

logy which considers the interaction between organisms and
their environment. A group of psychologists at the Univer-
sity of Kansas developed an interest in the interaction and
produced a number of studies on the topic (Wright, Barker,
Nall, & Schoggen, 1951-1952; Gump, Schoggen, & Redl, 1963;
Barker, 1965; Barker & Schoggen, 1973).

Wright et al. (1951-1952) recognized the signifi-
cance of the behaviour setting, which was comprised of
physical attributes, social characteristics, expected beha-
viour patterns, and "environmental coercion.” They coined
the term "psychological habitats,"” which were formed when
unique individuals were in the behaviour setting and subject
to "environmental coercion.” Accordingly, children in
classraéms may be expected (and expect) to behave in a

icular way which may vary for the same children in an

L o)
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outdoor setting. Gump (1967) referred to this type of
relationship as "synomorphic," Bronfenbrenner (1976)
extended the "synomorphic" relationship theory by proposing

a nested arrangement of micro-, meso-, exo-, and macro-

environments. The difference in the first two levels are
quite marked between schools and outdoor centres and may
influence behaviour accordingly. Several authors have

made arquments for conducting research in naturalistic set-

tings, taking into account synomorphic relationships
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Bafke:; 1965; Sells, 1969; Brandt, 1972; Doyle, 1978).
Tikunoff, Berliner, and Rist (1975) employed ethnographic
techniques, among others, in order to identify teaching
variables in the California Eégiﬁ%iﬁg Teacher Evaluation
Study. A number of the 61 teacher variables which emerged
from the study were seen to be similar to those identified
in reviews by Rosenshine and Furst (in Travers, 1973) and

iddle (1974): acgcepting, attending, belittling,

m

Dunkin and
consistency of message, filling time, illogical statements,
pacing, spontaneity, and structuring.

‘The instrumentation for "descriptive records” is
na;_well defined. In light of the present study's limita-
tions, it was decided to include short periods of intense
observation for a day in the life of a teacher in class and
in outdoor schoeol, and a separate week 1n the life of a
teacher at outdoor school. An environment inventory was

d for each of three teachers. An ethnographic

[}

compil h
record, the format of which was suggested by Johnson and

Gardner (1979), was maintained for one teacher. One teacher
was the subject for a "week in the life of a teacher at out-
door school,” during which descriptive records and behaviour

settings were recorded.

Persuasiveness and Clarity

Two additional high-inference variables were inclu-

ded in the instrument adapted by Eggert (1977).



They were the instructional variables of "persuasiveness"

nd "clarity," neither of which had complementary variables

1]

in the FIAC instrument. The two variables measured quali-

e

ties rather than quantities. Subsegquent to the collecti

of data during 1979-1980, an improved low-inference obser-
vation instrument has been contributed to the literature by
McCaleb and White (1980).

Persuasiveness was derived from the work of Truax,

Fine, Moravic, and Millis (1968) in the field of psycho-

Lo
I
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ve is given to a teacher who is the

therapy. A rating o

kind of person that communicates a socially influ-

ential or persuasively powerful person. He/she is-
almost always able to get students to do the work rela-
ted to the Dbjectlves of the lEEEDﬁ (Nate. Thls

5tudents gaals or DbjECt;VES ) (E’gért l977,154)

The variable in the above form has not been used
3
extensively in research on teaching. - In his review of the

few studies in which it has been used, Eggert (1977:168)
found significant negative correlations between teacher
persuasiveness and student behaviour which was "withdrawn"

or "peer oriented” in non-teacher-directed settings., He

also found:

Teachers who rated high on persuasiveness motivated
their students sufficiently to result in little student
withdrawal or passivity, or peer oriented distractable
behaviours. Significant positive relationships were
found between persuasiveness and style E (adult depen~-
dent) behaviours in both teacher-directed and non-teach-
er directed settings. As expected, the teachers able to
motivate their students had students pay close attention,
contribute ideas, respond appropriately, and ask for
help when it was appropriate. (ibid.)
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MacKay (1979) identified a research-based list of
teaching strategies which were correlated with student
achievement. Persuasiveness or "the ability to motivate
children" was positively correlated with one iterion
measure of student achievement (ibid.:36).

Blocksidge (1978) used the HITB instrument to rate
persuasiveness for three teachers Before, during, and after
outdoor school, and found that ratings increased during

outdoor school for all three teachers. Two of the three

Blocksidge &amented the lack of low-inferente data with
which to pin-point behaviours associated with the changes,

re completed for the

\m\

Ratings for persuasiveness w
teachers in the present study thus allowing comparison with
the findings by Eggert (1977) and Blocksidge (1978). While

data were recorded for persuasiveness,
high-inference ratings were made for three teachers before,
during, and after outdoor school in a pattern similar to
Shat of Blocksidge.

Clarity is the explanatory function of teaching.

It was identified in Rosenshine and Furst's (in Travers,
1973:156) review of literature as being one of the more
promising variables for research. Clarity in the high-
ference instrument was adapted from a scale by Emmer (in
Eggert, 1977:195). A rating of five for teacher élarity

was described as follows: .
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The teacher, when giving instructions, answering
questions, or explaining material to the class, is
clear in his/her presentation. Adequate use ‘of examples
and illustrations are made, objectives are clearly
stated, main points are summarized, and adeguate checks
of student understanding are made. (ibid.)

973) reported

[

Rosenshine and Furst (in Travers,
teacher clarity as being positively associated with student
growth. It was pointed out, however, that the specific
behaviours were not clear. Although "organization" appeared

to be related to "coherence in a lesson,"” Rosenshine and

%urst (in Travers, 1973:156) and quért (1977) found a posi=-
tive relationship between teacher-directed settings and
student Style F (social procedure) and non-teacher-directed
settings and Style A (aggressive manipulation) student beha-
viour. Eggert (1977) noted a negative relationship between
clarity and absenteeism.

If the antonym of clarity is vagueness, that vari-
able is worthy of examination. Dunkin and Biddle (1974)
argued that higher level discourse did not relate posi-
tively to student achievement. Tisher, Nuthall, and Law-
rence (in Dunkin & Biddle, 1974) suggested that vagueness
might be at the root of the problem. Vagueness was also
found to be negatively related to student achievement,

Blocksidge (1978) rated teachers for "clarity"
before, during, and after outdoor school and reported mixed
results for the three teachers throughout the three phases.

Outdoor education has claimed an affinity for "discovery
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learning”™ (W. M. Hammerman, 1980) which may run contrary to
the purposes of clarity. The discovery-learning mode of
teaching is still an hypothesis and is, as yet, undocumented
(Wittrock, in Shulman & Keislar, 1966:39; Dunkin & Biddle,
1974:25).

Nevertheless, the spirit of discovery-learning has
persisted in ocutdoor education texts (D. R. Hammerman &
W. M. Hammerman, 1973; J. W. Smith et al., 1972). Some of
the preferred characteristics of the learning-by-discovery
teacher model were outlined by Worthen (in Travers, 1973:
61):

a. The teacher was not to act as the primary source of
knowledge but was to give the impression that he
depended on the gtudents to help him work the prob-
lems,

b. The teacher was to avoid indicating anything about
the generalizations to be discovered before nearly

all students had discovered them for themselves.

c. The teacher was to prevent sharing of ideas among
students,

d. If the students reached false conclusions or general-
izations the teacher was not to tell them that they
were wrong, but was to "trap" them by asking them to
do examples in which the false generalization could
be seen to be false.

The scale for "clarity" was defined more precisely
than for discovery-learning and, therefore, was included in
the high-inference teacher bejaviour rating scale for the
present study. Totals from FIAC categories 1, 2, and 3 may
be compared with the total frequencies from categories 5,

6, and 7 to provide an indirect-direct ratio. It must be

/
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pointed out that low scores for clarity do not necessarily
indicate a high incidence of inductive or deductive learn=
ing.

Ratings for clarity were completed for the teachers
in the present study, thus allowing comparisons with the

findings of Eggert (1977) and Blocksidge (1978).

-~
Summary of Rationale

Research on teacher effectiveness dominated the
first half of the twentieth century. No higher order theory
has been constructed to account for teacher variables.

) The Dunkin and Biddle (1974) model for the study of
teaching was adopted for the present research, The frame-
work included consideration of presage, context, process,
and product data.

The underlying democratic-progressive thrust of the

teaching characteristics, all of which overlapped the Dunkin
and Biddle (1974) model, RelevantAliterature was examined
in relation to the three foci: climate and directiveness,
discipline and group management, and the classroom as a
social system (ibid.).

The literature review revealed that research in
"climate and directiveness" had confused warmth with direc-
tiveness. Various instruments and their mixed findings

were examined in relation to this study. They included the



low-inference FIAC, the high-inference HITB, the MTAI, and
the CAQ. "Management and control" research for classrooms
and outdoor settings was appraised with the revealed mixed

results from HITB and FIAC. Research on the

]

social system" was examined through gualitative writings

w

in the naturalistic idiom. The design of the study and

d

T

the procedures are presented in Chapter 3.
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Chapter 3
DESIGN AND PROCEDURES

Overview

* The main purpose of this study was to describe the

behaviour of teachers and their students in ilassfééms and
residential outdoor schools. The investigation was conduc-
ted within the framework of the Dunkin and Biddle (1974:38)
model for the study of teaching which duly considered pre- ‘
sage, context, process, and product variables. 7

Research Questions

Thg research questions posed in Chapter 1 follow the
Dunkin and Biddle (1974) paradigm. Withtn the presage seg-
ment, data were collected on the formative and training
experiences and the propertieé of the teachers. Within the
context segment, the formative experiences and pr@per£ies of
students were documented along with data on the classrooms,
schools, and communities. In the process segment, data.on
the classroom and outdoor teacher behaviour and student
béhaviour were documented before, during, and after outdoor
school. In the product segment, student product data were
collected before and after outdoor school.

The perceived outcome of the study was the

45
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"generation of hypotheses" as they emerged from data inter-

pretation discussed in a later chapter.

-

Design, Sample, and Phases of the Study

The rationale for the study was based on a search of
relevant literature. In the following section the design is
outlined, the sample is stated, and the phases of the study

are documented.

Design X
The design was an exploratory descriptive study in
a naturalistic setting. 1In Chapter 2 the rationale was
examined through relevant literature in two organizing
frameworks: the Dunkin and Biddle (1974:38) model for the
study of teaching and the so-called "commitments" of outdoor
education to "climate and directiveness," "discipline and
group management," and "the class:oom as a social system."
The relationship between the two frameworks is shown in
Figures 2, 3, 4, and 5 (illustrated later in this chapter).
This study focussed on selected variables within each
Dunkin aqg Biddle cluster. Because Eggert (1977:28) and his
co-researchers had suggested that a relativeiy “'small number
of teachers and classes should be studied to permit exten-
sive and intensive data collection, " only four teachers were

included in this research.



Each of the four teachers selected was responsible
for one elementary classroom; that is, either Grade 4, 5,
or 6. Each teacher was attending outdoor school with his/
her own ﬁiass for between three and five days. Observations
were made on each teacher in each setting in order to note

differences between the individual profiles assembled in

[t

dif

oo
Hy

er

m

nt settings. From the outset, severe limitations

existed which defied the application of randomness to the

sample; for instance, the number of schools engaged in resi-

dential outdoor education was small. Furthermore, choice
was limited by timing and the willingness of the teacher(s)

to be part of the study.

Research proposals were presented to two administra-

the Calgary Board of Education (which admini-

(g,

tive units o
sters the Calgary public school system in the city of some

600,000 population). Both the Evaluation Unit and the Off-
Campus Activities Unit agreed with the general intent of

the study and promptly cooperated.

district. Approximate student enrolments were: (1) 450
students, kindergarten through Grade 6; (2) 350 students,

K-9, and 149 in K-6; (3) 570 students K-6.

3
-y
2
c
Ly

Teachers. ‘he demographic data for the



teachers are presented in Table 1.

m

Students. The distribution of the resulting sample

of 118 students is shown in Table 2.

Phases of the Study -

The research encompassed seven distinct phases:

(1) the selection of instruments and training in their use
(schools not inVolved in the actual research were used for
training purposes); (2) the familiarization period when the
researcher spent time in the classrooms of the teachers who
had volunteered for the study; (3) the collection of data
prior to outdoor school; (4) the collection of data during
outdoor school; (5) the collection of data after outdoor

chool; (6) the transcription of data; and (7) the follow-up

/]

period which allowed the researcher to share observations
with individual teachers.

1. The researcher trained with the HITB fét;ng
instrument during two periods, each of six weeks. Frequent

*

hecks were made among the researcher, another trainee, and

c
an established coder. The researcher trained with the FIAC
instrument for six weeks during which time checks were made
with the self-checking components of the Interaction Analy-
sis miniicéufse, and an established coder. The additional

L

ata-gathering instruments were selected during this phase.

2. The researcher spent a familiarization period of



Table 1 ’
TEACHER DEMOGRAPHIC DATA
Experience
Teacher Degrees Held Specialization (years)

M

Mathematics, science

counselling

.Ed.
P.E., language arts,
reading

science 3

Music, drama,

Physical education 2.5

Table 2

School Grade
5 6

% Ratios

Boys:Girls Totals

1 10 1 9 60:40 30
2 10 7 14 58:42 31
3 0 26 0 30:70 26
4 0 8 23 45:55 31

(%]
te)




one week in each classroom. Two half-days were devoted to

the following activities:

{a)

(b)

(c)

(d)

(e)
(f)

(9)
(h)

3.

Meeting the teachers and being introduced to
the students;

explaining the researcher's role as a visitor
who was interested in seeing and recording
teachers and students at work;

pledging that the data to be collected were
descriptive and not evaluative, and that, sub-
sequent to the study, any information gathered
was to be shared with the teachers before it
was distributed elsewhere;

talking with students informally, in general
terms, about the research project;

becoming familiar with the classroom routine;
becoming familiar with students' names and
usual seating allocatibn;

administering the CAQ (see Appendix D);
attempting to become established as being dis-
associated from the authority structure of

the school board, the school, or the class.

=t

Teacher and student process data were co

during the penultimate week prior to outdoor school. The

two instruments--FIAC (low-inference data) and HITB ,éting

scale (high-inference data)--were used to code up to three

lessons.

Both instruments were used with each lesson.

lected
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FIAC data were captured on audio-tape to be coded at a later
date, while the HITB rating scale was administered live.
Rating forms for 3-minute intervals on the HITB scale and
3-second timelines for FIAC are both reproduced in Appendix
cC.

Guidelines adopted for data collection were as

follows:

(a) f@tal period of recorded observation in any one
classroom to be six hours; that is, two hours béfgre,:twa
hours during, and two hours after outdoor school. Using two
instruments concurrently, the amount of coded time resulted
in a total of 12 hours (6 hours x 2) observation and coding

per class.

(b) Observation of teacher and student behaviour was
intended to be in three disparate topics including the

following categories: mathematics/science, communications/

(c) Time spent in observation of the latter three
categories reflected the range of content at outdoor school.

(d) Lesson periods of 40 minutes were used as units
for coding with both instruments. (Teacher preferences and
class timetables induced some deviations from these guide-
lines.)

Teacher presage data were obtained by administering
the MTAI during a }unchehaur, One environment inventory

was compiled during a one-hour period of observation in



regular class. On a separate occasion, one entire day

was spent with Teacher C and her class for the purpose of
completing a descriptive record.
4. Teacher and student process data were collected

-

during oytdoor school. The two instruments--FIAC and HITB

=

[

rating scales--were used concurrently to code up to three

legsons in a manner similar to Phase 3. 0Owing to the nature

[y
o
[
L
"
[1y]
jo M
[t
L
L
=
Ly
ot
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(s

of outdoor school and teacher preferences
to observe and code lessons in each of the categories sug-
gested in Phase 3, but similar time periods were spent with
each teacher. An environment inventory was completed at a
separate time period. One full day was devoted to a des-
criptive record compiled for Teacher C and her class. The
descriptive records for Teacher D were completed in a 5-day
perioed totalling 70 hours.

5. Teacher presage data were collected during
lunchtime using the Lumby Outdoor School Study (LOSS) (1979)
and the Outdoor Education Opinionnaire for Teachers (OEOT)
(Brekke, 1977). Teacher and student process data were
collected in a format similar to Phase 3. FIAC and HITB
scales were used concurrently in lessons from established
’:atégaries. Phase 3 guidelines were generally followed in
Phase 5. Teacher presage data and studént product data
wers gathered for the second applications using the MTAI and
thercAQ, respectively. Teachers were asked to rate them-

selves on the HITB rating scale.



6. All observations were converted into tabulated

data.
7. During the follow-up phase the researcher met

with the teachers and shared the information assembled
during the previous weeks,

A summary of the seven phases is shown in Table 3.
The foregoing schedule (excluding the selection and training
phase) was conducted over an 8-week period for each teacher.
For teachers A, B, and C, a combined total of 24 weeks was
required for the study. Teacher D required three weeks.

Data Sources, Training, and Data
Collection Procedures

Outlines of all data sources for the study are shown
in Figures 2, 3, 4, and 5. The research instruments (with
one exception) are reproduced in the appendicesf Detailed
descriptions of the instruments, training procedures, and

reliability data are provided below.

A

Presage-Process Data

« Instruments in this segment document teacher charac-
teristics, teacher properties, and teacher classroom beha-

viour.

Part I: Lumby Outdoor School Study (LOSS). This

instrument (see Appendix A) was based on the teacher data

form designed by Blocksidge (1978). The form was not



Table 3

SUMMARY OF THE SEVEN PHASES OF THE STUDY,

Approx. Ho. Hours
Wask REs@ar -
Teacher No . Phase Purposs char Teacher Student
Pre-
study Selection & training
- periocd i with FIAC & HITB 40 4] (¢}
Familiarization .
A,B.C 1 2 and CAQ 4 3 4
Live & audic coding
A,B.C 2 3 prior to 0.5.* 3 3 3
AB,C 3 3 Administer MTAI 1 1 0
Complete snvironment
A,B,C 3l k! inventory . 1 1 1
Complete descriptive
c 3 i record (1 teacher) 7 7 -]
0.5., live and
A,B.C 4 4 audio coding 3 k) 3
Complete environment
A,B,C 4 4 inventory L 1 i
Complate descriptive-
c 4 4 record (1 teaches) 14.5 14.5 14.5
Dascriptive records
D 4 4 {1 teachear) 70 70 15
Live & auto-coding
A,B,C 5 5 post=-0.5. school k] 3 3
A,B,C 5 5 Complete LOSS & OEOT 2 2 0
A,B,C (3 5 Administer MTAI "1 1 o
A;B,C 6 5 Administer CAQ 1 0 1
A,B,C 6 5 Mminister HITH 0.5 0.5 0
= 7 6 Transcription 110 0 o
A,B,C 8 7 Follow-up w/teachers 2 2 0
Totals 264 112 71.5

). 5. = Outdoor School

54
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validated and the information reported was dependent upon
the memory of the respondent. A questionnaire seemed to be
the most expedient means for eliciting teachers' data for

such variables as age, sex, and experience.

Part II: Outdoor Education Opinionnaire for Teach-

ers (OEOT). This instrument (see Appendix A), devised by
Brekke (1977) for an M,Ed. thesis, comprised a rating for
each of several questions designed to elicit outdoor educa-
tion opinions held by teachers in Whitehorse, Yukon Terri-
tory. The form probes the opinions of teachers about gome
of the features of the meso- and exc-environments mentioned

by Bronfenbrenner (1976).

instrument was devised by Cook et al. (1951) to measure
teacher attitude to teacher/student relationships. The
respondent makes selections on a 1 - 5 continuum and records
his choices on an IBM sheet.
The MTAI is designed to measure those attitudes of
a teacher which predict how well he will get along with
pupils in inter-perscnal relationships, and indirectly
how well satisfied he will be with teaching as a voca-
tion. (ibid.)
The reliability and validity of the instrument was
reported by the authors. They claimed split-half relia- ¢
bility of .93 and retest reliability of near .70. Valida-

tion studies included correlation coefficients of .60 and

=

.59. Student ratings included correlation coefficients of



.60 and .59. Student ratings correlated with MTAI scores

.46; and r = .31.

N

in three separate studies: r = .45; ¢
Although originated 30 years ago, the test was con-

mparing teachers in the present study

]
O

sidered valid for c

with the published norms relative to the democratic-auto-

cratic continuum.

High-inference Teacher Behaviour Rating Scale. The

eight-category instrument (HITB) (Appendix C) was developed
from three sources--Kounin, Carkhuff, and Truax (in qu%rﬁ;'
1977). As a single instrument it has been used in three '
studies--Marland (1977), Eggert (1977), and Blocksidge
(1978) . Marland reported little discrimination between
six teachers in his study. Eggert (1977:175) found that:
Scales developed for the measurements of withitness,
overlappingness, smoothness, and momentum (Kounin, 1970)
have demonstrated high reliability when used in a
variety of classroom contexts, The classroom management
skills appear to be important for ensuring positive
attitudes and productive pupil behaviours. .
Eggert (1977) also concluded that personal warmth,
persuasiveness, and clarity were positive influences in
learning, Only one of eight variables in the instrument
that seemed to be out of place was "accurate empathy" which
was seldom displayed by teachers. The present researcher
elected to retain the variable becawse of the close inter-
personal nature of outdoor schools.

It was important to test the reliability of the

scales in the outdoor setting inasmuch as Blocksidge (1978)



had found the setting appeared to influence the behaviour
of the three teachers in his study, albeit in an inconsis-

tent fashion.

Rater training and procedures. Training consisted

of approximately 12 hours of discussion for the purpose of
meaning clarification. The rating scales were practiced on
12 teachers at varying grade levels in schools other than
those selected for the study. Training persisted until 80%
agreement was achieved.

Four ratings were taken on the first four management
scales every four minutes. One minute was allowed between
ratings f@gacéntemplatién and recording. The second four
variables were rated every four minutes, each with a minute
for recording. The entire process took 40 minutes. In the
case of a 30-minute lesson, three ratings in each of the

ight variables were completed. The three or four ratings

m

mean ratings were then

[y

were averaged for each variable. Th

used for inter-coder reliability checks when two or more

for obtaining the teacher's

I
[ ]

raters were present, and late

‘m“

over-all mean ratings to be used for data analysis (see

example Rating Sheet in Appendix C).

Inter-rater agreement was calculated using percen-

tage agreement (pa) among the three raters by means of the

following formula:

R
H oLy x 1008

o)

pa = [(1

FSN



where RH and RL are the highest and lowest ratingg,
respectively, on any one variable during any one period

of observation, and 4 is the maximum difference possible

61

on a 5-point rating scale, Tables 4 and 5 show the inter-

coder reliability figures obtained during training.

Blocksidge (1978) noted that the eight global
qualities of the HITB instrument failed to identify parti-
cular behaviour associated with any of the qualities, and
recommended that a low-inference category system be used
in order to pinpoint operative behaviour associated with
general qualities. 1In an attempt to compdgment the high-
inference instrument, a low-inference category system has
been supported by Rosenshine and Furst (in Travers, 1973),
Blocksidge (1978), and McConnell and Bowers (1979).

This low-inference category sys&em was developed
.by Flanders from work by H. H. Anderson (1939), Lewin,
Lippitt, and White (1939), and Withall (1948). While not
perfect, the system has been used by many researchers
other Fhan Flanders. FIAC is a verbal interaction cate-

gory coding instrument which has been used, since it was

initially developed in 1957, to provide feedback to teach-

ers and student teachers. The original, l0-category system

has been modified by many researchers, including Flanders

himself who has encouraged~such refinements. Th@ instrument

principally provides low-inference frequency counts in seven

categories of teacher talk, two of student talk, and one of
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ilence or confusio Flanders (1965:2) explained that

a

the model was "based on a psychology of superior-subordinate
relationships, adapted to fit classroom conditions.” It

was used in the present study to provide frequency éercen-
tades which may be associated with mean ratings from the
high-inference teachgr behaviour rating instrument for the;
same lesson. -

enshine and Furst (in
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Travers, 1973:141) as being "derived from implicit research
or theory." Flanders (1974) referred to both theory and
research in inﬁerpersanal relations. Design features of the
expanded system subdivide most categories, thus permitting

the frequency counts, The
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Rosenshine and Furst (in Travers, 1973:146, 155)
‘Elaimed-fhat FIAC, along with other category systems, “can-
not be validated on the basis of their sources [and that
it] has been used by both the author and other investiga-
tors in correlational and experimental studies.” Correla-

tional studies of specific variables or indirect/direct

ratios showed that: /

tive carfelatians favguring "use Df student 1deas were
found in seven of eight studies (rs = 0.17 to 0.40),
and positive correlations favouring a higher indirect/

direct ratio were found in eleven of thirteen studies
(rs - 0.12 to 0.51). (ibid.:168)
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Reliability may be perceived in more than one way.
Flanders, Werner, Elder, Newman, and Lai (1974) J%Ed audio-
taped lessons to achieve 80% agreement among coders, Medley
and Mitzel (in Gage, 1963) claimed that observers using FIAC
were trained until Scott-derived coefficients were in excess

of r = .85. 0Owing to the presence of the observer, reli-

low. Rosenshine and Furst (in Travers, 1973:169) reported
low correlation coefficients for the few single-teacher
studies available (rs = 0.0 to 0.70).

Coder training was accomplisHed through the use of
the "mini-course kit" compiled by the Teacher Education
Division, Far West Laboratory, San Francisco (Flanders et

al., 1974). The full course, in#luding written and audio

reached. Taped lessons from three teachers (not part of
the study group) were used for practice coding.

Lessons were audio-taped in their entirety and
later (usually the same day), the researcher coded them in
all 10 categories. The timeline permitted a check on time.
At the recommended rate of one judgment every three seconds,
the complete timeline for a 30-minute lesson accounted for
approximately 600 entries. The consistency for those

entries was checked independently at a later date, at which
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time 80% agreemernt was used as the criterion for acceptance.
¢
Inter-coder agreement was calculated using percen-
tage agreement (pa) between two coders, or the same coder

with himself at a different time, by means of the foliowing

formula:

R R
pa = [(1 - B = L) x 1007%

100
Inter-coder agreement checks were difficult to obtain owing
to the scarcity of FIAC trained coders. The external coding
check resulted in the attainment of a satisfactory level of

agreement.

Context-Process Data

Instruments in this segment documented student
characteristics, student behaviour in classrooms, contex-
tual features, and a means of describing a week in the life

of a classroom teacher at outdoor school.

s

Student characteristics. The school records were

searched for data on age, sex, and school grades of ther
observed classes. Academic standings were ascertained
through the well-documented records held in the Program
Evaluation Unit of the Calgary Board of Education. The
classes were compared with others at the same grade level,
same school, and total school system. Test results usgd
were the Canadian Cognitive Abilities Test (E. N. Wright,

1974), which included a verbal and non-verbal component,



the Canadian Test of Basic Skills (King, 1976), which
revealed vocabulary and reading cr:mpreherxs*n, and the Stan-
ford Mathematics Test (Madden, Garmer, Rudmen, Karéen, & .
Merwin, 1972), whioch considered concepts, computations, and
application. The well-referenced measures i% mathematics
and reading were felt to be clear indicators of class aca-
demic standing. Student verbal behaviour {(for Cats. 8 and 9)

was obtained from the FIAC coding procedure outlined

earlier. R

Environment inventory. The environment inventory

has not been validated but it ;as designed to record envi-
ronmental features recognized by the researcher (Lumby,
1979). Features included time of day, date, school organi-
zation or classes/school, air conditions (for example,
temperature, humidity, movement, lightning), ground cover,
walls, <deiling, "behaviour setting," behaviour objects,
standﬁ%g patterns of behaviour,‘age. sex, timetable before,
during, and after. A floor plan was drawn for each setting.

*

\J Ethnographic record. 1In an effort to amplify the

outdoor school phenomenon, the investigator made observa-
tions in addition to those listed above. The instrument
.b(see Appendix B) has not been validated but the format is
‘one suggested by Johnson and Gardner (1979) in a péper
entitled "Toward a Prototype for Training Classroom éthncgi

raphers.” The aim of such an approach was an attempt to
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capture the essence of both regular school and outdoor
school., Two descriptive records were collected: (1) one
Qhﬂlé day in school prior to outdoor school, from 8:30 am
to 3:15 pm; (2) ome whole day at outdoor school, from 7:00
am to 9:30 pm.

These data were meant to record features of the

fu

F 1

"whole" picture whergas the two interaction analyses sampled

particular aspects of the "class in action." From the two

specimen days a "log of prominent scenes" (Gump, Schogge

& Redl, 1963:172) was compiled for school and outdoor school,

There was a difference in starting and finishing times

1]

between the two settings, but with interest centred on the
total class little could be done to monitor the whole class

r after 3:15 pm during regular school. The

]
\m‘

befa?e 8430 am
intentgwas to record the impact of the two environments on

the class by means of episodic recording.

N Reliability and validity were entirely dependent on
the sipgle observer-cum-researcher in both milieus, Wolcott
(1975:114) supported the use of a single observer: "Do not

make or- let other people do your field érk " Furthermore,

ggbggrver enjoys the "luxury of a broad look around to assess
for himself the problems that could be studied* (ibid,:113),

A limitation of the single Enquifer is that preco Q%;ved

notions may prevail,.

[N
=y
o]
La |
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La ]
o

1script1ve records were maintained



The records comprised detailed notes on the teacher's

70 rours during a 5-

Lo

behaviour and behaviour settings fo

The instrument in this segment documented students'

perceptions of teacher behaviour.

Classroom Atmosphere Questionnaire (CAQ). The

simplicity and ease of administration recommended the use

of the CAQ (Hoffmeister, 1971) with Grades 4, 5, and 6

=

children in elementary schoo Split-half reliability

varied from .89 to .94 depending on the measure and the
sample. The reviewer urged cautiaon when drawing conclu-
sions because of the lack of information regarding the
instrument development procedures. Score inflation was
apparent with a mean of 4.0 from the potential range of
1.0 to 5.0. No validation data were available, but compa-
rison with the ob ervatién instrumentsdoffered a validity

check (Buros, 1978).

Data Analysis

study

[

This research may be viewed as a descriﬁt;v

[

of classroom teachers at outdoor school. n an attempt to

make a clear, comprehensive analysis of the data gathered,

the findings are presented separately for each teacher. A

summary and suggestions for further investiéaticn was as far

»
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as this study was intended to §§f *

Altogether, four te

,:hgrs and their classes were
studied. Teachers A and B not only taught at the same
school but also shared the same block (that is, a semi-open,
double classroom area with 61 students who were grouped in
various combinations). Because a descriptive record for
this teacher duo was difficult to compile, owing to the

constraints of time and timetables, no record was maintained

for them. Teache s not subjected to any of the obser-

o
o

w

vational instruments but was followed by the observer all
day, every day, during outdoor school. The description of
Teacher D toock a narrative form. .

With the eicéptiaﬁ of the descriptive record,

Teachers A, B, and C shared the commrn~ descriptive paradigm

i

which formed the framework for analysis outlined in Figures
2, 3, 4, and 5. Summaries are presented later in quanti-
tative tables and gqualitative statements, Readings taken

before, during, and after outdoor school are shown, a%bwell

as changes in mean ratings and percentage frequencies.

X
a ]
et
r
rv
m
o
D
i
[1x]
[}
[ ]
ot
o]
t
oy
O
ja
[}
w
[}
]
v
—
n
o
™
]
o
<
e
o
1M
jo
o
L
I
joy
m
(1]
=
E\
=
f—
]
4
e
rt
[
M
ot

Limitations and Expectations

Both limitations and expectations were raised in

the preliminary stages of this research.
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Limitations

Four obvious limitations were:

1. The small number of teachers (four) and the
sampling procedure (non-randomness) reduced the power of
generalization.

2. Using and refining the instruments in novel,
albeit exciting, environments limited the reliability of
the ratings. In regular schodl the classes remained in one
room, but at outdoor school the classes mo;ed over a varilety
of terrain.

3. It was necessary to describe each teacher and
class irrespective of others in the study begause of the
variability of many factors.

4. All data were gathered by a lone researcher who

had a declared bias in favour of outdoor education.

Expectations -

Mlmost avery school system in Canada and the USA
sends at least one class fo outdoor school every year.
Time, effort, and extra funds are used to support these
ventures., Subsquent evaluations from children, teachers,
and parents have indicated that the experience was meaning-=
ful and enjoyable. Well-documented studies >f the worth
of outdoor school are scarce and the shortcomings of

research in outdoor education are numerous. Live coding of

teaching events at outdoor schools are scattered, and
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[

descriptions of how participants interact :n such an

environment are few.

M

This study was i1ntended to be exploratory and
descriptive of outdoor school in an attempt to uncover

more of the unigue and key variables which, hitherto, have

ric, -

I
s

been des-ribed 1n vague but glowing rhet
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Chapter 4 !
RESULTS AND DiSCUSSIQN. ) "
. ' Introduction
+ '

In this chapter, the data collected with various
instruments are presented for each teacher and class. It

was not intended that comparisons be made between teachers;

therefore, each teacher and class unit are discussed
separately following the Dunkin and Biddle (1974:38)

research paradigm. Presentation of the data is made in two
parts. Part I includes separate profiles for Teachers A,

B, and C. An additional dimension of "a day in the life of

utdoor school teacher" is presented for Teacher C,

[

an
Part II 1includes the descriptive récords for Teacher D
with the presentation of "a week in the life of an outdoor

school teacher.”

L]
\m\
H
| ‘r‘.
=
e
|5
"
]

art I results are presented in the following data

vl

segments: presage, teacher process, presage-process, con-
text, student process, context-student process, teacher
process-student process, and product., Within each segment,

data are reported and results are stated and discussed in

73



light of the literature ci

74

=

ted in Chapter 2, which focussed

on climate and directiveness, management and control, and

in the following order:

3. Tea:hing experience

4. Teacher properties

(a) Outdoor Educktion

(OEOT) (Brekke,
(b)

{MTAI) (Cook et

*

Teacher Process Data

(a)

(HITB) (Eggert,

1977)

al.,

1977)

Opinionnaire for
77

&

Segmant data are presented

Lumby Outdoor School
{ Study Questionnaire
(LOSS) (1979)

Teachers

Minnesota Teacher Attitude Inventory
1951)

High Inference Teacher Behaviour Rating Scale

(b) Flanders Interaction Analysis Cateégry System
(FIAC) (Flanders et al., 1974)

Presage-Process Data

A summary is provided for each teacher,

Context Data

(a) Sex (b) Age (c)

2. Student ﬁk@perties

1979)

Grade

Student formative experience

{ School Records
1979-1980

School and community contexts (estimated)

Classroom context (Environment Inventory) (Lumby,
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4

Student Process Data

1. Student behaviour . » N

(a) Flanders Interad¢tion Analysis Category System
(FIAC) (Flanders et al., 1974)

Context-Student Process Data

A’ summary is providéd~for all students.

“"Teacher Process-Student Process Data

A summary is provided for combined results.

Product Data

(a) Classroom Atmoéphere Questionnaire
(CAQ) (Hoffmeister, 1971)

Teacher A

Presage Data

Presage data include the teacher's formative, train-
ing, and teaching experience, and teacher properties. This
segment is one of four in the model (sée Figure 1, page 8)
for studying teaching, devised by Dunkin and Biddle (1974).
The LOSS (Lumby, 1979) instrument was used to gather the
data.

l. Formative Experience

Age: 39 years Sex: male

Personal school experience related to O.E: nil

Full-time jobs .other than teaching: nil

Part-time jobs related to 0.E.: Two consecutive summers
as section directpr at a boys' camp

This male teach&r was in mid-teaching life.



Although there was an absence of outdoor education in his’
personal schooling, he had spent two summers directing a
boys' camp.

Teacher A's experiences as a camp director were seen as

a positive influence in taking his class to ocutdoocr school.
There were no other influences which could be interpreted

[ 4
as influential on his disposition toward outdoor education.

2. Training Experience

Degrees: B.Sc., 1962; Major, mathematics and science

Teachihg diploma, 1963

mw

M.Ed., 1971; Major, guidance and counselling
Programs/courses in 0O.E.: nil
Some of Teacher A's training experience had no
obvious bearing on outdoor education and was considered
irrelevant. Scxenc‘and guidance/counselling were, however,

viewed as subjects which could be aligned with outdoor

education content or methods. There was no evidence of

"

tudie

-
o

sCclenc

w
o

formal training in O.E. but the teacher had
which has éotential for field trips, thus providing a link
with O.E. Furthermore, his guidance/counselling studies,
by their very nature, imply an understanding Qf!humaﬁ
nature. Outdoor school is claimed to be a setting in which
teachers and students become acquainted with each other as
persons.

During the early years of outdoor education, science

was seen as one of the founding disciplines (W, M. Hammerman,
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&

1980) . Early proponents claimed that it was difficult to
teach science Hithéu£ resort to the real world (Sharp, 1952;:
I\ w. Smith et al., 1972). C rent currlcula cite oppor-
tunities for teaching outdoors. It was considered likely,
therefore, that Tea:herﬂA had been exposed to outdoor

methods for teaching SE;EﬁCé,

4
While guidance per se was not perceived as an out-

door subject in itself, the interpersonal values of outdoor
education have been extolled by many writers su:h as Sharp
(1952), J. W, Smith et al. (1972), and W. M. Hammerman
(1980) . The inference gay be taken that Teacher A was dis-
posed to consider app@rtunifle for "counselling” should
“they have arisen.

During the 50-year history of outdoor education,
the plea has been made for courses in*0.E. at post-secondary
institutions (W. M. Hammerman, 1980:99). Be that as it may,

Teacher A, as a recent graduate of teacher preparation, did

L] I—]\

not report any outdoor education courses in his training
axperiEncei

3.

[=3

eaching Experience

‘ Teacher A's experience (see below) related to O.E.
included five years of annually planning and implementing an
O.E. program in Montreal elementary schools. In addition;

he served on an 0.E. planning committee for his present

school.



o . No.
Taught Leve Years Subjects

Sr. High Grac« 8-11 incl. 6 Algebra, geo-
metry, physics

= guidance
Elem. Principal, K-8 - 7 ==
inclusive

.Elem. Grades 5 & 6 2 Math.,

Elem. Grades 4, 5, & 6 1.5 All subjects
except phys.
ed., science,
art, music

i
Teacher A's past experience in planh1n§ an§ imple-
menting an O.E. program was viewed as a feature which sup-
ported his continued interest in outdoor programs. His
experience as a guidance counsellor was seen as conducive

he interpersonal nature of outdoor school. Among other

Ind
"

o

ubjects, he had taught science and social studies, two

/1]

subjécts which have been closely aligned with O.E. methods.

The foregoing revealed a significant number of

[
o

years spent in planning and implementing O.E. Northway and

Lowes (1963:79) suggested that: "There is a magic about
Eampin%, It gets into ybur blood, and you cannot get it
out." Teacher A had developgd an affinity for O.E. in
teacher training experiences.

4. Teacher Properties

(a) The OEOT (Brekke, 1977)
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.

The OEOT focussed on the teacher's perception of

education.and his recommendations for O.E. at various levels
of schooling. The selfgreporting instrument was categorized
and reporked with mean average responses and/or written
comments as appropriate. Teacher A's resporngEes are summar-
ized in Table 6.

Teacher A's responses here appeared to indicate a

support for outdoor education. His previous familiarity

with outdoor programs as an administrator had enabled him

[* 8

to formulate objectives readily as well as to design and
implément O.E. progréms. On-the-job experience had evi-
dently influenced him much more than books or formal
courses. He recognized the fact that university courses
were useful in familiarizing teachers with the O.E. process.
He had willingly undertaken the 0.5. project in concert
with his colleagues. Furthermore, he planned two additional
days in outdoor activities for the same school year. He
rated the value of outdoor education as "high" and was com-
mitted to it. He felt that O.E. programs should exclude
Grade 4 children (who were in his class--a multigrade room)
because he thought them "too young" to benefit from the
experience. he

(b) The MTAI (Cook et al., 1951)

~ The MTAI places teachers on an "autocratic democra-

tic" continuum. The test's author provided answers and



Table 6

TEACHER A: RESPONSES TO OQOEOT

)
(]

Category and Mean Response Response
Description ’ Response Range Descriptors®
A. Difficulty of identi=- 4.2 1-3 Relatively to
fying and implementing extremely easy
outdoor education v
¥

B. Influencing factors:
1. Awareness of books 2.5 1-4
or courses .

2. Assistance or encour- 3.0 1-4
agement from school
- "OF government
|

~
3. Decision to offer 0.5. = -
Previous experience = ' =
with O.E.
Annual days planned - T e
4. Plans to continue - =
with O.E.
C. Value of outdoor 4.7 . 1-5
education
D. 1. Suggested grades , - -

L=
for O.E.

2. Suggested days and - -
grades for O.E.

Bl o

None or small
influence

Some assistance

3
Collectively/
self & others

Yes

Yes

Agree to
strongly agree

Grades 5, 6,
7 and B

- 4 days
= 4 days
- 10 days
= 10 days
- 10 days

1. Workshops
(local)

2, University
courses

3, Model units

*QEOT: Outdoor Education Opinionnaire for Teachers
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norms which indicated that responses were "correct" for
demd’ratic views and "incorrect" for autdcratié views, based

on the belief that democratic teachers, as measured by the
A
scale, were better teachers. The MTAI was administered to

the teacher prior to and foflowing outddbr school.

» On the first admiqiftration of the MTAI, Teacher A

un

gave 101 "correct” and 35 "incorrect" responses for a net
score of 66 (prior to 0.S.). He~had been teaching in elem-
entary schools for about ten years but, pricr to that time,
his preparation and early teaching had been in secondary

schools. Percentile ranking for both secondary and elemen-

schools are considered. Compared to the standardized

1for academic secondary school teachers with five years
of é?hining, he stood at the 73rd percentile; for elemen-
tary school teachers with four years of training in a school
System of 21 teachers or more, he stood at the 56th per-
centile. FoY¥lowing 0.S., the second administration of the
MTAI resulted in a reduced score for Teacher A; that is,
his corresponding percentile rankings were 61lst and 45th,
respectively.

In reviewing the MTAI, Cronbach (in Buros, 1978:
798) concluded that experienced teachers as a group could
be expected to reveal stable results. Teacher A's results
did differ, and would suggest that he was not as open-
democratic as are between 44% and 56% of other elementary

teachers with similar qualifications and experience,
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J. W. Smith et al, (1972:29) and D. R. Hammerman and W. M.
Hammermag (1973:362) advocated an open-democratic medel of
teacher behaviour in outdoor education. If one were to
presume that superior outdoor teachers were in the upper
quartile of a scale like MTAI, Teacher A would not compare
favourably. The higher ranking for Teacher A when compared
and early exgEELEﬁce. It is interesting to note that

Teacher A thought the MTAI to be "dated" and expressed

: gtg
tions.
Teacher-Process Data

(a) HITB (Eggert et al., 1977)

HITB was designed as a high-inference rating scale

for eight teacher qualities (variables): withitness, over-

lappingnes#, smoothness, momentum, clarity, persuasiveness,

warmth, and empathy.

HITB data for Teacher A are shown in Table 7 which

(4 4]

contains mean average ratings pre-, during, and post-outdoor
school, as well as mean average ratings for the academic

sessions, all sessions, and the teacher's self-ratings. The

W

important difference was viewed as that between the ratings

for the outdoor phase and the other two phases.

Six variables-=withitness, overlappingness, smooth-

ness, momentum, persuasiveness, and empathy--received

1



oo

Variable

=

Clarity

Persuasive-
ness

Instruc-
tional

Inter-
[personal

4.3*
2.67

2!9*

*highest

+lowest

TSR: Teacher Self-Rating

High Inference Teacher Behaviour Rating Scale
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comparatively lower ratings during outdoor school than pre-
0.5. Two variables--clarity and warmth--were rated compara-
tively higher during 0.5. than preéé.Si Four variables--
@verlaﬁﬁgféngss, momentym, persuasiveness, and warmth—sj
received comparatively lawe;!ratinggzpéstiégs. than pre-0.S.
Four variables--withitness, ém@éthﬁéss, clarity, and empathy
--received comparatively higher ratings post-0.S. than,
pre-0.5, Six variables--withitness, overlappingness,
smoothness, clarity, persuasiveness, and empathy--revealed
comparatively higher ratings post-0.S. than during outdoor
school.

Differences were na%gd in all variables with the

exception of. "momentum" where ratings were identical during

and post-0.5,

Table 7 shows that the mean ratings of teacher

management categories were:

-
Variable 1 Highest Lowest
Withitness Post-0.5. During 0.85.
Overlappingness Pre-0.5. During 0.S5.

7 Smoothness Post-0.5, During 0.S.
Momentum Pre-0.5. ﬁuring]?@stﬁais.
The ratings for the teacher management categories

and outdoor school. The pre- and post=0.5. ratings were
made during classroom situations where children were essen-

tially "deskbound" while the 0.5. ratings were obtained in
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"un~classroom—like"‘settlngs,(for‘exahple, campfire/cooking;
a walking tour/study of a small town). On the other hand,
pre- and post-0.S. differences in these categories revealed
overlappingness and momentum to have declined while withit-
ness and smoothness improved. In an attempt to account for
changes, one might postulate that 0.S, may have enabled
Teacher A to increase his ratings for withitness and smooth-
ness but decrease his ratings for overlappingness and momen-
tum. In his study of three teachers, Blocksidge (1978)
found that the mean average rating for the four variablesé
was highest during 0.S., whereas the present study showed
that during 0.S. the teacher was rated lowest.

Table 7 also shows that Teacher A fluctuated in the

instructional categories:

Variable Highest Lowest
L 4
' Clarity Post-0.S. Pre-0.S.
Persuasiveness Pre-0.S. During O.S.

The variation in these categories may have reflected the
differences between the classroom and 0.S5. The lower rating
during O0.S. may reflect Fhe style of teaching associated
with the outdoors; that is, less "direct." The variation

in the rating of clarity and persuasiveness may be attribu-
ted to the intervention of O0.S. or it may simply have
reflected the ratings for the teacher on the chosen days.

3

In his study of three teachgprs pre-, during, and
\\—/'
post-outdoor school, Blocksidge (1978) found that the mean
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avefqge rating for clarity was highest afterwards and lowest
before and during the outdoor experience which was similar
to the present study findings. Blocksidge's ratings for
persuasiveness were contrary to the present study, with the
highest rating during and the lowest prior to outdoor
school.

As the Table 7 data show, Teacher A fluctuated 1in

interpersonal skills:

Variable Highest Lowest
Warmth During O.S. Post-0.S.
Empathy Post-0.S. During ©0.S.

The variation in ratings for these categories also may have
reflected the differences in settings. O@tdoor education
writers (J. W. Smith et al., 1972:30) have claimed increased
opportunities for teacher warmth at outdoor school. The
claim was substantiated by the ratings for the three teach-
ers in Blocksidge's (1978) study. The equally stated claim
for incrgased opportunities during 0.S. for teacher empathy
was not ‘pported by the data collected in the present study
which coincided with Blocksidge's (1978) findings.

With respect to teacher self-ratings, discrepancies
were found between the mean average rating recorded by the
observer and the rating which the teacher gave himself
(Table 7). 1In six variables, Teacher A's self-ratings were

lower than the observer's. In the two exceptions, he rated

himself higher in momentum but equal in warmth. Insofar



as a value judgment may be made, Teacher A held a modest
opinion of himself in the rated variables.

In summarizing the results of the eight HITB vari-
ables, it may be noted that during outdoor school the
teacher was rated lower in six variables--withitness, over-

s, smoothness, momentum, persuasiveness, and

1131

lappingne

given prior

i
m\
\F"
M\

empathy--compared with the mean averag ngs
to and after outdoor school. Clarity and warmth were rated
higher during outdoor school.

(b) The FIAC (Flanders et al., 1974)

The FIAC reflects the proportion of teacher and
student talk in 10 categories. Reported data are shown in
Tables 8 and 9. Flanders' general rule for teachex. talk
was not revealed in Teacher A at any time. Instead DE the
normal two-thirds, this teacher spoke for an average of
82.1% of frequencies, which was unusually high. In the
light of outdoor education literature, some noteworthy
data are apparent in Table 8. .

Category 4 included teacher questions. Frequency
counts indicated most questioning took place post-0.5. and
least frequently during 0.5., while the period prior to
the 0.5. was midway between the two extremes. These data
are interesting because a "questiaﬁiﬁg“ style of teaching

is often associated with teaching outdoors (D. R. Hammerman

& W, M. Hammerman, 1973:359).

Category 5 included the teacher lecturing, and here
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Table 9
TEACHER A: PERCENTAGE FREQUENCY
DISTRIBUTION FIAC
Pre- During Post-
‘Category of Talk 0.5. a.5. 0.5,
Teacher Response
Y
1. Accepts feelings 0.9 1.6 0.3
2. Praises . 3.3 3.3 2.0
3. Accepts or uses .
i1deas 8.5 6.6 6.2
Totals 12.7 11.5 8.5
Ranks High Medium Low
e o S T e = A A R S M M M R e e e e R e R RE TN D= S me mm o e e e e e e e E o o ST e e e e = =
Teacher Initiation
5. Lactures 46.3 49.6 56.4
6. Gives directions 4.8 5.0 2.4
7. Criticizes 4.0 3.6 3.9
Totals 55.1 58.2 62.7
Ran) Low Med i um igh
s i 5
4. Questions* 12.9 11.9 13.4
Ranks Medium Low High

FIAC: Flanders Interaction Analysis Category System

*Response or initiation



Teacher A revealed the highest frequency count. The higher
percentage frequency was post-0.5. but lowest pre-0.S.
During 0.5., lecturing was midway between the extremes. All
mean average frequency counts were high, ranging from 46.3%
to 56.4%. Outdoor education writers placed emphasis on the
lack of need for lecturing (D. R. Hammerman & W. M. Ham-
merman, l?SS;BlE); Teacher A behaved much the same ocutdoors
as he did inrthe classroom.

Category 6 included the frequency with which the
teacher gave directions. The highest frequency count was
during 0.5. and the lowest was post-0.5. The frequency
percentage pre-0.5. was close to the former. This teacher
behaved similarly in the classroom and outdoors as far as
giving directions during the six sessions was concerned.

Category 7 included adverse criticism and the justi-
fication of teacher's authority. Teacher A revealed the
highest frequenéies-prEsD.S_, closely followed by the post-
0.S. counts. The frequency count during 0,5, was the
lowest, These data may suggest support for the claim in
outdoor education for reduced discipline problems when
teaching outdoors (D. R. Hammerman & W. M. Hammerman,
1968:22) .

Table 9 reveals ;he proportions of teacher responsesg
and initiations. Outdoor education literature (J., W, Smith
et al., 1972) has advocated a more "indirect" style of

teaching which should reveal higher frequencies of teacher



response categories. It was noted that Teacher A did

exhibit high frequencies of Categories 1 and 2 ("accepts

ings” and "

praises”) during 0.S. Outdoor school may,

-

fee
therefore, offer more opportunities for the teacher to

exercise such response. When Category 3--teacher accepts
ideas--was considered, the total for teacher response did

not prove to be higher durin

s}

0.5 It géi be said, there-
fore, that by including more than one vaTiable in the
cluster for teacher response the results are confounded.

unkin and Biddle

o

In their review of studies using FIAC,
(1974) found conflicting results for the relationship*
between indirectness and student products.

Teacher A did, however, confirm the findings that
teachers in standard classrooms are primarily direct., The
frequency with which he engaged in "teacher initiating talk”
neither increased nor decreased during 0.5, Within
"teacher initiating talk," confounding variables were
noted when Teacher A gave directions, revealing higher
frequencies during O.5. Rosenshine and Furst (in B. O.

Smith, 1971) noted a close association between teacher
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m
L
>
1]
o
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indirectness and use of student idea

guencies for ac

epting students' ideas was indeed highest
when total frequencies for "response” (indirect) was

) . o i . 1
"highest" (Table 9 ). Teacher A confirmed Askham's (1974)
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interaction patterns either indoors or outdoors.
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In summary, Teacher A talked proportionately less
at outdoor school than he did during academic classes. At
outdoor school, the teacher spoke more about students'
feelings, giving directions to students, and praising, than
he did during the average academic class. In school, the
teacher spent more time during the average class accepting
and using students' ideas, asking guestions, lecturing, and
criticizing or justifying authority.

Compar:son of Relationships Between
HITB and FIAC Results

The data :n Table 10 i1ndicated that at outdoor
school Teacher A engaged in more talk about students' feel-
ings, giving directions, and praising students, while at
the same time he was coded as exhibiting higher warmth and
equal clarity compared to his behaviour in the average
academic class. The higher rating for "warmth" (the high-
inference variable) was in contradiction to the results for
teacher response (Categories 1, 2, and 3) and teacher initi-
ation (Categories 5, 6, and 7). The independence of the
variable "warmth" from "directiveness" confirmed Dunkin and
Biddle's (1974:120) observation. The comparative rankings
of HITB and FIAC variables raised interesting questions;
for example: ’

Were the parallel rankings for the variables

pure chance, or were they dependent on each
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TEACHER A:
DATA PRE-,

[t

10

COMPARATIVE RANKINGS OF
DURING, AND POST-OUTDOOR SCBOOL
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FIAC AND HITE

variable Pre- During Post Variables
) 0.5, Q.S8. 0.5. Similarly Ranked
Withitness Medium Low High Cat. 4 Smoothness:
_ Empathy
Overlappingness High Low Medium Cat. 7 Momentum:Persua-
Sl1veness
Smoothness Medium Low High Cat. 4 Empathy:Withitness
Momentum High Low Medium Cat. 7 Overlappingness
Persuasiveness
- Clarity Low Medium figh Cat. 5 Total Teacher
Initiation
Persuasiveness High Low Medium Cat. 7 Overlappingness:
Mogentun
Warmth Medium High Low Cats. 1, 6
Empathy Medium Low High Cat. 4 Withitness:
Smoothness
3 Cat. 1 Medium High Low Cat, & Warmth
£
§ cat. 2 High High Low None
@
o e - .
Cat. 3 High Medium Low Total Teacher Response
Total High Medium Low Cat. 3
§ Cat., 5 Low Medium High Total Teacher Initiation:
- Clarity
Io
b
£ Cat. 6 Medium  High Low Cat. 1 Warmth
a
" cat. 7 High Low Medium Cat. S Clarity
Total Low Medium High Cat. 5 Clarity
Medium Low High Withitness:Smoothness:

Empathy
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other? Was the teacher less "withit" during

ting

n
v

outdoor school because of the "open

which may have reduced his "smoothness"?

[o N

teaching

[e]s)

a}

In contradiction to the preferred out

nd ques-

I.<
]
[i+]

style, Teacher A revealed low ratings for empath

tioning. He was perceived to have lower ratings during

0.5. for withitness, overlappingness, smoothness, momentum,
persuasiveness, and empathy and, at the same time, he
revealed fewer frequencies of teacher criticism and teacher
questions. The findings for empathy and criticism should
have been inversely ranked but they were not; thus, the
relationship between the two variables was not clear.

In contrast, Teacher A was ranked high during out-
door school for warmth while demonstrating higher frequen-
cies for accepting feelings and giving directio The
rankings for warmth and giving directions confirmed the
independence of these variables which were presumed to be
and White (1939). The variables were later clarified by
McCandless (1961) and L. Smith and Hudgins (1964). These
data also supported Rosenshine's (1971) findings that
teacher indirectness (response) and use of student ideas
were positively correlated.

The ranking of empathy (a high-inference variable)

ncidence of Category 1

\I"‘"

should have corresponded with the

"teacher agcepts feelings" (a low-inference variable).



No explanation of the conflict can be offered unless the
qualitative judgment inherent in tHe high-inference coding
did not coincide with the quantitative measure apparent in
the low-inference frequency.

N "Clarity,"” on the other hand, conformed with Cate-

gory 5, "teacher lectures” and the totals for "teacher

ion" which might have indicated that teacher res-
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ponse or the indirect "discovery learning” model may be
more vague.

The agreement between warmth and accepting feelings,
which contradicted the ratings for empathy, may have indi-
cated conceptual confusion over warmth and empathy. The
ééntrast between the rating for warmth and empathy was no.
less interesting than the corresponding contrast with the
inverse relationship between withitness, smoothness,
empathy, teacher questions, and warmth, accepts feelings,
gives directions.

Table 10 shows data from HITB and FIAC instruments

with relative ranking of variables pre-, during, and post-

outdoor school. Some tentative inverse relationships are

worth noting. As the variables withitness, smoothness,
empathy, and questioning increased, the three variables
warmth, accepting feelings, and giving directions decreased.
The obvious anomaly was the apparent contradiction of the

high-inference variable rating for empathy and "accepting

feelings" which represented a low-inference frequency count.



The anomaly exists because the two variables were supposed
to consider the same or similar teacher behaviour. A par-
tial explanation may be found in the gualitative nature of

guantitative data. The high-inference variable was coded *
live for half of the 40-minute observation, whereas the
low-inference frequency was tape-recorded for the 'entire
40 minutes of the lesson. Conceptually, the two variables

were seen to be more similar than different and thus the

operation of the instruments was brought into question.

Clarity, lecturing, and total teacher initiation
were inversely related to accepting ideas and total teacher

response. The relationship would support the indirect
versus direct (that is, response versus initiation) modes
of teacher behaviour to which Flanders alluded in his early

work (Freiberg, 1981). Blocksidge (1978), in his study

of three teachers prior to, during, and after outdoor

A

school, reported mixed results in the high-inference vari-

This section examines the interrelationship of
variables from two segments of the Dunkin and Biddle (1974)
model for the study of teaching (Figure 1, page 8). The

presage segment deals with formative data; training experi-

ence, and teacher properties. The process segment deals

with teacher behaviour under (a) HITB and (b) FIAC data.



Various researchers, including Dunkin and Biddle (1974),
have considered the importance of the interrelationship
between segments. In this case, Teacher A's preparation
and experience are examined in light of his performance in
the classroom and outdoors. Reported data were detailed
earlier in this section.

Teacher A was a 39-year-old male with 16 vears'
teaching and administration experience and a Master's
degree in counselling. The observations made of his teach-
ing revealed a reasonably stable performance throughout
the period, both indoors and outdoors, which would seem to

be consistent for a l6-year veteran. The absence of a

e |

y
dramatic changes in observed behaviour during the outdoor
phase was consistent with his overt support for O.E. The
MTAI score would indicate that his views on the autocratic-
democratic continuum of teaching achieved a higher score
when he was compared with the standardized norms for
secondary school teachers. Dunkin and Biddle (1974:114)
noted that there were contradictory results in the rela-
tionship between teacher scores on the MTAI and teacher
indirectness. They pointed out, however, that higher
scores on the MTAI were associated with greater acceptance
of student ideas (ibid.:124). Teacher A's frequency per-
centages for indirectness-response were minimal, never more
than 12.7% of total talk. For accepting students' ideas,

they were never more than 8.5% of total talk, whereas he
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was placed at about the 50th percentile on the MTAI. These
data would indicate that he placed no higher than 50% of
the population on the autocratic-democratic continuum and
he engaged in a small (12.7%) amount of talk intended to
encourage children to initiate more talk. Teacher A's data
do not help to clarify Dunkin and Biddle's piztu%e of
contradictory relationships. They reported that teachers

use little criticism, a finding supported by data from

Teacher A; that is, never more than 4% of total talk.
Criticism, according to Dunkin and Biddle (1974:131), was

not seen to be related to MTAI scores; thus, the relation-

ship was considered to be irrelevant.

céntext Data

1. Student formative experiences are shown in Table 11l.

Table 11

TEACHER A: CONTEXT DATA

Age/Grad No. of Students* % of Tatalvé%ass

Age: 8 years 4 I /

* . - . . - . .
Sex: 12 girls, 18 boys; Ratio: 2:3; Mean age 9,7 years



2. Student Properties

The students of Teacher A were generally high aca-
demic achievers as the data in Tables 12, 13, and 14 show.
The relative stability of the school may be inferred from
its Grade 3 students and the system scores which are
recorded in Tables 13 and 14 (Stanford Mathemat.cs Test
Scores, Madden et al., 1972). Except for iSrade 5 student
scores, these tabulations showed that Tea rer A's students

were equal to or higher academically than tnelr peers in

their own school and in the Calgary public school system.

3. School and Community Context

The Calgary public school :in which Teacher A taught
had a student enrolment of approximately 450 in 1979. The
population of the city of Calgary was about 530,800 in the
same year.

As the school boundaries were not fixed, a number
of students were bused to the school. Parents of students
1n Teacher A's class generally supported outdoor education
as was evidenced by the fact that all but one child were
allowed to attend outdoor school, which entailed a fee of
$55. per child.

4. Classroom Context

The classroom was semi-open, sharing as 1t did
personnel and space with the class of Teacher B. The
divider between the two "rooms" was open more often than

it was closed. The classes intermingled and changed
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frequently but, for purposes of this study, constant groups
were observed with their respective teachers for all ses-
sions prior to, during, and after outdoor school. A sketch
of the classroom environment is depicted in Figure 6.

5. Outdoor Context

The outdoor school was conducted at.Pioneer Lodge
near Sundre, Alberta, a small rural town of about 2000
people. The environment described in Figure 7 was a
campsite about 2 km from the lodge and the town of Sundre
itself. Pioneer Lodge was a year-round camp with winter-

ized facilities, and meals supplied. The campsite, with

of a clearing in a mixed-wood forest. The walking study-
tour of the town had the class travelling many of the
streets in search of noteworthy features.

6. Classroom/Outdoor Contexts

The classroom and outdoor contexts were viewed as

being distinct from each other. An inventory of each

t

]

environment is presented in Figure 8 in order th

ences may readily be seen.
The two environments had distinct effects on the
children. The school site was very familiar to them because
they had attended the classroom during regular school days
for seven weeks. On the other hand, they had occupied the
outdoor site for less than a day prior to completion of the

environment inventory. It became apparent that the students
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. Teacher A:

Figure 6

Classroom Plan Sketch
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Teacher A: Outdoor School Site Sketch



Classroom: Mathematics & Language Arts

Date: 16 October 1979; ::55 pm

Family grouping, i
distributed over & classrooms

Organization of Class

Grades 4. 5. & 6: 27 boys and girls
in langquage &Fts grouping

Air

Still: gentle air-conditiening:
temparature 20°C

Ligheing
Fluorescent, no windows

Bumidity

Low, static electricity noted

Floor
Carpeting

Cailing and Walls

Stipple, sound-proofed ceiling: walls
concrete blocks on 5 sides. One wall

a folding divider separating Tsachar A
from Teacher B, who was team pArtner
Much colour used for displays.

Bshaviour Setting

Classroom boundaries desks, ssats, and

gathering space on floor. Much work
required of students.
Toasher A:

Organization of Outdoor Schoo!

Sixty—two students divided 1nts
four study groups

Qfg;n;zg;}qﬁ of CZ!

Grade 6, 1B boys only

A

St1ll; tempsrature -5°C

Lighting

Natural daylight, overcast
Eu!id;ﬁx _
High

Ground

frozen, ice,
tree stumps

Uneven,

snow, gravel
rocks, :

Suf;augélﬁgi

Creek, beaver pond, some thin 1ce,
whits poplar and spruce trees,
shrubs

Beshaviour Setting

firepits as focal points for
Relaxed atmos-

Outdoor
warsming and cooking.

phere. HNo particular requiremsnts
ande of studsnts.



Behaviour Objects

Books, pens, pencils, desxs, chairs,
overhead projector. screen LRages,
and chalkboard

Desks for overhead preserzations and
sE&atwork; gatheéring c
group work

Period of Observation in Daiiy Plan

noon after library a=d languige
at end of school da

b
L]
S
-
-

Roles of S-ecialists

Class normally .eft homer-om for
science, physical #ducaticn, ar
French, ,and drama.

Interaction Patterns

girls, the teacner, and tha

-
D\

Behaviour Objects

i
ﬂ

Campfire pits, fry pans, butter,
peanut butter, flipper. eggs

Standing Patterns

Pattarns svolved through the time
paricd. Three cAmpfires witn some
boys at each. Most were close to
tws fires wvhere two teachers atood.
Soys warmed themselves or cooxed,
standing or crouching.

Period of Observation 1nn Dail. Plan

Early morning; boys had ~.st ariser
from cold Seds, donned -=.d Zlothes
and froren boots. After oreacfast

L-1-¥.9
they were to return €0 the lodge.

Role of Specialist

Resource teacher accomganied Zlass

Interaction Patterns

Boys, the teachesr, the r
teachar, and the observer

Early morning, but at close of
“camping out® phase

Figure 8 (continuad)

~
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were loathe to stray very far from the site during the
evening and early morning. Only later did the boys leave
the immediate vicinity of the campfires, venturing onté the
thin ice over the beaver pond, with disastrous results for
one boy. The wetting and subsequent procedures made an
apparent impression on all of the students. The event was
quite different from any classroom-induced activity. The
outdoor tasks were much less demanding in time, standards,
and knowledge, but the low temperature (-5°C) was obviously
uncomfortable for the young boys. There was a significant
difference in class requirements. Mathematics and language
arts had certain individual reduirements to be completed
during the lesson. The outdoor lesson contained some com-
pulsory aspects induced by the cold weather (for example,
getting dressed and moving toward the fires). Cooking and
eating appeared to be largely voluntary, perhaps inten-

tionally so. The outdoor session, including sleeping out,

lasted for about 14 hours.

Student-Process Data

The FIAC (Flanders et al., 1974) is a low-infer-
ence observation system. Data are recorded in 10 categories
of which two comprise student talk. Category 9 includes
student talk which is initiating whereas Category 8 contains
student responses. Reported data are shown in Table 8. Of

the total classroom talk, students talked for a mean avgragg’
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of 17.9% over all the classroom sessions. Before outdoor
school they accounted for 19.1% of total talk; during O.S.
the mean dropped to 18.5%; and post-0.S. their talk dropped
to 15.3% of the total.

Category 9 included student initiating talk. The
students initiated most before 0.S., least afterwards, and’
between the two extremes during the outdoor phase. Outdoor
educators have suggested that children may engage 1rn more
initiating talk during outdoor school (J, W. Smith et al.,
1972:45). The present data would not appear to bear out
that claim, although the significance of the variability was
not apparent. ’

Category 8 included.student responses to teacher
~questions. The students exhibited most résponses during
0.S., least afterwards, and between the two extremes before
the event. The relationship between "initiating" and
"responding” was always unidirec&ional; that is, "initia-
ting" exceeded "responding.”

There was more student talk during language arts
than either outdoor school or mathematics. The latter
showed the least proportion of student talk. Student ini-
tiating was highest in language arts, lowest in mathematics,
and between the two extremes during outdoor school. The
breakfast session during the outdoor phase revealed the
second highest frequency percentage. It may be noted that

the session involved older boys only from the clagses of
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Teachers A and B. There were fewer boys in the breakfast

session than at any of the other sessions. The number was
sometimes three campfires. The high frequency of student-
initiated talk may have been attributable to the small size
of the group as well as the nature of the task (an unstruc-

tured lesson in cooking). The highest frequency percentage

in student response was recorded during the town study as

art of the outdoor phase. This result may have been

L)

attributable to numerous but obvious observations made by

the children.

Context-5tudent

Process Data

This section considers the interrelationships
between variables from two segments of the Dunkin and
Biddle (1974) model for studying teaching. Context data
include student formative experiences, student properties,
school and community contexts, the classroom context, and

the outdoor context, Student process data include talk

The class was predominantly boys ranging in age from
8 to 1l years. Their teacher accounted for most talk in

the classes observed where students spoke least after 0.5.
and most pre-0.S5. They engaged in more initiating talk
than mere response during the entire period. During 0.S.

the students responded more than before and after the
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hase. They initiated most before, and least afte

Lo/

outdoor

e

N

outdoor school. The highest frequency percentage of all

single sessions was before 0.5, during language arts.

Teacher and Student
Process Data

Teacher and student-reported data from HITB and FIAC
instruments were set out in Tables 7, 8, 9, and 10. Student
and teacher talk is at the very hub of teaching and learn-
ing. The process segement was, therefore, identified as a
key element in the Dunkin and Biddle (1974) model (shown in
Figure 1 on page 8).

Data indicated that Teacher A engaged in more talk
about student feelings, giving directions, and praising
students, while at the same time he was coded as exhibiting
higher warmth and equal clarity during 0.S. compared with
the mean average academic class. During 0.S5. the mean
average student talk ranked second to the frequency percen-
tage recorded before 0.S. Student "response" during O.S.
exceeded the frequency percentages for the periods before
and after 0.5. Student "initiating" talk during O.S.
ranked second to the frequency percentage recorded for the
period before 0.5.

Total student talk and student "  .ic.ated” talk
corresponded, but not necessarily sign. .cant ,, in ranked
frequency percentages to the teacher's usage of praise and

,

the teacher accepting or using student ideas., Student



giving directions.

Pre- During Post-
FIAC Categories 0.5 0.S8. 0.5.
Studernt Cats. 8&9 High Medium Low
Student Zat. 9 High Medium Low
Teacher Cat. 2 High Medium Low
Teacher Cat. 3 High Medium Low
Student Cat. 8 Medium High Low
Teacher Cat. 1 Med ium High ~-Low
Teacher Cat. 6 Medium High Low

Student "response" frequency percentage ranking

orresponded to the relative ranking for the teacher's

[

interpersonal variable of "warmth."

' Pre- During Post-
Variable 0.5. 0.5. 0.5.
Student Cat. 8 Medium . High Low
Teacher "warmth"” Medium High Low

[

Total student talk Cats. 8 and 9 and, more especi-
ally, No. 9 (student-initiated talk) ﬁfoéSp&ﬂdEﬂ with the
ranked frequencies for teacher response (Cats. 2 and 3).
Although Cat. 1 (accepts feelings) was missing, these data
would support Flanders' (1974) theory that indirect teacher

behaviour (response) encourages a higher incidence of
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student iftiation. It was interesting to note that the

relative ranking for teacher warmth did not coincide with

the ranking of low-inference measures of teacher response

f Cat. 1 (acceptance of feelings). The

O

with the exception

the high-inference variable

wr—‘

lier wa

W
1]

anomaly alluded to ear

hich should have followed suit after

K
1]

Cat. 1 frequencies. A detailed discussion of similarities

Teacher A's indoor and outdoor school
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behaviour follows.

Similarities and Differences Between the
Indoor and Outdoor Behaviour of Teacher A

ducation movement

o]

Teacher A encountered the outioo

s a teacher and administrator rather than

]

in schools
through experience before or during teacher training. His

experience at summer camp appeared to have disposed him

positively toward the outdoors. He was "at home" during the
less-structured ocutdoor living session. During the outdoor

phase, he did not pursue skill acquisition with the same

[

vigor he displayed in the classroom. The difference may be
perceived in the following excerpts from transcripts of les-
sons recorded during both settings.

OQutdoor Caaking

\m\

Teacher: All you have in there is some ash, (laugh)
Aren't you . . . Oh! you're not cooking, Hugh?
Okay, all right. S5o we're gonna need a little
more oil for this one, but don't sweat it,
we'll get it shortly.



Student: What are those guys having first?
Teacher: Well, they're going to have their porridge
first. Okay. Now, I'm going to stand here
i and let these two guys do their egg-in-the
hole. (laugh)
Hugh appedrs to have had the option of cooking
or not. The light-hearted approach to the topic of cooking
by the boys was evident from the frequent, almost mocking
laughter. Teacher A's bantering laughter was balanced, how-
ever, by his concern for the boys, evident in his conversa-

tion with them.

Mathematics

Teacher: Can I just show you something about fractions.
Most of you now have completed this task of
going through the sheet which you have and
writing down these things on them and you had
to write them all the way across. I just
want to talk to you a little bit about reading
fractions. Okay! And, um, . . . What is this

. called? Who would like to read me this frac-

. tion? (Students raise hands)

Teacher: Billy?
Student: One=half.

Teacher: One-half. Right! And this is called, um. . .
Jan? 7
' Student: One-third. _
Teacher: One-third. And those are our only two excep-
tions. What do we call the number on the top
in a fraction? :

Students: (Murmurs)

, L

Teacher: Cathy? Or, Bob?
Student: Numerator.

Teacher: The numerator. And the number on the bottom
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is called what? Evelyn?

Student: Denominator.

Teacher: And the little line which goes between them
has a name too. What is its name, Robert?

Student: Denominator.

Students: (Laughter)

Teacher: Robert, you've been . . . you've got a gques-
tion behind. Okay! You were busy looking
around and you got one whole question behind.
We had that one answered. Come back and join
us.

This segment conformed to a tighter academic sche=-
dule than did the outdoor cooking session. There were more

ways than one for making breakfast, if any:; but, in mathe-

matics, there was but one right answer to aﬁ§ one guestion.

mathematics episode. He criticized Robert for inattention
in mathematics, whereas he used a form of gentle teasing in
the outdoor session.

Teacher A's background in campilgggand counselling
was not revealed in the mathematics episode, whereas during
the outdoor session, he revealed a more tolerant, even
indulgent manner, as shown in the following outdoor segment:

& -

Teacher: Oh! Okay. So,’we're only each doing our own
egg. Okay? And a nice piece of toast. Yeah,
that's right. I'd like you to cook it, John.
Just . . . Okay? Do your best job on it and
then you can turn it over to somebody else if
you don't like them. That's a nice idea.

Teacher A's classroom management skills were consis-

tently lower during outdoor school. This outcome might be
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expected owing to the loosely-structured "lesson” and the
informal grouping evident in sessions like the "outdoor
breakfast" and the "town study." Instructional variables,
clarity, and persuasiveness, did not rate the highest during
the outdoor session, ﬁhich might have been expected of the
breakfast segment that had only the general objective of
cooking and eating, neither of which were required. In

contrast, the classroom lessons in mathematics and language

ask specific. The examples shown
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two extremes. Warmth was rated highest during outdoor
school, indicating that the teacher showed how he cared
about the students' welfare. On the other hand, his all-
time low rating for empathy showed that, during the period

of ébSérvafiﬂﬁ, he did not accept the students' feelings as

much as he did during classroom sioens. The anomaly may

1]
m
w

have been attributable to data collection techniques.
Teacher A did not conform to the outdoor teacher
model of a greater response-to-initiative ratio. Within
thé general category of response there was variation, with
the teacher acrepting feelings and praising to the same

extent or higher, but he did not accept or use ideas as

much as he did before 0,S. Within the general category of
initiation, he gave more directions at 0.5., as would be

appropriate in view of the novelty of the situations at the

breakfast campfire and walking around town. He also

o
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lectured as much and more at 0.,5. which would indicate an

implicit rejection of the "discovery learning" approach
advocated by outdoor education authors. He adversely criti-
cised his students less frequently at 0.5, because either
there were fewer opportunities, or he @gera%ed at a dif-
T

ferent threshold. In any event, the low incidence of
criticism coincided with the high rating for warmth during
outdoor school.

Outdoor education authors have claimed that oppor-
tunities exist at 0.5. which reveal teachers as human.
Nowhere was this better demonstrated than when Teacher A

invited a World War I veteran to accompany the class on a

park at the beginning of the

I

visit to a cenotaph in th

"town study."” The teacher encouraged the veteran to recount

his wartime exploits.

Veteran: The Germans went back to their front-line
trenches and ours went to our lines. And so
they sent word I was liable to scout and I was
in headquarters back behind the lines. I
didn't take part in that attack. Uh . . .
they sent word on again to me as a leader of
the scouts to reconnoitre in "no-man's-land"
and find out how heavy the German lines were
manned. And so I started out with five men
and the Germans put a bombardment on and 1
lost all but myself. I was the only one to
get back, so I went back and got some more men
and they too were killed. I was the only one.
Then I went back and got one more. That's all
the scouts that was left, and the two of us
went out and we reconnoitred along the German
lines and we came back to our own lines and we
were bombed by the Germans. I just happened
to be fortunate, I guess. I picked up the
bomb and threw it out, otherwise we'd have
been killed.
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]

Teacher: So, you personally handled a live bomb and
threw it out of the trenches to save every-
body else's life as well as yours.

]

Veteran: Another bomb lit on top of my respirator. We
had these gas respirators. It landed on top
and I threw it out also.

Teacher: Okay, boys and girls. [Aside, to students]

Veteran: When I was over this last time I saw the large
number of graves of the soldiers who gave
their lives, and I knew that many of them had
committed deeds far greater than mine and they
paid the penalty for it with their lives. I
was very fortunate I wasn't killed. I give

them credit for . .

Teacher: [Interrupts] I don't think you're doing jus-
tice . . . [choked up with emotion; takes =
deep breath and forces it out to control the
emotion surging up] I get choked up. Okay.
I don't know if you're doing justice to your-
self. I think, from what you say about just
that particular day of your life, you deserved
the award you got, sir, and I c@mmend you for
the way you behaved. [choked up with tears 1in
his eyes and a l.ump in his throat]

e

Veteran: I deserved it to a certain extent, but I feel

that so many others . . . I saw so many deeds
of bravery and sacrifice that others did, I
count mine very small. That's all.

Teacher: Thank you for siariﬂg that with us. (Deep
breath again in order to control emotion;
then, to relieve the tension, changes conver-
sation from the veteran to the class.]

While the excerpt speaks for itself, it was noted
that during the veteran's talk and the reaction of the
teacher, the children were quiet and attentive, and perhaps
a little embarrassed, but they had a unique opportunity to

see their teacher become very emotional, ‘with the result

that they knew he was capable of such a reaction and yet
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Product Data

The CAQ (Hoffmeister, 1971) was used to measure the
students' perception of Teacher A in two dimensions, as
shown in the data below.

Acceptance-understanding dimension:

Pre-0.S. Post-=0,S.

N = 28 N = 27

I = 117.849 I = 110.720

X = 4.209 X = 4.101 -0.108
Problem-solving skill dimension:

Pre-0.5. Post=0.S5.

N = 28 N = 27

I = 122.400 I = 113.920

X = 4.371 X = 4.219 -0.152

The CAQ was used in both instances. Reliability
data were not available for the questionnaire; however, by
using the same form with the same subjects, one possible
'Ear the two dimensions were attributable to changes in the
perception of the students, or the behaviour of the jpgcher,
or a combination of both. Teacher A was seen to éééline in
both dimensions after outdoor school, Whether or not the
outdoor school experience was the key factor is not known

at this time, but further investigation is warranted.

J
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Outdoor education literature is replete with claims for
improved teacher-student rapport (J. W, Smith et al., 1972;
D. R. Hammerman & W. M. Hammerman, 1973). In the present
study the claim was not supported, at least according to

data generated by the CAQ.

‘The decline in CAQ scores corresponded to a decline
in the frequency with which Teacher A engaged in (indirect)
response talk. That is to say, both declined after outdoor
school. Cause .and effect was not presumed, but further
investigation is warranted. Whether or not the decline was

significant is deferred until the final summation,

Teacher B

Presage Data

Presage data include the teacher's formative, train-
ing, and teaching experience, and teacher properties. This
segment is one of four in the modgl (see Figure 1, page 8)
for studying teaching, devifed by Dunkin and Biddle (1974).
The LOSS (Lumby, 1979) instrument was used to gather the
data.

l. Formative Experience

Age: 37 years Sex: female

Personal school experience related to 0.E.: ‘nil
Full-time jobs other than teaching: nil
Part-time jobs related to O.E.: nil

Experience related to O.E.: Queen's Guide Award



This female teacher was in mid-teaching life., There
was a lack of outdoor education in her personal and educa-
tional background, and she had had no full-time work other
than teaching. While she had undertaken no part-time jobs

related to outdoor education, she had gained an important

-

and related experience as a Queen's Guide in Jamaica (equ
valent to Canadian Girl Guide's Association).

Very little of Teacher B's fo tive experie

d as contributing toward any disposition

m

could be constru

for outdoor education. The lone exception was her associa-
tion with the "Guiding" movement. (Historically, this
movement has shared common roots with outdoor education

({W. M. Hammerman, 1980; Passmore, 1972).)

2. Training Experience

Degrees: B.P.E., 1969
) B.Ed., 1971; Major, language arts, reading,
physical education
M.A., 1979; Major, reading
Programs/courses in O.E.: Five-day camping
and outdoor pursuits programs withinvthe
B.P.E. program

eacher B's five-day camping experience was the only

-

1er training which was related to the outdoor move-

‘"U‘
]
H
140
o
]
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ment, The remainder of her training had no obvious bearing

on outdoor education and was considered irrelevant. The

camping experience was not, by her own admission to the
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investigator, a positive and rewarding experience, accus-
tomed a® she was to the warmer climate of Jamaica. The
five-day camp-out had not been heightened by the fact that
she had to leave her infant son at home.

Early proponents of outdoor education (Sharp, 1948;
J. W. Smith et al., 1972) advocated 0.S. and camping courses
to be included in teacher preparation. Other than the five-
day camp, there was no evidence in her formal preparation of
any courses related to outdoor education. In addition, it
may be said that it was not likely that her brief camp-out
disposed her well toward the outdoor environment.

3. Teaching Experience

Teacher B had no teaching experience related to

O.E. Her teaching background was as follows:

Type of

School No. of

Taught Level Years Subjects
Elem./Sr. High K-12 3 Phys. Educ.
(in Jamaica) specialist
Elem. Grades 4, S5, 6 - All subjects

Elem. Grades 4, 5, 6 2 All subjects
: except P.E., art,
music, & science

Teacher B's reported data revealed no outdoor educa-
tion experiences except for a five-day outdoor school during
each of the latter two years of teaching. The third outdoor
school was the subject of this study and was reported by

Teacher B to be her best attempt.
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These data did not indicate a heavy commitment to
O.E. but attendance at three consecutive outdoor schools
would indicate a willingness to support that aspect of the

program.

4. Teacher Properties

(a) The OEOT (Brekke, 1977)
The OEOT focussed on the teacher's perception of the
factors which influenced her involvement in outdoor educa-

tion and her recommendations for O.E. at various levels of
schooling. Teacher B's responses are summarized in Table
15.

Teacher B's responses here appeared to indicate a
support for outdoor education. Her ambivalence toward the

experiences was revealed by her recommendations for O.E.

which did not coincide with her own immediate and past

m

experien‘ Her decision to offer outdoor schools was mad

voluntarily, however, and her previous 0.S5. had enabled her
to feel relatively comfortable with the experience. The
influence of courses, books, or agencies was minimal as was

her formal teacher preparation. She was optimisticall

and university courses were useful tools to make teachers
familiar with outdoor education.

(b) The MTAI (Cook et al., 1951)

The MTAI places teachers on an "autocratic-democra-

tic" continuum. It was administered to Teacher B prior to
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Table 15

TEACHER B: RESPONSES TO OEOT

124

Category and Mean Response
Description Response Range

A. Difficulty of identi- 3.6 1=5
fying and implementing

B. Influencing factors:
1. Awareness of books 3.0 ‘ 1-4
or courses

2. Assistance or encour- 2.9 1-4
agement from school )

or government

3. Decision to offer 0.5, -

Previous experience = -
with O.E.

Annual days planned - =

4. Plans to continue w/0.E. - -

(7.

C. Value of outdoor : 4.6 1=
* education

]

D. 1. Suggested grades -
for O.E.

[ ]

Suggested days and = -
grades for O.E. )

™

Teacher famillarization - -
source (s) suggested

Between average
difficulty and
relatively easy

Small influence

Between no and
some assistance
Teacher's
option

Yes (1 day+)

L

g

Agree / strongly
disagree '

Grs., 3,4,5,6

LSRR R
I ]
e .
o
-
ja
]
e
("]

—

. Warkshops

(visitors)
Workshops

(local)

3. University
CoOuUurses

[ ]

*OBOT: Outdoor Education Opinionnaire for Teachers



and following her attendance at outdoor school.

On the first administration of the MTAI, Teacher B
gave 97 "correct" and 37 "incorrect” responses for a net
score of 60 (prior to 0.5.). She had been teaching in ele-
mentary schools for about 10 years. When compared with
standardized norms, teachers who had four years of prepara-

her B

3
M

==

"y

tion in a school system of 20 or more teachers,

stood at the 50th percentile on the MTAI.
Following 0.5., the second application of the MTAI

resulted in an increased net score of 104 "correct" and 37

ore of 67 was seven more

t

M
oy
Ly

"incorrect" responseés. The n
than the earlier score, placing her at the 57th percentile.
Teacher B's scores did differ from one application to the
next but the result would suggest that she was not as "open-
democratic" as were between 43% and 50% of other elementary
teachers shown to be with similar qualifications and experi-=
ence (Cook et al., 1951). .

J. W. Smith et al. (1972:29) and D. R. Hammerman and
W. M. Hammerman (1973:362) advocated an open-democratic

model of teacher behaviour in outdoor education. If one

eachers place in the

upper quartile of the autocratic-democratic EDﬂtlhu um,

H

were to presume that superior outdoor

Teacher B's response would not compare favourably.

Teacher-Process Data

(a) HITB (Eggert, 1977)
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HITB was designed as a high-inference rating scale

for eight teacher qualities (variables): withitness, over-

lappingness, smoothness, momentum, clarity, persuasiveness,

warmth, and empathy.

HITB data for Teacher B are shown in Table 16 which
contains mean average ratings pre-, during, and post-outdoor

school, as well as mean average ratings for the academic
sessions, all sessions, and the teacher's self-rating. The
important difference was viewed as that between the ratings
for the outdoor phase and the other two phases.

Two variables--smoothness and empathy--were rated

lower during outdoor school than pre-0.S5. Five variables--

overlappingness, momentum, clarity, persuasiveness, and

tn

warmth--were rated higher during than pre- or post-O.
Withitness was the only variable which received neither the
highest nor the lowest rating during 0.5,

Prior to outdoor school, four variables--withitness,

overlappingness, momentum, and persuasiveness--were rated
lower than they were during and after the outdoor phase.
Two variables--smoothness and empathy--were rated higher
pre-0.S. The two remaining variables--clarity and warmth--
rated between the extremes revealed during and after outdoor
school.

After outdoor school, "withitness" was the aniy
variable with the highest rating. Three variables--smooth-

ness, clarity, and warmth--were lower than they were prior
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Table 16

TEACHER B: HITB AVERAGE MEAN RATINGS

facad.)
Pre- During Post- Pre Over-
vVariable Cat. 0.5. 0.s. 0.s. Post all TSR
X X X X X
Withitness 3.7t 3.8 3.9+ 3.8 3.8 3
y .
Overlapping- @ )
ness 8 3.8+ 4.6% 4.0 3.9 4.1 5
o
]
Smoothness 5 4.2* 3.9+ 3.9+ 4.1 4.0 3
x
Momentum 3.8* 4.4* 3.9 3.9 4.0 4
Clarity S~ 4.2 5.0* 3.8% 4.0 4.3 5
vl
Persuasive- ﬁ 8
ness SY 3.9t 4.8 4.5 4.2 4.4 4
[ ] _
Warmth ] 3.5 4.0* 3.3t 3.4 3.6 5
R
Empathy — i 3.5* 3.0t - 3.5 3.3 3
£
*highest
+tlowest

HITB: High Inference Teacher Behaviour Rating Scale
TSR: Teacher Self-Rating °
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to or during the outdoor phase. Overlappingness, momentum,
and persuasiveness were ranked between the ratings given
before and during outdoor school. Differences were noted in
all variables with the exception of "smoothness" which was
identical during and post-0.S.

Table 16 shows that the mean ratings of teacher

management categories were:

Variable Highest Lowest
Withitness ‘ Post-0.S. Pre-0.S.

- Overlappingness During 0.S. Pre-0.S.
Smoothness Pre-0.S. During/Post=0.5.
Momentum During 0O.S. Pre-0.5.

The data revealed no consistent pattern of teacher
management variables. Although there were différéﬁcagi
between the settings in regular school and at outdoor school
alllclasses were conducted indoors. The language arts les-
son: were offered in the home room while the drama lessons
were conducted in a large room and in half a gymnasium. The
outdoor school sessions were all taught in a lodge. The
cookihg,class was held in the kitchen and the woolcraft
session took place in one corner of the lodge “common" room.
Withitness was the only variable rated higher after 0O.S.

The change may have been attributable to factors other than
0.S. Overlappingness ahd momentum were rated highest during

0.S., which may have been attributed to the novel tasks of

cooking and woolcraft. Smoothness was rated highest prior
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to outdoor school. Identical ratings were given for smooth-
ness during and post-0.S. One might conjecture that the

led less

]

less structured outdoor school sessions reve

smoothness which carried over into the classroom setting.
In his study of three teachers, Blocksidge (1978) found that
the mean average ratings for the four variables was highest
during 0.5., whereas the present study showed that during
0.S. Teacher B was rated highest on two variables only--
overlappingness and momentum.

Table 16 also showed that Teacher B fluctuated in

the instructional categories:

Variable Highest Lowest
Clarity buring 0.S. Post-0,5.
Persuasiveness During 0.S. Pre-0.S.

The variation in these ratings may have reflected random

differences in Teacher B's behaviour on given days. How-

ever, it is notable that clarity and persuasiveness rated

highest during 0.S5. 1In the case of persuasiveness, situa-

tional novelty may have played no small part. The high

rating of clarity may have been partly attributable to the

practical nature of cooking and woolcraft observed at 0.S,
The lessons prior to and following the outdoor phase were
language arts and drama, both of which had a more elusive

cognitive content.

In his study of three teachers before, during, and

+

after outdoor school, Blocksidge (1978) noted that the mean
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average rating for clarity was highest afterwards and lowest

rt
o}

o
o>
o

-4
w—ﬂ-

findings for Teacher B. On the other hand, his

ratings for persuasiveness in the same study coincided with

As the Table 16 data show, Teacher B also fluctuated

in the teacher interpersonal categories:

Variable . Highest Lowest
Warmth Pre-0.5. During O.8S.

The variation in these ratings may have reflected the dif-
ferences in settings. Outdoor education writers (J. W.

Smith et al., 1972) have claimed increased opportunities for

[ng

eacher warmth during 0.S. 1Increased warmth was observed
for Teacher B during 0.S5., which would support Smith et
al.'s claim, but unless the rating after the outdoor phase
was erroneous, the lasting benefit of 0,S5. was not indicated
in the present study.

Blocksidge (1978) also recorded the highest rating
during outdoor school. The mean average rating for empathy
reflected few actual observations in any phase of this
teacher quality. In fact, no evidence of overt empathy
was observed during the post-0.S5. lessons, Blocksidge noted
a lower mean average %ér empathy during 0.S5. His evidence
and results of the present study would not support the view
held by 0.E. authors such as Mand (1967:30) who claimed

that the close interpersonal nature of outdoor school



increased opportunities for teachers to show empathy.
With respect to self-ratings on the same categories,

Teacher B's self-ratings revealed discrepancies between the

perception of her own qualities and the mean average of all
sessions rated by the observer (Table 16). 1In the case of

overlappingness, clarity, and warmth, she estimated her
rating higher than the observer's mean. When considering
the categories of withitness, smoothness, persuasiveness,
and empathy, her own ratings were lower. In one case only
--that of momentum--did she agree exactly with the obser-
ver's mean rating. The discrepancies between self- and
and under-estimation, with the rating for one variable in
complete agreement.

In summarizing the results of the eight HITB vari-

ables, it may be noted that during outdoor school the

R

teacher was rated higher or equal to the ratings given pre-

suasiveness, and warmth. Lower ratings during outdoor

school were recorded for withitness, smoothness, and

empathy.

(b) The FIAC (Flanders et al., 1974)

r

The FIAC system gives mean percentage frequencies

for 10 categories of teacher and student talk, as shown in
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Tables 17 and 18. Flanders's general rule for teacher and
student talk of two-thirds and one-third, respectively, was
not revealed in Teacher B's class at any time. The average
teacher talk was 78.6% of frequencies, which was unusually
high. In light of outdoor education literature, some note-
worthy features are apparent in Tables 17 and 1S§i

Category 1 included teacher talk which indicates
acceptance of student feelings. Teacher .B showed that she
was speaking about student feelings most prior to outdoor
school and least duriné 0.8. (no recorded instances).
Opportunities to accept student feelings were taken post-
0.S. but not as many as were taken pre=0.S. Drama as a
subject afforded most opportunities to accept student
feelings, but it also included a session with no recorded
incidents. According to outdoor education authors (D. R.
Hammerman & W. M. Hammerman, 1968:228), 0.S. should afford
more opportunities for teachers to accept student feelings,
but the data for Teacher B did not bear this out.

Category 4 included teacher questions. Frequemcy
counts indicated that most questioning took place in the
pre-0.S. period, and least questioning occurred during. 0.5.
After outdoor school the frequency count was midway between
the extremes. The lowest frequency count for any session
was recorded during pogt—o.s. drama class, while the highest

count was observed during language arts before the outdoor

session. The "questioning" style of teaching associated

L]
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Table 18

TEACHER B: PERCENTAGE FREQUENCY
D

i
2
=
a ]
-
o
‘D ‘E\
o
- i
]

Teacher Response

1. Accepts feelings 0.3 s 0.0 0.1

3. Accepts or uses

Ranks High Low Medium

FIAC: Flanders Interaction Analysis Category System

*Response or initiation
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with outdoor methods (D. R. Hammermaq & W. M. Hammerman,

Teacher B.

Category 7 included adverse criticism and the justi-
fication of teacher's authority. Teacher B used this
category least during outdoor school at which time the cook-
ing session had fewest frequency counts of all sessions.

The highest mean average-frequency percentage for Category
7 was post-0.5. which was marginally higher than pre-0.S.
The highest single session was post-0.5. in language arts

uggest that there is sudpport for

L]
W

class. These data

8
&

y

the claim in outdoor education for reduced discipline prob-

lems at 0.5. (D. R. Hammerman & W. M. Hammerman, 1968:22).

Table 18 data list the proportions of teacher res-

1]

ponses and initiations. Outdoor education literatur

(J. W. Smith et al., 1972; W. M. Hammerman, 1980) advocated
[}

a more "indirect" style of teaching which should reveal
higher frequencies of teacher response categories. Teacher
B, however, exhibited low frequencies in the teacher res-
ponse categories during outdoor school, whereas pre-0.5,
and post-0.5. she was consistently higher. This behaviour

was in marked contrast to *the preferred outdoor teacher

style. Dunkin and Biddle (1974) reviewed studies gsing
FIAC and one of their conclusions was that there were

conflicting results for the relationship between teacher

ndirectness and student products. Another conclusion was

[ .
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that teachers in fegular classrooms were primarily direct,
a conclusion which fitted Teacher B. The balance of teacher
talk dovetailed with the results noted above. Rather than
exhibit the preferred outdoor teacher behaviour, Teacher B
was more initiating during the outdoor phase with a parti-
cularly high incidence of lecturing. The data revealed a
pattern similar to Rosenshine and Furst's (in B. O. Smith,
1971) observation of a close association between teacher

indirectness (response) and the use of student ideas. The
discovery-learning model for outdoor teachers noted in
W. M. Hammerman (1980) was not borne out by Teacher B's
Category 4 questions which were fewer during 0.S5. Indeed,
she confirmed the observation by Askham (1974) that teach-

ers varied little in interaction patterns indoors and

In summary, Teacher B talked less at outdoor School
than she d: 1 iuring the mean average academic class. At
0.S. the teacher spoke more in a lecturing fashion than she
did during the ave:aée academic :laés, In school, before
the 0.5, session, she spoke more about student feelings,
giving praise, asking gquestions, and giving directions.

)

After 0.5., she spoke more about student ideas as well as

adversely criticizing or justifying herself than she did



Comparison of Relationships Between
HITB and FIAC Results

The data in Table 19 indicated that at outdoor
school Teacher B engaged in more lecturing while, at the
same time, she was coded as exhibiting greater overlapping-
ness, momentum, clarity, persuasiveness, and warmth

compared with her behaviour in the average academic class.
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Prior to outdoor school, Teacher B
percentages in the acceptance of students' feelings, prais-
ing students, questioning, and giving directions, while, at
the same time, she was coded as displaying greater withit-
ness. The higher rating for the high-inference variable
"warmth" was in contradiction to the results for teacher
response during 0.S. These ratings added contradictory
results to the mixed findings summarized hy Dunkin and
Biddle i1974:131). While warmth did not pafail%l the find-
ings for Category l--accepts feelings, Cétegary Z2--praises,
or Category 3--accepts ideas, the ranking did run counter
to those of Category 7--criticizes, w%%;h would support a
popular but unconfirmed view of warmth and criticism.

The comparative ranking pattern of Category 5--
lectures and clarity--suggested a closer relationship worth
investigating further. The fact that warmth was compara-
tively ranked with total teacher initiation would negate
the theory posited by Lewin, Lippitt, and White (1939) that

warmth and directiveness are inversely related. The
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Table 19
FIAC AND

IVE RANKINGS OF HITB

DATA PRE-, DURING, AND POST-OUTDOOR SCHOOL

0.5.

Variables
Similarly Ranked

Withitness

Overlappingness
Smoothness
Héignﬁuﬁ

Clarity
Persuasiveness

Warmth

Medium . Overlappingness

i 3

at, 5 Total Teacher
nitiation:Warmth

0

4

Overlappingness:

Momentum

at. 5 Total Teacher
tiation:Clarity

9]

ni

(]

Empathy High Low - -
g Cat. 1 High Low Medium Cats. 6, 4
EI;!
2 cat. 2 High Low High
a :
@ a1 . .
€ cat. 3 Medium  Low High Total Teacher
R - ___Response )
Total Medium Low High Cat. 3
Cat. 5 Medium High Low Total Teacher Initi-
§ ation:Clarity,
sl Warmth
o
o cat. 6 High Low Medium Cats. 1, 4
-l i i
s
Ccac. 7 High Low High

Low Cat. 5, Clarity:
. Warmth

Cats. 1, 6
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evidence in the present study supported the later theories

t—lw

of McCandless (1961) and L. Smith and Hudgins (19%3) who
considered the two variables unrelated. Clearly, further
investigation is needed to discover the nature of the
relationship between warmth and directiveness.

Teacher B was rated highly for clarity during out-
door school whereas Blocksidge (1978) found mixed results
in his study of three teachers. Clarity is a factor in the
learning-by-discovery model in which a degree of vagueness
is expected. Teacher B did not exhibit a discovery-learn-

ing style during 0.S. in the variables clarity/questioning

which occurred les

1

frequently.

Teacher B's low rating for empathy while at 0.S.

was in keeping with the low-inference measure of Category
l--accepts feelings--which would be entirely appropriate
even though the rankings for the high- and low-inference
data did not coincide for all three times. The absence of
data for the post-0.S5. HITB reading could be explained by
the fact that during the 40-minute observation the low-
inference data were collected throughout the period while
the high-inference data were collected for half the time.
These data supported Rosenshine's (1971) findiﬂés that
teacher indirectness/response and use of students' ideas
were positively correlated. The contrast between the
ratings for warmth and empathy was indicative of the

independence of those two variables, The inverse
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relationship between overlappingness, momentum, and persua-
siveness and Category l--accepts feelings, Category 6--gives

di

\D-“
rt
M

rections, Category 4--questions, represents a very mixed
picture. Clarity, warmth, Category 5--teacher lectures,
and total teacher initiation, inversely varied at outdoor
school with the total response categories as well as with
smoothness and empathy. The relationship would support

at least in part, the indirect versus direct (that is,
response versus initiation) modes of teacher behaviour to

which Flanders alluded in his earlier work (Freiberg,

1981).

Presage-Process Data

This section examines the interrelationship of
variables from two segments of the Dunkin and Biddle (1974)
model for the study of teaching (Figure 1, -page 8). The
presage segmeht deals with formative data, training experi-
ence, teaching experience, and teacher properties. The
process segment deals with teacher behaviour under (a) HITB

Various researchers, including Dunkin

and (b) FIAC data.
and Biddle (1974), have considered the importance of the
interrelationship between segments. 1In this case, Teacher
B's preparation and experience are examined in light of
her performance in the regular classroom and outdoors.
Reported data were detailed earlier in this section.

Teacher B was a 37-year-old female, originally from
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rs' teaching experience and a

"]

the Caribbean with 10 ye
Master's degree in reading. There was a complete absence
of evidence that the teacher accepted students' feelings

in the sessions observed during outdoor school and during
the drama class following 0.S. Other observations made of
her teaching would indicate a degree of stability at both
regular and outdoor schools. The sessions observed at 0.S.
whiié practical were, nevertheless, executed indoors and
observations should, therefore, have reflected similarities

between indoor and outdoor school. The MTAI score indica-
ted that she was just above the Egih percentile when
compared with teachers with similar training and situation.
Dunkin and Biddle (1974:124) noted that there were contra-
dictory results for the relationship between teacher scores
on the MTAI and teacher indirectness. Teacher B's frequency
percentages for indirectness/response were minimal, never
méfe than 10% of total talk, whereas she placed just above
the 50th percentile on the MTAI. These data would indicate
that she placed no higher than 50% of population on the
autocratic~-democratic continuum and éhe engaged in a small
(10%) amount of talk intended to encourage children to
initiate more talk. Teacher B's data did not clarify Dunkin
and Biddle's picture of contradictory relationships. The
same authors reported that teachers use little criticism,
which was supported by data from Teacher B. Criticism,
according to Dunkin and Biddle (1974:131), was not seen to

)

-



be related to MTAI scores; thus, the relationship was con-

sidered to be irrelevant.

Context Data

1. Student formative experiences are shown in Table 20.

Table 20

TEACHER B: CONTEXT DATA

Age/Grade No. of students®* % of Total Class

Age: . 8 years 3 9.677
9 vyears 8
10 years 9 29.032
11 years 11

Grade: 4 10 32.258
7 22.581
6 14 45.161

*Sex: 13 girls, 18 boys; Ratio: 13:18; Mean age 10.2 years

2. Student Properties

The students of Teacher B wer

[y1]

generally high aca-

o

demic achievers as the data in Tables 21, 22, and 23 show.
The relative stability of the school may be inferred from
its Grade 3 students and the total system scores which are
also recorded in these tables. With the exception of Grade

5 students, the data showed that Teacher B's students were

equal to or higher academically than their peers in their
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own school and in the Calgary public school system.

3. School and Community Contexts

The Calgary public school in which Teacher B taught
had a student enrolment of approximately 450 in 1979. The
population of the city of Calgary was about 530,800 in the
same year.

As the school boundaries were not fixed, a number
of students were bused to the school. Parents of students
in Teacher B's class generally supported outdoor education
.as was evidenced by the fact that all but one child were

e

allowed to attend outdoor school, which entailed a fee of

4. Classroom Context

The classroom was semi-open, sharing as it did
persgnﬁel and space with the class of Teacher A. The
divider béﬁyegn the two "rooms" was open more often than
it ﬁasgclésedi The classes intermingled and changed fre-
quently but, for purposes of this study, constant groups
were observed with their respective teachers for all
sessions prior to, during, and after outdoor school. A
sgetﬁh of the classroom environment is depicted in Figure 9.

5. Qutdoor Context

The outdoor school was conducted at Pioneer Lodge N

near Sundre, Alberta, a small rural town of about 2000

people. The environment described in Figure 10 was the ¢

indoor kitchen in the lodge. A second environment (not



147

é%ﬂkh )
L apeg
_ 5 . [ ¥ . =
Teacher A's Ry - " Canadsad
classroom Spevely Drama Avthers
' ‘f,fr“a B islic Ot breai red _
éi-iﬁsf?

adjacent

jffﬁgﬁﬁg

rﬁ{ _

:réfl;li
Bl

begrd

¥
display: #Did you proofread? Spelling, punctuation carelessness’

Figure 9
Classroom Plan Sketch

\L
A Teacher B:



148

Outside — e

o uwnt e r

C

door

Walk-1n
B freezer

Figure 10

- B: Outdoor School Site Sketch

Teach

L]
La



-~

" hatch. It would be true to say that, to most of the

149

sketched) was the area where woolcraft was conducted--an
open room on the ground floor of the lodge containing
chairs, a“"table-tennis board, and a carpet, During wool-
craft classes the children, for the most part, occupied
the carpet. Pioneer Lodge was a yeaf=fguﬁd camp with
winterized facilities and meals supplied. The kitchen was

turned over to the class for the cooking lesson.

6. Classroom/Outdoor Context

The classroom and ocutdoor contexts were viewed as
being distinct from each other. An inventory of each

order that differ-=

o |

environment is presented in Figure 11 i 7
ences may readily be seen.

The two enviyonments did not have drastically dif-
ferent effects. Both settings were indoors. Language arts
required a cognitive activity for the most part while cook-
ing required a high degree of motor activity. There was a
work group assigned in both settings. The school site was
familiar to the students because they had attended school
for seven weeks during regubkar school days. The kitchen
was strange to the students insofar as they had not seen

that particular one until two days prior to the cbservation

and then only as outsiders looking through the serving

children, the kitchen resembled those in their own homes,
albeit on a larger scale. Sex role differentiation was not

apparent in the classroom session while some role
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Figure 11

Teacher B: Environment Inventory
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differences were noted during the cooking class; for
example, the boys peeled potatoes, the girls browned the
meat. On the whole, however, the roles wereﬁgiffused over
the scope of cooking tasks. There was a good deal of rest-
lessness in the language arts lessons owing to the time of
day and the tension created by the competitive game of
listening carefully to stories to be tested. The cooking
session, on the other hand, was conducted in a jocular mood
with a readily attainable short-term aim. There was also
the prospect of parents visiting that evening. 'All in all,
the language arts session was mundane while the cooking

session was infused with excitement. .

Séu@gnt—?rocess Data

The FIAC (Flanders et él.,_1974) is a low-
inference observation system. Data are recorded in 10
categories of which two comprise student talk. Table 17
shows the students' percentage Af frequencies in Cagégarigs

- !
8 and 9. Of the total classroom talk, students talked for»

Lo’

a mean average of 21.4% over all observed sessions. Before
outdoor school they accounted for 16.2% of total talk;
during O0,S. the mean increased to 23.5%; and post-0.S. their ,
talk amounted to 22.3% of the total.

Category 9 included student.initiating talk. The

students initiated most during 0.S., less afterward, but

least of all prior to 0.S. These data supported the
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suggestion made by outdoor education authors that children
may engage in more initiating talk during outdeor school
(J. W. smith et al., 1972:45).

Category 8 included student responses to teacher
questions. The students exhibited most responses post-0.S.,
less during 0.S., and least pre-0.S. There was no parti-
cular pattern associated with the relative frequency percen-
tages in the two student categories.

Relative to particular school subjects, there was
more student talk during language arts lessons than there
was in either drama classes or outdoor school. Drama showed
the lowest frequency percentage for student initiating but
the highest for student response. Language arts revealed
the highest amount of student initiating but the lowest
count for student response. The single session‘having the
highest frequency percentage count was student response
during drama class after outdoor school. Because drama
included a proportion of mime activity, total classroom
talk was reduced. The high percentage frequency count for
the woolcraft session at O;S. was owing to the fact that
the loosely structured session was held.during the evening.
After a brief introduction the students worked in small
groups talking freelj.but not always in task-related con-

.

versation.
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Context-Student
Process Data

The student context variables may be summarized as
a class of boys and girls ranging in age from 8 to 1l years.
Their teacher accounted for most talk in the classes obser-
ved in which students spoke least before and most during
outdoor school. Students engaged in more initiating talk
than in more response during the entire period. After 0O.S.
they responded more than pre- or during 0.S. Students
initiated most during and least prior to O.S: The highest
frequency percentage of all single sessions was during 0.S.
in the woolcraft $essions.

Teacher and Student
Process Data ) ~

Teacher and student-reported data from HITB and FIAC
instruments weré shown earlier in Tables 17, 18, and 19. At
the very hub of teaching and learning are student and
teacher talk. The process segment was identified as a key
segment in the Dunkin and Biddle (1974) model (Figure 1,

' page 8). '

Data indicated that Teachey B engaged in more lec-
turing while, at the same time, she was coded as exhibiting
higher overlappingness, momentﬁm, clarity, persuasiveness,
and warmth. During outdoor school the mean average student
talk ranked higher than the recorded incidence pre- or

post-0.S. Student response during 0.S. was ranked second
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while student initiation was higher than the same category

pre- or post-0.5.
4

Total student talk and student "initiated" talk

Ll

corresponded in ranked frequency percentages as follows:

student initiated talk (Cat. 9) was ranked low, medium, and
high, before, during, and after ocutdoor school, which coin-
cided with total student talk (Cats. 8 and 9). Student .

&

"response” talk (Cat. 8) frequency percentage rankings
Student Categories 8 and 9 (especially No. 9) fre-

quency percentage ranking corresponded to the relative

ranking for the teacher management categories of overlap=

=pingness and momentum, and the relative ranking of the

f persuasiveness.

[
[y

teacher instructional category

EIAC & HITE EEE‘ Duf%ng Pést
Categories 0.5. 0.5. 0.5.
Student Cats. 8 & 9 Low - High Medium
Student Cat. 9 Low | High Hediumi
Teacher Categories: -

Overlappingness

Momentum } Low High Medium

Persuasiveness
Generally, it may be said that the amount of student,

talk, especially of the initiating variety, may vary with

7]

teacher's categories of overlappingness, momentum, and per-

suasiveness. Outdoor school may be the place at which more
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[y

student talk, espg&ially initiating, takes place. Th
outdoor experience may allow teachers to display more over-
lappingness, momentum, clarity, persuasiveness, and warmth,
as well as lecturing. In this study there were discrepan-
cies between the low incidence of recorded praise and high
rating for warmth in the same lesson. The difference may

be explained by the fact that FIAC is coded on verbal data
only, whereas HITB may be recorded from non-verbal communi-
cation.

Total student talk (Cats. 8 and 9) corresponded with
ranked frequencies for teacher "initiation" (directiveness)
and Cat. 5 (teacher lectures) all of which were ranked
higher at outdoor school. The data contradict Flanders

et al.'s (1974) theory that indirect teacher behaviour

the ranking of the low-inference measures of teacher res- .
ponse. Total student talk and initiation were inversely

ranked with smoothness, empathy, accepts feelings, ques-=
. I
tions, and gives directions, which indicated that, as

Teacher B exhibited higher percentages or ratings of the

m

variables, the students' total talk and, especially initi-
ating, diminished. Contrary to expectations, student
initiations appear to have bekn encouraged by directive

' teacher behaviour.



ol
un
~J

imilarities and Differences Between the
Indoor and Outdoor Behaviour of Teacher B

Teacher B did not reveal strikingly different beha-
viour patterns 1n the two settings. Although the content
varted between the lessons observed in the regular classroom
and at outdoor school, essentially they were all held
indoors. Teacher B's relationship with outdoor methods and

materials was not totally exclusive as may be illustrated by

§ on a

her willingness toc accompany a group of gir

=

le,

w:m

overnight camp-out. She did not wish to submit to observa-
tion during the overnight camp-out, but she was very coop-
erative in permitting observations during the othgg sessions.
In the sessions coded at 0.5. concessions were made to the
outdoor method and differences were noted. Consistencies
were also noted between regular school and at 0.5. sessions.
The following examples from live observation audio-tapes

"are used to illustrate some similarities and differences

in Teacher B's behaviour in the regular classroom and at

outdoor school.

Outdoor Woolcraft

The woolcraft seés;an (although conducted in a
comfortable lodge at outdoor school) revealed an attempt by
Teacher B to utilize native materials, a technique advocated
by outdoor educators (Sharp, 1943). The attempt to bridge

the gap between the real and vicarious forms of learning is
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seen in the following excerpt:

Teacher:
Students:

Teacher:

Student:
Teacher:

Student:

Does everyone have the loom they made?

[in chorus) Yes.

ur design, we want you to use as many

pro d icts of nature as possible. I am going to
show you some of the possibilities we can do
by first weaving in between. These were made
by our very own students 1in south block. We
can get an idea from these. There is another
really nice one. Maybe if I put them here you
can use your wool. Okay, for the main acti-
vity you'll need a partner. Sit right here,
No, Brian, we need everyone sitting here.

Take your boards with you. Take your looms
and first come over here and listen. Okay,
we've got all this lovely wool to work with.
Where does it come from?

]
=]
w

[in chorus] Sheep.
Where_are they?

In the fields.

Did you see them?

Yes; today we saw them.

[

What were they like:
They had black faces.

Yes, good boy. Do you know what part of the
world they come from?

Scotland.

Good, Tom. Yes, they originally came from
Scotland. Now, before you can weave, you are
going to have to card your own wool. What
comes after carding?

[calls out] Ooch, I know!

Yes?

Spin.



Teacher:

Student:

Teacher:

159

Drop-spinning your own wool. Some of you may
want to use some drop-spindle and some just
carded wool.

[interrupts] And machine-spun wool.

And machine-spun wool for your weaving. I'm
gonna give each pair of you a set of carders.
Go right ahead and select a colour that you
want to start carding.

Another example of the teacher attempting to bring

reality into the indoor sessions at outdoor school was

excerpted from the cooking session. The theme was pioneer

cooking, with the class preparing stew for the entire group.

OQutdoor Cooking

Teacher:

Derek:

Teacher:

Stanlevy:
Teacher:
Mark:

Teacher:
Student:

Teacher:

Student:

Teacher:

Quickly. Who can tell me the kinds of
that would be available to early settler
Albertg? Uhhm, Derek?

Beef and pork.

Beef and pork. Would that be the first thing
the pioneer family would eat? Stanley?

Lamb.

Lamb, uhhh , . .
[interrupting] Rabbit.
Good thinking, Mark.
Buffalo.

Buffalo meat, Yes. What wild things would
they get to eat?

Wild turkey.

Wild turkey. Okay. What about vegetables and
fruit? Hands up! What did the typical farmer
find when he went into his garden to try to
find himself something to eat? Jake?



Teacher: Yes, peas. Peas did very well out here.
Sonia?z

Sonia: Corn.

[
(s

Teacher: Corn? Not in Alberta unless it's at Medicine
Hat (about 322 k south-east of Calgary). Not
in this area. Remember, we're lgoking at
this area right now,

Student: Beets.

Teacher: Beets, right.

Teacher: Turnips, right.
Student: Broccoli.
T
Teacher: No. Broccoli does grow here, but it Aame
later.

While nc% always accurate in her information, the
teacher attempted to bring reglity into the cooking lesson.
In the following excerpt taken from a language arts lesson,
the teacher was observed to miss an opportunity to relate

in-class material with the up-coming outdoor school.

Language Arts

Teacher: One living thing needs another living thing.

All living things depend on each other in some

way or the other. For example, how do we

depend on bees? Yes?

Student: Wel they give us honey and théy make flowers
fo

Teacher: They make flowers. I must get some bees



because I love to grow flowers. My goodness,
what do they do?

Student: They take the pollen to the flowers.

Teacher: Okay. I know what you are getting at. Who
provides them with flowers to start with,
usually?

Student: We do.

Teacher: Yes, we help by planting flowers they polli-
nate. Eventually, they help to remake the
flowers they need because, um, by spreading
fruitéiéé”get our seed and we get the cycle
repeated. '

=

Teacher B was observed at outdoor school during ses-

sions which did not fFall into the academic core of the

ques-

H

school curriculum. There was evidence of lower-orde
tions belng posed at outdoor school, whereas the in-school
subjects revealed higher-order questioning, as the following

excgerpts would indicate.

1

3 r;g ' X

Teacher: What is the purpose of a satire? Why are they
] writing with that style? Owen?
Owen: So people will like their authors that write
their books.

Teacher: 1Is the topic for satire something funny and

humorous, or is it something serious?
Students: (call@ng out] Funny. To impress people.
Teacher: It can be used to impress people, but gaﬁally
the story in satire, is it something funny, or
is it something serious that has been made
Funny? LY

Student: é@metﬁing serious, but it's . . .



o
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Teacher: [interrupts] Okay, that's what I really
wanted to get across. It's a take-off or a
humorous situation on something that really is
quite a serious thing or something that actu-

ally could happen.

The following example from ocutdoor school illus-

trates the attempt to hold students accountable for the

application of learning in a final written form. The

excerpt also demonstrates the teacher's concern with the

culmination of activities even in the less formal outdoor

Teacher: Finish your spinning, otherwise you won : get
your design done tonight. Let's start weaving
in five minutes for everybody.

Later, opportunities were presented first to praise

and then to scold Donald (a mischievous boy), especially in

Teacher:* You've done a nice job, Marcie.
Donald: How's this?

Teacher: Excellent! Boy! Donald, are you an expert!
Wow, look at that wool!

Donald: Yeah. ([giggles and visibly swells his chest]

Then later:

Teacher: Donald, would yop settle down and do what you
were supposed to do? Donald, let me see your
journal . . . . You haven't done anything on
the ranch study.

. ?lld came in for his share of recognition and
praise a¥ school, too. The teacher was quizzing the child-
ren after they had listened to a story,.

T
Teacher: What drink did the boy have for breakfast? .I



163
want Donald to give us the answer. (Donald
was notorious for not listening.]

Donald: He had orange juice.

Teacher: Good boy. Very good, Donald. Excellent.
[remaining students cheer.]

The latter example serves to point up the teacher's
use of praise which bordered on being effusive at times.

Drama classes offered many examples of high praise being

-
ug

given. The dramd lesson excerpted here was based on the
mime form; therefore, student talk, and especially student

initiation, was infrequent. The children had been p@rtrayi

the hands while the other displayed the same emotion with
the feet. The children and the teacher were to guess what

emotion each pair was attempting.

Teacher: We need to see the hands and feet clearly.
Okay, John and Jeff, followed by Jan and Ann,
and then you, Sherry and Chris, go after.
Ready! [Students who had not performed per-
sisted in raising their hands. To these
students the teacher spoke.] You'll all get
to go. [She continued to guess the emotions
displayed.] "Mad." Excellent. Really good.
Good feet. Good hands.

Students: [in chorus, guessing the next mime] "Cold.

Teacher: Cold? Very good. See, we were able to pick
that up right away. Really good work. Um,
(Students insist with raised hands because
they have not been recognized.] Yes, after
Dave. [Guessing next mime] “"Bored." Is that

e 1it? Yes. Good. Very good. Do you have

¢ another one? "Anger." |[Students nod.] Okay,

wery well done. Finally, Tammy and Betty.
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Teacher B adhered to .a common pattern of lesson shape
including the need to remind the class of what they had done
and were about to do. The following examples were taken

from an indoor and outdoor lesson, respectively.

Teacher: Okay, umm . . . We've been working so far with
levels. Let's review levels first and then we
are géing t@ go iﬁt@ -our task féf taday Dkay,

lcw 1evel e [p:a:ﬁ;ce] Dkay I waﬁt you
to think of an ending shape in a high level
shape. Remember your low level shape. Remem-
ber and think how you are going to end your
movement sequence., Come on, I want better
shapes in the beginning. Marcie, you're good.
That's great, Mike. That's really good; excel-
lent. Nice stretch.

In the follo w1ngf§xcerpt, the teacher was instruc=

ting the class in the kitchen at outdoor school. The epi-

—

\P—'

sode serves to lustrate role expectation of boys and
girls as well as her #anagement skills in the practical set-

ting of the kitchen.

Cooking Session

Teacher: Okay, We have a few tasks to be done,» They
have to be done very quiekly and very effici-
ently. I'm going to put the girls' team on
the stew with me. And the boys' team . . . I
am going to have you . .

o
”
c
L
m‘
e
"

[boy interrupts] Peel potatoes,.

Teacher: . Yes. You are going to ddelop a very long
: line in a system. Just like a company. We're
going to have one team of peelers and one team
of cutters. One group that washes them and
puts themf into the salt water to cook our
mashed potatoes. Okay. Who would like to be
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the peelers? Use a very safe . . . Okay, 1,
2, 3, 4, 5. Would you people go in quietly?
Teacher B displayed a greater use of discovery learn-
ing.during in-school teaching where she usually gave the
children scope to operate with a latitude not apparent at

&
outdoor school. 1In the excerpt below, the teacher asks the

children to move in symmetrical shapes during drama. -

Drama
-Teacher: Heather) can you show us how you'd travel?
Freeze. 1Is she still symmetrical?

Students: [in chorus] Yes.

Teacher: Can you tell us something about what makes
Ber body move symmetrically? Yes?

Student; You have to jump.

Teacher: Your whole body "has to move so it's always
almost a jumping type of movements#o make you
travel symmetrically. Let's try it again
this time. -

Teacher B's verbal behaviour in the two settings was
similar. A notable difference was in her uge of discovery
léarning, a technique more evident in the redqWlar classroom.

In spite of the indoor setting, attempts were made
to utilize native materials at outdosr school./ Little or no
continuity was evident between the régular classroom content
and outdoor school. '

Higher-order quéseldning was evident.in the regqular

le

r

classroom, but the management of the children varied 1lit

with the setting. i
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Product Data L

The CAQ (Hoffmeister, 1971) was used to measure the
students' perception of Teacher B in two dimensions, as
shown in the datg.below.

Acceptance-understanding dimension:

Pre-0.S, Post-0.S, Gain/Loss
N = 29 ' N = 30

I = 129,790 Z = 133.030

X = 4.480 X = 4.430 -0.05
Problem-solving skill dimension: "

P‘re-O.S.*b Post O.S.‘ Gain/Loss
T -

N = 28 N = 30 |
I = 115.830 L = 126.630

X o= 4.137 X = 4221 +0.084

The CAQ was used in both instances. Reliability
data were not yet available for fhe questionnaire; however?
by using the same form with the same subjects, one possible
explanation for the difference was that any changes in the
mean average scores for the two dimensions were attributable
‘to changes in the perception of the students or the beha-
viour of the teacher, or a combination of both, Teacher B
was seen to decline slightly in the acceptance-understanding

dimension. She revealed a gain in the problem—solviné skill

dimension. Whether or not the outdoor school experience was

\

&

the key factor is not known at this time, but further
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investigation is warranted, especially in view of the ‘fact
that the outdoor school experiences were held "indoors”

for Teacher B and her class.

Presage Data

Presage data include the teacher's formative, train-
-ing, and teaching experience, and teacher properties. As
explained earlier, this segment is one of four in the

Dunkin and Biddle (1974) model (reproduced here on page 8).

1. Formative Experience

Age: 27 years Sex: female
Personal school experience related to O.E.: nil
'Full—time jobs other than!téachiﬁgz nil
Part-time jobs related to outdoor edtucation: Day=-camp
leader for two consecutive summers; arts and crafts
teacher; city campini with 7-year-old and 8-year-old
children; ériSis centre counselling,.
Perso;éi;éxperiEhce related to outdoor education: Many
musical experiences; day camps; nature hikes with
parents; some backpacking; cross-country skiing;
camping, sailing, counselling, hikes with friends and
church work camps; member of Explorers and ¢.G.I.T.
This female teacher was in the early years of her

teaching career. While she had held no full-time jobs other

than teaching, her part-time work was seén to be
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significantly related to outdoor education in that day-
camping has a compatible philosophy. The arts and crafts
leadership was judged to be an important and related acti-
vity as was the city camping experience with elementary aged
school children. The remaining job-related experience was
viewed as important in that crisis centre counselling would
have been far more demanding than any outdoor school coun-
selling but the iﬁterpersonal nature of counselling and
expectations of an outdoor school teacher were closely rela-
ted in philosophy and intent.

The catalogue of personal experiences related to
the outdoors was long and varied including music, which has
a firm place at outdoor school especially at evening camp-
fire. The experiences in day camps and nature hikes with
_her parents were viewed as significant and related activi-
ties. Her affinity for the outdoors was documented through
the pursults of backpacking, cross-country skiing, camping, -
sailing, and hikes with friends. Two organizatfons provided
outdoor living-related opportunities in the Canadian Girls
in Training, the_Explorersf group, and church work campsg

Much of Teacher C's formative experience was
directly or closely related to h€r function and role at
outdoor school which was the focus of this study. Histori-
cally, the founders of the outdoor movement have been keen
advocates of any related outdoor activity (Sharp, 1952;

J.*W. smith et al., 1972).



2. Training Experience

Degrees: B.Mus., 1975; Major, music; minor, drama
B.Ed., 1976; Major, music; minor, science,
biology and physics, psychology, English, art

Other scholastic pursuits: two years (1970~

Lo
~J

972) toward a nursing degree; studies inclu-

ded sociology (family and personal relat'ions)

Distinctions: Student Council Award

ms/courses 1in O.E.: Three camp leader-

u)]
Lt
i

[Ue]
Lt
w

ship courses and two wilderness courses
Teacher C's training had been in nursing, initially.
She had then transferred into a music program from which

she graduated. Music, especially choral music and guitar,

were seen to be significant elements in the outdoor school
experience. After completing her B.Mus., she finished her
B.Ed. with science in addition to music. Science and the

field experience approach was viewed as an important element
in her féfmal training. Her psychology and English courses
could be considered tangential to the outdoor figld‘ At
least part of her nursing program could be significant to
the interpersonal nature of living i1n an outdoor school
where "personal relations" are important. Other f.%ﬁal
courses had contributed to her preparaticon as an outdoor

leader. Teacher C had undertaken three camp leadership and

two wilderness courses, all of which had directly influenced
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her as a teacher in the out-of-doors. i

, Eem

Early proponents of outdoor education (Sharp, 1952;
J. W. Smith et al., 1972) advocated that O.E. as we ell as

camping courses be -included in the preparation of teachers.

Fl

Teacher C's formal training in the nursing program, the
B.Mus., and the B.Ed. programs did not include direct refer-
gnce to outdoor education courses. Outdoor education has

been defined as multi-disciplinary in which music, science,

drama, English, and art all have a place (ibid.). Many

M\

programs provide a firm place for science in the core
studies at outdoor school, whereas music is the principal
activity around the traditional campfire (W. M. Hammerman,
1980) . Teacher C's experience with three camp léadership
and two wilderness courses were undoubtedly significant
and related to her role as teacher in the outdoor setting.

Her formal studies in sociology (family and personal rela-

t in preparing her for the close inter-

o

tions) were an as
personal nature of outdoor school.

3. Teacthing Experience

Teacher C's experience (see below) related to O.E.

included a full academic year as a permaﬁenteé.s. teacher?

9

Type of

School No. of

Taught Level Years Subijects

Jr. High Grades 7 & 8 1.5 Language arts,

reading, band,
guitar, choir,
handbells, study
skills



L - -
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h Y
Sr. Higlr Grades 10, 11, 12 0.5 English, music
(substit. teacher)
Outdoor 7
Resfégntial &rade 6 1.0 All outdoor subi
. jects
Elem. .Grade 5 0.3 Homeroom
Grade 1-6 incl. » music
Grade 7 outdoor education

The reported data on Teacher C included a signifi-

cant segment relab‘ to outdoor education. She had been

teaching for just over three years and for one of those,

m

door residential school teachs-

Ing

years had been a permanent ou
er with responsibility for all outdoor-related topics,
inclﬁding evening campfires.

These data indicated Teacher C's strong commitment
to outdoor education, even though she had quit the residen-
tial post after one year. In the year that followed she had
proved willing to umdertake a week at 0.5. with a Grade 5
class of which she had recently been appointed homeroom
teacher. This appointment had not been eased by the diffi-

culty of taking the class after the beginning of the school

m

term. Submitting herself and the class for study was seen

as an indication of her ease with, and her commitment to,

outdoor education.

4. Tealher Properties
X

(a) The OEOT (Brekke, 1977)

0
(a1
rt
o g
m

The OEOT f3%®ussed on the teacher's perception

factors which influenced her involvement in outdoor
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education and her recommendations for O.E. at various, levels
of schééljﬁg! Teacher C's responses are summarized in
Table 24. ,

The responses given by Teacher C to this sect%gn
g@uld indicate a support for O.E, Her facility with the
content and method of 0.E. reflected positively amd optimi-
stically on the program. Her response to Ebéks and courses
and-their influence revealed the mixed background reported
in training experiences where formal university courses had
little impaétg whereas short courses in wilderness and camp
leadership had a greater impact on her preparation for out-
door 1eadershigi She was optimistically planning to conti-
nue with O0.E. and observed that workshops, conferences, and

teachers

[ ]
[y}

current literature were useful tools to familiari

with outdoor education. Her sole response to item D.2 was
perceived as an oversight in that she prescribed 30 days

for O.E. at the kindergarten level while the other selected

grades--3, 6, 9, and 12--had no days entered on the ques-

tionnaire.

{b) MTAI (Cook et al., 1951)

tic" continuum as described earlier. It was administered
"to the teacher prior to and following outdoor school.

On the first administration of the MTAI, Teacher C

on

gave 84 "correct” and 49 "incorrect" responses for a net

score of 35 (prior to 0.S,). She was teaching in an



, Table 23

TEACHER C: RESPONSES TO OECT-— .

= = = == = = = ,,,,i’,,: = e =

Category and Mean Y Response Response

Description Response Range = Descriptors®

A. Difficulty of identi- 3.3 i=5 Averager diffi-
fying and implementing culty to rela-
cutdeor education tively easy

m\
-

nfluencing factors:

l. Awareness of books 3.2 1-4 Small to large
or courses influence

2. Assistance or encour- 2.9 1-4 None to small
agement from school assistance
or government ,

#
3. Decision to offer Q’)’ - = Teacher's and
collectively

Previcus experience - - Yes

with O.E.
Anntal days planne - - 11

4. Plans to continue - - Yes
with O.E.

Value of outdoor 1.6 1-5 Agree to
education strongly agree

]

39 jrade Grades 4, 5,
for 0.E. &, and 7

\U\
-~
[
=
Wy
Wy
&
]
I
»
"
iy
L
]
[
»
L]
]
i

K = 30 days

k
[}

[N

Suggested days and
grades for O.E.

™

Teacher familiarizatiorn - - 1. wWorkshops
e(s) suggested (visitors)

2. Conferences

3. Current
literature

*OEOT: Outdoor Education Opinionnaire for Teachers
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elementary school but prior to that her'prepgration and
early teaching had been in secondary schools. Percentile
rankings £or both elementary and secondary school teachers
are considered. Compared to standardized norms for academic
secondary school teachers with five years of training, she
stood at the 40th percentile; for elementary school teachers
with four years of trainihg in a school system of 21 teach-

ers or more, she gtood at the 25th percentile.

-
. .

The second appligation of the MTAI resulted in an
increased score, with 17 more "correct" responses, and 12
fewer "incorrect" f@éponses. TQ; net score was 64, 29 more
than the first response. The corresponding percentile
rankings were 71st and 54th, respectively.

In reviéwing the MTAI, Cronbach (in Buros, 1978:798)
concluded that beginning teachers could be expected to
reveal unstable results. Teacher C's results did differ,
and dramatically so, thus supporting Cronbach's view of the
MTAI. The results would suggest that Teacher C was not as
‘"open—democratic" as were between 46% and 75% of other
elementary teachers with similar qualifications and experi-

ence.

J. W. Smith et al. (1972:29) and D. R. Hammerman and
W. M. Hammerman (1973:362) advocated an open-democratic
model of teacher behaviour in outdoor education. 1If one
were to presume that superiof outdoor teachers were in the

upper quartile of a scale like MTAI, Teacher C's responses



would not ( mpare favourably.
o

T
\ (a) HITB (Eggert, 1977)

The -HITB was designed as a high-inference rating
scale for eight teacher qualiéiesk(va iables) és follows:

withitness, overlappingness, smoothness, momentum, clarity,

persuasiveness, warmth, and empathy.

» ‘*..

HITB data for Teacher C are shown in Table 25 which
contains mean average ratings pre-, during, and péstﬁaufﬁéér
school, as well as mean average ratings for the academice
sessions, all sessions, and the teacher's éelfﬁratings. The
important difference was viewed as that betwe‘x the ratings
for the outdoor phase and the other two phases.

Six variables--withitness, overlappingness, momentum,
clarity, persuasiveness, and warmth--were rated higher dur-
ing 0.8§. -Dne variable, empathy, was rated higher during
0.S5. compared to post-0.5. Only one variable, séb@thness,
was rated laﬁgst for the period during 0.S. Two variables
only were rated higher for the pre-0.S. period--smoothness
and empathy. All of the six variables--withitness, over- '
lappingness, momentum, clarity, persuasiveness, and warmth--
were rated lowest pre-0.S, Thfée variables--withitness,
clarity, and emgaéhyﬁéwere rated equal to or lower than

ratings made prior to 0.5. when compared to ratings post-

[¥y ]

0.5. Ratings after outdoor school for the five variables--
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Table 25
TEACHER C: HITB AVERAGE MEAN RATING
{acad.)
Pre= During Post- Pre/ Over-
variable Cat 0.5. Q.5. 0.5 Post all TSR
X X X X X
Withitness 2,84 3.5+ Z2.8% 2.8 3.0 4.0
Fe)
Overlapping- § .
ness oy 3.1+ j.g» 3.4 3.3 3.4 4.0
o
g
Smoothness 5 J.e* 3.2% 3.4 3.5 3.4 3.0
Momen tum 2.8% 3.3= 3.2 3.0 3.1 3.5
i
Clarity g% 3.4% , 4.4 3.4% 3.4 3.7 2.0
i
Persuasive- £
ness = 3.1t 4.8* 3.3 3.2 3.7 4.0
Warmth v e 2.47 4.6% 3.1 2.8 3.4 4.5
8 ,
Empathy € 3.5* 3.0 2.3t 2.9 2.9 4.5
-
*highest
‘Tlowest
HITB: High Inference Teacher Behaviour Rating Scale :
TSR: Teacher Self-Rating
_?
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,gérlapgihgnessg smoothness, momentum, persuasiveness, and
warmth--were between the extremes when comparing post-out-
door school tatiﬁgs with those made prior to or during t
ocutdoor school. .
Differences may be noted in all variables with the
E#Eeptlén of withitness and clar y both of which were
rated as being equal before and after outdoor school.
Table 25 shows éhat the mean ratings for Teacher C

in the teacher management categories were:

Variable Highest Lowest

Withitness Pre-0.85, Pre-/Post-0.S.
.

Overlappingness During 0.5. Pre=-0.5.

Smoothness Pre-0.5. During 0.5.

Momentum During égé. Pre-0.5.

These ratings may have reflected the differences
between the classroom and outdoor school. The pre- and
post-0.S. ratings were made during classroom situations
where children were essentially "deskbound"” except for an
innovative social studies program entitled SPEDS (Society
for the Prevention and Elimination of Discrimination and
Stereotyping). The outdoor school ratings were obtained in
"unclassroom-like" settings (for example, on a trail and
in a craft hut). In an attempt to account for changes, one
!might postulate that for withitness, overlappingness, and
momentum, the ratings increased during 0.5. and persisted,

to some extent, afterward. Smoothness declined from a high



rating before, 0.5. to the lowest during 0.5., and made a
partial regovery post-0.S. The decline of smoothness would

have been consistent with the serendipitous approach to the
A
nature trail 1f not for the craft lesson. The diffegences
e

may have merely {ﬂdliatéé the ratings for the teacher on
the chosen days.

In his study of three teachers, Blocksidge (1978)

found that the mean average ratings for all four variables

o

g

oy

were highest during ocutdoor school, where the present

study showed that during the outdoor phase Teacher C was
rated highest on three variables--withitness, overlapping-

ness, and momentum.

Table 25 data also show that Teacher C was c@nsisé‘
tent-in the two instructional categories:

Variable Highest Lowest

Clarity During 0.,S. Pre—/?@sﬁ;é.s.

. Persuasiveness During 0O.5. Pre-0.5. .

The high ratings for clarity and persuasiveness
du:ingzé.s., and the fact that they did not fall below pre-
0.5. levels, may have indicated a positive carry-over effect

of the outdoor experience. The ratings may, however, have
gsimply reflected the teacher's performance on the given
days.

In his study of three teachers pre-, during, and

”»
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the outdoor experience, a pattern not followed by Téé&bé{d;
C. On the other hand, his ratings for persuasiveness in

the same study coincided with the ranked ratings for Teacher

As the Table 25 data further indicate, Teacher C

fluctuated in the ratings for interpersonal categories:

Variable Highest Lowest
Warmth During 0.S5. Pre-0.5.
Empathy Pre-0.5, Post-=0.5.

" One may postulate that the low rating for warmth
before outdoor school and the subsequent highest rating
during, followed by a high rating afterward, may have
indicated the teacher's performance because of the outdoor
experience. Blocksidge (1978) also recorded the highest
rating during outdoor school. Teacher C's low rating for
empathy during 0.5. and the even- lower rating post-0.S. did

not support the claim by outdoor education authors that the

]
[

outdoor setting increases the opportunities for teachers to
respond to expressed feelinds of the children (Mand, 1967:
30). The rating during outdoor school did, however, compare

closely with the aﬁerage in-school rating. Blocksidge noted

()

a lower mean average for empathy during 0.S. which was not

o8

the findings of the present study.

L ol

contradicted b
With respect to self-ratings by the teacher on the
same categories, there were discrepancies between the mean

average ratings recorded by the observer and those reported



",

by the teacher (Table 25). 1In all cases but two, she

¥
overestimated her rating. The two exceptions were smooth-

i

_ i . . i
ness and clarity, both of which she rated below any of the
recocrded mean average ratings. Of the six "overrated”
. ' i

ratings, two--persuasiveness and warmth--were exceeded by
the observer's ratings during outdoor school. It ﬁgy be
stated that Teacher C overestimated her ratings fi the

variables withitfiess, overlappingnes momentum, and

‘M
w

In summarizing the results of the eight HITB vari-
3 :

ables, it may be noted that during outdoor school Teacher

iables given

o

C was rated higher than the ratings far six var
prior to or post=-0.S5, Higher ratings were recorded for
withitness, overlappingness, momentum, clarity, persuasive-

ness, and warmth. Lower rating

(b) FIAC (Flanders et al., 1974)

The FIAC system gives mean average percentage fre-
quencies for 10 categories of teacher and student talk, as
shown in Tables 26 and 27. Flanders' general fule of
teacher and student talk as being proportionately 2:1 was
not generally borne out by the data for Teacher C. The
exceptions to Flanders' general rule were the mean average
percentages for all sessions pre- and post-outdogr school
during which times Teacher C's talk accounted for a little

more than half of the total talk. The recorded data for
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TEACHER C: PERCENTAGE FREQUENCY

DISZTRIBUTION FIAC

Teacher Response

L
&
1
B
ot

1. Accepts feelings J.2 3.
2. Praises 2.8 1.9 0.1

3. Accepts or uses
ideas 7.4 9.3 9.7
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4. Questions"* 9,1 6.1 15.6
Ranks \ Med 1um Low High

i

FIAC: Flanders Interaction Analysis Category System

*Response oOr initiation



the sessions at outdoor school were closer to Flanders'
rule of 2:1.

In the light of outdoor education literature, some
noteworthy features were apparent in Teacher C's FIAC data
(Tables 26 and 27). Category 1 included teacher talk which
indicates acceptance of student feelings. While Teacher C
showed s+ did not accept student feelings during mathema-
tics lessons, the opportunities were not necessarily present

in the lessons. The highest average fregquency percentage

was recorded during outdoor school. The average frequency
percentages reported prior to 0.5, were lower than the

at outdoor school, which supported the claim of authors

D. R. Hammerman and W. M. Hammerman (1968:228) that ocutdoor

education affords more oppomedfiities for accepting student
feelings.

Category 3 included the teacher's acceptance or use
of students' ideas. 1In this category, Teacher C used or
accepted students' ideas more frequently after outdoor
school. The lowest average frequency percentage occurred
prior to 0.S., while during 0.5. the frequency count was
between the two extremes. The lowest frequency count for

any one session was during the candle craft session at 0.5.

o7

Outdoor school also contained a single session with the

highest frequency count in this category which occurred
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during the walk. These data would be in keeping with the
nature of the sessions invalvgd, The nature walk adopted
a discovery approach with student ideas arising throughout
the lesson. The candle craft lesson was teacher-directed

toward a narrow purpose, allowing little scope for task-

related student ideas.

Category 4 included teacher questions. Frequency
counts indicated that most questioning took place during

the period after outdoor school and least questioning

urred during the outdoor phase. Pr

to 0.5., gques-

]
Ly}
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\v»-
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ing frequency was between the two extremes. The lowest

library period held prior to outdoor school. The highest

count was recorded during a mathematics léssaﬂ following
outdoor school. The lower frequency of questioning during
the library period was in keepina with the individual
library research which comprised most of the session., The
mathematics lesson was characterized by a question-and-
answer format, thus the high frequency percentage. The
"questioning" style of teaching associated with outdoor
methods (D. R. Hammerman & W. M. Hammerman, 1973:359) was
not in evidence during the observed behaviour of Teacher C.
Category 7 included adverse criticism and the
justification of teacher's authority. Teacher C averaged
fewer frequencies during outdoor s:hcélgx The highest

frequency count average was recorded after the outdoor
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session, with the count for this category taken prior to
the outdoor phase being less. The lowest frequency count
for any one session was during mathematics after 0.S.,
outdoor phase during the loosely structured library ses-
sion. These data may support the claim that outdoor
education reduces student control problems (D. R, Hammer-

man & W. M. Hammerman, 1968:22).
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11so revealed the proportions of
Teacher C's resp@nses and init;atians. Outdoor education
literature (J. W. Smith et al., 1972; W. M, Hammerman,
1980) advocated a more "indirect" style of teaching which
should reveal higher frequencies of teacher response
categories. It was noted that Teacher C exhibited the
highest recorded frequencies in the teacher response
(indirect) categories during 0.5., with the lowest inci-

dence pre-0.5. The medium ranking for teacher respons

3
]
r
1
O
w
=
7]
!
e
o
<
m
[
o]
ﬂu
ﬂ
W\
m
[«8
w
w
[
rt
H
<
1]
)
i
]
H
hq
o)
<
m
s
w
Hh
-,
m
9]
t

also exhibited the highest incidence of the
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initiation categories which would indicate, at least

Lol

inversely related. The confounding issues were the propor-
tions of student talk and teacher guestions, the latter

being difficult to categorize.
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Dunkin and Biddle (1974) reviewed studies using
FIAC and one contlusion was that there were conflicting
results for the relationship between teacher indirectness
and student products. Another conclusion was that teachers
in standard classraamsiwere primarily direct, a conclusion
that fitted Teacher C. Rather than exhibit the preferred
outdoor teacher behaviour, Teacher C was more initiating
during the outdoor phase with a particularly high incidence
of lecturing. Rosenshine and Furst (in B. O, Smith, 1971)
noted a close association between teacher indirectness
(response) and the use of student ideas. Data in Table 27
did not support the claim, although the incidence of the
teacher accepting student ideas was very close to tHe higher
frequency.

The discovery-learning model for outdoor teachers
noted in W. M, Hammerman (1980:xvi) was not borne out by
Teacher C's Category 4 questions, which were fewest at out-

door school. Askham (1974) observed that teachers varied

little in interaction pattefrns in and out-of-doors. 1In the
Acase of Teacher C, she did not conform to Askham's observa-
tion but, while her frequency percentages were identical
before and after outdoor school, she engaged in more talk
during the outdoor phase at which time the mean average
exceeded the mean for all sessions.

In summary, Teacher C talked more at outdoor school

than she did during the average academic class. At 0.,5.
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she spoke more of accepting student feelings, praising,
lecturing, and giving directions. 1In two categories--

questioning and criticizing--the average academic class

exceeded outdoor school. In school, after the outdoor
phase, the teacher spoke more in accepting or using student
ideas, questioning, and criticizing or justifying authority,

than she did in sessions before or during outdoor schoeol.

Comparison of Relationships Between
HITB and FIAC Results
The data shown in Table 28 indicated that at out-

door school Teacher C engaged in more acceptance of student

feelings, praising, lecturing, and direction giving, while

(w8
Ll

at the same time she was coded as exhibiting greater with-

o]

itness, overlappingness, momentum, clarity, persuasiveness,
warmth, and empathy, compared with her behaviour in the

>f her

&}

cla . Before outdoor school none

N
‘W

average academi
categories yielded higher frequency percentages while, at
the same time, she was coded as exhibiting greater smooth-

ness and empathy during the other two phases. After 0,S.

the teacher revealed a higher incidence of accepting or
using student ideas, questioning, and criticizing or justi-

fying authority, while at the same time she was coded as
not exhibiting any of the eight variables higher 'than during
the other two phases. The higher rating for the high-

inference variable, warmth, :Diﬁgiéed with the higher



TEACHER C:

DATA PRE-,

\

\ Table 28

COMPARATIVE RANKINGS OF FIAC AND HITB

DURING, AND POST-OUTDOOR SCHOOL

During
0.5.

Variables
Similarly Ranked

Withitnesas

Overlappingness

Smoothness

Momentum

Clarity
Persuasiveness
Low

Warmth

Empathy

High
High

Low

High

Medium

Clarity
Total response, momentum,
persuasiveness, warmth

Total response, overlap-
pingness, persuasiveness,
warmth

Withitness

Total response, overlap-
pingness, mdmen tum,
warmth

Total response, overlap-
pPingness, momentum,
persuasiveness

Cat. 1

3
=
&

Cat.

High

High

Low

Cats. 1, 5, 6,
initiation

Total Low High Medium Overlappingness, momentum,
persuasiveness, warmth

g Cat. 5 Medium High Low Cats, 1, 2, 6, total
3 initiation
&
& cat. 6 Medium High Low Cats. 1, 2, 5, total
bt initiation
5
™ cat. 7 Medium Low High Cat. 4
Total Medium High Low Cats. 1, 2, 5, 6

Cat. 4 Medjium Low High Cat. 7
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ncidence of the total response categories during outdoor

e

school. The pattern of ranking the two variables was simi-
lar pre- and post-0.S.

These data supported the positive side of the con-
tradictory resu;ts summarized by Dunkin and Biddle (1974:
131). While the ranking for warmth did not coincide with
the elements of teacher response, the incidence during
outdoor school was highest for warmth and Cat. 1 (accepts

feelings) and Cat. 2 (praise), which are seen as signifi-

iy

ant low-inference aspects of teacher response. Warmth was
not comparatively ranked with total teacher initiation, but
the highest incidence and rating were during outdoor schoeol,
providing some evidence wﬁich would negate the early theory
posited by Lewin, Lippitt, and White (1939) that warmth and
directness (initiation) were inversely related.

The evidence in the present %ﬁudy supported the
later theories of McCandless (1961) and L. Smith and Hudgins
(iSSd) who ccnsideredéthe two variables unrelated. Clearly,
further investigation is needed to discover the nature of
the relatiﬁnshipi Warmth and criticism do not parallel
each other but, during the outdoor phase, Teacher C's high

rating for warmth was contrasted with the lower incidence

view of warmth and criticism.
The rankings for clarity did not coincide with

those of Cat. 5 (lectures), Cat. 6 (gives directions), or
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total initiations, but the relationship is worth investiga-
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rated higher a

w

ting further. Clarity wa
lar é:hé@lg which supported one side of the mixed results
for three teachers noted by Blocksidge (1978). Clarity is
a factor in the learning-by-discovery model in which a
degree of vagueness is expected (Worthen, in Travers,

1973:61). Teacher C d4id not reveal a discovery-learning
Sty E'Buring outdoor school in her rating for clarity or
the incidence of questioning which was low. -

The low rating for empathy for Teacher C was gener-
ally in keeping with the low recorded frequencies of the
low-inference variable "accepts feelings."' The ranked

requencies did not parallel the fatiﬁgsgebut the lowest

‘m\

rating for empathy was after outdoor school when a very

minimal incidence of the teacher accepting feelings was

rded. ntrast between the ratings for warmth and

]

he

H
‘W
\g\

empathy was indicative of the independence of those two
variables.

-

The inverse relationship between éverla@gingﬁessg

momentum, persuasiveness, warmth, total response, and

smoothness was not clear, but the low rating for smoothness

[1]
[

at outdoor school may have indicated the difficulty of
maintaining that quality outdoors and "on the move." -
Empathy inversely varied with accepting ideas which would
indicate that accepting ideas does not depend on the

teacher being empathetic. The low-inference variables--



teacher lectures (Cat. 5), gives directions (Cat. 6), and
total teacher initiatian*;inversely varied with teacher

criticizes (Cat. 7) and teacher questions (Cat. 4), which
did not clearly show any pattern apart from those already

alluded to.

Presage-Process Data

This section examines the interrelationship of
variables from two segments of the Dunkin and Biddle (1974)
model for the study of teaching (Figure 1, page 8). The
presage segment deals with formative data, training experi-
ence, teaching experience, and teacher properties. The
process segment deals with feaﬁhér behaviour under (a) HITB

and (b) FIAC data. Various researchers, including Dunkin
and Biddle (1974), have considered the importance of the
interrelationships between segments. 1In this case, Teacher
C's preparation and experience are examined in the light of
her performance in the classroom and outdoors.

Teacher C was a 27-year-old female with three and

one-half years' teaching experience and undergraduate
degrees in music and education. There was a complete
absence of evidence that this teacher accepted student
feelings during all observed mathematics sessions. Other
observations made of her teaching would indicate that her

performance outdoors differed from her performance indoors,

as measured by two observational tools. 1In all categories



except questioning, accepting or using student ideas, and

criticism, and for all variables but smoothness, she was

during outdoor school compared with the average indoor

academic lesson. The MTAI score indicated that she was at
or below the 50th percentile when compared with teachers

who had similar training and situation,
Dunkin and Biddle (1974:124) noted that there were

ontradictory results for the relationship between teacher

=3

scores on the MTAI and teacher indirectness. eacher C's

mal (never more than 11.7% of total talk) whereas she was

ow the 50th percentile on the MTAI. These
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data would indicate that she placed no higher than 50% of
the population on the autocratic-democratic continuum and
she engaged in a small (11.7%) amount of talk intended to
encourage children to initiate more talk. Teacher C's data
did not clarify Dunkin and Biddle's picture of contradictory
relationships between the MTAI and teacher response, The
same authors reported that teachers use little Qritlcism,
which was supported by data from Teacher C. Criticism,
according to Dunkin and Biddle (1974:131), §AS not seen to

be related to MTAI scores; thus, the relationship was

considered to be irrelevant.



Context Data

Age/Grade No. of Students* %t of Total Class
Age: 9 years 7 26.9

10 years 17 65.4

11l vyears 2 7.7
Grade: 5 26 100.00

Sex: 18 girls, 8 boys; Ratio: 9:4; Mean age 9.8 years

2. Student Properties

The studénts of Teacher C were not included in the

system-wide testing sample which examined achievement in the
vocabulary and reading comprehensioh as well as the mathe-
matical competencies of concepts, computation, and applica-
tion (Tables 30, 31, 32). From the results for Grades 3 and
6 it may be presumed that Grade 5 students were at a com-
parable level when the scores for verbal ability (Table 30)

are considered. With the exception of some mathematical

-

competencies and the CCAT non-verbal scores, it may be
presumed that the students of Teacher C were equal to or

superior to the median scores for the total Calgary public
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Table 30

CCAT GRADE 4, TEST SCORES FOR CALGARY PUBLIC
SCHOOL SYSTEM, RELEVANT CLASSES,
AND STUDENTS OF TEACHER C .

Total Students School Teacher C
System Themselves Grade 4 Grade 4
1979-1980 1978-1979 1979-1980 1978-1979

verbal -
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65.3 med. = 68.

64.4 med. 68.0 med.
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67.3 med, 75.0 med. = 67.0 med.

W

med.

CCAT: Canadian Cognitive Abilities Test
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Table 31

CTBS GRADES 3 AND 6, TEST SCORES FOR CALGARY
PUBLIC SCHOOL SYSTEM AND THE SCHOOL:
TEACHER C STUDENTS OMITTED

N
Grade 3* // Grade 6*

Total Total Total Total

Svstem School System School
Verbal Verbal
N = 5922 N . =20 N = 5833 N = 23
min. = 1 min. = - min. = 1 min. = 15
max. = 31 max. = - max. = 45 max. = 41
med. = 20.3 med. = - med., = 28.0 med. = 30.2
Reading Comprehension Reading Comprehension %
N = 6290 N = 24 N = 6177 N = 22
min. = 1 min. = 14 ain. = 4 min. = 22
max. = 59 max, = 54 //bax. = 72 max. = 64

\

med. = 32.0 med. = 43.5 med. = 39.4 med, = 42.5

*All data 1979-1980

CTBS: Canadian Test of

Basic Skills
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school system.
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17

hool and Community Context

The Calgary public school in which Teacher C taught
had a student enrolment in the elementai}gséé;i@n of 145 and
in the junior high school section of 204, in 1979. The

population of the city of Calgary was about 530,800 in the

same year.

As the school boundaries were nat;fixed, a number of
junioer high students were bused to the school while the
elementary school enrolled only local children, Parents of
students in Teacher C's class generally supported outdoor
education as was evidenced by the fact that all but two of
the children were allowed to attend outdoor school, which
entailed a fee of $20. per child.

4. Classroom Context

The classroom was a self-contained unit reserved for
all Grade 5 students in the school. The children occupied
the same seats and desks for most of the period during which
the study was made. The plag sketch (Figure 12) shows the
main features of the classroom which included rows of desks
facirg the "front." Various pieces of children's art
adorned the walls. One whole wall was taken up Ey windows
which were between four and eight feet measured from the

floor. The mobile nature of the outdoor setting did not

lend itself to a sketch,.
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5. Outdoor Context

The outdoor school was conducted at Camp Horizon
near Bragg Creek, Alberta, a small rural town of about
1000 people. The environments described in the environment
inventory (Figure 13), the log of prominent scenes, and the
"day in the\life of a classroom teacher at outdoor school"”
did not have sufficient permanency to allow a sketch to be
meaningful. The day began and ended in the dormitory,
Breakfast and supper were taken with the larger group in
the main lodge. The study group hiked along a rcad with a
visit to a drilling rig and a trip to a beaver pond via the
river bank. The evening craft session was spent in the
craft shed and the campfire was held in the dining area of
the main lodge.

6. Classroom/Outdoor Contexts

The classroom and outdoor context were viewed as
being distinct from each other. An inventory of each
environment is presented in Figure 13 in order that differ-

ences may readily be seen.

The two environments had distinct effects on the

v

children. The school site was very familiar to them because

they had attended the classroom during regular school days
for approximately 10 weeks prior to the observation period.
On the other hand, they had occupied the outdoor site only
about 24 hours. In addition to the novelty of the site, the

class was mobile, hiking,as it did during the environment
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Classroom: Mathamatics Outdoor School Site: Hike
Date: 7 Novembsr 1979;: 9:15 sm Date: 22 Hovember 1979: 9:15 am

Organization of Total School

Salf-contained clasiroom. 5ingle grade
per classroom in elementary school.

Jr. High included & recent bilingual
program.

Organization of Class

Generally taught as an éntity by the

science & health. Up to 27 students.

Air

Still; gentle air-conditioning.

Lighting

along one wall.

Bardwood , with a SJUALS CATpat
in space.

Ceiling and Malls

Painted; 4 number of chalkboards and
children's artwork on display.

Teacher C:

Organization of Outdoor School

Grads 43 attended two days (Tues. & Wed.):
Grade 53 attended three days (Wed., Thurs,
Fri.); Grade 65 attended five days.

Special classes attended three days.

Organization of

ey

las

Each class functioned separately from tha
other grades with the exception of spe-
cial class students who joined those of a
comparable age; 0 prudents, ] teachsrs,
and the obsarver.

Alr

Slight breszs, sunny

Figure 11
Envirorment Inveatory



Behaviour Setting

Classroom boundaries desks, chairs,
gathering space on floor. Academic
work required. Bells, timetables. and
foutines maintained atmosphere.

-Bahaviour objects

fcoks, pens, pencils, desks, chairs,
chalkboard, lockers.

gathering space
Eaf dissngaged studsnts.

1
Pariod of Observation in DJaily Plan

201

Bahavicour Settcing

Gravel road, ditches. and fringes of
forest, No acadamic regquiremsnts. Walk-
ing expected, informal grouping allowed. No
particular topics of conversation.

Behaviour Objects

Day packs: natural objscts en route.

Standing Fatterns

Walking on left side of road,

%§U§!d;

il

Period of Observation in Daily Plan

Morning, after opening ANACuncements
and bafore social studies lesson,

Placg in Weekly Flan

The class normally met with V-F for
science and physical education, and
with another teacher for health sdu-

cation.

Morning, shortly after breakfast, en
route to exploratory gas=dri.ling rig;
day=-long hike lay ahead.

Place in Weskly; Plan

Thursday
Roles of Specialists .

Two extra teachers accompanied class:
(1) V-P who normally taught science and
phys. ed.; (2]} a psrmanent O.5. teacher
[thi cbserver was alia viewed as a

Interaction FPatterns

Boys and girls, tha teacher, the V-P,
the resident 0.5, teacher, and the
absearver. 4’
Timing Timing
Early morning Early morning.
Figure 13 (continued)
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A

inventory. As the walk proceeded, children moved singly or
in small groups with varying speeds, sometimes racing ahead,
at other times lagging behtnd, Mostly, the group stayed on

the gravel road but occasionally individuals showed their

the ditches and shrubs at the roadside. The total atmos-

b ‘
phere of the hike was relaxed, with flexible boundaries and

ules, and yet the teacher, although tolerant of a wider

]

range of behaviour, saw fit to recall those who strayed too
far - -om the group. By contrast, the school classroom
called for "arithmetic-like" behaviour within the confines
of the school room. During the arithmetic lesson the
students were in various stages of understanding and moti-
vation as far as thesconcepts were concerned, while on the
hike they were undertaking an adventurous excursion into
relatively unfamiliar terrain, blindly following their
leaders in whom they revealed absolute faith. They knew
only that they were going to visit a gas exploration drill-

ing rig and a beaver pond, eating lunch en route, and

returning just prior to supper at 5:00 pm.

Student-Process Data

The percentage frequencies for Teacher C's lessons
using FIAC data were shown earlier in Table 26, with student
talk in Categories 8 and 9. Of the total classroom talk,

students contributed for a mean average of 39.9% over all
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observed sessions. Prior to outdoor school students accoun-

Following the outdoor session, their talk increased again
to reach 47.2%.

Category 9 includes student initiating talk. The
students initiated most before 0.5., least 6u§ing 0.5., and
between the extremes post-0.S. The data did not support

the suggestions made by outdoor education authors that

hildren may engage in more initiating talk during 0O.S.
(J. W. Smith et al., 1972:45),

Category 8 includes student responses to teacherg;gﬁ
guestions. The students exhibited most responses post-0.§5.,
less pre=0.S., and least responses during 0.5. There was
no particular pattern associated with the relative frequency
percentages in the two student talk categories.

More student talk occurred during the innovative
social studies SPEDS program than there was in any other
program; library ranked second, mathematics was third. Out-
door school had the lowest frequency percentage. The high-
est incidence for a single lesson was for SPEDS, while the
single 1?west incidence was for a mathematics lesson. The
highest mean average frequency percentage for stuéentélniti*
ated talk was during the SPEDS lessons, library ranked
second, outdoor school third, and mathematics had the lowest
mean average, In Cat, 8 (student response) the highest

frequency percentage mean average was for mathematics,
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outdoor school ranked second, SPEDS was third, and library
had the lowest mean average. The highest frequency for
nd

he lowest was

r
"
m

any one lesson was during mathematics
during library period.

Although an absolute inverse relationship between
Cats. 8 and 9 did not exist, it would be appropriate to
observe that as Cat. 9 increased in frequency, Cat. 8
tended to decrease. The SPEDS program revealed a high
incidence of student initiations. The relatively high
frequency was appropriate to the purpose of the lessons
which encouraged children to speak at length on the topics
selected. Mathematics, on the other hand, d4id not give
scope for student initiation, hence the higher 1n:1d’née of
responses in these sessions.

Context~-Student
Process Data

The context-student process data may be summariied
as a class made up predominantly of girls ranging in age
from 9 to 11 years, but mostly l0-year-olds. Students spoke
more than their teacher in social studies andflibrary

sessiong; otherwise, the teacher talked more than the

[N
=
~
.
e
Wy

students., Students spoke more before and after, thar
outdoor school. They engaged in more initiating talk than
mere response during the entire period, but they were more
active in Cat. 9 prior to outdoor school and in Cat. 8 after-

ward. The highest single incidence for either category, in



any session, was for Cat. 9 during SPEDS before outdoor

school.

‘Teacher and Student
Process Data

Teacher and student-reported data from HITB and FIAC
instruments were set out in Tables 25, 26, 27, and 28. At
the very hub of teaching and learning is student and teacher
talk. The process segment was identified aé a key element
in the Dunkin and Biddle (1974) model (Figure 1, page 8).

Data indicated that Teacher C engaged in more talk
about student feelings, praising, lecturing, and direction
giving, while at the same time, she was coded as exhibiting
greater withitness, overlappingness, momentum, clarity,
persuasiveness, wirmth, and empathy during 0.8, Throughout
the outdoor phase, the mean average student talk ranked
below the frequency percentage for student talk before and
after the experience which were equal, Student "response”
during gfgi\waé less than frequencies recorded before or
éfter thB'OuédOOI phase.

Total student talk did not correspond with the

ranked frequency percentage for any teacher category. Stu-

ranking for teacher's questioning and criticism. Student
"initiated" frequency rankings corresponded with the rank=

ing for smoothness.
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Pre- During Post-

FIAC Categories O.Ss. 0.5. 0.5.
Student Cat. 8 (response) Medium Low . High
Teacher Cat. 4 (questions) Medium Low High
Teacher Cat. 7 (criticism) Medium Low High

Teacher "questions" and student “"responses’ are
closely related because of the nature of question-and-answer
associations. Teacher criticism was not associated with the
other two variables for any obvious reason.

Total student talk shown in Table 26 may be c::::mpared‘

with teacher response and teacher initiation, Flanders
(1974) theorized that indirect teacher talk (response)
encouraged a higher incidence of student imttiation, Data
derived from the students and Teacher C did not support that
theory but, rather, the contrary, with total student talk
(Cats. 8 and 9), student initiatjion (Cat. 9), and student
response (Cat. 8) recording the lowest incidences during
0.5,, while teacher responses were highest during the out-
door phase. Total student talk, Cats. 8 and 9, were
inversely ranked with clarity and withitness. Student ini-
tiating talk (Cat. 9) ranked inversely with total teacher
response, overlappingness, momentum, persuasiveness, and
warmth. Student responses (Cat. 8) ranked inversely with
total teacher initiation, accepting feelings (Cat. 1),

praises (Cat. 2}, lectures {Cat. 5), and gives directions

(Cat. 6). These data would indicate that, as Teacher C
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exhibited higher percentages or ratings of the variables,
the students' talk diminished.

Context-Process Data N

The following considers the behaviour of teacher
and students in the context of regular school and outdoor
school. The main thrust of this aspect of the study was to
observe the interaction of the teacher and students in the
context of classroom and outdoor setting. The instrument
for primary data collection in this segment was the ethno-
graphic record fashioned after the model suggested by
Johnson and Gardner (1979). Table 33 contains a "log of
prominent scenes,” a summary of highlights drawn from the
sample days studied. The log is followed by two samples:

"a day in the life of a classroom teacher at regular school"
(Table 34) and "a day in the life of a classroom teacher at
outdoor school” (Table 35), Findings are discussed and
interpreted below.

The class experienced a much longer day together

during outdoor school than at regular school. They slept‘
in two separate groups, one of boys and one of girls (see
Figure 14), but their waking hours were spent together with
classmates of either sex. The waking period amounted to
15 hours together. At regular school, the time students
spent with peers amounted to about 5 hours daily. The seg-

pproximately the same

3

ments as divided by mealtimes were

-
¥
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Table 33

R LOG OF PROMINENT
REGULAR AND OUTDOOR

209

SCENES
SCHOOLS

Regular

Outdoor School

13 November 1979
3:20 pm)

Tuesday,
(8:30 am -

Teacher arrives at class.
Children asked to read
silently.

Arithmetic seat work
assigned.

Begin social studies.

goes for recess
a parent).

in library.

Class returns to room.

Teacher goes for lunch in

gstaff room.

10:10

10:20

10:34

11:02

st
[
o

[
L]

12:00

12:10

Thursday, 22 November 1979
(7:30 am - 10:15 pm)

Boys getting washed and
dressed,

Breakfast for all.

Children and staff pick
up lunch items,

Leave lodge for hike,
Hiking and interacting
along the road.

along the road,

Arrive at exploration
drilling rig.

site.

Tour of

Tour of site,

Tour of site.

Class leaves drill site
walking to the river,

Arrival at river.

Lunch time beside river.
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Table 33 (continued)

Regular School Time Outdoor School

Teacher at lunch.

'‘eacher at lunch

»

Teacher leaves; vice

cipal arrives.

Science lesson begin
Teacher returns,
Reading assigned,

=3

Cl1
lesso

n.

Class at health less

Class return

[

Class/teacher

fternoon school begins.

goes to health

Finish lunch.
Hike.

-prin- Hide and seek

Hide and seek

foot of a

. o ®
on, to beaver site,

to beaver site.
””” site.

to beaver

Arrive at beaver site.

Supper for children/staff.

Quiet time; teacher

showers,
Begin craft activity.
Parents tour craft area,

Children clean up craft
area.

Campfire,



Table 33 (continued)

Regular School ' Time  Outdoor School

3:15 Hot chocolate and toast.

9:40 Children bid farewell to
parents and go with
counsellor to the
dormitory.

10:00 Teacher arrives to say
goodnight.

0 Teacher leaves,

L]
[

10
10:15 Lights out; counsellors
remain to supervise.

-



A DAY
TEACHER

Table

34

IN THE LIFE OF A CLASSROOM
AT REGULAR SCHOOL

) ¢ Noise
Inference Time* Level* Event

Students like to
enter room early.

Adrian & Ellen
seeking attention
Students busy with
different projects
(art/homework) .

Grade 5s appear
not to

Students take lon

» - _
(13 Navember 1979; B8:30 am

+Noise level key:
(Tikunoff et al.,
1975)

[

(= S N

5il

ence

Small amount

C goe% to desk,
ask her why she wa
early.

Adrian blows trombone.
Ellen calls to teacher.

Shawn who has
een away sick. Shawn
smiles in response,

Jr.

students to listen to
announcements,
C goes to cloakroom.

ree reading.

e
"

announces

1§

motions to boys
sitting on only 2 legs of
their chairs. As soon as
C turns away, Cory resumes
balancing on 2 chair legs.

Unacceptable to teacher
Acceptable to teacher
but not to observer

Acceptable to teacher



Table 34 (continued)

Event

Teacher talks to
"group" rather
than picking out
individuals.

C has a lot of
preparation to do
& needs class time
to catch up.

Boys trying teach-
er to see how far
they can go.

Seat work in math.
not a lesson as

Book sharing is
used as excuse to
fraternize.

(%]

Group settles down to
guiet time. Debbie (a
native Indian) reads an
Indian history book.
Stephanie, Adrian, Shawn,
Debbie, Heather, Teresa,
& Bev in desks; remainder
on carpet,

Stacey & Adrian whisper
whole time,

General criticism of
group by C for not read-
ing. Silence, followed
by naming Susan for not
reading.

Brian & Cory sent back to
desks for balancing on 2
chair legs.

quiéklj filled by 2 more
boys who also balance on

,,,,,

Brian & Cory's chairs

Two new boys sent to
desks. . Stephanie leaves
room without asking,
while Jennifer returns.

Assignment in STA Math
begins work. Kelly and
Paul argue about being
moved. Adrian told to
return to desk from rug.
Bev & Stephanie have
commandeered Adrian's
desk in order to share a
textbook.



Table 34 (continued)

214

Inference

Time

Noise
Level

Event

Students taking a
long time to sdttle.

Expectation level
revealed in class.

Teacher ready to
perform tasks of
which students
are capable.

C controls new
stock.

Some students want
to change subjects
immediately.

9:37

C leaves desk to check on

Stacey,

who 1s warned not

to attempt #5 because of

difficulty.

Only Brad &

one other student remain-

ing on carpet.

C patrols

class checking on work;
fetches a new math book
for Ellen.

C clears a table to allow
students to work in group.

Very pretty nurse enters.
Paul & Shawn say, know-

ingly,
Smirk.

"that's the nurse,”

Nurse speaks to C and

leaves,

New book handed out.
Paul. asks observer how to
spell teacher's name.

Social studies assignment
placed on board.

Most students working at

~math. but note social

studies assignment,

Heather & Kelly talk to
Debbie about Indians,

A wolf whistle is heard,
goes unchecked (unsure of

source)

-
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Table 34 (continued)

- Noise
Inference Time Level Event
C shows interest 9:40 1 Debbie shows Indian book
in Debbie, even to C. They chat about it.
though she is
off topic.
There is no evi- 9:41 1 Jennifer, then Stacey, go
dence of discri- for help in math.
mination against
Debbie (a native Homework & math raised up
Indian). Some the board toc make room
evidence of dis- for social studies'
like for Ellen, ' assignment.
who has trouble ’
learning & is
different in
appearance.

9:42 2 Bell signals end of peri-
od. Some students use
signal to stop math; some
hesitate, but most keep
going.

Presumably, bell 9:50 3 Math. continues. Adri-

was for Jr. High, an's trombone falls to

not Gr#de 5s. floor. Debbie has a tug-

) of-war with another child.

She wins tug-of-war, drops
book near observer, who
picks it up.

Noisy but orderly 9:52 2 C stops math., begins

change. ) social studies assignment.

9:53 1 C switches on lights.

: Some students have begun
\ social studies; most have
not.

9:54 1 C returns to desk.



{continued)

Noise
Inference Time Level Event

C getting exas-
perated.

~Ellen smiles as
she purposely
touches desk,
turning the rejec-
tion into a "bug-
ging" situation

in order to reta-
liate.

Students who nor-
mally shun Ellen
use her.

Convention of
placing omitted
word above rather
than below the
sentence.

Debbie appears
to seek atten-
tion because she
is Indian.

10:00

10:02

10:05

10:07

o
L]
L1}

L]
oo

10:10

2

1

in an indirect way; i.e.,
"Can you see from the
back table?”

All fell silent & work-
ing. Michele enters &
is welcomed by class.

C: [for 3rd time] "Write
down the whole thing."
[temperature 22°C.]

Adrian, rejecting Ellen
again, "Oh, she touched

my desk.” Adrian moves
to share with Bev.
Adrian asked if she has
finished.

C: "Hands up those who
have not finished the
first board." [a few
hands go up.] "Hustle!"

Paul borrows Ellen's
corretting fluid.

=

Misinterpretation of a
misplaced word. .Assign-
board No. 1 erased.
Assignment choice of
describing Indians or
pioneers. All busy
copying assignment from
board.

Debbie seeking atten-

tion from C.



Table 34 (continued)

Noise
Inference Time Level Event

10:11 1 C: "Recess, you guys."
[some (7) persist in work-
ing.] "Outside! Fresh air
will do you good." Kelly
& Debbie trying to get
attention.

Lot
L=
-

=
L=,
=

Mike complains about
having done the assign-
ment previous year. (:
"Good., You should do a
good job!"

10:22 1 C goes for coffee but en
route stops at office to
phone a parent. -

Mike, though 10:34 2 Mike carries in C's tea.

bright, finds it Erin goes to nurse. C
difficult to work lectures class on safety
in classroom set- re "rough-housing."”

ting. Has been

placed in semi-

isolation in the

small cloakroom. .
Small responsi-

bility to show

trust in Mike.

PA announcement re Jr.
High report cards.

=
o]
(1]

(™)
'
Y]

Mike present in 10:36 2 Social studies assign-

classroom for ment to be copied off
copying assign- board; or work on report;
ment. or mathematics; or any-

thing.

Students show gcon- 10:42 2 C checks Erin's gash

sciousness of received in playground.
appearance; e.qg. Paul shows morbid inter-
Stephanie combs esgt in wound. Bev &

hair. Puberty Stephanie join in.
onset. '



N
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Table 34 (continued)

- Noise
Inference Time Level Event

More & more going to look
at wound.

Iy

Indirect way o 10:43 2 C asks them if their
asking students notes are complete.
to return to

their desks.

“C is calm through- 10:45 2 Great concern re Erin;
out experience. blooed on floor outside
door.

10:50 2 Students given 2 minutes
to finish assignment.

I~
L=
L1l
(W,
o
Yot
"

Paging telephone for

=
o
o

(W) ]
wn
o

Students asked to return
to seats, Brief reca
on explarers Q & A
series between C & Paul
re a reaffirmation of
reasons for report. C

- summarizes task: use
library, find facts,
write.

10:57 2 Students raise questions
: re sleeping arrangements
at upcoming outdoor
school. Andrea expres-
ses concern about sleep-
ing arrangements at camg

which go unanswered.

ﬂ

L
[t
'

)
[ o]
B

C gives limit for obtain-
ing research on the two
social studies topics.

C speaks natur- 2 C: "Don't have a hairy

ally, if insig- : fit." Directed to Sue or

nificantly, ' Stephanie with their
reaction to the research
task.



Table 34

219

(continued)

Inference

Time

Noise
Level

Event

Librarian shows
that in the
library she is
in charge.

A self-fulfilling
prophecy.

11:02

11:09

11:15
to
12:00

12:05

1:13

Group leaves for library.

Librarian briefs students
on research task.

[Ethnographic record
suspended during HITB
coding.]

Return to class for lunch-
time. Students leave.

C warns observer that she
will be tired by the end.
Break for lunch. C spends
entire time in staff room.

C & observer arrive at
classroom where much
squabbling and pushing
occurs. Mike & Paul
talking quietly togéther
at Paul's desk.

Vice-principal visits to
announce gymnastics agd
volleyball practices,

C leaves. Class contin-
ues with various conver-
sations [within obser-
ver's earshot]; one
involved Adrian defend-
ing Teacher C as the
"best teacher in the
world."

Paging telephone rings,

Kelly refuses to answer

it, but Stephanie wolun-
teers.



Table 34 (continued)
Noise
Inference Time Level Event
1:30 1 Science: V=P conducts a
discussion on two wiring,
v systems for light bulbs
and small batteries.
Interruptions 1:33 1 Visiting teacher respon-
generally taken sible for ocutdoor schools
in stride. Visi- announces heed for forms
ting teacher has and money to be turned
staff status but in to school.
is known to stu-
dents by her
given name.
1:35 1 V-P recaps learnings.
Students pick up 1:40 2 V=P announces test in
& capitalize on flippant manner.
V-P's light-hear- Andrea demands attention
ted, humorous in mincing, baby voice.
approach.
1:42 2 Cory and Kogi finish
first.
1:50 2 Most have finished test
& have resumed experi-
ments with light bulbs,
wire, & batteries, with
enthusiasm,
No real "finish" 2:03 C returns to classroom.
to science lesson. ' Class discussion on what
to do.
2:10 3 C directs class to take

Many books dis-

. placed on purpose.
Much king"
around.

out red book,

Teacher's

look deters Bev,

[Temperature:

74°F]
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(continued)

Noise
Inference Time Level Event
2:11 3 Bev blows a note on flute.
Discussion of meaning of
term "in hot water."
" Many personal examples
cited by students.
1 Class returns to calm
‘ without any undue excite-
ment.
Everyone shares and 2 C shows warm response to
listens. Shawn's account of being
"in hot water."
2:15 1 C shares Mike's feeling
: about his father's traf-
fic violation; no condem-
nation.
2:27 Discussion on the word
"ambiguous."
Appears to be fil- 2:29 1 Paul asked to read; all
ling in time. given a chance in turn.
Bev missed but picked up
& later, Jenny allowed to
— read more than others.
All children enjoy read-
ing aloud.
2:42 Bell sounds.
2:45 2 Class leaves room for a

health lesson with anoth-
er teacher. C has spare
period; spends it in her
room marking papers.
[Observer joins class at
health lesson.]

Health teacher introduces
police officer who shows
film depicting young

il



Table 34 (continued)

Event

Noise
Inference Time Level
3:10 2
3:12 4
No thought is
given to the
effect such a
reference has on
Debbie (who is
a native Indian).
3:15 2

shoplifter stealing and

Students' guestions re-
veal their interest, ¢
Stacey, Jennifer, and
Stephen guestion police-
man about the possible
outcome for shoplifting.
He informs them about a
juvenile detention home.

All students very con-=
cerned when it is sugges-
ted that offenders may be
taken away from home.
Uproar breaks out.

Paul speaks his opinion
in a gquiet moment.

Other offences mentioned.
Raference is made to
"dxunken Indians."”

Group returns to class-
room. Teacher sees them
dismissed for day. Last
student leaves at 3:20.
Teacher departs because
she has a night class to
attend.




TEACHER C:

Table 35

A DAY IN THE LIFE OF A CLASSROOM

TEACHER AT OUTDOOR SCHOOL

-
Noise
Inference Time* Level+ Event
Grade 5 7:30 C was absent previous day
owing to intestinal upset,
. :
Boys establishing 7:30 4 Getting washed & dressed.
themselves with
Grade 6 boys who
have been at the
centre for twq
days previous.
7:40 3 Mike, Paul, & Adrian play-
ing electronic hockey.
7:50 1 Leave dormitory to go to
lodge.
8:00 3 Shawn wants to be first
in queue for breakfast.
8:10 3 All but Mike go outside
to fool around.
8:15 0 Shawn returns to ring the
bell.
C enjoys reveal- 8:20 4 Line up for breakfast.
ing feelings and Boys tease Brad about
* -
(22 November 1979; 7:30 am - 9:15 pm)

tNoise level key:
(Tikunoff et al.,
1975)

F-

Unacceptable to teacher

3 Acceptable to teacher
but not to observer

2 Acceptable to teacher
1 Small amount
0 Silence
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Table 35 (continued)
Noise
Inference Time Level Event

is willing to show
affection.

Mounting excite-
ment in antici-
pation of the
day hike.

Plea for together-
ness.

riﬂ
Poor judgment in
choice of route
to road.

F ]

High excitement.

Adrian testing C
for his indepen-
dence.

All students simi-
larly interested.

-

8:45

(")

wanting a goodnight kiss.
C kisses Brad on cheek
and hugs him.

File in to receive break-
fast cafeteria style.
Scattered seating; Brian
& Paul sit with Grade 6s.
Most others remain close
together.

Grade 55 line up to make
lunch.

Instructions from C re
hiking & visit to explo-
ratory drilling rig and
nature walk.

Leave lodge, descend
steep bank of gravel to
road. Brian falls and
scrapes arm.

Hiking & interacting.

C chatting with Kogi,
Cory, Paul, & Kelly.

C warns Adrian to stay
on road.

Students at rig all show
interest & put gquestions
to foreman & geologist.

Watching rig from dis-
tance & examining rows
of bits. .



-
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(E Table 35 (continued)
5 L
Noise
Time Level Event

Inference

Teachers & stu-
dents not quite
sure who should
go with whom,

[ ]

Reassemble total
group. Hike to
lunch spot. No
observations en
route.

Staving off hun-
ger. Evidence of
treating everyone
alike (e.g. cne
cookie each).

Mindful of stu-
dents hunger yet
aware that bridge
was poor site for
lunch with dust

& vehicles.

A relaxed situa-
tion in which
barriers are

Aowered as stu-

dents paint their
teacher (& each
other) . Laughter
at results.

'._J
—
',
wn
M

12

C goes up to seerigclose
at hand accompanied by
Debbie, Kelly, Michele, &
Nora (all girls). [At
this time, observer tem-
porarily lost contact.]

Depart for bridge. Vari-
cus students walk with or
drop back or run ahead of
C. Much talking, occa-

sional singing of camp-
fire songs.

C shares bag of cookie:
with total group.

oo 3 Group arrives at bridge.
Two leaders confer and,
agree to have lunch
beside the river, further
along the bank away from
the road. Joined by 3rd
leader,

the school V-P.

Lunch on river bank.
Eating lunch, testing
ice, begging

water drinks.

Later, the use of crushed
rock & water to make
various "paints" for
faces of students and
leaders.
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Table 35 (continued)
Noise

Inference Time Level Event

Relaxed atmos- 12:45 2 Packing up lunch items,

phere. picking up garbage. Group
is reminded of responsi-
bilities when walking
through area.

Paul challenges 1:00 1 Paul purposely steps into

teacher's autho- hole of wet sand to obs-

rity in asly way. cure animal prints.

Serendipitous 1:20 1 Pause in h;ke ta play

event. "h;de & seek.

1:25 0 Karen, who has learning
difficulty, is the last
to leave.

Competition in 1:55 2 Nora returns with three

evidence, sticks. Bev returns
with three sticks.

Huntiﬁ§§5 chas- 1:56 1 Cory returns; C hugs

ing theme. Check- him. -

ing back for

reassurance.

2:00 3 Gather in at sound of
whistle,

2:10 4 Prépare to continue the
walk.

2:45 1 Arrive at foot of hill to
be climbed.

Students & teacher., 2:54 1 Arrive at top of hill.
3it in sunny spot facing
south.

2:56 1 Discussion about warmth
led by C.

’ 3:00 2 Moving off toward beaver
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Table 35 (continued)-
Noise
Inference Time Level Event
site. Occasional pauses
to examine plants or
negotiate obstacles.

3:30 1 Arrive at spot where
beavers are to be obser-
ved.

A peaceful change 3:36 0 Sitting & listening to
from the usual natural sounds.
noisy classroom.

3:40 1 Shawn gives C a good
answer, although not the
one expected,

Restless students 3:45 1 Brian & Shawn ask to
anxious to return leave "quiet spot." Are
to camp or at permitted to go to hill-
least move. side to examine beaver
cuttings.
Teachers allowing 3:55 1 Kogi tries his leadership
students to go on rest of class & is
ahead. successful in leading a
small group down the hill
& around the beaver pond
en route to camp.
Least secure stu- 4:00 1 Uneventful return to camp.
dents remain with to Group very strung out.
teachers, 5:00 Karen & Ellen stay with
teachers.

5:15 4 Supper, Students distri-

to buted throughout dining

6:00 room,

Rare break from 6:00 "Down time." C takes a
students. to shower.

6:45

6:55 1 C arrives & busily



Table 35 (continued)
Noise
Inference Time Level Event
distributes paper, oil,
water, & receptacles for
craft class,
Family links can Susan & Andrea keep check-
cause anxiety even ing door & window for
though the group signs of their mothers’
has been gone but arrival.
two days,
7:00 2 C leaves to take phone
call
7:05 3 Several students ive,
to one at a time.
- 7:30
, \ ,
Sex role stereo- 7:30 C returns & engages in
type challenged discussion with Brad re
by C. cooking.
Ellen asserting 7:37 3 Ellen has some harsh
herself. She is words & calls Jennifer &
at bottom of Barb "dodo brains.”
pecking ordeT.
Stephanie making 7:41 3 Stephanie “tells"” C to
a power play but fetch water.
only in fun.
S5tudents appar- 7:50 4 Parents enter & tour the
ently unperturbed to candle-craft making; chat
by visit. 8:00 with teacher, students, &
each other.
8:05 3 Students clean up craft
area,
. B:15 4 Students & parents assem-

ble in lodge for campfire
singing led in part by C.



Inference

Indication of
teacher's pet.

Affinity groups. 9:25

Boys are still
young in many
ways.

H\
o
=)
L=

Surrogate mother 10:10

leaves.

10:15

Hot chocolate & toast.

C pats Brad on the head.

Noticeable that boys and
girls remain with members
of their own classrooms:
Kelly,
Kogi.

Shawn,
Heather,

Group 1l:
Andrea,
Jennifer,

Group 2: Jenny.

Group 3: Stephanie, and

Nora H.

Group 4: Debbie, Stacey,

and Susan.

Three odd individuals re-
remain separate from each

other & the group: Ellen,

Adrian, & Nora §S.

[All students not accoun-
ted for.]

Matt & Dean, high school
counselleors, shepherd
boys to dormitory for
their 2nd & final night.
Brad has a teddy bear.
Teacher arrives to
goodnight.

say

Teacher leaves.

Lights out; counsellors
remain to supervise.




for both schools. The sub-divisions of the segments were
quite different. The regular school episodes were of
shorter duration (about M0 minutes each) and were announced
by bells. The outdoor school episodes, in contrast, were
longer and were subject to geographical and motivational
determinants rather than temporal devices. The outdoor
school experience had more spontaneous happenings where the
aim of the exercise was more academic. It is beyond the

scope of this work to determine the nature and comparative

i3

in spite of the apparent

r
=

value of the learning outcomes, bu
distinction between the regular school academic activities

and the outdoor school non-academic activities, there were

ao—

instances in both settings of contrary content (for example,

mw

relaxed, informal interaction in the library and learning

about an exploratory gas-well in the field).

Product Data

The CAQ (Hoffmeister, 1971) was used to measure the
students' perception of Teacher C in two dimensions, as
shown in the data below.

Acceptance-understanding dimension:

Pre-0.S. Post-0,S.
N = 26 N = 24
I = 110.960 I = 94,070

3.920 . =0.350

>
[ ]

X = 4.270



Problem~solving skill dimension:

Pre-0.5. ‘ Post-0.S.

N = 26 / N = 24

I = 103.390 I = 92.600

X = 3.980 X = 3.860 -0.120

The CAQ was used in both instances. Reliability
data were not yet available for the questionnaire; however,

by using the same form with the same subjects, one possible

viour of the teacher, or a combination of both., Teacher C
was seen to decline in both dimensions after outdoor school,
Whether or not the outdoor school experience was the key
factor is not known at this time, but further investigation

is warranted.
PART II

Introduction

In Part I, data for Teachers A, B, and C were pre-
sented in the presage, process, context, product model fcr‘
studying teaching outlined by Dunkin and Biddle (1974).

The study of Teacher D was completed using descrip-

tive records in a manner outlined by Doyle (1977, 1978).



transcribed as "a week in the life of a classroom teacher

at outdoor school." Presage, context, process, and product

1. Teachers A, B, and C represented samples of
behaviour over a period of time spent ' in the classroom and

oor school. At no time were Teachers A and B

o
Q
)

t the

[}

observed for a conttnuous period of time. Teacher C was
observed for a full day at school and again at outdoor

school. The lone researcher found it difficult to apply

of

o

copious notes necessary for portraying a larger slic
life. A week-long,
maintained for Teacher D. A plan of the outdoor school

site is sketched in Figure 14.

2. Teacher D was a substitute for the original
choice because the original teacher had to withdraw for
personal reasons at the eleventh hour. There were no

-

opportunities to observe the teacher with the regular class
because she was not their regular teacher. Her contact
with students in the class had been through thrice-weekly
physical education instructi@n._ As well, after-school
intramural and interschool activitieg had provided her

with additional contact with selected studedts. An isola-

ted week at outdoor school was chosen for Teacher D.

3. Teachers A, B, and C all attended outdoor
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1]
(oM

schools which were partially supported but not sponsored
by the Calgary school board. Teacher D and her class were
part of a board-sponsored outdoor school with several
distinctive features which the other three classes did not
share. The features included the following:

(a) Outdoor school for Teacher D and her class was

part of a larger organization. Two other schools

rr

he centre during the

gsent classes and teachers to
same week. The classes were redistributed into
study groups in a heterogeneous fashion.

(b) There were four residential outdoor teachers in

addition to the four attending from the schodls,

the equivalent of three half days in the four-and-
one-half-day period. The evening period was time-
tabled as well as mornings and afternoons. Teacher
D's timetable was typical of the board-sponsored
Dutdcarx52héclsg 5
(c) Each teacher developed a particular core study (or

studies) which she repeated with each of four

wgroups. Teacher D was responsible for the "Ranch

étuﬂy,“ In addition, she taught crafts for two
evenings.’ She played a supporting role to another

teacher during the "Pioneer Log Cabin" experience

and a one-half day "Predator-Prey" game.



Teacher D

was observed at outdoor school from

Monday, 14 April 1980 to Friday, 18 April 1980,

Her timetable is shown in Table 36. Detailed, week-long

observations follow, with Monday shown as Day 1, Tuesday
as Day 2, Wednesday as Day 3, and so on.

Table 36

TEACHER D: - WEEK-LONG TIMETABLE AT OUTDOOR SCHQOL

Day 1 Day 2 Day 3 Day 4 Day 5
Monday Tuesday Wednesday Thursday Friday
Travel to Log House Prepard- Ranch Predator/
o , . = .
£ Outdoor (suppor- tion Time Study Prey Game
£ Sschool tive 2 (suppor-
0
= role) tive
e mceecameemcecceee—oe—e———————--X01€}___
gs:P:éparaé Prepara- Ranch Ranch Ranch
hef § tion Time tion Time Study Study Study
S SUY: SUUNU S
o Log House Hay Ride Crafts Crafts Campfire
b (suppor- Campfire Campfire Campfire Travel
=
2 tive - Home
“' role) | i
The detailed observations are interspersed with
relevant discussion which enlarge on various episodes

directly related to Teacher D's contributions to O,S.



ay 1, Monday Morning

236

Observations of Teacher D at

Week-Long Outdoor School

08:30

08:40

08:42

08:45

08:55

Teacher D working in school hallway (outside her

physical education office) on details for outdoor

school. Preparing work for the substitute teacher
1

ace her in the P.E. class. Fellow

who will rep
teacher stops by D's office to wish class a good
trip.

D cleaning P_g. office. Fellow teacher visits to
wish class a good trip. Phone call f@f D. Paged
to receive it in general office (G,0.).

Secretary requests D to write a note to be read

ffers congratu-

]

later on P.A. system. Principal
lations to D following the success of her gymnas-
tic contestants (whom she had cocached) on Satur-
day, April 12.

D writes intermittently while discussing whether or
not the publication of results (21 out of a pos-
sible 24 first-place ribbons) amounts to bragging.
Results left with secretary for broadcast. D picks
up first aid kit. Moves to hallway where she
converses with other 0.S5. teacher regarding rendez-
vous for 0.5. buses.

Secretary approaches D and fellow teacher in hall-

way and requests their expected time of return from
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(cont'd.)

09:00

09:10

09:15

[»]
W
"

It
L=l

09:22

09:23

09:31

09:34

09:40

outdoor school. Returns to G.O.; resumes talking
about gymnastic meet.

Returns to P.E. office with mail. Class teacher
gives D a student's name tag. D goes to staff room
to pick up rubber boots. Returns to filing cabinet
in P.E. office for a file of "gutdoor ideas."

D goes to library to pick up large letters to be
used in a school display notice, then to say fare-
well to Grade 2 teacher (with whom she daily travels
to school).

D visits fellow 0.5, teacher in hallway to check on

luggage and busing arrangements. Returns to P.E.

office prior to visiting gymnasium to bid farewell

to fellow teacher.

D goes to G.0. and places report-card comments into
other teacher's mail slots; then to kindergarten
class to ask about report cards,

D teturns to staff room to gather personal belong-

D goes outside to buses where she plans to say fare-
well to busload of two Grade 6 classes.

Second bus. arrives and D helps and supervises
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(cont'd.)

09:52

10:00

10:05

10:15

10:30

11:25

11:55

12:00

loading of luggage ontc that bus. While loading
proceeds, she chats in a suppeortive fashion with
students (e.g., “Tha;'s a good big bag." "That's
a mice backpack.") Talks with Shawn about his
holiday in San Francisco. :i
Loaded buses depart. D returns to school for her
luggage. Bids farewell to schodl principal.

D unlocks and enters school bus in which she and

observer will travel to 0.5. site. D starts bus.

Bus s =

a convenience store for placebos and

r
[as

a

[

op

h ars.

U]
o

colate

n
Q

D has bus serviced with gas and oil and has egg
washed off windows. Pays bill.
D drives to Trans Canada-Crowchild Trail toward

Cochrane, Alberta. Conversation between D (the

=

one passenger). Discus-

m

driver) and observer (the

outdoor school, and

iy}
9]
-
o
0]
et

sion generally concerns
university.

Pass through Cochrane; turn north on Highway 22.
Arrive at Dogpound Creek picnic site; locate
entrance after several attempts.

Park bus and witness briefing of classes by D's
fellow teacher. Also in atténdagge;aré two teach-

ers and their students (from other schools). D

exchanges pleasantries with the boys an
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Day 1 (cont'd.)

12:10 All passengers embark on buses.
12:30 Arrive at Water Valley; pause to top up gas.
13:00 Arrive at Silver Creek Ranch; transfer luggage from

hired schocel bus to school-owned bus.

Discussion of Day 1

Departure for O.S.
%

Early preparations (08:30-10:00 hrs.). This episode

irs

P
-

typified Teacher D being drawn two or more ways. Aff

W

.of the school tugged in one direction, whereas the O,
pulled in the other. Even as Teacher D gathered her
thoughts and belongings for 0.5. she was completing school
business (e.g., the gym meet results and report card com-
ments were finished). dhe also tended to Qers@ﬁal rela-
tionships (e.g., bidding farewell to fellow teachers). She
took a file of “outd@cr‘édéas" which could be perceived as
back-up material for unaﬁticipated situations when the
teécher might have to supply activities and leadership
extra to the planned occasions.

Reluctance to sever school ties was illustrated by
Teacher D taking the display letters from the ?esaurce
centre to "work on a display in her spare time" (which did
not materialize).

In a school which sends two or more cl§sses to 0.5,

there is a division of labour. In the case of Teacher D,



the other teacher took charge of one busload of children
while D remained behind to lcad luggage on a second bus;
she then drove an empty bus which the school owned. The
teacher was relaxed and convivial in spite of being pulled

several ways and having a number of tasks to perform in a

short time.

The bus journey (10:00-13:00 hrs.). Teacher D drove
the bus for the first part of the journey, with the obser-

ver as the lone passenger. The seemingly never-ending list
of "things-to-do" (prior to 0.S. actually starting) persis-

ted during the bus journey; e.g., a stop at a convenience

store ﬁp buy chocolate bars and candy (which resembled

ﬂ\

lozenges to be used as placebos for imagined sickness at
camp) for the children. Teacher D arrived late at Dogpound
Creek where the children were assembling prior to leaving,
The last-minute tasks and her careful driving combined to
delay her. The children had finished lunch when D arrived,
but she remained calm and pleasant, knowing full well that

no harm had been done. Her colleagues had supervised the

chlldren throughout the journey and lunch.

[y}

The remainder of the journey from Dogpound to the
destination was interrupted by the need, as a precaution,
to fill the bus's gas tank before heading to 0.,S5. Upon

arrival at 0.S., the luggage from the hired bus was trans-

ferred to the school-owned bus (which could be viewed as
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doubig;iiggage handling). No explanation was offered.

Day 1, Monday Afternoon

£3:15 Lunch in lodge.

13:45 Staff quarters settling in.

14:10 Gathering in students' common room.

14:20 Introductions of all staff. Teacher D elects to be
known as "Mrs. D" by her own school while the other
schools may use her given first name.

14:27 Discussion of common rules. Counsellors introduce
themselves by name and personal likes and dislikes.
D listens attentively. Many rules covered. Per-
sonal medication requested for storage. Dismissal
until trial fire drill would call everyone outside.
Shannon asks D a question.

14:55 Fire Drill: Everyone gathers outside. D chats with
several students on the boardwalk. -Chi;dren, in
four groups, leave on "Orientation Game" with their
counsellors. «

Discussion of Day 1
Arrival at 0O.S.

Familiarization phase (13:00-15:00 hrs.). The first

hour was spent at lunch (without the children, who had eaten
B

enroute). After depositing personal items in the staff

quarters, Teacher D encountered her first challenge. The

O0.S. residential staff, being familiar with the whole
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situation, introduced themselves by their given first names.
Teacher.D, ambivalent about the situation, said:

Teacher D: I should like to be known as Mrs. __
by students at my school. The other
children can call me - [given name]
if they want to.

During the ensuing discussion of rules and.thé
introduction of the counsellors, D listened intently, show-
ing genuine interest. Medication was one topic, and D's
interest was revealed later when she actively sought and
stored medicines. At the conclusion of this episode, the
children gathered outside prior to an orientation game with
their counsellors. She revealed again how much at ease she
was by chatting informally with the children:

D: Shannon, did you enjoy your bus ride?

S: Yes, Mrs. D. We went to the Cochrane Ranch.

Day 1, Monday, Late Afternoon

00 D retires to room in staff quarters to sort her

15:
personal and school items.

f%:lS D joins group in staff common room where she dis- .
cusses with Debbie (a resident teacher) the ranch

study and the hay ride. D then sorts a box of
material following classroom teacher's original
outline.

15:40 Discussion about the role of the farm.

15:45 D attends to Dean, who hés fallen off a ladder

resulting in a twisted ankle, Others help with



Day 1 (cont'd.) -

the first aid.
16:00 D and another teacher, K, discuss craft supplies.
- 16:07 D and K transport craft supplies to craft shop.
16:15 In craft shop, D and K discuss layout--arrange and
rearrange chairs and tables.
16:25 Sounds of returning children reach ears of D and K.

16:30 D and K distribute craft supplies: water, paints,

[y

newspaper. Four students enter craft shop to hide.
16:45 More students arrive in order to retrieve items from

stored luggage in small room next to craft shop.

Several students eat snacks and leftover lunch.
17:05 D late for supper; hastens to lodge, After supper

announcements are made.

18:15 Supper finished, D goes to staff quarters where she

examines health forms. Conscientious effort to
become familiar with problems.
18:30 D goes to lodge to gather up various student pills.

n of Day 1
eparation

Pregar;tigﬂvt;@e (15:00-17:00 hrs.). A good deal of

this time was spent by Teacher D disc ussg ing with colleagues

the plans in two areas assigned to her ?Her late appoint-

ment to 0.S. contributed to an lnSEcuriqy with the curricu-

lar content, especially in her assigned areas. Her lack of
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confidence was evident in the following exchange with the
resident outdoor school teacher (ROST):

D: Wha

t do you think we should do in our ranch
study?

ROST: I think you should tour the area and show
the kids how JB earns his living--or at least
part of it--here at the ranch.

The teachers were interrupted b"an émerg&ﬁC%. One

F Y b

of the boys (not in D's school) had fallen off a ladder.

Teacher D, nevertheless, showed genuine concern for his wel-
fare and took a leading role in the administration of first
aid.

Most of the remaining time was spent in preparation

of the craft shop where, with a colleague, D prepared for

the craft session to be given by the colleague that night
She revealed more confidence in these preparations as shown
in the following extract:

D: K, I'd like them to get their natural objects

K: That's fine. What'll you do if they finish
early?

D: I brought some tongue-twisters if they get
done early.

Suppertime (17:00-18:15 hrs.). D sits at a table

with other teachers while counsellors sit with and super-
vise the students. The teacher was late for this meal. She
had been behind time that day, all of which was part of the

adjustment she had to make to the 0.S. schedule,
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half-hour period,

Student welfare (18:15-18:45 hrs.). During this
= we_tatE 1 r22) tS.). )

read the health f@rms and located the

o

students' personal medication which would have to be dis-

tributed at various intervals.

19:05

19:15

20:05

20:130

20:40

|
[
[
0]
s
o

Teacher D, Warren (another ROST), two counse
(Holly and Steve), plus é%é observer and a group of

about 20 students assemble at fork in roa

h
~
m
1]
ol
~

for walk to log house.

Group waits for stragglers; Warren takes charge.
D talks quietly to occasional child.

Depart on lower trail. D trails at rear, talking
info

ormally. Pause on trail to examine pile of

[

tone and wood. Teachers suggest that it is either
a "stone boat" or a raised fireplace.

Stop by fallen tree, as dusk approaches, to sense
natural world ﬁhraugh eyes, ears, nose--a "quiet
spot" exercise suggested by Warren.

Graup;arrivés at log house and girls enter, Boys
wait at east door for their sleeping bags which are
taken to log cabin at §.E. corner where boys will
sleep. Boys return to log house for evening acti-
vities

D visits with boys in bay window.

D has her hair brushed by two female students.



Day 1 (cont'd.)

20:50 Utensils are replaced. Warren assigns three sub-
groups to make "Lefsa,"” a quilt, and ice cream--
all by hand. D helps. A few non-joiners sit

-
around the fireplace,

21:40 Lefsa 1is cooking, quilting continues and ice cream
is thickening.
22:05 Ice cream eating; quilting into the second layer.

D works on quilt while children cook Lefsa for her.

22:30 Campfire singing begins, led by Warren on guitar

23:00 Preparations for bed--girls to sleeping area, boys
to log cabin with counsellor, Steve.

23:30 All is quiet--sign off.

Discussion of Day 1, Log
House, Pioneer Episode

The evening (18:45-23:30 hrs.). During the

4

entire log house experience, the leading role was taken by
Warren (a resident outdoor school ﬁeachér (ROST)). On the
walk to the log house, D tagged at the end, talking infor-
mally to several children. The informality continued into
the log house where two female students asked D:

S: Can we brush your hair, Mrs., D?

D: Sure, ity's a mess!

D also employed herself at the quilting frame for
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which she had volunteered. A number of children wanted to

make her some "Lefsa," a bread-like snack. ‘Students from

the other schools were jﬁEE’ag keen as those whom D knew.
. \ )
Later, during the campfire, D sat between Juanita

N

1

and Krista as "one of the g}rls;ﬁ joining in the eating of
~_ .
home-made ice cream. "Is this ever good!" she exclaimed.

Later, she sang songs with the others in a jolly manner.

Day 2, Tuesday Morning

08:00 D awakens, dresses, packs sleeping bag, and sits by
fire with two girls.

08:05 Bathroom break.

08:18 Coffee by fire discussing sleep problems.

09:00 D supervises sleeping area cleanup.

09:05 resets the quilting frame, then moves to the

o

to supervise pancake making.

)

cooking are
09:30 D still supervising pancake making.

09:45 Juanita burns her arm. D attends to the injury.

10:00 Breakfast. D*supervising and serving.
10:30 Breakfast remains cleared; D helgsi

10:50 Final check; then assembly for a group photograph

beféxé leaving.

11:10 D on’the trail (the higher road) back to the lodge.

11:15 Arrive at the ropes course, Warren in charge, D
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helping, encouraging; finally attempting the
‘course.
11:45. D makes first attempt at rope swing.
12:00 Group leaves for lodge.
12:10 Personal shower, etc,
12:30 Lunchtime. D skips lunch.

Discussion of Day 2
Morning at Log House

Early morning (08:00-09:00 hrs.). Teacher D

dressed, rolled up the sleeping bags, and then sat by the
stove with the same two girls, Juanita and Krista. Discus-

sion revolved around sleep, as follows:

D: Did you sleep okay, girla?
J: No. I was too hot and the floor was hard.

K: I had this bad dream. I thought someone or
something was moving around in the room. It
was scary!

D: 'You needn't have been. Holly (a counsellor],
Warren [a ROST], Mr. L [the observer], and I
were all here.

K: Yeah, I know, but . , . .

Breakfasttime (09:00-11:00 hrs.), Teacher D super-
\. L]
vised the pancake preparation, never taking over but‘*giving
the young cooks (Shelley and Juanita) guidance:

D: Put some oil in the pan, Shelley. Now wait till
it begins to smoke.

S: 1Is it ready yet? .
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D: 1Is it smoking?
S: No.

D: We'll wait<a bit . . ., Therg it goes--now pour
out the fat, er oil, into the cup there.

S: What do I do now=-=pour this in?

D: Uh-huh.

S: This much?

D: Right. ©Now spread it out thinner.
S: How? !

D: Tilt the pan. That's it. Now wait till the
holes show. Now, where's the flipper?

S: There. [indicates flipper near Juanita] :
In handing the flipper to Shelley, Juanita touched
the hot stove with her forearm,

J: Ouch! Ohohoooco

D: Come here, Juanita. Let's see, Mmmm, it's not
bad. Would you take over, Mr. L? [the observer]

L: Okay.

D: Here, Juanjita. Let's put cold water on it.
(Dips tisfue in jug of cold water.]

J: [crying quietly] 1It's okay.

D: That's a brave girl., It will be soon.

Ropes course (11:00-12:00 hrs.). After breakfast

everyone helped clean up, including Juanita. Follbwing a
group photograph on the steps, they all ambled down the
road to the "ropes course." D, a physical education teach-

er, encouraged the children to try things and, somewhat
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reluctantly, eventually tried things herself after being

there for 30 minutes. Watching a boy swing on the rope,
she exclaimed to Warren: ) »
D: 1Isn't that something! iS:
W: You try, D.
ﬁ: Do you think I should?

W: Of course. Climb up to the second layer,
Here's the rope.

\U\

[Swinging across the gap to alight on the
scramble net] I did it!

Her confidence allowed her to try several other

items in the course. She gave a lot of encouragement and

took numerous snapshots. 4

The piéce de résistance for the ropes course was
the "zip-line" which one or two children attempted. Finéls
ly, ju before leaving the area, she completed a zip-lipe
attempt successfully.

took a

They all hurried back to staff quarters where D

shower, etc., and missed lunch.

Day 2, Afternoon
13:30 D, seated on the pat o outside staff quarters in the

eading. This

L]

warm sunshine, is preparing and

=

period after lunch is officially "down time"
14:30.
ocard school bus ‘Lth Debbie, K, D, and observer,

rrive at ranch across creek. Debbie (a ROST) gives

>

-
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a guided walking tour of the ranch: manure
spreader, sleigh and hay rack, firewood sign,
circular saw, tractor and log-splitting attach-
ment, and loader.

15:00 Group passes through corral. Debbie advises on the

lack of horse riding. Pause by sow--D is appre-

15:10 Groups meets Jim Burton, the wrangler. D asking

her four repetitive

[}
M

questions and making plans fo

half days. (Each group of 20 would be sub-divided
into four small groups of about flve%stuéénts,)

15:30 Andy Phillips rides in for a visit. Debbie asks
questions.

15:35 Jim Burton leaves. Young Jim arrives and Debbie
talks with him and Ron, the hired hand.

15:50 Debbie notices a "field mouse" (one of the boys
from the "animal game" who has left the game unan-
nounced). Debbie and D attempt to persuade him to

return to the game but he refuses.

15:55 D and others hike the trail from ranch to lodge.

16:30 D in staff common room preparing for ranc

-

study.

17:00 Supper in lodge, followed by announcement

[1)]

18:30 D returns to staff quarters. (We change clothes
in preparation for hayride.)

18:45 Walk to hay rack and climb aboard. D outlines

rules for hayride.
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(cont'd.)

=
o
o

W
p

D invites Doug to sit ong the edge and talk so that

she can get to know him,

[l
[ ]
[y ]
(¥

D begins a song; two students attempt to join in
but the song peters out amid straw throwing. [The
observer suspended observations while defending
himself during the ensuingéhéu:,]

19:50 Group leaves wagon and goes to lodge. D remains

[V¥]

with some stragglers to ensure their condition i

time on boardwalk chatting

m

okay. D spends som
with some children, then goes for a shower,
20:30 Assembly in main lodge for campfire and singing.

D sits on floor with children; not leading but

20:50 AN sign signifying the time for small groups to

sl

join respective counsellors. Snacks distribgted-
No role for D.

21:15 Campfire finishes. Each group silently leaves

- with counsellor.
21:20 D returns to staff quarters common room,
22:00 D retires to bed; sign off.
Discussion of Day 2, ‘
Afternoon e -

Preparation time (13:00-21:20). D spent the entire

afternoon touring the ranch and then sitting in the common
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room preparing for her ranch study the following day.

Hayride (18:30-19:50 hrs.). During the hayride,

D joined in the fun but she spent more time defending her-

self than she did throwing the straw.

Campfire (20:30-21:20 hrs.). D played no role but

joined in the singing.

Day 3, Wednesday Morning

07:45 Wake-up call for D who is still tired after Day 2.

08:00 Breakfast in main lodge. e

08:10 D arrives late for breakfast,

09:00 Breakfast over, students leave. Teachers remain to
talk to a visiting principal.

09:30 Teachers go to staff anrters. D changes clothes.
She is free to engaée in more preparation during

’

the morning.

09:50 D staples question sheets to boards, discusses with

Debbie where to convene ranch study group.

o
10:15 Staff discussion about two problem children (Pat

and Gordon from the special class) causing distur-

bances.

10:30 Answer-sheet stapling completed, D reads material

on rancg. .

11:30 D talks with Coral (a counsellor) regarding medi-

cine.



then goes to craft shop
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to check work and supplies.
12:00 D stands in road discussing craft project with K.

12:25 D talks with Denise.

12:30 Lunch in main lodge, followed by announcements.
13:10 D leaves lodge with Ronnie (not one of her students)

to give him a placebo (lozenge) for a sore throat.

13:30 Down time for 15 minutes. D chats with teachers and
counsellors regarding problem children.

Djscussion of Day 3,
Harnlng Events &

.Wake-up and breakfast (07:45-9:30 hrs.). D admitted

to being tired; late for breakfast.

Preparation (09:30-12:30 hrs.). Ranch study

materials and craft supplies prepared by D.

Student health (12:30-13:10 hrs.). Lunch over, D

ook Ronnie (although not orre of her own students) to the

"

staff quarters where she gave him a placebo (lozenge) for

a sore throat

Down time (13:10-13:45 hrs.). For D this meant
talking about problem children with fellow teachers and

counsellors.
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Wednesday Afternoon

13:50

14:05

14:25

14:35

14:45

14:50

D leaves balcony to find Brenda; reviews plans for
ranch study again; then goes for shovels with

il for feed.

e
I

W

Brenda; also picks up a p
Group gathers on second balcony. D briefly intro-
duces the topic. D establishing herself and the
topic by questions and answers: what, how, why,
where. Overview of route outlined. Description of
four groups: farm site, buildings, pigs, horses. s
"Tight group" signal to bring everyone together,

D reads off names in the four groups; some names

missing. D arbitrarily assigns them to a group.

w

Leaders leave balcony bound for ranch, D bringif§R

up rear.. D "discovers" the path down the hill.

Group arrives at Jim Burton's place. D asks child-
ren not to sit on fence. Group walks to log split-

er--questions and answers as to purpose. Similar
} E

isit to saw and skid filled with logs.

<
s
rt

Group drifts to corral near horse stalls., Group 1
with counsellor, Russ, assigned to visit and feed

igs; Group 2 goes to manure spreader which is to

3

be filled, using the shovels; Group 3 goes to
horses; @roup 4 goes to buildings with D.

D takes time to view and discuss horseshoes and
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Day 3 (cont'd.)

14:55

15:00

15:05

15:25

15:40

16:00

16:20

16:30

saddles, then on to pig pen where they discuss the
"missing"” piglets. [On the reconnaissance visit,
the class teacher had identified piglets as a focal
point for the study. The piglets had been slaugh-
tered because of a depressed market.] |

Visit draft-horse barn--front access only. Size
and function discussed. Animals fed hay.

"Tight group”" signal.

Change groups--D's group discusses tack and groom-
ing. Visit show horse en route. K suggests look-
ing at diagram of the saddle--D had not seen it.
Groups mixing. Some children from a different

group join visit to draft horses.

feed store‘for pig feed.
Visit and feed the Belgian draft horses. Talk to
Jim Burton about the possibility of witnessing a
branding (not at ﬁhis time) .

Meanwhile, Ron saddles horse to show children,
then rides to and around the ring, commenting all
the while on what he is doing.

Visit tractor, then go to student common room.
Scheduled finish, but D arrives with work sheets,

Discusses work sheets. Four groups organized and

they work until 16:45,



16:55 Over-time, D hastily finishing final assignment.

k4
Discussion of Day 3,
Afternoon

s was D's

(WS

First Ranch Study (13:45-17:00 hrs.). Th

first real study of the week. Occurring as it did half way
through the week, she enjoyed an unusual amount of time to

L

become used to the routines as well as to prepare for the
session of which she was the leader. As the group gathered
at the chosen vantage point, she asked what they could see
of the general layout of the ranch below. She explained
the four sub-groups and she made a particular point about
the "tight group," a termi WIich was her signal for bri;ging
the féurzsub-qréups together.

When the group arrived at J;Ei‘s place, they were
cautioned not to sit on the fence. This incident represen-
ted the only time all week when she corrected the students.

They visited the log-splitter and the saw, then went to the

orral where she assigned study groups (speaking to Russ,

0

. a counsellor, and Mrsa. X, a teacher):

D: Russ, you take Group 1 to visit and feed the
plgs. Here's a bucket for the feed that's in

the shed over there. ‘
R: Okay [they left noisily].

#

D: Group 2, you take the shovels and load the .
manure spreader. ([Group went reluctantly to
the spreader.] Coral, you take Group 3 and
visit the horses in the stalls there, but
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L3

don't go behind them, [The children run toward
the stalls.] Slow down! Don't scare them.
Mrs. X, would you go with them, please?

‘X: Yes, 1I'll g

[a]

D: Now, this last group. You are going with me
around the building. Here are the horseshoes
. . . these are some saddles. Now we'll go to
see the pig pen [duplicating Russ's group].
D mentioned the reduction of the pig stock which had
come as a shock during her preliminary enquiry. The origi-

nal teacher had witnessed a full litter of 10 piglets and

had prepared work for the children based on that number.

gslaughtered. That part of the study had to be replanned
(the outdoor teacher has to be flexible),

The group did not actually enter the pig-feed house,

but went into the horse-feed storage area between the two

stalls Teacher D appeared a little apprehensive about the

érgft horses, visible thraugh small windows. The conversa-

'tion (including'J.B., the horse owner) was superficial:

D: What do you notice about the size of these
horses?
Ss: [in chorus] They're big! .
D: Yes, they are. And what do you suppgse they
. are used for?
, . - N
-~ J.B.: [interrupting] They pull the hay wagon which
B you rode on last night,
Qi No, we go tonight. -
Ss: We went,

- D: Oh yes, but I didn't go. I go tonight with



L]
[Ny ]
m‘

another group. What do they eat, children?

[in chorus] Grass! Hay!

3]
"1

: Yes. Can we give them somg, Mr. B?

Go right ahead. Put some hay on your hand--
keep your fingers down. Yes, like tha

[as one attempts to feed the nearest hérse]_
No, you have to keep your hand there long
enough for him to get some. [Student had
withdrawn his hand guickly at the first
touch of the horse's lips.|]

Ty o
v

[Realizing the time and without completing
even a single feeding)--0Oh, my goodness!
It's time we changed. Tight group. [Group
straggles into the main yard by the broken

" manure spreader. TIGHT GROUP! [The groups
take 5 minutes to come together.]

(=]

D redistributes the groups and begins a sub-=group

tour with a second group. Two observations are appropriate

m

here. D found difficulty with time distributicniikTh
introduction, group work, and follow-up activities were
planned to take two-and-one-half hours. The first small
group tour took 10 minutes, but after the second small-
group tour began, there were no more chagges because all
four small groups intermingled, and then a central focus
brought them all together before heading back to the student
common room for the follow-up activity at a time when the

shed. D had difﬁiculty

\I""

entire study should have been fini
with the content of her sub-group tours. She (or somecne
elsé) found something new each time she conducted a tour,
and\ca sequently, earlier qréuﬁs missed something. The

changes indicated the narrow scope of her preparation work,
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This incremental pattern of tour content persisted through-
out the four sessions during the week and céuld be typified
by the following exchange between D, a student, and Teacher
X:

D: Do you see these saddles? Each has a place.

S: What's this for? [indicates a curry comb]

D: Yes, what's this for, children?

S: Brushing the horses.

D: Well, sort of. [unsure of correct answer]

X: Do you see that diagram of the saddle with the
different parts all named? : .

D: No, I hadn't seen that. Look at this, children,

This exchange was typical of other later discover-
ies, including a aifferent horse, an anvil, a vise, entering
the draft-horse stall from the rear (teacher was ultra
cautious here).

A rigid tour schedule would not have allowed some
serendipitous learning to take place which, on balance, may
have offered as much to be gained as may have been lost
through lack of rigidity. An example of a unique, teach-
able moment follows. It was drawn from the fourth ranch
study ggséion on Friday afternoon. fhe encounter took place
in the main yard in front of the étalls, and included Ron
(a ranch hand):

R: D'ya wanna see me cut 'is nails?

D: Oh, can we? Children, Ron will show us a neat
thing.
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Ron ushered the horse into the stall where, one at

he raised each hoof and trimmed it with a knife,

throwing trimmings to the assembled children, They ®ere

excited and/or surprised to realize that hooves grew much

like fingernails and required similar care.
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The core ranch study group under D varied in orga-

‘or—

finished with some written activities to be comple-

go for supper at a set time. Thus, all four sessions were

=1

t

Wednesday Evening

17:05
18:00

18:30

18:45

>

Last children to leave; D makes guick visit to staff

D late for supper; sits with staff. Announcements.

w

upper finished, D goes to craft hut,

All chil}dren in craft ‘group sent out to look for
rocks and other natural materials. D puts out
paper and materials.

Children return with material and begin arranging
on the §!§er, D is h

ing, pfaising, and changin

\m\

lping, suggesting, encourag-
g water. A relaxed

atmosphere pervades. Alan finishes early and is
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given some tongue-twisters., Most of the work is

reeted by D with, "That's cute."” Several who are

W

[

inished go outside to read poems.
19:00 Some children wander in and out; many not interes-

ted in the poems and tongue-twisters, D gives much

-

19:15

19:25 requests two children to clean up.

2

19:30 Finishing zléanup-]

19:35 Tim, Jerry, and Mitzi stay to help. They linger
20:00 All go to campfire.
20:15 Action SOngs ledigg Brenda. D joins in well,
.20:55 Skit involving a "horse" (two children) which per-
-
forms by stepping over and depositing droppings on

a "stooge." is a cooperative stooge. Much

3]

v

laughter, Snack is served.

21:45 Quiet song led by Warren. Groups file ocut to the
dormitories. .

22:00 D retiges to bed; sign off.

o

Discussion of Day 3,

Evening Events -

Crafts (18:00-20:00 hrs.). D was "at hohe" in the

craft session. The atﬁhere was relaxed and productive.

A



D had a stock of idiosyncratic phrases which many teachers

often acquire as reflexive mechanisms. In the ranch study

it had been, "that's interesting." In the craft session,
.
"that's cute" became the stock phrase. D was supportive of

the artists, some of whom responded by staying longer,
Most children tried to leave after a short while. The
early finishers were given tongue-twisters but some child-

ren ignored these and went outside to play or socialize.

Campfire (20:00-21:45). D played a low-key, suppor-

tive role beqfuse the residential staff took a high profile
-with songs and skits. True to form, D was led "willingly"
to be the stooge in the children's skit. She joined in the
fun and feigmed surprise at the outcom€ in order to be a

"good sbdrt." Laughter united them all at D's good-natured

expense.

-

Day 4, Thursday Morning

07:10 Coral arrives to discuss a probléﬁ with D (stii&
dressed in housecoat) who meets her in the staff
common room.

67:20 D washes and dresses.

08:00 Breakfast in main lodge.

09:00 Dormitory inspection by D and K, wisiting each of
the groups A, B, C, and D (both girls and boys);
that 1is, eight groups in all.

09:35 Finishing the resumé of 1nigection, D is already
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Day 4 (cont'd.) ES{:

09:40

09:50

09:55
10:05

“10:10

10:15

10:20

10:25
10:30

10:40

10:43

late for ranch study. 7

D hurries to second balcony to meet the group;
proceeds with questions about the function of the
building to be seen across the creek. ?

Four groups read off list by D. Tasks outlined,
shovels distributed, and routes there and back
indicated. ~

Group leaves balcony, goés down hill on footpath
and across the bridge by road. ,
Visit log splitter, then on to log shed; questions

on the use of chains, the logs, and the wagon shaft.

Move to centre of corral. D experiences difficulty

getting children away from horses. Four groups

formed and dispersed.

D's group at tack shed--two or three students miss-
ing.

Jim Burton arrives And is greeted by D.

D takes small group to see the shorn horse in the
stall.

D leads group into hay-storage area where the
children feed the Belgian horses.

D calls "tight gr&up."

D raises the question of the amvil beside the tack
shed. Group examines horseshoes which are plenti-

ful. [Oniy 3 students remain in group--no special
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(cont'd.)

10:45

10:50

10:55

11:00

11:05

11:15

11:20

11:26

11:30

11:40
11:43
11:45

11:50

concern to D.]

D capitalizes on Gordon's horse knowledge. (Gordon
had been giving trouble.) ;

Gordon still talking; describes saddle parts and
their use.

Group goes to pack-horse tack shop. Gordon again
reveals his knowledge.

Group goes into the shorn-horse stall.

Group goes into draft-horse feeding stall. From a
position of relative security in froat of the draft
horses, two boys (Costa and Gordon) go without per-
mission into draft-horse stall. Much feeding and
individuals changing groups.

"Tight group." Ségft stéy at first tack shed then

on to pack-horse tack shed.

s

Move into shorn-horse stal

)
Draft-horse feeding station and stall visited by

group. Increasingly difficult to keep sub-group

together and the groups sdparate.

Group revisits first tack shed where Murray shows
hi: knowledge.

"Tight group"--re-forming the four original groups,
D's group goes to pack-horse tack shed.

Visit to shorn-horse stall.

D's group feeds Belgian horses.
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Day 4 (cont'd.) -
11:55 ~ Murray talks to group at first tack shed. 4
12:00 Ron shows group a horse with and without a shoe.

D observes.
12:05 Group disperges by various routes to student

common room.

12:12 Group arrives at common room; assignments given.
12:16 D moves around, helping and asking guestions.

(%]

12:25 roup readying to quit. D reviews assignment; ask:

them to write a poem in their own time. (Generally

no agreement to write such a poem.)

-
()
o
oy

Lunch in lodge.
13:30 Lunch over, "down time" begins. D goes to staff
qguarters and to private room,

Discussion of Day 4
2nd Ranch Study

Student health (07:10-7:20). D was awakened early

(by a counsellor) with a medication call.
1

Breakfasttime (08:00-09:00 hrs.). D was on time,.

[

Dorm inspection (09:00-09:40 hrs.). With a large

staff, various teachers tooMfturns to fulfill duties. Day
4 was the first time for D to make inspection, The routine
was neither serious nor frivolous, and, as D and a fellow

teacher made the rounds, they commented both positively and

[ ’ ¥
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.

negatively as to the tidiness and cleanliness of the dorms.
Again, D's problem with timing was evjdent in that she was

10 minutes late for her morning study.

. SBa
‘

Second ranch study (09:50-12:25 hrs.,). D showed

she wés'now familiar with, the routine of outlining the
tasks and organizing the groups but, as indicated earlier,
each of the four sessions held surprise elements that were
beyond the teacher's control. In this session, children
did not stay with their four sJ;-groups but, after the ini-
tial assignment, tended to go where they wished. The second
sub-group arrived with only three out of five students,
which did not apparently perturb D. To her credit, she
allowed one boy (Gordon, who had been a pest) to attain
prominence by telling what he knew about saddles, horses,
and packing,/ It was a classic example of a trouble-maker
being given responsibil;ty so as to turn him around, at
least for the time being. The group was again late return-

ing to the student common room for the written assignment

prior to lunch.

Down time (13:30-14:00 hrs.). D retired to her

room in the staff quarters in one of her rare, private

moments exclusive of sleep.

Day 4, Thursday Afternoon

14:00 Second balcony for orientation. D asks for the
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Day 4 (cont'd.) - ~

identification of buildings and uses (usual rejoin-.

der from D: "That's interesting.") }
14715 Group names read out by D. One name missed--Pat.
(Unfortunate oversight, as he had been giving ‘
! tgéuble by attempting to run a?ayi) 7
14:20 Leave balcony, use road bridge to gather at log
splitter where the functions of cutting, splitting,
. and conveying are discussed.
14:30 Group moves to shed where some children take a

phote. Role of shed dis:uséedi
14:35 Group moves into yard.
14:40 Small group at first tack shed.

14:45 D leads small group to pack-saddle room where she

leads discussion on function of tack. On leaving,

]
=

the group notices insulation in the shed wall.

15:00 Move into shorn-horse stall.

15:05 ft-horse feeding station where Jim Burton talks

(=
1]

r
with small group.

15:08 Group returns to saddle-horse tack room. (All
other groups disintegrating without tasks to keep
busy.) Jim Burton entertains a few with horseshoe

tossing.

et
(W]
L1

s
w

"Tight group.”
15:20 _While group looks at saddles, etc., D sits to re-=

write outline which is becoming difficult to read
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Day 4 (cont'd.) P

(the group escapes)-.
#15:25 D herds the group (only four present)‘into the
' shorn-horse stall.

15:26 They move to draft horses. (Note ;a. number of )
children from other groups sitting on fence rails.)
They feed the Belgians and talk about horse fears.

25:35 Move to pack-horse tack shed.

15:38 D leads group to first tack shed (saddle horses).

15:45 "Tight group." 7

15:48 Regroup; D's small group discussgs anvil and horse-
shoes.

15:59 Group goeé to pack-horse tack room; discusses the ($
gear.

15:55 %ove to shorn-horse stall, then to rear of draft-
horse stall; then tc front to feed horses.

16:00 "Tight group.”

16:03 New group examining anvil, shoes, and saddles. (Pat
left the area, heading for the lodge.)

16:07 Pack-horse tack room f8r discussion and showing.

16:10 Children from another small group chase pig, which
énters shorn-horse stall. Gord (a counsellor)
shoos him out. ‘

16:11 D's group visits shorn horse; children gquess, k/
incorrectly, why he was shorn, J

16:14

D leads them to rear of draft horse; a quick word,
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Day 4 (cont'd.) ’
nt
especially about size and task
A

16:15 Group enters hay-storage area where they feed the

- .
®elgian horses,

. -
16:20 "Tight group"” (a little lD@SE).
16:30 Group uses various routes to reach the common room

in student quarters. Early arrivals put to work on
sheets.
16:40 ° Most children are in and getting to work.

Stop answer sheets without completing them.

Yot
Lo
(W) ]
L]

17:00 Lodge for supper.

18:15 D leaves table to go to staff quarters to wash

and change.

Discussion of Day
3rd Ranch Study

Ranch study (14:00-16:30 hrs.). D's routines were

evident, as well as her stock rejoinder, "That's interes-
incremental learning took place while some items were
ignored (e.g., the insulation was noticed in the walls and
was added, while the pig feed shed was nat visited). The
groups finally disintegrated, in this session, féf a variety
of reasons. The counsellors did not insist on the sub-
grcués staying together and, for some groups, there was less

to see and almost nothing to do. 1If one were to pinpoint a



main cause of group breakdown, itswould have been the

actual lack of something tec d>. Timing problems occurred

again,

,—& o

with children arriving to work on written assign-

ments 10 minutes before dismissal time. The situation is

a perennial one for outdoor schools ﬁn the effort to

balance too much free time with none at

Day 4,

11,

Pl

=

Evefing

18:25

18:45

18:50

18:55

19:03

D goes to craft shop with helpers (all girls from

the "Pinecone Pretties®). Other children drop in.

i omes them with encouragement and personal
:Qﬁéactj especlally Charlene who has be~n 1il1l,
A fist fight starts between Brvyan ané Barry outside
the craft hut. D breaks it up and brings Barry

indoors. She then sends Barry to -fetch Bryan (both
are supposed to be attending the craft session).

D gives directions for constructing craft project.
Barry returns; says Bryan did not wish to come. D
shows art examples. then disperses the group to
look for material. .

Galvin comes in to show D his art work while she
puts out glue.

All children return with material. D requests that
Sean fetch Brfang

Sean and Bryan arrive., D takes Bryan to show him

the examples and then sends him out for material.



Day 4 (cont'd.)

D tells Barry that she plans to have Bryan
to Barry on his return.

19:08 Many children calling for help. D says, "St
and insists on raised hands. Bryan returns and D
guides him in getting s;arted. -

19:10 First child is finished. )

19:35 Begin packing up material. Many children drop in
to see the work. -

19:45 Craft hut is cleaned. D returns to #taff guarters
to‘freshen up. P

20:00 Lodge for campfire.

20:15 D returns to staff quarte‘ for camera flash attach-
ment. On the way, she is called by a counsellor to
help a child who is hyperventilating. Several
adults try various approaches with Joey, who
finally calms down. X

21:15 D leads Joey into the'campfiré prograﬁ'where he
sits, pale and quiet. Snacks are dispensed.

22:00 D waits to go round the dormitories. She has good
words to say to all.

22:25 Last child visited and D goes to staff quarters;
retires immediately. Sign off.

Discussion of Day 4
Crafts and Campfire

. Crafts (18:20-~19:45 hrs.). Early in the evening, D
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had to contend with two boys fighting each other. She was
calm throughout the altercation and managed to get the two

boys to work silently, 5ide by side.

’

Campfire (20:20-22:00). Early in the campfire

session, D encountered her second crisis 1n as many hours,
this time involving a boy who had hyperventilated, D was
the first‘teacher on the/scene. She alerted the resxdeﬁt
teachers who tried various techniques, eventually calming

the boy. D led him to the remainder of the campfire.

Night rounds (22:00-22:30). D and a fellow teacher

made the rounds with a kind word to all children.

Day 5, Friday Morning ,

08:05 D rises late.

08:30 D arrives for breakfast.

09:00 D returns to staff quarters for a list to make
inspection. 3

09:05 D and K visit the Buckaroos, Erosians, Rodents, Bog
Hogs, Pinecone Pretties, etc. D finds few faults.

09:35 D and K return to staff quarters where D blow-dries
her hair (still damp from morning shower).'

09:50 D goes to craft shop, joining the group which is
being prepared for the Animal Game by Brenda (who

is explicit).

10:10 Group leaves hut, walks down road across car bridge,



Day 5 (cont'd.) \

10:25

10:30
10:31
10:32
10:35

10:37

10:45
10:50
10:52
10:53

11:00

11:01

11:02
11:05
11:07
11:12

11:15

11:17
11:20

across field to edge of boundary, where Brenda

reviews rules and roles, including boundaries.
1!

D is with some boys when the starting gun signals

the beginning of the game. D (s "dis?ase."
D chases Barry--gives up.

Catches Deanna.

Chases Tim--gives up.

Chases Russ (a counsellor)--gives up.
Larry is outside boundary. D drags him into the
area and takes a tag.

Takes 4 tag from Joey (mistakenly).

Chases Kelly and catches her,.

Catches Toni.

Is stalking Russ.

D realizes her mistake and returns tag to Joey.
D runs and walks 1l:4.

Chases Russ--gives up.

Chases Biro--catches her.

Catches two together.

Chases another two and gives up.

Rests on log.

Lisa reports that Joey has fallen--leads D back
to Joey. He is okay.

Russ taunts D. She hesitates, refusing to run.

D corners Ron who is caught by Joey.

274
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Day 5 (cont'd.) . . | *

11:22 ° Final iinutes of game because "Man is out."
'11:25 ° D goes with sevefal children to the "line shack"
- for ;.he finish of the game.

11:30 Children take photographs. 9

11:35( D sits with Tobie, Kelly, Lisa, etc.

11:40 Group begins to look for Bryan and Barry.

11:48 D and observer return to start, pick up coats, and’
return to crafts shop. .

12:05 Arrive at crafts shop; boys whittling on sidewalk.
D sits beside them.

12:10 Total group enters crafts shop for debriefing on
the Animal Game with Brenda. '

12:20 Debriefing over

12:23 D pauses to tair to Murray about his ranch visit;
continues to staff quarters, freshens up.

12:30 Lunch in lodge. "

13:10 D -finishes lunch, returns to staff common room for
preparation and down time. Prepares boards for
ranch sfudy.

Discussion of Day 5
Morning Events

Preparation time (08:05-10:00). D arose late on the
/

last day. The pace was having an adverse effect on her

energy level. She showered and was one-half hour late for

-
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breakfast. She did manage to complete the dormitory inspec-
tion an¥l dry her hair before the Predatof-Prey.game at which

she was assisting. The group met at 10:00 hrs., thus giving

her 30 extra minutes top complete the foregoing tasks. S
R
q
Predator-Prey game (10:10-12:00 hrs.). D played a 3
- ,
ng fleet-

prominent role in the game. Sometimes, while chasi
footed children, she quit; but she managed to corner some
children? into giving up a "life." By Joining in the game,

D showed again what a "good sport" she was.

Socializing (12:05-12:30 hrs.). D arrived at the

crafts shop with sufficient time to do nothing in parti-

cular but socialize and wait for Jdunch, the first such

opportunity which she had since her arrival four days }
® ;

earlier.

Day 5, Friday Afternoon

14:00 D goes to second balcony for ranch study introduc-
\
tion. She questions the children about living on
a farm and about Jim Burton's livelihood. The
children can guess that he rents horses and gives
Hay rides. D reorganiZes the assignments into

thrée (rather than four) groups and éx!!ains the

term "tight group."

14:15 Group arrives at log splitter--brief explanation.
14:20 Move to log shed.

14:23 Group moves to yard where they divide into three.

¥



The horses are, for the most part, released into
the south corral. ’

LY
small group moves to saddle-horse tack shed

L

=
-
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where they discuss bridle, saddle, chaps, anvil,

and horseshoes.

14:35 Walk past insulation in wall enfoute to pack saddle

about the items.

[nd
-

O

o}

i)

o
L¢:

and pack boxes. Ques
4

14:40 Group enter rse stall which stands empty.

o

.shorn-h

[y

jw]

tells story of absent horse.

14:42 Group moves into draft-horse stall. Only one horse
remains. The children feed it.

14:50 "Tight group." The children who are far away in
the pasture take 5 minutes to assemble,

14:55 Total group observes Ron trim the hooves of a pinto.

15:05 Total group re-forms into three small groups.

15:08 D's group at tack shed; discuss saddle, bridle,
chaps.

15;13 Move to anvil and shoes; discussion on Jim Burton
sources of income,

15:26 Walk to shed where insulation shows in wall. They
examine pack-horse saddles.

15:33 Group with D moves into draft-horse stall. Find

ut from Ron that its name is "Chief."

Q

34 x minutes taken to regroup. '

w
b
»

15

15:40 'k shed to discuss Brand JL, bridles, saddles,

3
]
s}
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‘Day 5 (cont'd.) ’
chaps, horseshoes.
~—
15:50 Gf@up visits forge area for first tlm%
15:55 fPack!h@rse tack shed to discusss saddles, boxes.
16:06 Visit "Chief" (dfaft horse) . *
16£Dé D calls group to common room.
16:15 Group arrives. D distributes rep@%t boards. Some
boys are late arriving.
16:22 Much traffic through student commor room which
interrupts work. All ~ther groups are finished.
16:28 lSheets are collected. D's husband arrives.
15;30 D and other teachers go to staff quarters where

they load the schocl bus with supplies.

17:00 Supper in lodge.

Discussion of Day
4th Ranch Study

o

Ranch study (14:00-16:30 hrs,). On this occasion,

D organized the 15%93 group into three (rather than four)
sub-groups. Further incremental content was evident during

the ensuing period. Again, her efforts to organize were

thwarted. One group had been assigned to visit the horses,

all of which had been released into the sguth pasture,

For the final time the group returned to the student
common room where, for one brief period of 15 minutes, the
students made half-hearted attempts to complete the assign-

ment.
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Loading the school bus (16:30-17:00 hrs.) The
[ = .

¥

beginning of the end of outdoor school.

¥

18:00 Supper+over, D and K fetch finished crafts for

icipation of "parents'

o
r
[

an

e
’P
Ny
T
[
(1]
g™
ot
o
—
o]
L
[Fa]
T
[
b

jht."” Meanwhile, all the children are taxen to

a spot east of th

]

lodge for dessert. This i3 a
deliberate ploy to remove the children before the
parents arrive.

18:15 D, accompanied b§ husband, goes to parklng area
near gate to direct incoming cars.

19:00 D returns to lodge.

Pl

ire in lodge, led by Brenda and Warren.

=
W
fo)
(W31
(@]
]
¥y

amg

o}

20:00 Parents disperse homeward with their children.

aewell,

V]
a)
i
[

20:15 D and husband take bags, pack car, say f
and leave.
Discussion of Day 5

Windup
After supper, D had little to do with the.children

as she prepared the craft display and guided parents in for

fu

the campfire,.

Summary Statement

D was a placid, hard-working, and (at times). tardy

teachery who showed genuine interest in the children and the,

¥

outdoor school experience.
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Teacher D: Behaviour Settings

The significance of the behaviour settings which
follow may be appreciated by considering some of the claims
made in the realm of "eco-psychology." The "behaviour
setting” concept has been used as a unit of study for thirty
years, having em#nated from a group of researchers at the
University of Kansas. Wright, Barker, Nall, and Schoggen
{1951-1952) referred to characteristics of "behaviour
settings" which could be described in the following four
ways:

1. "A set of environmental raw materials for
behaviour" (p. i89). The suggestion was that the environ-
ment sets an expectation for behaviour which changes the
actors in 1it.

2. They perceived that within particular environ-
ments there was ". . . a set of possibilities for action
that are seen by the,generality of persons living in the
community” (p. 189).

3. The behaviour setting was said to be "coercive"”
(p- 190) upon individuals and groups.

4.q "Individuals énd groups bring to the setting
their own goals, abilities, and experiences which, together
with the enviroﬁment, form 'psychological habitats'" (p.

130) .

Gump (1974:269) referred to the relationship between
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o
et

the individual and the environment as being "synomorphic™;
thus: g
The :aﬁ:épt of syném@fphy helps §ESCfibé the rela—

to gr@unds, EﬁClGSUfEE and facllltles_ Thé inleldual

is embedded in milieu-and-behaviour environment. The

pupil experiences not just playground but playgrounding.
Bronfenbrenner (1976:5) envisaged educational
environments as a "nested arrangement of structures, each
contained within the next." The present study encompassed
the first or micro-level. The recording and interpreting
of the synomorphic relationship was performed by the

researcher acting as a "transducer" (Barker, 1965:2). There

the behaviour of the actors.
Blocksidge (1978:35) concluded that:

. each settiﬁg acts dl%ferently to coerce like
behav1@ur fram ltS 1nhabltants and any glven lnhabi—

h;s/hef behav;@ur, ta s@ma dégféé tD adjust ta the
setting's contextual effects.

In the following section, Teacher D's behaviour

1]

settings are listed. The lists illustrate the variety of
coercive settings as well as the sheer number of novel
settings to which the teacher and students had to adjust.
Behaviour setting¥ for the week once recorded are not
listed again.

The "behaviour settings" (BS) were many and varied.
In the tabulated summaries which follow, the settings are

categorized with implication for effect (Figure 16), and



(a1 %

™

sBUTIANE INOYARYSE JO uoyIRTIIObIIE] 1 ToyIeal

LA

WOOI TOOY

WIEYE YT

SROSUE] [BOBTH

szoyavnh jzeae opiwd
WLOPE™ T I i}&gs:ﬁugﬁ
seourryue wlogietath
twaey yenh Juepny s

Trey eaurzius abipor

LFCT IR P FEDLEEYE]

dmo.an

w'a

dnoany
dno.ysy

dime oy

& =

q dmo.xe
a3 dimo ey
g Anoany
N dnoan
tugarh
sl enh JuMpnIe
WOOL W, NS00I W, g
s1ajaenh jjeiw
& W0 8 peg

LN FELET

NaIv |, ®3UDPNLE

DN UONMG)

MTATT WTeR

abpot " Auooyen

Youwa
*g'r syrworddo prety wuv

wrmyzent 3yeiw
TOPTEIY BIOT

nieyawnbh yuoepnyw

waejarnh jpois

WOOI®Y R

wifpazy

youer "g-p
(LI SE ST 1.0 Wb

fuodegleio
Bbupxiwg fewesy buyieyyes

HIWYS DUT] OU BILW
T TWETUY W] el
RATH PWED TEmpUY O
WOCIEI IO WOAF TTPIY

abprag
a2 03 TIRIL SpISTTIY

wxayaend Jreyw
03 UOURE ‘@[ wO1) peol

@by
oy asmoyBor woxy peol

oenoyBOT oy TTRRY IemOT
W T RO
ETT0IL PR SpRoy

eaiw Buy
- yoodfbutyes asnoybol

woog Bugupp ebpo

231w
apuard waery punodiog

weIURy But e

axoy Aresolb puawe
HOTIRYS sen Aat 231 Y

woTyeys sen doody
SI0IS YTTW ¥, 20N
sd01s TIAwIL

I¥3 8, uosqln
wcniBow ey

g TO04Ie

¥ng pIIuUST

udyavy1odsuriy

TOONIE JO JuOI] WY
OCIESRT weyrebapu g
UL AT 1]

WOOIEIRTI T RPRID
Arwaqny

wooY Jjess

*ITFIO Tz

*IT)I0 34

Leat ey

1 ooy D

wadioa
spraley
WOTUS), WOT IRl

OO eI

11wy Bujuip sbpoq
‘ory jdurayaserdaang

FRaIy 93IY

wenoyboy spyeeq
weaw Ya10d
vaaw Surdeste
raaw Buyyws
.. J B o

wele BUTATT
Joouwajue v ednoybor

wboT

yods Jeredl paidieroj

MOUSG N IO

TI®m pejeInsu]

PR NI} SEIOY-yIwd
Butay Buipiaz say3oead
wocl: pesd-brd
sdiwaoyn Ley

ayTe3s enroy-ueyhiag
TTaue

PeYS NOWI 810N - RTPDER
TRIOD WATWE

Augatwq puz ‘ebpol
TTRI B0 2O - IOy B
pawek

SIS #RIOY-FTPPES
sboT yigm pars
Ie331]de Bog




283

the new behaviour-setting tallies for the week are shown
in'Figuré 17.

The tally for Teacher D includes only those settings
in which she was present. The core studies program, in
which D was responsible for the ranch study, included other
significant BS for the children in studies of the environ-
ment. &Some of the environmental BS were not visited by D
(nor by the observer) but the children encountered them
with other leaders; the list ‘included Environmental Aware-
ness, Boreal Forest and man's impact, Enerqgy Circuit, and
Sawmill.

Distribution of D's
Time at 0.S.

\

A summary of the time Teacher D spent at outdoor
school is presented in Table 37. The categories for time
were established from the following guidelines:

1. Time was considered to begin when D left her
sleeping quarters at the beginning of the day and ceased
when she entered her own quarters at night. Exceptions to
the above were the 0.S. beginning and ending times which
were arbitrarily chosen as 08:30 hrs. Monday morning and
20:15 hrs. Friday evening. .

2, Time spent alone exclg?ed anyone else during
the waking hours.

3. Time spent with the observer excluded anyone

else during the waking hours.
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4. Time spent with teachers included regular school
teachers as well as the resident outdoor school teachers.
When D was with the teachers as well as the children but was
not responsible for the latter her time was credited with
the teachers.

im

5.

~

with counsellors (high school students)

was with one or more exclusively.

ime with children was sub-divided into two

6.

—

sub-categories. When D was "in charge" it included time
when she was exercising primary leadership with the child-
ren. When another teacher was "in charge" but D was play-
ing a supportive role, her time was categorized as "not in
charge."” '
The following discussion is drawn from Tablé 37

data. Total time at 0.5. was in excess of 70 ngursf which
is almost three times as great as a regular Sthagikiggé

(approximately 25 hours). About half the time D was at\0.S.

L
she spent with the children in a leadership OF-SUppor

role, which accounted for about 35 hours--in itself longer
than a reqular school week. The times during which D was

exercising primary leadership amounted to 22,3 hagrs, which
was less than, but close to, time spent in a regular school
week. Without the residential 0.S. personnel one could
expect the teachers' prime responsibility for the children

to rise to at least 35 hours,

Each day was approximately the same length with the
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exception of Friday (Day 5, the last dayf. The longest day
was Thursday (Day 4), by which time D would have been more
accustomed to the demands of the situation. On Day 4 she
undertook a larger proportion of contact with the children,
amounting to 61.4% of the entire day. The lowest daily
percentage of contact as a primary leader with the children
occurred on Monday (Day 1) during which time she was respons
sible for driving a school bus (with no student passengers)
to the O0.S. site. This latter function may appear to he
unusual but it illustrated the divergent tasks facing a
teacher going to outdoor school. The bus;driving duty did
remove the teacher from proximity with the children enrqute
to O.S.

One might observe that the amount of contact with
the children increased as the days progressed toward Day 4
(Thursday), the high point, and tailed off on Day 5 (Fri-
day). Whether or not the proportions were by design is not
clear, but the fact that D was substituting for the reqular
classroom teacher without the benefit of preliminary work,
it would appear to have served as a "breaking-in" period.
D did indeed spend the "free time" on Days 1 and 2 preparing
for the ranch study and craft session.

Teacher D's contacts with the counsellors were
minimal but cordial, and especially conscientious relative
to the dispensing of students' medications. D spent

approximately one third of her time in the company of
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visiting regular school teachers as well as the residential
outdoor staff, from whom she took many cues. ’It was
observed that she spent incrgasing amounts of time with
teachers from Monday to Wednesday with a sharp drop-off on
1

Thursday, at which time she undertook a lion's share of
student leadership. The time spent exclusively with the
observer declined after the first day, which was marked by
the bus journey shared by D and the observer.

Time spent alone was minimal, exclusive of sleep
time. Time alone amounted to a daily mean average of 1
hour 24.6 minutes. The highest percentage of such time was
on Tuesday following the log-cabin experience, an overnight
excursion during which time bathroom facilities were primi-
tive and D shared sleeping accommodation with the female
students. Her private time was extended by missing lunch

\

and taking a prolonged ablution period.

Summary Statement

Of the total 70 hours that Teacher D spent at out-
door school, approximately 50% (35 hours) was spent with
the children in either a leading or supporting role. Less
than 1% of her time was devoted exclusively to the high
school counsellors, approximately one third was spent with
other teachers (often in the proximity of the children),
and approximately 6% ‘was devoted to the observer. Exclusive
of sleep, time spent alone amounted to 10% of her week or

about 1% hours each day.
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Summary and Implications
Teachers A, B, and C

The following are not intended to be generaliza-
tions of a universal nature but, where commonalities occur,
implications are drawn which may serve to generate hypoth-
eses for future studies. It was never in%ended that
comparisons be drawn between teachers, therefore, data for

individual teachers are considered in that light.

Presage Segment

In spite of the fond hopes expressed by the foun-
ders of outdoor education, school and university preparation
for 0.S. were conspicuously absent frdm the backgrounds of
all three teachers. The community-based agencies, including
the schools ét which they taught, were more influential in
readying the three for their roles in outdoor education.

The extent of formal/informal outdoor education preparation
of teachers would be a suitable topic for future investiga-
tion. One might postulate that the informal agencies are
more effective in producing outdoor educators.

There were discrepancies between the*OEOT responses
ard implementation of programs by Teachers A and B, whereas
C more nearly fulfilled her intentions. Such discrepancies
would be worth investigating with a larger sample because

teachers should try to fulfill their promises.
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Teacher-Process
Segment

The only variable which was rated consistently high

during outdoor school for the teachers was warmth. Further

studies are needed to vetify the finding because warmth has

been found to be an important variable in teaching to which

outdoor education may be able to make a valuable contribu-=

tion. Another high-inference variable, smoothness, was
rated lowest for all three teachers. The outdoor setting

did not allow the lesson pace to be maintained and the

fragmentation of the learning may have to be accepted in -

mode or the opportunity to improve teacher warmth.
Increased opportunities for empathy were not

clearly evident, which may have reflected the sporadic

data-collection methods employed in the present study.

4

I

Another, equally feasible, theory to account for th
apparent low ratings for empathy may have reflected the
way in which the outdoor schools were organized, where the
core sessions were taught to larger groups by the class-
roem teacher, whereas the informal times were supervised
by counsellors. If empathy is a worthy quality in dealing

with children, teachers may have to be allowed more unstruc-

tured time with them, thus permitting a 1l:1 si

+

uation, or

the counselloirs may need some preparation to assume the

role.



Talk proportions recorded by FIAC indicated that
no conscious effort to adjust the balance was made by the
teachers. If it is more desirable for children to verba-
lize at outdoor school, teachers may have to be coached

lts, accepting feelings,

[y
=

in the appreoach. Category 1 re:
were low for teachers in a way similar to the rating for
empathy to which the same comments apély relative to

research design and the organization of the teachers and

counsellors. Category 2, praise, was not noticeably dif-
ferent between the settings and may not, therefore, be used

to justify having outdoor school. If praise is the anti-

thesis of criticism, then outdoor school datd from the

present study revealed a consistent reduction in criticism
those monitored.

Category 3, accepting ideas, and Category 4, gques-
tions, were low ;n the recorded sessions, which may indi-
cate less discovery-learning teaching as one possible
explanation. It may also be postulated that fewer ques-
tions and reduced expression of ideas may have been the
result of silent-learning present in the varied and novel

vironment of outdoor school, a premise which is not

m

well documented.
The high incidence of lecturing revealed at out-
door school would not support the model of preferred teacher

behaviour but may point up the fact that children in a
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strange environment may need more information. The pre-
ferred outdoor education teacher behaviour would indicate
that the teachers should know when not to speak in order
to allow the "experience” to be the "teacher." Future
studies should consider comparing lecturing/non-lecturing

for the data

im

styles. Similar comments may be appropriat
on "directions.” These data may indicate that teachers

may need to give directions when children are in a large,
unknown, unmbounded, and sometimes mobile setting. Safety

and has been
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used as rationale for justifying a more "direct"” or teacher-

[o})

The behaviour during outdoor school is interesting

in itself but the carryover effects of outdoor school are

lso very interesting. Data from the HITB and FIAC instru-

]

ments indicated that there were changes in a particular

direction during tHe session coded after outdoor school.

[

These data should offer a fqcus for fu

cause and effect.

ther gtudy into

Teacher A fel€>mare comfortable than did Teacher B

in the outdoors. B gicvided her 0.,5. sessions in an

indoor setting notwithstanding the concessions to outdoor-

related content and method alluded to earlier. She attemp-

o+

ted to relate her topics to the theme "Man's Adaptation
and Use of His Environment." Her sessions on pioneer

cooking and woolcraft militated against her indoor sessions.



Teacher B's experience may serve to illustrate that not

all teachers are destined to be outdoor éea:hérs nor should
they be made to be so. It may be said that, with the team
approach, thé children had opportunities for education in
the out-of-doors with other staffrme;bers, whereas B con-
tributed by eduéating through related content and method.

Of the three, Teacher C felt most comfortable in

the outdoor setting. Paradoxically, C spoke more frequently

in most categories while outdoors. The exception alluded
to earlier included accepting student ideas, gquestioning,
and criticizing. The year spent as a permanent outdoor
school teacher prepared her well for the types of ac::t’;vit;ia,
she was performing during the observation sessions. C had
had some misgivings about being a full-time O.S. residen-
tial teacher and had resigned her post shortly before this
study was undertaken., She was able to enrich her sessions
in the outdoors whereas she appeared ill-at-ease in the
all-too-unfamiliar classroom.

Differences in the data gleaned from the two obser-

at identical periods as well as the nee’*dg match low- and
high-inference variables. Wood and Cheffer's (1978)
adaptation of FIAC could add the dimension of non-verbal
communication. With the exception of the reduced frequency

of teacher talk by C, the data from FIAC and HITB did" not

(]

support the discovery-learning model. t may be postulated

.

/



that the teachers were not familiar with the particular
Wi~ -

demands of a discovery-learning approach or it may be that

outdpor school does not lend itself to discovery-learning.

chers were ranked on the MTAI at about

s
']
o

h hr

Ind
]

e e

m

he teachers appeared to perform above

-

1

]
=
[j]

50th percent

thus, a different instrument should be tried in future

studies. <

Context Segment

Teachers B and C expected all children t® benefit
from the outdoor experience, and A expressed reservations
about one part of his group--the Grade 4 students. Tradi-

6

m

>een reserved for Grad

‘U"

tional outdoor schools have

students. The mean average age of all the children in thA

[y
\C

ent study was between 9.5 to 10.0 years, while A's

W‘

pr
overnight camp was spent with fewer, older boys. B's

s had a cross-

[y

~lass

[
m

ection in all settings. 1In the case

he maintained her Grade 5 class throughout. Apart

O
=
'p)
L

2

from A's observation, the age of the students had little

imgacﬁ on the observations. The students of A, B, and C

. were all in the middle and above range of academic achieve-
ment. They were neither gifted nor were they low achie-
vers. Studies at outdoor school Shéu;é include both low
and high achievers.

In the classroom context the students knew their
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-
schoolrooms well‘but, in éontrast, the outdoor setting was
novel although not always outdoors. For B, all 0.S5. obser=-
vations were indoors; C's were both in and outdoors. To
paraphrase Sharp (1952), those things which are better
taught indoors should there be taught. It might also be
said that those things that can be taught elsewhere should
not be taught at outdoor school. It was guestionable
whether or not B's woolcraft and pioneer cooking had to be
accomplished at outdoor schocl. It might also be said that,
the overnight camp-out from the lodge by A and B were
inappropriate during a residential setting, although it did
give A and B opportunities for informal interaction with

the students that would otherwise have been missed in the

lodge setting.

Student-Process

Segment

None of the teachers allowed their students the

verbal latitude expected in outdoor education, particularly
in the area of initiation. Teacher B, who allowed most
initiating, did so, paradoxically, indoors. Student initi-
ation in the outdoors did not necessarily follow automa-
tically with the setting, which raises questions relative

to both student and teacher in the setting.

Product Segment

All changes were marginal in recorded scores for



C.A.Q. Such a small number of teachers did not warrant
more sophisticated treatment of the data in order to make

inferences. The decline in the scores raises the question

m
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of whether or not the second response level r
"post-outdoor school let-down." Put another way: Were
the students at outdoor school in a state of euphoria, only

to return to the mundane world of regular school where they

recorded their impressigns-accord@ingly? The implication

may be drawn from these data that the instrument should be
applied after a greater time lapse in an effort to monitor
residual changes,

In conclusion, Teachers A, B, and C had strengths
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their 3-to-5 day experience away from regular school, a

benefit enhanced by the teachers' perscnalities and their

effect on the classes. It appeared that, in order to
prepare for outdoor education (as revealed by the teachers

in this study), the informal agents were more significant.

Verbal interaction studies indicated that

little between the indoors and outdoors althouwh

ers were less smooth at outdoor school where they were
"warmer” and less critical. The context of outdoor school
revealed some interesting facets not fully understood at

.this stage, but there was confirmation for Sharp's (1943)

indoor/outdoor rationale. Product data were inconclusive'.
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Summary and Implications
Teacher D

The descriptive record of a week at outdoor school
distinguished the data for Teacher D. The catalogue of new
behaviour settings documented the sheer number of novel
situations to which the classroom teacher has to become
accustomed and put to educational purpose. The most con-
sistent feature of the outdoor setting was change which
may be employed as an educational tool. Teacher D was not
always capable of adapting to the varying demands placed
on her at outdoor school but her constancy and diligent
approach to the tasks balanced the account in her favour as
an adequate teacher in the outdoors. As a means of docu-
menting life at outdoor school, the descriptive record
lacked the conciseness of data provided for Teachers A,

B, and C, but the total picture allowed a more complete
story to be told. The role was seen to be full time, very
demanding in physioa; effort, and psychologically stress-
ful. If elementary teachers are ideally to be supportive,
warm, and sunny in disposition, then Teacher D was a good
example of such a pershn. The outdoor school staff and
program organization prowided a full 70 hours of job-
related‘activities over the 5-day period. Of that time,
one half was spent with the students but mainly in highly
structured activities. There were *pdications that

unstructured time may provide constructive opportunities
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for the teacher to be with the children but much of their
"free" time was spent with counsellors., This equation and
implication needs to be re-examined. Time spent alone may
also be an important factor, and D had about 1.5 hours pecr
day which may not be sufficient for recuperation.

The following list is comprised of qualities which,
in the opinion of thé observer, enhanced Teacher D's per-
formance as an outdoor teacher:

sten and learn

=
(e

Eager to

=
]

Diligent preparation
Showed initiative in demanding situations
Prepared for contingencies

Supportive

Cooperative

Warm
Conscientious

Relaxed in less-structured settings
The following is a list of gqualities which, in the

opinion of the observer, may have detracted from Teacher D's

performance as an outdoor teacher. Any so-called "defici-
encies"” are hypothetical until investigated further:

.

Limited in perception (particularly sight)
Inflexible to changing needs
Unadaptablexwith preconceived plans

Self-conscious



Unimaginative in totally natural crafts work

Tardy (particularly in pacing activities)

Inclined toward saccharine sweetness

Uncomfortable with farm animals

Her core study lacked "hands on" activity

In conclusion, the study of Teacher D revealed a
detajiled week full of demands calling for physical, mental,
and emotional effort. On balance, her performance at
outdoor school was not only more positive than ﬂ?g@ti?é,
it was entirely natural and even typical of a ;}assraam

F

teacher at the upper elementary school level.

Summary of Chapter 4

Chapter 4 has presented a description of four
»
teachers, ,set out in two parts. Part 1 included three

teachers who were described using similar protocols. Part

L]

2 presented the description of a fourth teacher.
Part 1 included two teachers, each of whom was
responsible for classrooms of "family groupings" containing

children in Grades 4, 5, and 6. The third teacher taught

Grade 5. The t%;ee teachers were described using the model

for studying teaching (Dunkin & Biddle, 1974). Within the

presage-process category, teacher formative and training

form (Lumby, 1979), and the Outdoor Education Opinionnaire

for Teachers (Brekke, 1977). Teacher properties data were
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recorded from the Minnesota Teacher Attitude Inventory
{Cook, 1951). Teacher classroom behav;aur data were
gathered through the use of the low-inference Flanders
Interaction Analysis Category system (Flanders et al., 1974)
and through the use of the High Inference Teacher Behaviour
Rating Scale (Eggert, 1977).

Within the context-process category, student charac-
teristics data relative to academic achievement, sex, and
age were collected from school records (Canadian Cognitive
Abilities Test, Wright, 1974; Canadian Test of Basic Skills,

K , 1976). Student behaviour data were recorded by means

[
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the Environment Inventory (Lumby, 1979). Data relativé

[
iy

teacher and her students in context were gathered

to on

1]

through the use of the descriptive records adapted from

Johnson and Gardner (1979) and presented as a "log of

W

prominent scenes" and two parallel days: "a day in the
life of a cla oom teacher at school” and "a day in the
life of a classroom teacher at outdoor school."

Within the process-product category, student
opinions data were noted from the Classroom Atmosphere
éuestiannaife (Hoffmeister, 1971),

teacher who taught
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Grades 5 and 6. The teacher in the context of outdoor
school was described as "a week in the life of a classroom
teacher at outdoor school.

Chapter 5 presents conclusions, methodological
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critique, and recommendations resulting from consideration

of the data drawn from four teachers.



Chapter 5
CONCLUSIONS, METHODOLOGICAL CRITIQUE,
. AND RECOMMENDATIONS

Introduction

Descriptive studies of a small number of teachers
and their students do not lend themselves to generalizable
conclusions. There were, nevertheless, unique opportuni-
ties to study the micro-worlds of the teachers and students

ncerned in the present research.

n
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and specific conclusions are stated in the form of hypo-

theses. A critique of the research instrumentation, the

data collection, and the analyses 1is offered. The chapter
concludes with recommendations for further research and

teacher education.

General Observations

The following observations are drawn from the

methods and substantive data of the study.

Research Design

The model for studying teaching (Dunkin & Biddle,

1974) (see Figure 1, page 8) was found to be a useful tool

302



for the purpose of analysing outdoor teacher behaviour.
Dunkin and Biddle proposed several foci for the purpose of
integrating the model with available research data. Three

of the foci--climate and directiveness, management and

control, and the classroom as a social system--were adopted

as synthesizing agents in the present study.

Collection and Inter-
pretation of Data

The collecticon and interpretation of data from
diverse sources and, on occasions, simultaneously, proved
to be a monumental task for a single investigator. A team
of two or more researchers would be advantageous in such a
multi-faceted design. Observation instruments gave

el
detailed in-depth data for selected periods whereas des-

periods.

Research Techniques

Techniques for research and treatment of data were
not always apparent from available literature. Certain
techniques were established in previous, related studies
(for example, FIAC time lines); other investigative tech-
niques were devised by this writer (for example, environment

-

inventory).

Different Contexts

The particular contribution which this study has
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attempted to make to research in outdoor education and

teacher behaviour was the documentation of the teacher-
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student behaviour ings. Unique aspe¢ts of

outdoor education were the opportunities to live and learn

nvironments over pPer riods

m\

together in novel and changing

ranging from threé to five days' time.

Specific Conclusions

Although the specific conclusions that follow are

rt

© be gen

m

not meant sralizable, they are intended to gener-
&

~aised, as

=
H
"

ate further investigation of the questions
suyggested in the research gquestions posed in Chapter 1
(pages 13-14). The questitns are repeated below, preceding

each specific conclusion.

What are the formative, training, and teaching
xperiencé&s of the teachers selected for the study?
The teachers revealed diverse backgrounds, but
their formative experiences contained no institutional
preparation that would enable them to undertake their roles
as teachers in the outdoor setting. All teachers had -
received extra-institutional experience in areas related to
the outdoor field and were overtly supportive of outdoor

education (0.E.) in general and outdoor school (0.8,) in

particular.
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It was important to know how the teachers were
prepared for 0.E. and to what extent they were prepared

content and method. The findings

\W

to implement appropriat
were significant because teacher preparation for O.E. was
presumed to be through unlvafsity courses. As teachers in
reqular schools they were expected to understand and be
able to plan and implement outdoor schools

From the findings of this study, it would appear
that outdoor teacher preparation has not flourished in the
universities as was expected by the founders of O.E. The
informal network which has fostered O.E. 1in schools has
resulted in a superficial treatment of outdoor content and
me thods.

Either the universities or the informal agencies,
including the school or both, should heed the conclusion
that there was a suggested lack of adequate preparation of
elementary school teachers in 0.E. and that outdoor teach-

o

ing practices may have been super 1.
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The hypothesis generated by the foregoing was that:
outdoor education as practiced by elementary teachers may
need to be re-examined with a view to revising and improving
the content and methods employed by formal and informal

agencies of teacher preparation.
-

Process Segment

What are the classroom/outdoor school behaviours



of the students and teachers selected for the

re the changes in behaviour observed
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before, during, and after outdoor school?

Teacher behaviour was similar in- and out-of-doors,
with the exception ghat, at outdoor school, all teachers
displayed more warmth, were less smooth, and less critical
of their students. Students behaved similarly in the class-

om and out=of=doors.

W
o

The behaviour of teachers and students was used as
an index of changes in interaction patterns at 0.S. While
the general trend was toward no change, individual teachers

varied. One teacher, the most consisten

was also the most

[ns

dominant in the talk equation. Another teacher dominated

the talk ratio but, other than lecturing, her outdoor verbal

frequency was lower during O0.S5. The other teacher, in

contrast to the preferred outdoor teaching style, became a

W

more dominant talker during the outdoor phas

In spite of the higher rating for warmth, verbal
praise was not offered in great quantities by any teacher
in any setting. The discrepancy may have been attributable
to investigation techniques. Teachers did not accept
students' ideas any more frequently at outdoor school than

they did in the regular classroom.

It -tant to know if 0.S5. induces changes in

[

s impo

"1

behaviour, especially if desirable patterns of interaction

are revealed which are not obtainable in the classroom.
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The foregoing findings appear to indicate that
changes 1in teacher- and student-coded behaviour, whether
desirable or not, are not induced automatically by moving
to the out-of-doors. Furthermore, expected verbal behaviour
was not consistent with the favoured discovery-learning

mode at 0.S. The fact that teachers showed more warmth,

were less cricical, and gave little praise :n general were
glimmerings of variatles long claimed to be encouraged at
outdoor school. The lack of academic smoothness may be a

necessary tradeoff for increased warmth and reduced criti-

cism.

0.S. should encourage organizations to examine accepted

nin
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practices and in=service tr in an effort to ieduce

terns consistent with O.E.

rt

more desirable interaction pa
methods.

The hypotheses generated by the foregoing are that:
(1) teachers interacting at outdoor school reveal more

warmth and less criticism but may be less smooth; and (2)

-

desirible outdoor teaching traits do not automatically

occur and require instruction.

ContexXt Segment

d teachers selected for the

=

texts of students a

study?
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The qommunities from which the schools came suppor-=
ted the concept of outdoor schools., The classes attending
0.5. were aveéaqe or égéve in academic achievement as
measured by standardized tests (CCAT, CTBS). The class-
room and outdoor environments were distinctly different,
but any impact on the actors was more apparent through
The sigﬂificancé of these findings are discussed below.

With the escalation of school costs and the extra
burden of a surcharge for 0.5. it was necessary to monitor
support from the community as well as to know that these

data represented the findings for a defined academic group.
classrooms and outdoor schools have been poorly documented.
Knowledge of the impact which the outdoor environment has
or: teachers and students can assist in the planniﬁq!@f
successful outdoor schools,.

The support emanating from the community was almost
100% although the index may have served to indicate the
léwvel of affluence rathér than curricular support. The
Esa;e*judgmént may be made of the parental visits during
the Eutdaar school sessions in the present study; though
undocumented, they were plentiful.

The classes documented at O0.S. were not at extreme

ends of the academic achievement scale and the data genera-

tgd represented a small selection of average to above



ssroom and ocutdoor environments had differ-

ent effects on the actors but it was difficult to state

concisely the ex
emerged through

the following co

tent of the impact. Some observations

the descriptive records which generated

nclusions:

1. Not all teachers were comfortable teaching in

the outdoor sett
take such an ass

2. The

&
ing and these individuals should not under-

ignment.

students were bombarded by images, not all

of which were audibly registered; therefore, the impact of

learning outdoor

3. S8
outdoor classroo
behaviour in the

measure of secur

which

to use resources
5, Some
have been better
0.S. should make
The hypot
(1) community su

outdoor schools:

the effect of out
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m which may symbolize the boundaries on

s was difficult to document.

teachers erected boundaries in the

regular classroom, thereby attaining

ity.
hers did not always capitalize on outdoor
meant that they either did not know how

or they did not wish to make use of them.
things were taught at 0O,S. thch mighﬁ
taught elsewhere. Activities chosen for
the best use of time and resources.

theses generated by the foregoing include:
ipport is significant to the continuation of

(2) there is no significant difference in

tdoor school on students with high or low



academic achievement; and (3) teachers and students at

outdoor school do not make full use of the outdoor setting.

Product Segment

schools?
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n outdoo
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students' view of their teachers in the accep-
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tance-understanding and problem-solving skill dimensions

m

declined slightly immediately upon their return from O.S.
The slight decline may have been attributable to the timing
of the questionnaire (immediately post-0.S5.) when their

nfounded by "post-0.5. let-down.

0

responses may have been c

It is necessary to have outcome and or proc

L
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measures in order to gauge the effect of 0.5. on the child-
ren in one or more domains of learning. The acceptance-
understanding and problem-solving dimensions are important
teacher attributes in 0.S. literature. If the product

indicative of a decline in those dimensions,
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outdoor educators may have to adjust their goals or their
methods. 1If the attributes are worthwhile, the teachers
concerned should examine their relationship with students
relative to those dimensions.

The hypotheses generated by the foregoing may be
phrased both negatively and positively: (1) teachers
decline in the dimensions of acceptance-understanding and

problem-solving skills following outdoor school; and (2)
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with training, teachars can improve their rating after
outdoor school in the dimensions of acceptance-understanding
and problem-solving skills.

Specific conclusions arising from the integrating
foci of c}imate and directiveness, management and control,

and the classroom as a social system, are discussed below.
4

Climate and Direc-
tiveness

What is the nature of the classroom climate and
teacher directiveness 1n the classroom and at
outdoor school?

In their comprehensive review of research on teach-
ing, Dunkin and Biddle (1974) reported confusion between
warmth and directiveness.. At aﬁ earlier stage of research
it had been presumed that teachers could not be warm and
direct. Later it became clear that the variables were not
inversely related. Datavgenerated in the present study
confirmed later research which indicated that warmth and
teacher directness were not dependent on each other.

The need for teachers to be direct and warm in any
setting, but particularly in outdoor schools, cannot be
overemphasized. 1In the novel, unbounded outdoor environ-
ment, teachers may be more likely to lecture and give
directions. At the same tiné, however, the teachers have
extended opportunities to be with children in informal

settings when warmth may cement relationships.
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are primarily direct, as confirmed by the present data.
One of the main values claimed for 0.5. has been that the
teachers and students get to know and appreciate one
another. The high rating for warmth while at 0.5. con-
firmed for at least three teachers that, while they
remained primarily direct, they revealed warmth toward
their students. Outdoor schools may be opportune places

to develop warmth in spite of being direct or indirect.

m

Personnel in teacher pre-service and in-service .
training can take some assurance that warmth may be present
or developed in teachers who are either direct or indirect,

Teachers who were indirect (more responsive) were
vnot associated with students who initiated more. Teacher A
was most responsive of the three teachers with a correspon-=
ding high student initiating frequency relative to their
other lessons. The highest student initiation frequency,
however, was associated with Teacher C who recorded one
of the lowest response frequencies.

These findings were significant because they dis-
that teachers who were responsive were associated with
students who initiated more.

The present findings suggest that when teachers
accepted feelings, praised, and accepted ideas there was

no corresponding increase in student initiation (with the
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exception of one teacher). Outdoor education authors

:ferred to the preferred teacher behaviour at 0.S5.

have

"
®

as being indirect while the student behaviour was expected
to be initiating. The "ideal" was not found in this study.
One could not assume cause and effect but the phenomena
should be examined in future 0.S5. studies.:

Researchers should pursue the guestion of the
associated variables in order to clarify the relationship
between the O0.S. variables.

The hypothesis generated by the foregoing is that:
teachers who are indirect are associated with students who
do not exhibit more initiating at outdoor school.

When teachers behaved in a more indirect fashion
they were found to be more accepting of students' ideas.
The‘flgétuatiGﬁ in the ranking of teacher respanée ran
almost parallel to the three-phase ranking of Category 3
(accepting student ideas). The statistic is to be expec~
ted in view of the fact that Category 3 made up a large
part of the total teacher response. There wa's reasonably

consistent fluctuation but the hiqher frequencies did not

=

generally occur at 0.S. ,
The importance of these data lies in the fac&hthat
outdoor schools haujfattemptéd to foster discovery-learn-=

ing of which accepting student ideas is a part. Increases
in total teacher response may stimulate more student ideas

(initiation), although cause-and-e ffe *t has not been
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astablished. Should it prove worthwhile, teachers may be

induced to be more indirect by training with instruments
0.

uch as FIAC. Personnel in charge of 5. pre-service and
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greater realization of discovery-learning.
The hypothesis generated by the foregoing is that:

teachers who are more responsive (indirect) are more accep-

ting of student ideas.

Management and

Control
How does the teacher discipline and manage students

in the classroom and out-of-doors?

The ent data showed that: (l) teachers talked

pre

Wy

for more than half the time; (2) students spoke for less
than one third of the time in all cases but one.

With the exception of one teacher, who spoke less
indoors, the teachers made more than half the utterances

in=- and out-of-doors! Two of the teachers accounted for

[

75% of all talk which was unusually high and certainly

above wha

w
"

Flanders (1974) considered usual. Control and
management of the classes was maintained through the
unending stream of lectures, directions, and some critic-
ism, both at feguiar and ocutdoor schools. Student talk
was found to be correspondingly lower with the exception

mentioned above. All teachers were more direct at O,S.

and students' initiatiéﬁs were lowered accordingly. No
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clear pattern of HITB management variables emerged with the

exception of smoothness (referred to earlier), for which
all teachers were rated lower at outdoor school.
It was seen to be impértant to know the patterns of

interaction at 0.5. because the outdoor education literature

has favoured an indirect approach, with a view to having the
children initiate mere in a discovery-learning mode.

The data indicated that teachers were reluctant at

=

0.5. to release the reins on their charges All teachers

dominated the talk equation which (as it appeared to the

observer) was to lecture and to give directions in a novel
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directed to the tasks at hand. It must be pointed out,
however, that criticism did not increase at 0,5.; rather,

he opposite occurred, which would indicate that the stream

I

kindly vein.

la}

of teacher talk was offered in a neutral o
For those who prepare teachers for 0.5., the implis_

cation from the above is that more direct teaching is

inevitable in conventional outdoor schools If less direct

methods are desirable, as in a discovery-learning approach,

The hypothesis formulated here is that: teachers

at outdoor school talk for more than half the time and the

students talk for correspondingly less than half the time.



The Classroom as a

Social System

0]

What 13 the social system of an outdoor school?

Data from this aspect of the study were embodied

]

in the total "week in the life of a classroom teacher at

outdoor school." Although the larger picture (as presented
in Chapter 4) did not lend itself to a summary, some find-

ings and conclusi

ns are offered below.
The first consideration is time spent with various
constituents by Teacher D at outdoor school. Of her 70

waking hours, the teacher spgnt approximately:

1. 50% with the students in either a leading
or supporting role;
2. less than 1% with the 0.5. high school

counsellors;

4. 10% alone, exclusive af sleep time; and
5. 6% with the observer.
. It was meaningful to document the time break-down ~
because acéual times spent at various 0.5, activities have
been poorly documented in the past.

The data are subject to qualitative as well as
quantitative interpretation. Of the time spent with the
students, most was spent in a formal, structured, instruc-

tional setting, which meant that there was very little left

for the informal setting. Outdoor school has been cited
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for improved opportunities in ;nformal interaction between
teachers and students, but this did not occur in Teacher
D's case, with the exception of the loghouse and hayride
experiences. The opportunities for 1:1 diadic exchange

and student initiation were correspondingly limited. It
may be pointed out that although D's time with the children
was about 50% of the total, it still represented 35 hours
of contact, whereas reqular school totalled approximately
25 hours. Despite this, if outdoor school is to offer

more opportunities for teacher-student interaction in
informal settings, the schedule may Aave to be re-examined.
It might also be noted that this particular 0.S. maintained
a permanent staff of four; thus, in many situations, the
problems would be confounded.

Outdoor school may serve in an ongoing, in-service
function for inexperienced teachers. D put to good use the
time that she spent with her colleagues. While the time
spent may vary, the function of in-service should be recog-
nized, especially for beginners.

The time required by individuals to be alone must
remain as unfathomable as human nature itself, but most
people need some solitude, and in the busy 0.S. schedule
time spent alone at 10% of total may be little enough.

The effect of 0.S. appeared to'be mentally and physically
exhausting,.as evidenced by the difficulty with which D

-stayed on schedule.
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The implication of the schedule should be consi-

ered by

(oM
O\

-5. organizers with a view to balance, Further

research should be conducted on time disposition as well

I
M

as on the qualitative implications,

The second consideration 1is the behaviour concept
which revealed that Teacher D encéuﬁtefed 82 new behaviour
setting sites durjng her week at 0.5. The main impact. was
seen to be sheer sensory overload. D was very pliant in
iaicahmﬂdating herself to role expectations and, to a lesser

1l coercion; however, she

]
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extent, submitting to environment
seemed overwhelmed by the diversity and educational poten-
tial of features in the micro-systems, D's lack of sensory
awareneéss to the materials and methods within the ranch
study should not so much reflect on her effort but, rather,
on her view of 0.S. and on those who have influenced her.
It was the observer's opinion that D was not the only
classroom teacher who used 0.S5. as a life-sized visual aid,
thereby avoiding first-hand experiences with elements of
discovery, which may be among the more unique aspects of
0.5,

There was evidence in all four teachers in this
study of performing that which could be done as well, if
not better, in the regular classroom. One of the more
consistent features of the outdoor setting was change. 1In

the discovery-learning mode, change may be viewed as an

ally rather than a foe. The teacher, therefore, has to be

oo
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adaptable and flexible. Incidentally, it might be said
that it would be hard to find a more pleasant, even-tem-
pered, diligent, caring individual than Teacher D.

Personnel concerned with the pre-service and in-
service training of classroom teachers in 0.,E. should
re-examihe the content and methods at 0.5. to ensure that

the unique aspects are 1mplemented. Care should be taken
also with the orientation and preparation of teachers in
the best use of the behaviour settings with a view to
selecting and high-lighting features not found elsewhere.
From the foregoing, a hypothesis might be that:
classroom teachers could make better use of the unique

aspects of outdoor education methods and materials.

thodological Critique

‘ \m\‘

The two tions below deal with a critique of the
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instrumentation and data collection, generally, followed by
the data collection of the "day" and "week" at regular and

outdoor schools, ethnographic research, and teacher education.

Instrumentation and Data Collection

Flanders Interaction 7
Analysis Category ’ !,?f
FIAC (Flanders et al., 1974) system 1s satisfactory
for general descriptions of superior-subordinate relation-

ships to be found in the classroom. The instrument could

and should have been applied with subscripts to clarify
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sequences and certain effects. The collection of raw data
was accomplished with audio tapes. The microphone was a
"wireles3" type which performed well inside the classroom
for recording the teacher's voice. SQﬁrtiamings of the
wireless microphone (RCA model) included a short range
{maximum 50 metres), and a radio interference from nearby
FM broadcasting radio stations. As a result of the poor
reception, the teacher's recorded voice was not clear out-
doors whereas the students' talk was obscure both in- and
.out-of-doors. Directional or parabolic microphones may
have improved the gquality of the recordings.

High-Inference Teacher
Behaviour Rating

The HITB (Eggert, 1977) was easy to use after a

brief training period. Coding generally took place on a

"live"™ basis which rendered the data difficult to check.

m

Although the coding was intended to offer high-inference

measures of FIAC low-inference data, the intervals and

w
a

periods of coding did not coincide; thus, data from simila

sources did not always agree.

Lumby Outdoor
School Study

This self-reporting form (LOSS, Lumby, 1979) elici-
ted relatively superficial data about the respondents.

Besides age, sex, training, and teaching experience, the
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form could have sought more penetrating responses relative
to the preparation, execution, and follow-up of ocutdoor
school.

Minnesota Teacher Atti-
tude Inventory

The MTAI (Cook et al., 1951) was administered
quickly but did not vield reliable results. At least one

teacher expressed exasperation with the instrument. It

may be out-of-date, and a modern version should, in that

Environment Inventory

The inventory (Lumby, 1979) took stock of the
students' environment but omitted documentation of the

interaction or impact of the environment on teacher and

students.

L.

ssroom

Day and Week in the Life of a C
Teacher at Outdoor Schoo

la
1

and the "week" data were collected

[y

The "day

solely by the researcher, who recorded cqpious descriptive

m

notes throughout the period, an extremely time-consuming

exercise. During the transcription of raw data the
&

and video-tape recordings in order to aid the recall of
detail, sequence, and simultaneous events, Such recording

devices would, of course, be cumbersome at a mobile lesson
A4 s
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in addition to being conspicuocus in any setting.

Classroom Atmosphere
Questionnaire

TagféAQ (Hoffmeister, 1971) was quickly administered
and tabulated. Normative data were not available at the
time of its administration. The decline noted following
0.5. may have been attributable to post-0.5. let-down,

the dimensions measured.

[
Iy

rather than a real decline

Flanders Interaction
Analysis Category

The FIAC (Flanders et al., 1974) system data were
presented as fréquEﬁgg'gersentages, which were useful.
Data could, however, have been amplified by the use of
interaction sequences (for example, coupling of teacher
talk which accepted ideas with student talk which initia-
ted) .

High-Inference Teach-
er Behaviour Scale

For the HITB rating scale (Eggert, 1977) data were
presented as mean average ratings for lessons but the
ratings were, in reality, for half a lesson. Many more

lessons should have been coded in order to provide a more

representative sample. 5

\
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The framework for the study was used to prepar
main recommendations. The presage-context-process-product
variable model (Dunkin & Biddle, 1974) is supplemented by
recommendations for resetih in the ethnographic mode.

Suggestions for teacher education are added.

~, Research Suggestions

L
The following suggesyions were seen to arise as a

result of the study findings.

Presage Segment

¢
1. As the teachers were sympathetic to outdoor
education in this study, teachers who are "reluctant volun-

teers" should also be studied.
2. As the teachers were at or about the 50th per-
centile on the MTAI, teachers who are at opposite ends of

the autocratic-democratic continuum should be studied to

show at§pical subjects.

Context Segment

3. As the students were equal to or just above
the city-wide mean average achievement in standardized
tests, students who fall well below and well above the

means should be studied.
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Process Segment

4. In this work the teachers were rated on the
HITB instrument using the protocol of coding the first.four
variables out of eight for the first half of the lesson and
the remaining four variables during the second half. The
variable commonly rated high for all three teachers was
"warmth."” Thus, teachers should be coded for eight vari-
ables over the entire les;on, and more subjects should be
coded in replication studies in order to "strengthen" the
findings. 5

. 5. The FIAC results showed no clear pattern; thus,
refinement of the FIAC coding scheme should include sub-
scripts so as to determine sequences, and Wood and Cheffers'
(1978) modification which allows cdding of non-verbal
communication. A larger sample would also permit generali-
zations.

6. Discrepancies were revealed between the data
collected with the two instrument® (HITB and FIAC) where
similar variables were coded. Video recording would allow
both instruments to be used under similar conditions
(including opportunities to check coding) and would give

the additional advantage of allowing the tapes FD be used

for "stimulated recall."

Product Segment

7. The students completed the CAQ one week before
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and one week after outdoor school, with genefélly declining
scores. The CAQ should be administered at various inter-
vals so as to avoid confounding variables. .

8. As the CAQ was the only product measure used,
others should be employed in subsequent studies in order

to provide additional product measures from outdoor school.

Ethnographic Research

1, A full ethnography of a classroom teacher at
regular school and outdoor school should be undertaken
during a 7-week period in order to allow for extensive,
intensive coverage of the teacher in the regular classroom
before and after, as well as during, outdoor school,.

2. The teacher studied for one week at outdoor
school worked with constantly changing groups. Teachers
who remain with the same group, as an alternative organi-
zational pattefn for the S5-day period, should also be

studied.

Teacher Education

The teachers in the present study had received no
specific training at university to prepare them for their
role at outdoor school. The behaviour they revealed did
not demonstrate the hopes held by early outdoor educators.
Teachers who have undertaken formal outdoor education

preparation in university shoyld be studied. 1In the
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absence of such subjects, colleges of education should
consider piloting experimental programs in order to prepare
elementary-level teachers for the outdoor teaching role
which they may well have ta’assumei Attention should be

appropriate for the outdoor

]

aid to content and pedagogy

o]

7
o

etting.
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Lumby Outdoor School Study*

Name
Age
Post-secondary:
a) degrees year c) Major
year ' Minor
year
b) professional preparation d) distinctions or similar referen-
Elem. _ces (i.e., G.P.A.)
Sec.

Teaching experience?
School Grade/Admin. Years Subjects

Personal schooling (K-Gr. 12) distinctive features

Occupation of father?
mother?

what other full-time jobs have you held?

What other positions have you held which enabled you
to work with youth?

What preparation have you had for outdoor education?
In courses? Please elaborate

N

In experiences? Please elaborate

*LOSS (Lumby, "1979)



10.

11.

12.

13.

14.

15.

340

Do you feel that the outdoor school experience changed your
relationship with the students:
Positively? == Group as a whole
== Individuals or small groups (be specific)

=

Negatively? -- Group as a whole
~= Individuals or small groups (be specific)

-

Did you think that you revealed facets of yourself which the
students in general had never seen at school? Please explain:

Did you mind revealing such facets?

Did you perceive students behaving in ways different from the
ways you normally associate with them at school? Illustrate, if
possible, with examples that:

pleased you

displeased you

or merely confounded you

To what extent were your academic objectives met through the
outdoor school experience? {

To what éxtent were your social objectives met through the outdoor
school experience?

g #
L B
-

To what extent were your outddéy living skills-overnight experi-
ence objectives met? . ’

.

g’,
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16. To what extent were the student learnings enhanced or diminished
by the outdoor setting? ’

17. Were there any unplanned events which contributed to the above-
named objectives in a positive or negative fashion?

Illustrate, please

18. what aspects of the program could have been accomplished regard-
less of the:

a) outdoor setting?

b) lodge setting?



Iﬁtfgductign

This survey is designed to abtaln your opinion on outdoor

educatioh, your degree of involvement with outdoor education and
your background in outdoor education activities. Please indicate
your real feelings and ANSWER ALL QUESTIONS PERTAINING TO YOU.

Feel free to comment on any section. The opinionnaire will take

about 20 minutes of y@u: time.

Dutdaarrsduzatlan: For the purpose of this study outdoor

education is defined as any part of a school program outside
the school building excluding regular phys;cal education
classes. (Consider orienteering as outdoor education.)

a
Outdoor activities could include short nature walk studies

places like fire halls, bakeries, mines, city council or

in or near the schoel yard, week-long cance trips, trips to <i—%a,
|

p . I

INSTRUCTIONS FOR PARTICIPATING IN THE

\ m\
I_"I‘,I\
E
ﬂ
| ot

Please read the following very carefully:

[ TO RESFPONSES:

If you have not been involved with cutdoor education activities

o
.
[N ]

in the last four years and don't expect to be involved this year,

please answer only sections C - F,

If you have been involved with ocutdoor education activities in
the last four years or expect to be involved this yearf please
answer the entire opinionnaire,

SECTION A - DIFFICULTY

= Extremely difficult

practice, while others “are difficult.

= Relatively difficult

Average difficulty -
= Relatively easy

= Extremely easy

(W
I

T
Woow

Some aspects of programs are easy to understand and put inte

Please respond to the following

statements by circling the number corresponding to the degree of ease

you

have had with ocutdoor education activities.

¥

*OEQT (Brekke, 1977)



1. Identifying the objectives of outdoor
education is . . .

2. Understanding what is expected of you as a
teacher of outdoor education is . . .

3. Developing activities in outdoor education
is

4. Carrying out activities in outdoor educa-
tion is . . .

5. Describing to others the effects of outdoor
education activities on the students is ...
and strategies of outdoor education
activities is .

Comments: : ] . _ ,ﬂ

SECTION B - INFLUENCING FACTORS

‘No experience with
No influence

Small influence
Large influence

nn

FEWENES
]

Extremely difficult

e

Relatively difficult
Average difficulty

L

[

Relatively easy

In this section the emphasis is on the factors that
influenced. your perceived value of outdoor education.

l. Indicate the degree.of influence each

?wareness of the value of outdoor

education activities.

-

343

EwEremely easy

L

(W]



a)

b)

c)

d)

e)

f)

g)

h)

1)

Periodical articles about outdoor
education

Books about outdoor education

Teaching quides or manuals on outdoor
education

University courses on outdoor education
({please specify if possible)

Teacher workshops or professional develop-
ment courses in outdoor education (please
specify if possible) t .

Non-credit, "special interest" courses
which relate to outdoor learning (i.e.,
hunter training, nature photography, taxi-
dermy, canoeing). Please specify -

Membership or involvement with any clubs
or organizations with strong interest in
the out-of-doors (consider your youth

alsa). Please specify ' e

specify if possible) -
»

Discussion with an educational consultant
(please specify if possible)

No experience with

[

Ho influence

(NI N

L~
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Small influence

L™

Large influence



In
each

KEY TO RESPONSES: 2
3
4

di
o

education activities,

b)
c)

d)

1)

a)

education

University course(s)

N

I

0]
neo®Oo
mﬂﬂEWﬂ

[}
(]

nts of your students

(pl

assistance and/or
couragement
me

assistance and/or

ncouragement

at assistance and/or

Eﬁ,@ﬂfégéﬂéﬁt

ease

(or vice=-principal) of y

spe

c

1

if

ur

Y

)

school

Teaching guides or manuals on outdoor

Amount of inservice made available to you

Government agencies

forestry, etc.)

(e.qg.,

fishe

(please specify)

ri

es

Private enterprise

(i) Other teachers in your school

(11)

Other teachers outside your school

Supervisory staff (superintendent or
curricular associate)

M Mo assistance

%]

icate the degree of assistance and/or encouragement
f the following gave you in implementing your outdoor

w Some assistance

L]

e '™

Rl

3

+» Great assistance

.

The decision to become involved in outdoor education
activities was made:

1.

by myself (optiona

(circle)

1

)
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2. in consensus w lective)

o

th others (co

1
3. by the principal, superintendent or

7

consultant (authority) /

b) Have ypu been involved in outdoor education activities
of more than one-half day in length?

1. Yes 2. No

c) Approximately how many days (1 day = 5 hrs.) will you
spend on outdoor education activities during this
school year? _(days)

4. After your experiences with outdoor education, do you
expect to continue with outdoor education activities?

1. Yes 2. No 3. Undecided

Comments:

SECTION C - VALUES OF OUTDOOR EDUCATION

KEY TO RESPONSES: 1l = Strongly disagree
S 2 = Disagree .
3 = Neutral or no opinion
4 = Agree '
5

Strongly agree

13

In this gection,’ the emphasis is on your opinions

about school involvement fh outdoor edudation,
Please circle the number indicating your level of

agreement with each statement.



Outdoor education should be part of the
curriculum at some or all grade levels.

Schools should offer opportunities for
students to experience outdoor recreation
such as hiking, canoeing and taking care
of themselves in the outdoors.

Students should have the opportunity to
study directly the effects of human
activities like road construction, pipe-
line construction or mining on the envir-
onment. They will then be better able to
make reasonable judgments on environfental
issues (i.e., balancing good and bad
effects of present methods of development) .

I believe that parents place a high value
on outdoor education activities for the
students I teach.

Outdoor education activities makesclass-
room learning more meaningful.

NOTE: For the next 3 guestions only, circle
(3) if you find outdoor activities and class-
room activities of equal value.

6.

Outdoor activities are better than class-
room activities for increasing students'
awareness and concern for the environment,

\
7'. Outdoor activities provide better oppor-

tunities than classroom activities for
improving students' understandings of
others. '

Outdoor activities provide better oppor-
tunities than classroom activities for
growth in such areas as cooperativeness,
judgments and responsibility.

Strongly disagree

[our

=

=

N Disagree

[\~

Neutral or

no opinion

3

[

Q
@
ol
o
=
>
-
o
2 ©
v O
MO
=L
< U1
4 5
4 5
4 5
4 5
4 5
4 5
4 5
4 5
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9. Outdoor activities can be related to more
than two subjects in the present curricu-
lum. 1 2 3 4 5

10. Outdoor education activities can be
implemented a little at a time; it is not
a matter of "all or nothing." 1 2 3 4 5

Comments: ' .

SECTION D - AMOUNT OF OUTDOOR EDUCATION ACTIVITIES

1. If outdoor education is considered to be valuable and
there are sufficient teachers ready to carry out a more
extensive program in four grades only, state the four
grades in which you feel the most benefit would be gained
from outdoor education activities (K - 12)
a) b) c) d)

2. a) If it is possible to have outdoor education activities

in each grade, write the total number of school days
(time equivalent, not necessarily full school days) you
think should be spent on outdoor education activities
(as defined on page 1) for each of the following- grades
during the school year. (If the school is organized on
the semester system, consider the total school year.)

Number of School Days

Grade to be spent outdoors
K 4
3
6
9
12

ar—

b) Do you believe that outdoor education activities (as
defined on page 1) should be part of the program of
studies at all grade levels? (circle)

1. Yes 2. No



SECTION E - TEACHER FAMILIARIZATION

Following 1s a list of eight attractive means of beg@ming
familiar with a program of studies, plus a space for "other.”
Place fbéﬂk marks (+) beside the 3 which you feel would best
' t
1

f-w‘ﬂn-‘

to 1mplement ocutdoor education activities

1. Membership on an active unit planning committee

2. Workshops and seminars operated by visiting personnel
(e.g,, from a university or a provincial department
of education) !

3, Workshops and semlnars operated b%nlacal personnel

4. Confer
peak

i1

ances on outdoor education with expert
5, et :

m
M m\
ﬂ\

5. University courses in outdoor-éducation

6. Availability of current books and journals on
outdoor education

7. Observation of lesson démgnstrat;ng the implemen-
tation of outdoor educatio

4 -
8. Availability of model units prepared specifically
for your grade level

9. Other

Comments:




i50 s



351
Ethnographic Split Record -
Ethnographer: _ == == = Page __ of
Coder: _
Date: 7 o Time:
Inferences: Impressions Events: What is going

on; note time every 3

interpretations, opini-
o 5 mins. Mark pairs.

ons, reservations,
sketches, weather data.

MNoise Lewel
ot

SRI Start

Time

Noise Scale: 0 Silent
(Tikunoff et al,, 1l Small amount
1975) 2 Acceptable to teacher

Acceptable to teacher
but not to observer
4 Unacceptable to teacher

Y
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Ethnographic Record*

Questions for the ethnographer:

What does the teacher do consistently that gets a parti
cular response? What are the reasons?

1.

What kind of atmosphere is created? How?

3. Is learning happening?

[
o]
o

the time

]

What is most

ff-task, or

0

Are children on-task, probably on-task,

6. What

is the task?

Do the children know what the task is?

What does the teacher give you regarding herself?
Her concerns? 19

I~

Where is her

concern focussed?

does she
Q
other

What kind of tone of voice

Does it vary with (1) kids, (2)

Ho establish order?

£

Ho

£

classroom decisions made?

does the teacher let students know when their beha-
(content-related or otherwise) is acceptable?
Form a little hypothesis and look for
Write all the time--

How
viour
Unacceptable?
evidence to support or refute it,

seating,
position,
inferences.

grouping,
time spent at desk.

sex,
Follow hunches,
Watch for emerging patterns.

*Johnson and Gardner, 1979

etc.--teacher's tone of voice,
make



PROCESS DATA INSTRUMENTS

Teacher classroom or outdoor behaviour (1=4 incl.)

l. High Inference Teacher Behaviour
Rating Scale

2. HITB Rating Sheet

3. Flanders Interaction Analysis
Category System

4. FIAC Coding Sheet

Student classroom or outdoor behaviour (3-4 incl.)
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Scoring Range and Meaning for the Category
Withitnesse ’

1. The teacher makes frequent errors in attempting to deal with
deviant behaviour. He/she may over-react to a situation, may
react late or not at all (timing), may be off target in his/her
reprimands and/or may desist a less serious deviancy while
overlooking a more serious deviancy.

2. Between 1 and 3.

3. The teacher sometimes makes errors in attempting to deal with
deviant behaviour, i.e., over-react, timing, target and minor-
major deviancy, and sometimes makes no errors in desist attempts.,

4. Between 3 and 5.
5. The teacher makes few of the above errors in attempting to deal

with deviant behaviour.

Scoring Range and Meaning for the Category
Overlappingness*

1. The teacher almost always attends to only one issue at a time.
He/she eithe Ains immersed in one issue or drops it and
goes all out for another. For example, the teacher, while
working with one group) ignores deviant behaviour in another
group, or ignores int;uding children from another group, or
goes all out and becomes immersed in the deviance or intru-
sion.

~

2. Between 1 and 3.

3. The teacher sometimes attends to more than one issue at a
time. .’

4. Between 3 and 5.

S. The teacher almost always attends to more than one issue at a
time. HeYshe, while working with one group, is able to deal
with deviance and intrusions, verbally and non-verbally.

-

*Eggert, 1977:190-197

- )
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Scoring Range and Meaning for the Category

Smoothness *

1. The teacher frequently acts in a manner which interferes with the
ongoing flow of academic events, Actions of the teacher are not
goal-oriented. He/she may pay attention to ir lévanﬁ or undue
attention to intrusive details (stimulus- b@undedness)! He /she
may burst in on children's activities with an order, statement
or question (thrusts). He/she may shift back and forth from one
activity to another and back again, leaving things hanging in
mid-air {(dangles and truncations).

2. Between 1 and 3.

acts in a manner which interferes with the
1ic events. Actions of the teacher are

d and sometimes are not, i.e., some
stlmulus b@unded es5s, thrusts, dangles and truncations are
evident.

m 9
3 ﬂ-

m \M
m E‘

4. Between 3 and 5.

5. The teacher rarely exhibits the above interfe

H
-
-

A
o
]
=
]
<
*-I-
o]
o
N
@

Hﬂmentum’

1., Teacher behaviours frequently slow down the pace of the lesson
inappropriately. This is done by overdwelling on pupil behaviour,
a subpoint rather than a main point, physical props rather than
substance, and on instructions or details to the point of bore-
dom. It is alao slowed down by fragmentation, i1.e., dealing
with pupils one at a time when it is appropriate and more effi-
cient to deal with them as a group, or dealing with props one
at a time rather than en masse.

2. Between 1l a%d 3.

3. Teacher behaviours sometimes slow down the pace of the lesson by
overdwelling and fragmentation.

4. Between 3 and 5.

S. Teacher behaviours :g:ély slow down the pace of the lesson by
overdwelling or fragmentation.

»

*Eggert, 1977:190-197
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’ Scoring Range and Meaning for the Category
Clarity*

The teacher, when giving instructions, answering guestions or (
explaining material to the class, is unclear in her presentations.
The presentations may be too camplex, ambiguous, or make use of
unfamiliar or unrelated concepts and terms. Answers given are not
specific but are vague and evasive, The teacher uses qualifiers
(e.g. maybe, sometimes, it could be) excessively. The teacher
rarely gives appropriate examples, uses 1llustrations, states
objectives, summarizes, or checks for student understanding.

Between 1 and 3.

The teacher, when giving instructions, answering gquestions or
explaining material to the class, is sometimes clear and sometimes
unclear in his/her presentations.

Between 3 and 5.

The teacher, when giving instructions, answering questions or
explaining material to the class, is clear in his/her presentation.
Adegquate use of examples and illustrations is made, objectives are
clearly stated, main points are summarized, and adequate checks

of student understanding are made,

Scoring Range and Meaning for ;h&‘Cq;egafy
Persuasiveness

(Teacheér's Ability to Motivate)®

The teacher is the kind of person that communicates a socially weak
and uninfluential person. He/she is frequently unable to get
students to do work related to the objectives of the lesson.

Between 1 and 3.

persuas;vely pgwerful person. Eejshe
students to work and sometimes unable

[l o]
2w
"W W
o
"]
[}

Between 4 and 5.

The teacher is the kind of person that communicates a socially
influential or persuasively powerful person. He/she is almost
always able to get students to do the work related to the objectives

*Eggert, 1977:190-197
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of the lesson. (Note: This level does not imply that the teacher
has chosen all the goals or cbjectives for the student.]

¢
Scoring Range and Meaning for the Category
Warmth*
€

The teacher gives explicit evidence of rejection of the student,
his/her ideas, experiences, opinions or feelings. Criticism is

5
harsh and gives explicit evidence of a negative feeling for the

student expressed by the teacher.
The teacher is mechanical and/or passive in his/her responses.

Mild criticism, a lack of concern or ignoring, provide implicit
evidence of disinterest in the student,

The teacher provides no explicit or implicit evidence of dislike
or rejection of the student. He/she does not criticize nor is
there a clear expression of warmth, i.e. there is interest shown
but not warmth.

The teacher accepts, allows pupil ideas, experiences, opinions,
and feelings. There is implicit evidence of warmth and respect
through praise and encouragement. -

The teacher gives explicit evidence of a deep caring, prizing, and
valuing of the student, and this is madé clear to the student.
Expectations of the student's highest and best is pressed for,
indicating a deep respect. Voice tone and manner give evidence

of a clogse relationship.

[¥)]

scoring Range and Meaning for the Category

N Bmpathy®

The verbal and behavioural expressions of the first person either
do not attend to, or detract significantly from, the verbal and
behavioural expressions of the second person in that they communi-
cate significantly less of the second person’'s feelings than the
second person has communicated himself /herself.

\r‘s, - .
While the first person responds to the expressed feelings of the
second person, he/she does so in such a way that he subtracts
noticeable affect from the communications of the second person,

The expressions of the first person in response to the expressed

*Eggert, 1977:190-197
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feelings of the second person are essentially interchangeable with
those of the second person in that they express essentially the

. same affect and meaning.

The responses of the first person add noticeably to t Qpressions

of the second person in such a way as to express himsZi??herself.‘
.

The first person's responses add significantly to the feeling and

meaning of the expressions of the second person in such :a way as

to (1) accurately express feeling levels below what the person

himself/herself was able to express or (2) in the event of ongoing

deep self-exploration on the second person's part, to be fully

with him/her in his deepest moments.

*Eggert, 1977:190-197
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School: Date:

Teacher: Observer:

Lesson type: __ ___ Interval:

RATING SHEET

Variable 1 2
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FLANDERS INTERACTION ANALYSIS CATEGORIES® (FIAC)

Teacher
Tolk

Response 2.

. Accepts feeling. Accepts and clarifies an attitude or the feeling

tone of a student 1n a nonthreatening manner. Feelings may be posi-
tive or negative Predicting and recalling feelings are included.
Praises or encourages. Praises or encourages students. says ‘'um
hum’* or “'go on’’, makes jokes that release tension, but not at the
expense of a student.

Accepts or uses ideas of students.  Acknowtedges student talk.
Clarifies, buiids on, or asks questions based on student ideas.

Asks questions. Asks questions about content or procedure, based
on tescher ideas, with the intent that a student will answer.

Initiation

. Lectures. Otfers facts or opinions about content or procedures. ex-
presses his own ideas, gives vs own explanation, or cites an author-

ity other than a student.

. Gives directions. Gives directions. commands, Or orders with

which a student 1s expected to comply.

. Criticizes student or justifies authonty Makes statements intended

to change student behawvior from nonacceptable t0 acceptable pat-
terns; arbitranty cosrects student answers: bawis someone out. Or
states why the teacher 1s doing what he i1s doing; uses extreme self-
reference.

Student
Talk

Response 8.

Student talk —response. Student talk in response to a teacher con-
tact that structures or imits the situation. Freedom to express own
ideas is limited.

Initiation

. Student tak —initiation. Student initiates or expresses his own

ideas, either spontaneousty or in response 1o the teacher’s sohcita-
tion. Freedom to deveilop opinions and a ine c’tho;aght; going be-
yond existing structure.

Silence

10.

Silence or confusion. Pauses, short penods of silence, and periods

of confusion in which communication cannot be understood by
the observer.

*Based on Ned A. Flanders AnaWyzing Teaching Behevior, 1970. No scaile is implied by these num-
. bers. Each number is classificatory: it designates a particular kind of communication event. To write
these numbers down during observation s to enumaerate, NOt 10 judge a position on 3 scale.
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APPENDIX D
Product Data Instrument

Student-Teacher relationship: Classroom
AQE@5phere Questionnaire
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CLASSROOM ATMOSPNERE QUESTIONNAIRE
S0 Form CAQ-]

N /

The 'oHOWING {eMs NEVE DEEN $EIECIEC DECIUSE we “™wNk ‘Ney May Drovide an eshmale ¢! ™e
0Aa Of atmosohers 1N your Classroom By Ciassroom SImosohers we mesn now you fee! adout ™e
Mings that "ave Naosened 10 you N your Ciassroom . 1OMe Z:1338r00MS yOu M3y 'eel ke you Get
the und of heAD YOu NEed end that YOu 87 BCCEDIEC 2NG 'resled a3 & worthwhile DerIon You probadty
uke 'O QO !0 SUCH CIASIFOOMS. Ir OTher C:a33r00MS yOu My 'eel like you are nof really acceoteq or
trestec as an Indrrdual aNG Tat vou 3re Qrven !'TTle NeIC N Iearning Me rMiNgs you GO NOt kNOw You
ey 'eel ke yOu 00 NOt OVEN wan! 10 QO NeAr SuCh C1assrooms

There are five DOSSIDIE r8300Nses ‘Or 8aC™ quesTIon Such that ' = Never 2= Seioom. 3= Depends.
4 =Usustty and 5= Atways s

For exampie 100k 31 ‘he statement below
YOUR TEACHER
1 REsDECTE YOU' JOES ANG CONCRMS

It you feel Ma! your !@scher aiways respects your 1Gess and concerns. then you wouid compietety

GArken In the verncal sDECe mamed with 8 NuMber § 0PCO0sIte Question ¥ 1. ' 2 3 . i
. .

It you ‘@8l ThE! SOMENMEs YOul 'SaCHer r@SDECTS your «Jedas and concerns and other himes Joes NOt

i Oher worcs il JeD@nds JpON the SITUALION then you woulc Comptetely hill in the verncai soace

markec with 2 numbe’ 3 0000sIte Queshon 81 ' T ) e 8

Please CO NQ! resOONd !0 ANy statenent you Co not undersiana. 'or we wili NOt kNOw hOow 10
INErPIRt YOUr response il yOu wouild Care t0 write any Comments abou! such items. pDiease 'ee! free
10 wnte them on the dottom of this page - . N

Thers are nO NGhL Or wrong answers 10 hese items Rather your respONSe MOty NCICates how
YOu fe@! 3DOUT YOUr ClaS3/O0M EXDENENCes Remember you’ "@300Nse 10 8Ny QUESHION Shouiq ndr
cate how you usullly feet - notjust an occasonal type of thing

Mark Oonly Ong res00Nse for 88Ch guestion More than one 'e300Nse will be 'restec as NO re-
S00Nee at alt Use Onty & 32 pencil 10 mark your answers Pioase erase COMpietely any resdoonse you
wngh O change v

T | |
A TEST ANALYSIS AND DEVELOPMENT CORPORATION
068 nem Pearhwoy Sowider Colorese 00303
r* | Phone (303} 04881 .

Copyright 1971 Jomes X Hotimester
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