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ABSTRACT

. The practicum isﬂan important and integral component of most presé;;ice,
teacher preparation programs. Studies ofrstudent—teachers' teachiﬁg anxiety
and self-concepts during the practicum have attempted to assess the worth of
the practicum and strengthen its theoretical and practical foundations.
Studies before 1969 claimed that the practicum was associated with lowered
professional self-concept and self-concept and undesirably high levels of
teaching anxiety. Since 1969, studies hgvé reversed these findings for
programs which prepare studeht>teachers‘adequately, offer them a gradual
introduction to the classroom, and providé skilled support throughout the

experience.

In all such research little attention has been focussed on the duration

5f the practicum or on patterns of.change that may occur in student-teachers'
teaching anxiety, professional self-concept and self-concept during the
practicum. The presenf study examined the magnitude and direction of change
in these variables as reported by student-teachers during the Spring 1979
ED. 405 extended practicum at Simon Fraser University.

It was hypothesized that significant decreases in teaghing anxiety
would occur after 9 and 12 weeks, that actual professional self-concept and
actual self-concept would increase significantly after 12 weeks, that ideal
professional self-concept and ideal self—concépt would be stable, and that
the professional self-concepts and self-concepts discrepancy scores would
decrease significantly after 12 weeks.

The Parsons Teaching Anxiety Scale measured teaching anxiety and the 7
Elsworth-Coulter Semantic Differential provided scores on seven dimensions
and the total scale of each of four components of sélf—concept. Respondents

2150 provided open-ended descriptions of dominant incidents that had

iii
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occurred during the practicum.

Pretests were administered during the first 2 days of the practicum.
The 1385 respondents were assigned ;andomly to one of four posttest groups,
established as homogeneous by analysié of. variance, for testing at the end
of week 3, 6, 9 and 12 respectively. Posttest groups' results were tested
for significant interaction and, where appropriate, subjected gfpo analyses
of c;variance, Tukey HSD Tests and matchéd group t Tests. Results were
considered to bersignificant at the .05 level of confidence.

Significant desirable changes included declines in teaching anxiety
{pretest to weeks 3, 9 and 12; week 6 to 9; week 6 fo lé), rises in actual
professional self-concept ''orderliness' (pretest to week 12; week 3 to 12),
declines in professional discrepancy ''creativity'" (pretest to week 12; week
9 to 12) and ”orderlinesg” (pretest to week 12; week 3 to 12), and declines
in self-discrepancy "orderliness' (pretest to week 12; week 3 to 12). Clear
desirable trends were established in the two actual self-qpncept séales by
week 12, and ideal self-concepts remained constant. In confraSt, uridesirable
increases in professional discrepancy "'creativity'" (pretest to week 9) and
self diécrepancy ”5rder1iness” {pretest to week 3) were'revealed.

The value of the present stud}’s design was substantiated by the
detection of pretest-posttest and intermediate changes in the practicum, the

latter changes indicative of potentially serious mid-practicum stress, and

the former changes endorsing the beneficial nature of the extended practicum.

iv



The inner and outer pressures are so dominant
that at any one vulnerable moment (and they are
all vulnerable moments) you shall succumb to it
all. Your worst fears are magnified by the
innocence of the pupils, your resgpurces are
depleted by recess, your strengths are depleted
by lunchtime, and by three o'clock you are
dumbfounded. Somehow you manage to gather
up enough energy to scold Billy for calling
a girl with new braces METAL MOUTH. You're
a teacher. -
No dinner and you are searching your soul for:
a remnant of an idea (hopefully for a miracl¢
of an idea) which will stimulate your pupil$§
to exhaustion! But to‘no avail. You cry, you
scream, you sweat and you strain until the
morning hours; only then do you have the
priceless lesson plans.

You've made it through one more day.

o

(SFU student-teacher, 1979)
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CHAPTER 1 &

Introduction, Definitions, and Terminology

Teacher training has'long been recognised as an area attracting
~ spirited political conflict and considerable éontroversy around the world
(Cremin, 1965). From very humble and insignificant beginnings teacher
training has developed into a massive public and pri?ate industry, con-
suming huge resources, drawing to it extensive governmgnt involvement and
attracE}ng the attentién of myriads of individuals and pressure groups.

During the last two decades international, national and local .
organisations have given greatly increased attention to various aspecfs of
preservice feacher training. In many countries training institutions have
been amalgamated or exfandéd to meet the demands for better qualified,
more liberally educated teachers. 7gygg?§ms have been rgst?qcﬁgggg gn@” -

substantially increased in content and length. 1In 1974 an international

symposium on teacher training was hosted by the Organisation for Economic

Cooperation and Development. From what:%ppearéd:to be a confused and

) E> 1 :
diverse collection of training programs emerged a number of common factors
that. suggested a substantial degree of international concensus (Organisation

for Economic Cooperation and Development, 1974). The experts agreed that

"training itself could be seen as a causal factor of change" (Eggleston,

1974, p. 11); that student-teachers must be given opportunities-to under——- — -

take a personal capital restructuring, that rapid change was breaking down
the protective barriers that had long surrounded the teacher and, finally,
that professional training demanded the close involvement of practicing

+

teachers (Eggleston, 1974, pp. 13-14). - e



The practicum in teacher training programs has received close attention.
It has been claimed that ''the one indisputably essential element in
professional education is practice teaching'' (Conant, 1963, p. 142). The
practicum's importance has been stressedrby teachér educatdrs and teachers
alike. An international survey of teachers revealed that over three-
quarters of those responding prized the practicum and saw it as the critical
component in teachér training (Hilliard, 1968). But the practicum is not

without its critics. The “James Report” stressed both the importance and

the inadequacy of the practicum (Teacher Education and Training, 1972){ a
view shared by‘numerous writers. Oestreich (1974) considered the practicum
to be the most significant ;omponent in training programs, whilst Horton
and Horton (1974) and Peck and Tucker (1973) decried the lack of research

designed to discover and structure appropriate practices.

Substantial research funding is now being directed at the practicum in

an attempt to place it on sound theoretical and. practical foundations-. AR

important problem appears to relate to the role clarification, preparation
and training of participants in the practicum. It is generally accepted

that the student-teacher, the'cooperating teacher and the univefsity super-
visor form the "teéching triad" (Yee, 1968), a critical grouping of people
whose relationshi?s can promote or destroy the professional training of the
student-teacher. Haémonious and positive relationships are seen to be
essentiaizand are thought to influence career decisions made_by student-
teachers (Campbell and Williamson, 1973; Overbeck and Quigeﬁbérry,wiégéjwésr
they move from "super-vision to self-vision assuming increased responsibility
for further persoﬁal/professionél growth!” (Warner, Houston and Cooper, 1977,

p. 16).
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Only minimal research has been directed at4the length of practica.
The general acceptance of the practicum as a vital component in teacher
training has led to substantially longer periods of initial and subsequent
practica (Channon, 1971’. Unfortunately, some increases have been
justified as '"obviously valuable" (Morrison and McIntyre, 1973, p. 69)
and little attempt has been made to demonstrate specific advantages
associated with pérticular time periods. Rathef, decisions on the length
of practica have been influenced by institutional calendars and time-
tables. As émphasised by Oestreich (1974): "If the length of time is
indeed a valid consideration, it ought to be based on something other than
an’arbitrary hunch or upon a convenient way of scheduling college students"
(p. 336).

The present study was designed to provide evidence about the appropriate-
ness of different lengfhs of prae&éﬁﬁﬁi; examining changes in selected con-

cepts and identifying pressure points auring a practicum. Elsworth and

Coulter (1977) saw great merit in conceptualizing teacher preparation as a
form of resocialization. This approach enabled researchers to study changes
"in reference groups . . . values, attitudes and level of commitment to
teaching . . . level of professional aspirations, self-esteem and the
acquisition of new knowledge and skills" (p. 1).‘ Evaluation of a program
then became a matter of éeeking informétion on the magnitude and direction of
change on one, or a combination of these characteristics.

A literature search indicates that an examination of patterns of -
change in student-teachers' professional self-concept, personal self-
concept and teaching anxieties during a practicum is an important exercise.

p i
Elsworth and/ Coulter [1977) believed that the measurement of the discrepancy



7between the idealﬁandractual professional self-concept providgd "an indéi

of professional adjustment . . .. To the extent that student-teachers

saw themselves as competent, effective and as realizing their aspirations

programs might be judged effective' (Elsworth and Coulter, 1977, p. 54). :
| ’A substantial number of studies has been undertaken in the related

areas of self-concept and teaching anxiety. A variety of anxieties has

jr";ﬂw.r*-‘:\i;‘t,_“ e L

been identified, anxieties that may elicit relevant or irrelevant responses

to the teaching task. Considerable evidence has beén reported (Coates

and Thoreson, 1976; Parsons, 1973a and 1973b) that suggests high-anxietyA

could impair performance. Gaudry and Spielberger (1971) concluded that

ﬂhighrinxious persons tend to be self-disparaging and lacking in self-

confidence" (p: 7&) an&rfhaffﬁnivefsitieg should attempt to identify such _

people in order to provide appropriate éupport and counselling. -
Further substantial 1inks between these concepts have been established

- by other resea;chers including Lantz (1964), Garvey (1970), Gaudry and. ... ... . .

Spielberger (1971), Gregory (1976), and Walberg (1967a and 1967b). Wright

and Tuska (1968) reported "anxious and guilty" (p. 267) feelings in '

. student-teachers, and associated such feelings with teaching behavior and

images of self. Self-concept, "a complex and dynamic system of beliefs

which an individual holds true about . . . self, each belief with a cor-

responding valueﬁ (Purkey, 1970, p. 7) may be both global (personal) and

situationally speéific. Student-teachers, therefore, hold beliefs about

themselves that relate to their actual performance as a teacher or their o o
desired (ideal, or aspirational) performance (Elsworth and Coulter, 1977). ’ E
Measurements of student-teachers' teaching anxiety, professional self- :

concept and self-concept have been made by many researchers, but with




conflicting results. Studies by Gaudry and Spielberger (1971), Purpel

(1967), Parsons (1971) and Sinclair (1971) have portrayed the practicum as

a continuously anxiety-ridden experience, whereas recent studies (Gregory,
1976; Poole and Gaudry, 1974) have reported decline; in teaching aﬁxiety
during a practica. Similérly conflicting results have been rgported from
self-concept studies. By 1969 it seemed tﬁat the practicum was associated
- inevitably with declines in professional self-perception (Lantz, 1964;77 |
Nagle, 1959; Newsome, Gentry, and Stephens, 1965; Walberg, }967a, 1967b,
and 1968; WafBerg, Me;}ner, Todd, and Henry, 1968; Wright and Tuska, 1968)

and self-perception (Walberg, 1968; Wright and Tuska, 1968). However, more

recent studies by Coulter (1976), Dumas (1969), Gregofy (1976), Smith and -

Adéms (1972), -and Soares and Soares (1972) have reversed this trend and
have suggested that program factors make a éignificant contribution.

Practica that incorporate a gradual introduction to teaching, systematic

preparation of teaching triad members; extended time in classrooms and— —

o

positive student-teacher support have been associated, to varying degrees,
with stable or improved professional self-concept and self-concept, and
reduced teaching anxiefy.

The present stﬁdy was designed to measure changes in these:concepts as
a practicum progressed. The selected practicum was the final practicum
in the Simon Fraser Universit; Professional Development Program, a one-year
intensive teacher preparation program. The program is divided into three
thirteen-week semesters. In the first semester teéméAafistﬁdéntlieégﬂeféi
are placed in diassrooms for the initial six—keek practicum (ED. 401) to
be followed by a program of educational seminars and workshops (ED. 402).
Extensive support is provided by the university supervisor (Faculty

- El

;Ei
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Associate) and the cooperating teacher (School Associate). The second
and third semesters, which may be taken in reverse order, comprise a

13-week practicum (ED. 405, the independént variable in this study), and

|
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a campus-based académib program (ED, 404). Close support.continues to be
provided;ggring the extensive practicum.

- The Simon Fraser program contains a number of feafures not found in :
more traditional programs (Channon, 1971; Gregory, 1976; Tittle,ki974) é;drri
which may guérd against decriments in professional self-concept and self-
concept, or damaging increases in teaéhing anxiety. ~The program's practica ' ;
are unusually;loﬁg and have been designed to achieve a gradual introduction A
of the student-teécher to the classroom. Both the coopefating teacher and ’ é
théruﬁiversity,supervisor have been selected and prepared for their rdles;

The supervisors are experienced classroém teachers on leave from their
schools for one or two years, thereby eliminating many of the froblems that
beset programs Whéré”thé”pérﬁénéhf faculty have to act as supervisors. o
Procedures

Téaching anxiety was measured by the Parsons Teaching Anxiety Scale
(Parsons, 1973a; 1973b). Professional self-concept (actual and ideal) and
self-concept (actual and ideal) were measured by the Elswérfh-Coulter
semantic differential, a scale specifically designed to be used with

student-teachers undergoing a practicum experience. The four stales,

identical in all respects except the titles ('"Myself as a teacher; The

PO TS (O

teacher I would like to be; Myself;\Myself as I would like to be'" -
Elsworth and Coulter, 1977), .contain 32 adjectival pairs selected to
describe teaching behaviors. Each scale provides scores on seven dimen-

sions (creativity, orderliness, warmth-supportiveness, satisfaction, clarity,

1

e ‘




- . . ¥
energy-enthusiasm, and non-conformity) and a scale totadee
The subjects were volunteers from the spring 1979 ED. 405 éaqrse who
agreed to participate in the study on receipt of the pretest materials. -

Approximately 60% of the population agreed to be involved, which gave a

usable pretest sample of 211. All subjecgg were randomly assigned to one

S

" of four groups for posttesting. The posttest was administered after the
coﬁpletion of three weéeks (group 1), six weeks (group 2), nine weeks
(group 3) and 12 weeks (group 4) of the practicum. Analyses of the data

were undertaken usiﬁg analyses of variance, ANCOVA , Tukey HSD and E_testé.

1 _ -

A number of predictions were advanced:

? 1. Teaching anxiety should/decliﬂé by the end of thé pra;ticum.

In light of the appéréﬁzlsupportive prqgr5m~deSign and the timiné of the
interim evaluation (wéék 7), this deciine should be evident by wegk nine.

2. Proféssionalrself-qgnceptvaetua;rshouldminerease~byjthewendw——ﬁfﬂff;*~ﬂw~—
of the practicum. This{increase would reflectvfhe sﬁpportive nature of
the program, in particular the opportunity for student-teachers to be
introduced gradually to the role and fesponsibilities of a full—tiﬁe
classroom teacher. It should also reflect.generai success of the teaching
venture and the completion of the practicum.

3. Professional self;cohcept ideal should not change. Substan-

tial literature indicated that this concept would be resistant to change.

4. PfofeSsibhaiAéélf;caﬁé;ﬁf7&15&?&55ﬁ6;mscoreéu;hould not
change. The predicféd’fisf in the professional self-concept actual scores

were not expected to be sufficiently substantial to produce a significant

-~

rise in discrepancy secores.
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5. 'Self—concept aétuai should increase:by £he end of the
practicum. See'2., above.

6. Self-concept ideal is also thoughf‘to be resistant to change
and Shoqld{gp; alter duriﬁg the pfacticum. |

7. Self-concept disérepancy scores should not change. See 4.,
abéve. _ “, |

" Changes would be considened significant at the p < .05 level bf

confidence (two-tailed tests, except where noted)., -~

This chapter has provided a broad introduction to teacher training

and has presented a succinct outline of the present study. Chapter 2

reviews a range of issues pertaining to the practicum, describes the

"SihdﬁjF}éééfrﬂhEQéféify Professional Development Program,'and surveys
studies that have investigated teaching anxiety, professional self-concept

and self-doncept in the practicum, and the length of the practicum. A

full statement of the study's hypotheses and supporting rational is

b 7 e Feat]

presented in chapter 3. Details of the subjects, variables and procedures

appear in Chapter 4, with the results from the study forming Chapter 5. A o ;

detailed discussion of the results appears in Chapter 6. This chapter also

considers some of the limitations of the study and recommends areas for

further research. The instruments used in the study are reproduced in :
— e e : N e e
the appendices, with supplementary results and other supporting material. £




Definitions and Terminology

Importéht concepts in this study are defined below. Terms used in
this studyfénd elsewhere are also clarified, and alternative terms are

identified.  The 1list is not exhaustive.

Self-concept

- The study accepts the definition proposed by Purkey (1970) that self-
concept is '"a complex and dynamié systém of beliefs which aﬂ‘individuaiﬁ -
" holds true about . . . sélf, each belief with a corresponding value"

(p. 7). Alternative tefms include self—peﬁgeption, self-attitude, self-.
:esteem, self-image, and sélf-evaluation. It is believed that»self-conéept
may be global and situatidﬁally specific. Persons, therefore, may per-

ceive themselves in personal and professional roles and evaluate themselves

in these contexts (Elsworth and Coulter, 1977).

e el
T E’A

Professional Self-concept Actual SN

A measure of actdéi”ﬁfoféssiEhéi"ééifiébhééﬁi"iéwpibviaé&’B}miﬁWf"”'W'"
individual's total score on the Elsworth-Coulter semantic differentiél
for the concept '"Myself as a teacher" (Elsworth and Coulter, 1977,
Pp. 66-67). The scale identifies seven'dimensions of actuai professional
self-concept (creativity, orderliness, warmth-supportiveness, satisfaction,
clarity, energy-enthusiasm and non-conformity) and profides individual
scores for each dimension.

Professional Self-concept Ideal

A measure of ideal professional self-concept (also known as

aspirationaI'profeSSibnél self-concept) is provided by an individual's
total score on the Elsworth-Coulter semantic differential for the concept

"The teacher I would like to be" (Elsworth and Coulter, 1977, pp. 66 and 68).

E
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An individual's score on edch of the seven dimensions of the concept, as

identified above, may also be obtained.

Self-concept Actual

A measure of persdnal or global self—concept\ig provided by an

r

rs

indiviﬁual'é total score on the Elsworth-Coulter semantic differential

for the concept '"Myself" (Elsworth and Coulter, 1977, p. 53)... An individ-

el e e et o urarthon s st ki

ual's score on each of the seven dimensions of the concept, as identified : .
- ' :
above, may also be obtained.

Self-concept Ideal -

A measure of personal or global ideal self-concept (also known as
aspirational self-concept) is provided by an individual's total score on
the Elsworth-Coulter semantic differential for the concept '"Myself as 1

would 1ike to be" (Elsworth and Coulter, 1977, p. 53). An individual's
. . }
score on each of the seven dimensions of the concept as identified above,

may also be 6btaié§d1r o

,/Profeééibﬁal Self-concept Discrepancy Score

An individual's discrepancy score on the professional self-concepts
is the difference between the level of profess}odal aspiration (''The
teacher I would like to be'") and perceived attainment ('Myself as a

teacher'") for the total scale and the seven dimensions. Each score "may 2“

PPN ER

be interpreted as an index of the student-teacher's adjustment to the

S 7

professional role" (Elsworth and Coulter, 1977, p. 3).

FERTTS

Self—conéegﬁ Discrepancy Score

3
&
%
‘
i
EH
Es
H
3
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An individual's discrepancy score on self-concepts is the difference
between the level of global aspiration ("Myself as I would like to be") and

perceived attainment ('"Myself'") for the total scale and the seven dimensions.




Each score may be interpreted as an index of personal-<adjustment (Elsworth , .

and Coulter, 1977, p. 54).

- 7
Practicum -
I

o

. A period of observation and teaching undertaken by student-teachers .

in a school classroom. One or more periods may be included in‘programs

of teacher training. Student-teachers generally are expected to accept
greater levels of responsibility as their experience increases. The
experience is also known as practice teaching or field experienées.

Simon Fraser University Professional Development Program - ' CT T

A one-year, three-semester program of intensive teacher training
requiring a prerequisite of at least two years of approved post-
secondary academic experience {elementary program) or a Baccalaureate

(secondary program). The course®components are:

-

-

ED. 401 (half-semester): initial practicum of six weeks; N

S [ e S

7éﬁ}7262w (ﬁ;i};gémestééjgirédﬁcational seminars and workshops, -

held on campus or in interior sites;
ED. 405 {one semester): final practicum;
ED. 404 (one semester): academic program.

Cooperating Teacher

A cooperating teacher is a classroom teacher who accepts varying
degrees of responsibility for the preservice teaching experiences of one

4
or more student-teachers appointed to the teacher's classroom.- The teacher
: re stuasit-teac ]

-is also a member of the teaching triad. Alternative or similar titles

include, extended faculty, supervising teacher, teacher education
clinician, school supervisor, and school associate. The latter term is used

in the Simon Fraser University Professional Development Program.
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Student Teacher , ' ‘ : 7 ‘
A university or college student enrolled in a recoghised program

of concurrent or consecutive teacher training. A member of the teaching <o

triad.

* ) 3

Teaching Triad - : o : . o i

A group of three people (cooperating teacher, student-teacher and
university supervisor) who are expected to form a close working™~relation-
ship during the practicum.

University (or college) supervisor

e . -

A person who is attached to, or is a faculty member of a university
" or Eollege, with overall responsibility for the practicum program of
student-teachers. The person is also responsible for liaison between

the university or coliege and the schools accepting student-teachers for

practica. Alternative titles include tutor, clinical professor,
coordinator and faculty associate. The latter title is used by the Simon
Fraser University Professional Developmeﬁt Program‘fo describe its super-
visors who, generally, are experienced teachers on short—terﬁ {

university contracts.

o

St
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CHAPTER 2

Review of thé Literature

This chapter undertakes a detailed examination of specific studies

that directly impinge upon the present study.. The practicum is identified

as an essential element in teacher training, and a number of key problems

are discussed, including the teaching triad membership and operation, and =~

future control of the'ﬁtqéticum,” Subsequent sections review the Simon

3 -

Fraser University Professional Developmengﬁgyegram, previous studies of

. - 4 '
teaching -anxiety and, self-concept of pre-service teacher education students,
and the importance of the length of the practicum.

The Practicum - Selected Issues

A meefing of educational experts hosted by the Organisation for
Econqﬁic Cobperation and Development (OECD) in 1974 feviewed world-wide
trends andiissﬁes in the training,of,teachers,,,From,whatmappearedmtowbeWﬁ,”W”W” e
a confused, rapfﬁiy'Changiné;>and diversé collection of programs éﬁd
developments, éﬁerged a picture of common underlying principles that
suggested a far greater degree of consensus than the experts héd a£ first
imagined po§sible. : | .
A MFour common factors were identified. Firstly, it was agreed that

"training itself could be seen as a causal factor of change' (Eggleston,

1974, p. 11). Experts reported'that training institutions did not just

o L

respond to changes in the schoels and community, but initiated change,
clearly accepting a role “as an integrail part Of'theitbtﬁi"CUmp1€X”6f
educational change" (Eggl?ston,'1974, p. 12). Secoqdly,'the importance
of providing the teacher or student-teacher with opportunities to under-

take a personal restructuring demanded by'developments in curricula and

r
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changes in patterns of responsibility and role emphasised the importance

of professional training.

Initial training became visible as a period in which

an initial build-up of relevant professional capital

could be undertaken - along with the achievement of
appropriate skills of adaptability and flexibility

that would enable the teacher to use it to the best
advantage in changing situations (Eggleston 1974, p. 12).

w‘v':mltﬁ‘fkﬁux‘#ﬁ,ﬁwéx&&-u?x‘ffi.‘«‘fﬂrﬁi{:f&é‘;k«#’%%f}‘f;\: s bRk

sl

o

The experts also agreed that teachers were being faced with rapid change

b

L,

that tended to break down the protective mechanisms that had long sur-

rounded the role of teacher. It was necessary, therefore, to introduce

£

training programs that would foster a belief in the professional

desirability and williftg reception of change. Finally, it was generally

accepted thatiyracticing teachers should be closely involved with, and

participate in, preservice and inservice training programs. ''Indeed,

such participation by teachers and by students was seen to be a central

feature of new forms of professional training of new and beginning

teachers" (Eggleston, 1974, pp. 13-14).

The initial training period provides the student-teacher with the

opportunity to undertake academic and professional studies, and to ex-

perience a period or periods of professional practice.  These components,

whether consecutive or concurrent, enable the student-teacher to ex- o S
- E

perience elements of a teacher's role (resocialization), commence the

integration of educational practice and theory, demonstrate practical

competencies and decide, finally, whether to pursue a teachlng career 5
{(Corrigan, 1974,'p. 104). %
It was the firm:conclusion of Conant (1963) iﬁrﬂié review of teachef | ?347
education in America that ''the one indisputably essential element in é
prqfessional education is practice teaching" (p. 142). Many writers §



~.theory (p. 38). 5
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have expressed similar sentiments (Krajewski and Cate, 1974; Purpel, 1967;
Wingard, 1974). Hilliard (1968) surveyed teachers in five countries and.

found that 7%% of respondents in England, Scotland, Wales, Rhodesia and

South Africa prized the practical aspects of their course. This compared

oA

dramaticéily to the low positive responses, ranging from .01% to 6% that

the same sample reported when questioned about the value of educational

B
- -

1

Although the peribd/;f studenilz;::Ling (practicum) has generally

been regarded as a critical component in teacher training, many authors

have reported associated concern and dissatisfaction. The ''James Report" .

was scathing about aspects of the practicum:

We have been impressed by the volume of comment stressing

at once the importance and inadequacy of teaching practice
. Many students are vehement in asserting that teaching

practice is one of the worst conducted parts of their

training (Teacher Education and Training, 1972, paras. 3.8 and 3.7).

Lomax (1971) reported that although soﬁé students found much in- their. . ...

teacher training to be irrelevant, ''the young teachers approached

~— R

\teaching practice with added enthusiasm'" (p. 38).. Morrison and McIntyre .
(1973) recognised that "school practice is usually justified as being
‘obviously valuable'", (p. 69) whilst Oestreich (1974) considered the
practicum to be 'the most significant step in the sequence of professional
courses leading to initial certification" (p. 335).

It'can be seen that there was not only agreement about the importance
of the practicum, but that problems existed in the practicum that needed
to be researched. Peck and Tuckérr(1973) concluded that before the late
1960's there had been "almost no research to find out how, why or what

specific kinds of practice actually do have demonstratively good effects"
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(p- 940). Writing in 1974 Horton and Horton remarked:‘i‘g

Of the many sacred cows of education, student teaching i

is the most sacrosanct, questioned only by the few
heretics found in every college of education. Little
research exists that validates the wide acceptance of
this nearly universally endorsed aspect of teacher «
education (p. 6).

It is somewhat reassuring’that since those comments were made, sub-
stantial research funding in ﬁ;ny parts of the world,has produced'studies
on the practicum and on such related aspects as microtéaching, classroom

. J
iﬁteraction, in-service teacher education, processes Eh teacher education,
behaviour modification techniques and self-directed learning. What
specifically, then, are some of the concerns of teacher educators? 1In
their model of teaching Dunkin and Biddle (1970) consider the practicum
to be a presage variable,Aan important formative experience that will
impinge upon the process and product variables to follow. Yet, to some,
the practicum is full Qf problems; mismanaged, and in the wrong hands (Parry,
1972, p. 51). This hints at what may be sgen as one of the key problems,

the personnel in the practicum, their selection, training and role.

The Teaching Triad

As has been indicated, the practicum serves a number of purposes. It
is a,powerful agent of socizliiation for student teachers, providing them
with the oppdrtunity to develop and explore new roles, face the related
successes and frustrations, try out individual teaching styles, develop
curricula, implement and examine theories presented at university or
college - in short, to be introduced to the pfofessién (Purpel, 1967,
pp. 21-22). To provide these experiences requires the provisiom and inter-

action of human resources, accompanied by serious ‘attempts to coordinate

(SRR,
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them in order to eliminate or reduce potential role conflicts, misunder-
standings and disagreements that could irreparably damage the student-
teacher. The analogy drawn by the Coordinators of the Professional
Development Program at Simon Fraser Univetrsity is an appropriate one.

{You are) a novice actor preparing for a part in a

play. You will be supported by a production staff

who will make sure that all of the envirommental factors

are in place to help you play your role convincingly.

You will work with some highly skilled teachers

You must have total commitment to your role {(Denos,

Note 1, p. 4).

The leading actors in, this play, the student-teacher, the university
or college supervisor and the cooperating teacher form the ''student-teaching
triad" (Yee, 1968, p. 98) which must "“perform, evaluate, act, react and
adapt (to) relationships" (Yee, 1968, p. 97) within the classroom setting.
In a key article Yee described these relationships in depth, emphasiéing

that the critical relationships were those between the adults in-the

immediate situation (see Figure 1). Each person had obligations that were

>

Student Pupils
teacher <N\
l” ‘\
/ o g '
Teaching triad - \
. x‘ ‘
~. ‘\
\~ ~\~ \
Coop. “sa \‘\
S teacher RO Y
) ?7'7 *; o e \‘* 1
Unlvel'?lty — e
 supervisos teachers,

parents

Figure 1. The teaching triad. (Adapted from Yee, 1968, p. 99)
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both independent of and interdependent with other members of the triad.

Often the triads were forced arrangements, its members being thrown

together by circumstances and schedules. It means then, that give and

take must occur. Eye (1974) saw these relationships forming a three-way
\ N

stretch in which all consumers must be carefully identified:

i'“‘“ﬂHm*iw'WA%ﬂi%vrﬂ%ﬁmumm# 5o 'i""—,""‘ o R

The student-teacher is not the only consumer involved.

The pupils registered in the cooperating school constitute a
very important group of consumers. The potential employers

of school districts are potential consumers and are interested
in the three-way stretch operational outcomes (p. 165).

I H,'r‘.v<.‘;'.1!,.‘_~.:*»a‘;i;‘m;w'mcw.-;

Each person in the triad must have freedom of communication with the
other‘two. If this did not occur, a situatipn could develop in which
suspicion and migtrust thwarted the purposes of the practicum. Yee high-
lighted the impdrtance of recognising each relationship within the triad,
studying not only the three-way relationship but also the three dyad | )

relationships: student-teacher and cooperating teacher, university super-- -

visor and student-teacher, and cooperating teacher and university super-

e - .
e\changes in these relation-
3

visor. In his study he attempted to examine th
ships over a practicum period by measuring the attitudes of each member

of the triad toward the other two members. Each triad relationship was

made up of three negative or positive dyad relationships, thereby creating

clusters of eight different triads. This concept is critical and merits

further detailed examination. : . ~
Firstly, Yee examined each dyéamaéciding whether relationshfgﬁkzgge

positive or negative. ’Ih the university supervisor (Ui ;'Stuaénf—téacher (S)

relationship four alternafives may be identified. |

(i) U has a negative attitude to S, but S is positive to U. The

relationship is (- +).

st "E"\‘a"“fg}‘m&ﬁiéﬁ«fw‘f&@"'“‘W“"F‘““ R
&w |
!
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(di) U and S have mutual negative attitudes. The relationship is

- ).

(iii) U has a positive attitude to S, but S is negative to U. The

.

* relationship is (+ -).

(iv) U and S have mutual positive attitudes. The relationship is
, (+ +).
Of these four alternatives, the first three are potentially negative and

1y
the fourth potentially positive, giving two possible dyad forms, (-) or

¥

(+). The same analysis applies to the university supervisor - cooperating

teacher (U—T);dyad, and the cooperating teacher - student-teacher (T-S)

dyads. ‘ ; ;}

Eight possible triad relationships were then identified, each made up
of three individual dyadic relationships, positive or negative. This can

be shown as: ) - o

TABLE 1: Dyad Components of Teaching Triads S/

Dyad relationships in the triad
(U-5) (T-S) (U-T)

Triad
Relationships

+
i

]
I
+ o+

A closer examination reveals an important characteristic of triads.

In any one of the eight triad relationships exists a multitude of different
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dyad relationships, relationships that may result in significantly dif-
fereng, yet identically-labelled triads. Consider the triad (+ - -)
in Table 1. This triad portrays the following dyad relationships:

(U-S) University sﬁpervisor and student-teacher:" (4)

(T-S) Cooperating teacher and student-teacher: (-)

(U-T) University supervisor aégsg:operating teachér: ().
Yee appeared to assume thaﬁ this (+ - -) triad was very much like any
other (+ - -). This assumption may be inappropriate as the original
definitions of the (+) and (-) dyadic relationships allowed for ;even
attitude combinations in the (+ - -) triad, namely

(U-9) pbsitive: 1. mutual bositive attitudés;

(T-S) negative: 2. teacher negative - studept positive,

or 3. teacher positive - student negative,

or 4. mutually negative attitudes;. . . .. .

(U-T) negative: 5. university supervisor negative - teacher

. positive,
or 6. university supérvisor positive - teacher
negative,
or 7. mutually negativé attitudes;
The (+ - -) triad should not be considered as one fixed combination of

dyadic relationships, but could be any one of up to nine different com-

binations (as illustrated in Figure 2), portraying a variety of behaviour

patterns, pressures and degrees of cooperation.
Yee employed his triadic concept to examine triads on a pretest-

posttest basis, concluding that the triads degenerated over time as

relationships tended to become negative. He also claimed that the .
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Figure 2. Possible dyad combinations within a (+--) triad.
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university supervisor - cooperating teacher dyads remained the most
stable of the three (p. 103). He attempted to show that there "are
negative dyadic relations between leaders and student-teachers
presumably based upon common interest' (p. 104). A" subsequent analysis
of positive and gegative shifts in dyaa relationships from pfetest to post-
test showed no'statistically significant results for any combination of
dyads (Sign Test), thereby casting some suspicion on Dr. Yee's claim
that negative relationships_between the leaderé and student-teacﬁérs were
presenf to a sigﬁificanﬁly greater Qegree thanvin other relationships.

Disturbing trends were detected in the ;tudy, suggesting that tﬁe

-

triad was subject to breakdowns that could threaten the practicum. Yee's
study may have acted as a catalyst for other fesearchsrs. Olmo (1973)

studied the desirability of coordinating all personhelfl volyed in the

‘practicum, and concluded that the practicum had not achieved its goals

"when problems of communication have occurred because the methods instruc-
tor, university supervisor,’cooperating'teacher and (student-teacher)

view the program without a common frame éfrreference" (p. 88). These

views were echoed by Campbell and Williamson (1973) who emphasised that
""harmonious compatible relationship(s) . . . should be the goal of évery-
one conc?rned" (p. 169). Following a survey of 120 institutiQns affiliated

to the American Association of Colleges for Teacher Education, Overbeck

and Quisenberry -(1976)- claimed that- sueecess—in -the--practicum;-and-wise—— -~

career decisions by student-teachers, demanded clear role descriptions for
all participants and open communications between them (pp. 36-39).
Similar beliefs were reflected in the program devised by Davis and Davis

(1977) in which conferences and performance contracts were devised to

VRN
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improve supervisory relatiénships,,establish'basic buidelines and facilitate
the performance of the student-teacher.

Thé areas of cooperation, role concensﬁs and role conflict appear
to be of paramount importance to the practicum. Unless all participants
are aware of each otﬁer's eXpéctations, rights and responsibilities, the
practicum could be ineffective and potentially damaging to all parties.
The pétential danger was illustrated by Cohen (1969) in his study of 80
student-teachers' clagsroom behaviour during the practicum and "their
perception of the expectations for their behaviour held by" (p. 52) the
college supervisor and cooperating teacher. The eight-item questionnaire
employed a five-point scale and dealt with aspects of classfoom discipline.
and "appropriate personal relationships to be established with chiidren".
tCohen, 1969 , p. 53)7 He-reported that first-year student-teachers' own

behaviour differed significantly from the expectations they attributed to

theqcollege supervisor on four of the gight items and from the expec-

tations they attributed to the cooperating teacher on six of the eight

items. Significant differences for the third year student-teachers were =
reported for six and seven of -the items respectively. The author did nbt
report differeqces'between the.expectations student-teachers attributed to
the college\supervi;or and éhe cooperating teacher. A subsequent analysis )
(t tests for correlated data) of data contained in the report revealed
significant differences (p < .05) on six of the,eigﬂL”itgms”fqzﬁiiz§§m§nd
__third year student-teachers. In thé majority of the cases the differences
xthat student-teachers believed existed between their college supervisors

and cooperating teachers were statistically more significant than the

differences student-teachers believed exXisted between themselves and either
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the college supervisors or cooperating teachers: Such results highlight
the fragile nature of the teaching triad and suggest that a closer examina-

tion of individuals in the triad would be justified. .

The university or college supervisor. Conant (1963) in his commen-
tary on teacﬂer education, strongly recommended that teacher tfaining
institutions appoint clinical professors, 'the only really legitimate
prof;ssor of education, a polymath whp somehéw combines theory and practice

as nobody else is able to do" (Broudy, 1964, p. 209). Conant proposed

specifically that |

"Every institution awarding a special certificate for secondary
school teachers should have on the staff a clinical professor
for ‘each field or combination of closely related fields" (p. 213)
. .- The professor from the college or university who is to
supervise and assess the practice teaching should have had prac-
tical experience. His status should be analogous to that of a
clinical professor in certain medical schools (p. 214).

a,.‘!d»?-‘rr\l‘krﬂ]&}‘ir&'»”Hédk"1‘E‘AM\JW&HSHFH-LJ;&&H;;&\ﬁ%ﬂ!ﬁﬁﬁ‘g‘émw TR N T R 1 S N T
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This suggestion received a mixed response from institutions, but may have

prompted the development of some innovative approaches. In a national survey
‘of 879 institutions, condugted in 1973, Kazlov (1976) attempted to discover
if institutions had clinical professors. Institutions with such people were :

asked to name the position and providé a role description. She found 163 of

545 responding institutions (30%) believed they had clinical professors. She %
also found a strong emphasis on the traditionél'supervisory roles, héavy §
recruiting from withip the universities and salary structures based on the 'é
university scheéules {p.- 3403 . Fe;~eliﬁiea1~pfe£e§sers~spentgsignifiegntffgvgﬂffgggffﬁéﬁf

time teachingrinwschocllclassrammi-,They therefore felt out of touch with == _ __ ___
the university and cgmplained at the '"lack of clarity about the role of the

clinical professor" (p. 341).
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This concern has pervaded many papers written in the past decade. : =

o

Purpei (1§67),considered that institutions should be offering systematic A
instruction in student-teaching and ''should not be involved with a student-

teaching progrgm that amounts simply to a placement bureau' (p. 22). In

his view, aspects of student-teaching were little less than a national

scandal . . . (with a severe shortage of sensitive and knowledgeable super- ~ .

visors who are experts in the teaching process and who their dis-

Attitude Inventory were considered valuable, that "student-teachers tended

to make greater increases when placed with supervising teachers who Rad

Parry (1972), in his critique of the "James Report" (Teacher Education and

e

Training, 1972) concurrea with man& ofgégrpel'giviews, suggesting th;t the
college supervisors were ‘'outsiders', holding other professional associations
and ties that were strongest ''not with schools but with universities"
{p. 51). As has already been indicated, Lord James exﬁressed concerns at
what he saw as serious deficiencies in the practicum,.adding specific reser- -
vations about the system of supervision. -

as the number of students has increased and their placements

become more distant, {supervisors) have spent more time in

travelling to and from schools and less in supervising

students. They #fay find themselves trying to help students
in a school situation with which they are themselves un-

familiar. The result is sometimes that students may receive
little detailed professional guidance (Teacher Education and
Training, 1972, para. 3.7).

This was echoed by Morrison and McIntyre [1973) who reported that the
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supervisor was sometimes seen as "an unrealistic visitor into the school
situation”'(p. 70) and emphasised by QOestreich (1974) who saw the super-

visor as the 'weakest link" (p. 337).

-

It is obvious that widespread dissatisfaction with many supervisory J

arrangements has existed for some time. The concept of a clinical professor

who could '"bridge the chasm between pre-service educationwtou;ses” (Tom,
1974, p. 250) had received limited accebtance (Kazlov, 1976) a findihg
confirmed by Tom (1974). He identified various problems iﬁcluding multi-
plicity of tasks énd setting, inadequateAtraining, conflicts between in-
stitutional orientations, school-university reciprod&ity, career structureé,
financial restraints and administrative authority (RE' 252;254).‘ .

What are the alternatives? éhoul# university and college faculty be

in the school as frequeﬁtly as (theyy are in (their) office and campus

classroom?" (Krajewski and Cate, 1974, p. 76). Research seems to suggest

at least thfeejpbssibié appfbacheg”fﬁw£ﬁi§”aileh$é:”"”
The first solution requires that the institutions clearly describe ‘the
roles th;tihave to be fuifiiled in order to meet institutibnal needs. It
ma} then be possible to share these foles between a number of appropriate
people. 'Neal,:Kraft and Kracht (1967) asked university and school personnel,

associated with a practicum program, to identify the rolss that should be
~.

e

accepted by university supervisors. Their free responses placed heavy

eﬁ@hasis on the liaison role {41%, rank 1; p. 27). Additionally, the

authors stressed that no group of respondents (university supervisors,
student-teachers, school administrators and cooperating teachers) identified
the ''critical evaluation of the student-teacher" {(p. 27) as an appropriate

- -

role for the university supervisor. 'They point(ed) out that this part of
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the work actually belongs to the local cooperating teacher" (p. 27).
Perhaps this critical evaluative role could be assigned to another person
or group of people. '\

A second possible solution could be the appointment of teacher-tutors.
Such a mové was recommended by Evans (1971) who called for greater participa-
tion by schools in the training program of student-teachers. 'He saw teacher-
tutors as classroom teachers who would have part-time responsibilities
in their classrooms and part-time responsibility for the coordination of

iy .
teaching practice in their schools. ' The tutor would -
be directly responsible for the introduction of the
student (teachers) in his charge to the practical
realities of the classroom . . .. In such circum-
stances the college lecturer would visit the school
not to observe his students 'performing in front of
a class' . . . (but) to obtain school experience
(p. 106). -
Final assessment of the student-teacher would rely heavily upon the teacher-
tutor judgement.

A second teacher-tutor model would involve a teacher in a joint school-
college appointmént in which the teacher would spend some time teaching in
a school classroom. The remainder of the time would be committed to the
supervision of the practicum and teaching in college or university courses.
A variation of this model has been devised for the Simon Fraser University

program with the short-term appointment of experienced classroom teachers as

faculty associates, who provide both critical evaluation and links between

the theory and practical components of the Professional Development Program
(Allen, Note 2).
Appointments of teacher-tutors, in various guises, have been made in a

number of places including Australia, Canada and the Unitedvkingdom. Both
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the "James Report" (Teacher Education and Training, 1972) and the Scottish

"Brunton Report" (The Training of Graduates for Secondary Education, 1972)
recommended such appointments. The latter Report said:

21(b) The schools must be intimately .associated with
teacher training, not incidentally but of set purpose
and on the basis of a formal system of cooperation
understood by the profession and the colleges alike.

and worked out in harmony with the employing authorities.
Inside the schools where teacher training is taking
place there will require to be someone whose duties
include responsibility for the students in training

and the newly appointed recruits to the profession.

It will be his task inter alia to see that continuous,
meaningful assessment of progress in actual teaching
marches step by step with the college's internal
assessment of the course

~
(c) While it may be confidently expected that the
.profession, if invited to share this responsibility,
will accept the invitation, it must be fully understood
that a good teacher is not automatically a good te
: of teachers, and that the system of cooperation

envisaged above also envisages a great deal of
training ad hoc. The pump in fact must be prim
(p 11, paragraphs 21b and 21c).

A variation on this scheme has been suggested by Warner, Houston and
Cooper (1977). They noted the trend to extend the role of someone in the
school from cooperating teacher to '"Teacher Education Clinician" (p. 15)
and, in récognising the "significant occupational socialization impact"
(p. 16) of coéperafing teachers, suggested that:

Bridging the traditional dichotomy between preservice and
inservice teacher education, the school-Based teacher

educator is a classification of specialists in instruc-
// tional improvement: teachers of teachers . . . who fulfill

their roles in elementary and secondary schools (Warner
et al., 1977 p.- 15).

The authors emphasised that the goal of the clinical superv151on process
was to produce teachéf/dand student-teachers who moved from "super-vision

to self-vision, assuming increasing responsibility for further personal/
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professional growth, and basing that growth process on data rather than on
intuition or emotion" (p. 16).

-This philQiophy is reflected‘in the Simon Fraser University Professional
Development Program and appears to have gained acceptance elsewhere. The
‘term ”éxtended faculty'" has been coined by Wiles and Brooks (1978, p. 75)
in the last few months to describe the wider role of cooperéting teachers.
For these authors the extended faculty adopt such duties as coordinators of
early experiences,'pafticipants in courses at university, school district
advisors, participants in the development of evaluation instruments, con-
sultants for the training of other’gxgended faculty and members of advisory
boards‘(Wiles and Brook;, 1978, p.:76).

The above solutions seem to support the premise that a permanent
university supervisor is not appreciated or is not seen to be capab;e of

carrying out the traditional evaluative role. .

A third alternative is suggested by the Brunton Report's remark "a

great deal of training" (The Training of Graduates for Secondary Education,

1972, paragraph 21c). A number of writers have pointed to the absence of
training as a deficienc}?{_,Oestreich.("«1974) noted that college supervisors
have had little traiﬁing or experience in the acquisition of supervisory
skills or competencies'" (p. 337). Morrison and McIntyre (1973) rqported
that supervisors rarely agree on important areas of advice for student-
teachers (p. 68). Diamonti (1977) believed -that student-teachers and
cooperating teachers expect the supervisor to bring to the relationship a
fund of knowledge (p. 484) whilst Kachur and Lang (1975) called for the
"development of guidelines for the qualifications of . . . coordinators

of student-teachers'" (p. 202).
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What evidence is there to suggest that the university supervisor may

have an evaluative role to play? Lantz (1967) suggested that such persoﬁs

were likely to give more valid teaching assessments than were the cooperating

teachers. Soares and Sberes (1968) reported that "there is a greater cor-
respondence between the college senior's self-concept and his judgement of

his (university) supervisor's rating of him as a teacher, than between his

self-concept and his judgement of his cooperating teacher's rating" (p. 189).

Cicirelli (1969) undertook a content analysis of reports written by univer-
sity supervisors and concluded that

/

More creative supervisors (as measured on tHe Torrance Tests
of Creative Thinking) will be aware of a greater number of
factors in a student teacher's performance, will tend to use
broad general factors in assessing a student teacher's per-
formance rather than specific detailed ones, and will be more
sensitive to factors involving teacher-pupil relationships
than will their less creative colleagues (p. 375).

Morris (1974) concluded that although "there was no significant difference

between the classroom performance of student teachers who received super-

o

vision from the university supervisor and those who did not" (p. 361) some
studenes who received the supervision felt better prepared. She also found
that some "student teachers perceived themselves to perform‘better when the
university supervisor took an active role in their experience“ (p. 360). 1t
may be that the supervisors can overcome manyrof the}apparent negative
feelings about their work by demanding and undertaking appropriate trainang
and preparation.

They (the institutions) must professionalize‘éupervision.

To do less is to insult the supervisors, and what is worse,

cheat the student teachers (Purpel, 1967, p. 23).

Hopefully, the development of suitable programs for supervisors would end

Maden's vision of "frightened, inadequate and apologetic college lecturers

v

KSR R Bt st
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unable to 'save' rampaging classes'" (1971, p. 112). As a member of the
teaching triad the supervisor must have sufficient skills to ensure that

the relattonships within the triad act as a potent developmental force.
k4

The cooperating teacher. The second person in the triad, seen by many
) .

researchers as the most important element in the practicum, is the coopefa—
ting teacher. Cémpbell and Williamsonl(1973) are quite dogmatic - success in
student-teaching is not contingent upon the school placement or upon the
subject area taught; "simply, the most important variable is the relation-
'ship between the student-teacher and the cooperating teacher" (p. 168)7 Yee
agreed (1969), as did Diamonti (1977), noting thaf "the cooperating teacher
is the only ;ndividual who‘can realistically be expected to have the kind of
contact necessary to give any kind of meaningful help and guidance to the
student-teacher" (p. 485). This view still appears to be current as
evidenced by Church (1976), and Mott (1976) who consideréd "the influence
of the cooperating teacher . . . (to be) profound and lasting upon the ideals
and attitudes of the student teacher" (p. 6).

Although there seems little doubt that the cooperating teacher has an
important fole to play and that student-teachers should have access to
'live' classes, has everything been done by the universities and colleges
| that could be done fo facilitate the work of the cooperating teacher? As
was concluded‘in relation to the first member of the triad,:the answer
appears to be in the negative. 7

iInfrequently it is recognised that the classroom teachers have to balance

competing influences‘for fheir time, or that they encounter ambiguous and

anxiety provoking situations from day to day. In their interaction with

thirty pupils
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they are responsible for transmitting certain facts,
ideas and processes to all of these children, even
though they have different personalities, attitudes,
interests and abilities: 1In thé face of all this |
diversity, the teachers must find a way to get their
student (teachers) interested in, and learning about,
the curriculum . . . it creates a difficult burden
(Diamonti, 1977, p. 481).

The difficulties are compounded if the training institution has failed to
by
prepare supervisors and, with an indulgent smile, gives the cooperating

“teacher " the de facto responsibility for supervision'' (Purpel, 1967; p-22).

As indicated by Oestreich (1974)‘iimited research has been ﬁndertaken
on the necessary skills, competencies and characteristics of the cooperating
teacher (p. 336). Often student—teacﬁers are exposed to the ''professional
osmosis phenomenon'" (p. 335) in which it is assumed that they will absorb
appropriate teaching styles and develop positive teacher characteristics
with little guidance or preplanning by the institution or cooperating
teacher. Unfortunately the experience may be disastrous. The student-.
teachers may be expdsedrto unsystematic pefiods of induction, fail to
receive informational material and’find that teachers have no plans to
undertake ftructured obsefvations: conduct analyses, or gradually introduce
them to complex teaching activities and responsibilities)

In an effort to ensure that the cooperating teacher 'has reached a
level of expertise and has a fund of knowledge that enables (the teacher)
to help solve éroblems, give guidance, evéluate, and exéress §pinions and
judgements' (Diamonti, 1977, p. 482) some institutions have provided
inservice courses, seminars and workshops, accompanied by close cooperation
between all parties. An example of such arrangements may be seen in the

Simon Fraser University Professional Development Prdgram in which super-

visofs and cooperating teachers undergo substantial periods of preparation.
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As Ellis (1967) noted, the role of the cooperating teacher has traditionally
*been .minor. The Simon Fraser University program has consciously attempted
to involve the teaching progression in "a much more equal partnership with
the university in the preparation of teachers' (p. 425). To this end the
preparation provided by Simon FraserJUniversity has sought to clarify roles
and responsibilities, develop observation skills, and provide classroom
process analysis techniques. It has also provided workshops covering a
wide range of curriculum related topics (Reed , Note 3).

A further example was reported by Boyan and Copeland (1974) at the
University of California at Santa Barbara. Over a three-year period, they
developed a self-contained "Instructional Supervision Tréihing Program"
(ISTP), subjecting the materials to constant review, and field testing the
program in nine United States sites. Assumptions underlying the develop-
ment of the ISTP included:

1. that instrucfional supervision must focus on a

teacher's instru¢tional concerns, particularly with res-
pect to the effort of the teacher's behaviour on pupils;
(2) that a systgmatic and objective approach to instruc-

" tional supervigion will aid supervisor and supervisee,
together, to ddentify and reselve the latter's specific
instructional problems; (3) that instructional supervision
operates best when it takes the form of a nonthreatening,
supportive, and helping relationship between supervisor
and supervisee; and, (4) that instructional supervision
operates most effectively when the strengths of a sys-
tematic problem-solving approach are combined with a
nonthreatening, supportive, and helpful relationship .
between supervisee and supervisor (p. 101) .

An extensive study of the effectiveness of the program revealed that of
the sixty different scores available in the analysis of the ISTP, 53

scores were in the appropriate direction and 45 were statistically

significant at the p < .05 level (p. 100). Cooperating teachers undergoing

{
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the program were shown to be capable of such activities as the identifica-
tioﬁ of successful performance;-the recogﬁition of negative and positive
behaviour patterns and the development of alternative strategies for
producing desired change (p. 107)5 | .

Institutions may be well advised to provide‘some assistance to their
cboperating teachers. It has been emphasised that, if the education (of
student—teaéhers) provided both within the schools and the colleges ié to
meet with success, problems qf profegsional dissonance must be overgome"

(Evans, 1971, p. 108).

The teaching triad in operation. This brief review of elements in
the triad has served to highlight the multipliéity of pressures that may
be placed upon the structure. Whether the triad will prove éo be a
negative or positive experience for each student -teacher may depend to a
significant—extent an the level of mutual understanding, respect and
céopération‘that can be generated and maintained.

Recent comments have indicated that the triad should not come together
byrchance, but should be formed after cdreful selection and screening
procedures. Krajewski and Cate described procedures used at the University
of Tennessee in which all student-teachers are placed in scﬂbols fdllowing
selection interviews with the school principal and university coordinatér
(1974, pp. 76-77). Campbell and Williamson (1973) believed that the
development of harmonious relationships had such a profound effect on the-
success or failu;e of the practicum that H o

some criterion in addition to a desire to student-teach
in a particular scgool must.be gonsidered in the gssignment
of student-teacher Likewise, . . . some criterion in

addition to a willingness to work with student teachers must
be employed in the selection of cooperating teachers (p. 169).
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Some research has examined the influence of coopérating teachers upon
student-teachers. Over a five-year period McConnell (1960) asked 120
student-teachers to identify actions of cooperating teachers found to be
helpful and to identify aspects that were considered to be deficient. The
positive patterns of responses were placed into six groupings:

Personal influence of supervisor and her relations with the student;
Aid and encouragement with initial planning and teaching;
_Initiation into teaching;
Help in assuming additional responsibility for class;
Suggestions for improving plans, sources of materials, etc.;
Guidance with child study, classroom management (dand professional -
growth (McConnell, 1960, p. 86).
Five groupings were formed to report the areas of deficiency ident}fied by
the student-teachers:
: Y s :
More confetrences; more specific suggestions;
Need for security; defining role of student-teacher;
Her duties and responsibilities;
Guidance in child study, classroom management, teaching;
Desire for more responsibility and opportunity for
initiative (McConnell, 1960, p. 86). .-

Using a limited sample of 5ix student-teachers and three cooperating
teachers McAulay observed influences that cooperating tedchers appeared to
wield over student-teachers during a 12-week practicum. He concluded that
'lgenerally, student-teachers seem to be greatly influenced by their co-
operating teachers in methods of teaching, techniques of classroom house-

keeping and relationsh{bs with children . . .. Student-teaching experiences

seem to havé more influemnce on the methods, techniques and materials used

by a . . . (student-teacher) than do college methods courses' (McAulay,

1960, pp. 82-83). 1In a more sophisticated study Price (1961) compared

Minnesota Teacher Attitude Inventory (MTAI) scores before and after the

practicum for 45 student-teachers and 45 cooperating teachers, split into
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three sub-groups of 15 and further split on the basis of low, middle and
high MTAI scores on pretest. He found.that, overall, student-teachers'

MTAI scores changed significantly in the direction of the cooperating

teachers' scores on the same test (p < .05) mainly as a result of the

st e e Ly

regression of extreme scores toward the mean, and concluded that the '"trend

here . . . did indicate that student-teachers’ attitudes‘were altered in

JRE Oy Lyt
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the direction of those held by their supervising teachers" (Price, 1961,

pp. 473-474). This result was claimed to have implications "for the more
discriminating selection of supervising teachers'" (Price, 1961, p. 474).

The studies undertaken by McAulay (1961) and Price (1961) were referred

ziiuﬁ;smdiw)advS;i;zumﬁnb.st-m:»cnfiu i tithles

to by Yee (1969) in a further examination of attitudinalqchanges among

L

.
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student-teachers. He saw a necessity to check influences in both directions

a v

in the student-teacher and cooperating teacher dyad (see also Yee, 1968) ' k!

iog PRIRERTS

as these persons '"mutually determine the nature and outcome of the inter-

oo

personal behaviour event in student-teaching' (Yee, 1969, p. 328). _Using .. . . ___
a sample of 124 student-teachers and 124 cooperating teachers during a 16-

week practicum, he found that "dyads showing influence by the cooperating

e L o g e R e g

teacher toward congruity or incongruity are more frequent than those showing
student-teacher influenée" (Yee, 1969, p. 330). Further, he reported that E

as the cooperating teachers' influence was strongest in the congruent

direction, '"the attitudes of student-teachers toward young people generally

reflect the predominant influence of theirvcooperating teachers" (Yee, E

©

1969, p. 331). - N - o o

SucTi research appears to add credence to Kachur “and Lang's (1975) call j*

for the develbpment of guidelines for the selection and qualifications of
; S

coorainators, reported earlier in this chapter (1975, p.£2023. If selection

’ i,
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is successful, regular conferences between all members 6f the triad should
be rewarding. Eye (1974 )‘sees the triad as a "functioning set“ (p. 165)
in which each member has freedom d!Bcommunication with the other two, but
where there has been a clear definition of the power and role of each
member and their respective institution (p. 167).. Davis and Davis (1977)

-

formalise the relationship by requiring that a supervisory agreement be
drawn up covering such éspects as content, teachingrstyle, pupil evaluation,
classroom management and student-teacher evaluation (p. 195). Soares and
Soares (1968) agree tha? there should be attempts to define clearly roles,
responsibilities and relationships of triad members and that regular
conferences are essential. One would hope that such conferences and
training sessions should improve on past attempts seen by Tom (1975) as
"nothing more than bull sessions or dul; homilies deiivered by -an ossified
director of student-teaching" (p. 84).

The futur;? This chapter Eégan by Trecognising the importance of the
practicﬁm:and‘by identifying some concerns of teacher educators in the mid-
to-late 1960's. A new set of problems is now emerging associated with the
teaching professions' participation in teacher edﬁcation, problems that are,
to some degree, a legacy of many institutions' "i?ory tow?r" attitudes.’

‘ Purpel's reference to competing influences on the teacher (1967, p. 23)

can be seen as a warning to teacher educators. If involvement in the

practicum does not produce ''substantial and tangible benefits' (p. 23) for -

the participants, ‘teachers may decide to withdraw or seek control of the -
program. This view had been cogently'piesented by Pomeroy (1975) who
recognised that the "organised profession makes no bones about its goals

and the political clout it wields'" (p. 196). He idéntified the central-
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issue as governance of teacher education, but also identified accreditation,
collaborafion, professional development and program innovation as related
[y

and important issues. He believed that teacher educators have already lost

control of the practicum and, unless the pace of development quickens, will

see the teaching profession '"'soon outpoint us in designing and controlling
‘inservice programs't (p. 200). -
This view was reinforced by Kachur amé Lang (1975). They noted that

professional organisations (National Education Association and the American

Federation of Teachers) were mushing for the substantial involvement of

teachers in teacher education, a move that had flowed through to school

st b b o it okt e b

board contracts with some local teacher associations. They cited agreéments
specifying evaluation procedures, roles and responsibilities of teachers,

cooperating teacherp.qualifications and experience levels, and the number of :

i

student-teachers in ,éagh,,,s,qhogl,, (p. 202) .,;,,Ih,e,,authors,,remarked that, in_ > .
some instances, there was no indic&fion that "the university was a third
party signatory to (these) agreements" (p. 203). Further, they reported
that agreements betweeh school boards and universities covering the préc-
ticum arrangements were in conflict with more recent school board-teacher
associates agreements. They believed that the latter contracts would

prevail (Kachur and Lang, 1975, p. 203). Such contracts did not recognize

the role of the university as a policy-making institution and interfered

with the ability of the university "to design and implement programs"
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'"No teacher shall have more than one student-teacher per
year. (Thomaston Public Schools, Connecticut)". :
"There shall be no more than one student-teacher in any one
department in the High School, no more than three student-
teachers in the Middle School and no more than one student-
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teacher on any grade level in the Elementary School. (Mt
Pleasant Union Free School District #9, Mount Pleasant,
New York" (p. 203).
Limitations by schools upon student-teacher numbers was seen by
Pacacha (1977) as a move by teachers' unions to '"'seek an alternate form

" of governance" (p. 106) of teacher education. He saw the action as

"unreasonable, unjust and unprofessional . . . (as it} tampers with the

‘ 4
free market system" (p. 196).

It would appear that institutions which do not examine closely their
policies, proéedures and levels ofrpa}ticipation in the profession or take
the initiative in negotiations with teacher organisations could be at risk.
They could be forced to ”aﬁandon responsibility for the clinical preparation

of teachers . . . (and) permit the major responsibility for poiicy deter-

mination to become the preregoative of the public schools and local

teacher associations" (Kachur and Lang, 1975, p. 205). '
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The Simon Fraser University Professional Development Program
4

Simon Fraser University opened in the Fall of 1965 at a time when mahy

of the problems faced by pre-service teacher education institutions, iden-
tified in the-previous section, were being resgarched. The first head of

‘ N -
the Department of Professional Foundations, Dr. John Ellis, noted that the

Faculty planners considered it "essential . . . to avoid some of the problems

being faced by many . . . sister institutions' (1967, p. 423) in the develop-

. &

ment of programs and sought to remove from (the) curriculum the irrele-

vancies and redundancies so fyequently observed in universities' (1567,

p. 423). \'>

The underlying principles developed for the program in 1965 have
continued to underpin the program. 1!e early planners were convinced that

1. The student who desires to teach should receive from
the earliest moment a fairly lengthy, intense and -

- realistic exposure to life in the classroom .

2. The curriculum of teacher training requires the
judicious mixing of theory and practice

3. The training of professionals calls for a partner-
ship between the University and the school system

. - .
4. Professionals should not be trained at the expense of
their clients . . . R

5. Not all those who express a desire to become teachers -»
should be recommended for a teaching certificate . . .

6. The similarities between teaching different subjects

- and levels are greater than the differences between
them (Kaser-Cannon and Marsh, Note b, pp. 3-4),

A number of these principles represented a major shift by a university
away from the tg@ditional elements of preservice programs, namely, short

teaching periods of a general nature presented in a haphazard fashion

A
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(Channon, 1971, pp. 69-70), with little meaningful involvement in the
program by classroom teachers. Although it was recognised that, at best,
a preparatory program could "only provi%?fa basis for beginning to,teach -
—fer _continuing growth' (Ellis, 1968, p. 59), the Simon Fraser program set
out to prepare a teacher of the future who would be a comprehensive genera-
list with a broad background, some depth, considerable skills in independent
inquiry that encouraged an examination of the '"why's?'", and the ability to
operate as a member of an educational team (Ellis, 1968, p. 61). By the
mid-lQ?O;s it was being claimed the '"co-operative attack on teacher education
by (the) university and the local systems buttressed by ; variety of
academic and other social service programs . . . (had developed into) the
best teacher education program in the Americas' (De Nevi, 1974, p. 17).

Features of the Program

To allow this study to be placed in perspective, a number of the

special features encapsulatéd in the program principles should be examined

-
-

-

more closely. .~

Length of classroom experiences. A total of approximately twenty weeks is{,
spent in the classroom by student-teachers undertaking the one-year program.

This is a considerably longer period than is offered in many programs, and

-

reflects the Faculty's willingness to reduce the time allocated to on-campus

courses in order to provide extensive classroom experiences. The length
el

'] , .
of the practica exceeds the minimum recommended by the recent British S

Columbia Commission (The Education and Training of Teacbgrsiin Brit;§hw

Columbias 1978, pp. 13-14).

University-school liaison and supervision of student teaching. As noted

in the principles underlying the program, the Faculty has placed great
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emphasis on the development of partnerships between the university and the
teaching profession. Whereas some programs have restricted student teaching
as faculties.weré-unable‘or unwilling to provide extensive liaison and super-
visién, or were ''reluctant to rely too heavily on classroom teachers whose
knowledge of curriculum design and instructional psychology are sometimes
considered inadequate' (Gregbry andﬁAllen, 1978, p. 53), the Simon Fraser
program has highlighted activé co—oéération with the teaching professién.

It has been claimed that '"the university is not using the schools merely

as a training graund for its teachers, but . . . is working with the schools
to improve the qﬁality of e&ucation from its beginning to end'" (De Nevi,
1974, p. 20). The appropriateness of this belief is substantiated by

a recent report which suggested that ''the universities by themselves do not

and cannot produce consummate teachers" (The Education and Training of

Teachers in British Columbia, 1978, p. 6).

These attitudes appear to be reflected in the Faculty's staffing of
the program baéed on the extensive involvement, on limited term contracts,
of current or recent teachers. The Director is a mémber of Faculty,
appointed by the Dean of Education for a specific period, usually three
years. Coordinators,’ also appointed by the Dean foif%%?ng appropriate con-
sultation, lead teams of Program Consultants, Faculty Assoeciates and School
Associates. The latter are current classroom teachers who become respon-
sible for aspects of school-based practica, whilst the formerﬁg;gigfgg{}yrﬁi
recent ex-teachers or teachers on-leave. There are no permanent appoint-
ments to any position in thé Professional Development Progr;m. rMémbSrs of

the Faculty are encouraged to act as consultants to student-teachers,

coordinators and schools, and to participate in induction and in-service
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programs for school districts in British Columbia.

The Faculty has made extensive efforts to avoid the conflicts often
associated with the supervisory triad, as detailed elsewhere in this’
chapter. Rather than require Faculty members to undertake school liaison
duties, the Faculty, in conjunction with School Boards, appoints well-
qualified proven teachers as Faculty Associates for one.year with the pos-
sibility of a renewal for a further year.’ The Faculty Associates are grouped
with a Coordinator and Consultants in either the lower mainland or one of
the 11 sites operated by the Faculty in the interior of British Columbia.

The use of Faculty Associates reflects the feeling that school staff
are more likely to listenﬁto‘coileagues than to "a professor whom they per-
ceive as having only ﬁomentarilyaleft the inner recesses of his ivory tower"
(Ellis, 1967, p. 426]. ‘This Qiew is supported by Allen who reported that
although the Faculty Associates were still considered to be teachers their
knowledge of the program ''seemed to give them credibility in the séhoolérfogr -
a degree that would have been difficult for the professors to achieve"

(Note 2, p. 13). Further, such appointees are most able to assist student-
teachers ""to integrate experience gained in the schools with the best
profes%ional ideas available .on the campus or in the literature' (Ellis,
1967, p. 426). The regular infusion of new Faculty Associates each year
avoids stagnation in the program and uses available rescurces. The scheme
also provides the opportunity to a number of classroom teachers to- leave
their classrooms, have contact with scholars and rethink their role as a
teacher. Ellis claimed that there is just cause to be optimistic about

the effects the flow of 30 to 40 teachers from school to university to

school will have on the education system, and saw it as "an expression of
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our deep conviction that we must be ever more alert to the problems of
continuing education for teachers" (1967, p. 426). This supported De Nevi's
claim £hat the University works with the schools (1974, p. 20). Additionally;
if suggests that the Simon Fraser program already meets the recommendation

of the McGregor Committee, that ”the'supervisbr'(faculty associate) must

be an exigi"enced classroom teacher, familiar with the.schqols, the

provincial curhiculum and the school éystem” (The Education and Training of

Teachers in British Columbia, 1978, p. 18).

The Faculty Associate's duties include %ppervision, two-way liaison‘
between the schools and theruniversity, the interpretation of university
policy relating to the practica in particular and the Professional Develop-
ment Program in general, and participation as instructor and seminar leader
in course ED. 402. 1In the latter role, the Facu1ty Associate supports,
listens, coﬁnsels and plans; as instypc;orﬂthe Faculty Associate plans,
teaches, demonstrates, and stimulates; while as a supefvisor the Faculty;
Associate supports, analyzes, clarifies, mediates, observes, judges and
communicates. Emphaéis is placed on the goal of helping the student;'
teacher to develop dindividual solutions to individual problems thereby
encou}aging each student-teacher to 'try to undérstand the other points
of view, to see what value there is in them, and to exercise freedom to
adapt, change, acéept, or reject them'" (Dobbs, 0'Sullivan and Tomsich,

Note 7, p. 5). - - _ g Co s

Prior to;the practicum, student-teachers are briefed by the Faculty
Associate on school expectations and appropriate university and school
regulations in the belief that early and thorough clarification and com-

munication of roles can eliminate potential problems. Regular visits are

-
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made to the‘$£udent—teachers' classroom during the practicum té establish
and maintain a working relationship between triad members and to implement
a cyclical method of clinical supervision. The cycle has four phases:

(1) pre-observation meeting between the student-teacher ahd the
Faculty or School Associate to agree upon aspects to be observed during
a teaching segment;

(ii) observation, focussing on selected teaching behaviours related
to the selecfed teaching skill or skillsvan& incorporating the recording
of objective and descriptive data, in code or verbatim; .

(iii) independent analysié‘of data by participants; . \\\\\\,'

(iv) post—observation meeting>involving guided self-analysis by the
student-teacher, comments and suggestions by theg Associate(s) and sub-
sequent . planning and restructuring of fﬁture teaching (Dobbs et al., Note 7,
pp. 10-13). o

Communication througbggt the praéticum must be open, contiﬁuous anq
honest as the Associates and the student-teacher "“must make.a_criticél
judgement as to whether:the student-teacher has demonstrated adequéte com-
petence and inclination to continue ‘to grow professionally to be recommended
for certificatigﬁ as a teacher" (Dobbs et al., Note 7, P- 7).

Theltraditionally minor role of the School Associaté (supervising or
cooperating teacher) hés been greatiy e panded in the Simon Fraser program, >
reflecting the University's belief in'an,equa1 partnersﬁip,ofgthe”te;ching
profession in teacher preparation. It iS'éonsideréd to be "safe and \
advantageous to transfer considérable responsibility from the campus to

k\the school" (Ellis, 1967, p. 425). The relationship and interaction between

the School Associate and the student-teacher is critical to the success of
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the program.’ The School Associate has a m§jor role in'the guidance and
counselling of a student;teacher a£d accepts tﬁéﬁresponsibility for
methodology instruction during the practicum. Supervision is on a(
regular day-to-day basis, incorporatingithe cycle:bf supervision outlined
above. 1In addition t0’formatiQe, non-judgemental evaluation thénghool
Associate participates in the’triad"s summative evaluation and submits

an igdependent summative repoft for inclusion in the student-teacher's
permanent personal record file.

)

The McGregor Committee's recommendation that ''the task of preparing

the sponsoring teacher (school associate) must be undertaken far more

seriously than is contemporary practice'" (The Education and Training of

Teachers in British Columbia, 1978, p. 18) may be aimed more at other

teacher preparation programs in the Province than at the Simon Fraser
program. In 1974 a pilot supervision training program was introduced in
which the main components were

information about the program and clarification of the

roles of those involved in it; consideration of common

problem areas such as assessment, giving and receiving

feedback,..and communication (Allen, Note 2, p. 12).

The program was recsived énthusiastically,‘expanded in 1975-6, and sup-

.ported by the ¢reation and appointmeht of program consultants, ensuring

that "training in supervision (became) part of rather than an adjunct to

the normal pattern of supervision" (Allen, Note 2,.p. 12). 1In addition to
the introduction of the supérvisioﬁ éyéle, Associatesrpartiéipatéd in
workshops and follow-up sessions, fole plays, Simuiations;'aﬁiiysés of
videotaped lessons, discussions on methods and settings, expectations of

program participants and an examination of program objectives (Allen,
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N6te 2; 0'Sullivan, Dobbs, Andrews, Hay, Kaser-Cannonvand Snively, Notes
8 and 9; Reed, Note 3). |

It would appear that the staffing of the Professionél Development
Program has been designed to provide intense and appropriate support ‘to
student-teachers and is likely to avoid hany of the dyad, triad and role
conflicts that have so beset other programs. In particuiar, the arrange-
ments recognise the important foles that can be carried out by the teaching
profession, meeting the British Columbia Teachers' Federation policy that .
"the profession i\;y. have major responsibility in the training of recruits
‘to the profession" (Vogt, 1969, p. 112).

External Programs

A number of two-year Colleges have been established in regional areas
of British Columbia offering a variety of 2-year pre-university programs.
It is possible fof students to be admitted to the Simon Fraser University .
Professional Development Pfogram 6;7£herba§is of anrapprgyed minimum of
60 credit hours gained at a regional college. In 1973 a decision was made
to establish a pilot external Professional Development Program at Vernon,
approximately 255 milés from Burnaby, 'primarily as a service té students
in the area" (Allen, Note 2, p. 6) who might wish to undertake eight of
the 12 months' program 6ff—campu§. Rented facilities were obtained in
the area and a resident Faculty Associate was employed as student super-
visor and program coordinator. The success of the pilot program resulted
in the establishment, in subse&yent years, of centers at Chilliwack,
Cranbrook, Dawson Creek, Enderby, Kamloops, Kelowna, Nelson, Penticton,
Prince George and Salmon Arm , plus alternative programs in the metropolitan;

iy
area of Vancouver.
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Workshops for student-teachers are held at the centers, thereby in-
tegrating in-service and pre—éervice education and using the télents of
visiting Simon Fraser University Faculty. "In most districts . . . teachérs
are given a limited amount of release time té attgnd workshops
(aliowing student-teachers) and supervising teachers to work together on

applications of ideas'" (Allen, Note 2, p. 7).

Program Sequence

Admission and withdrawal procedures and objectives. Applications for

~

admission to the Professional Dévelopment Program are received from in- '
terested persons during the semester precediﬁg the: semester for which the
program is sought. Candidates must satisfy the Faculty of Education that
they have a basic command of English. Addi{ionally they must meet an®
academic prerequisite of either 60 seﬁester hours of university/college
academic cfedit if seeking to teach in elementary schools, or hold an under-
graduate degree if seeking to teach at the secondary level.

Student teachers who are unable to complete a specifip course in the
program are able to withdraw without this affecting their grade point
averages. Such withdrawals may be voluntary or recommeﬁaed by the Faculty
Associate, Scﬁool Associate and Program Coordinator. (See.Appendix A). -

BN S
Course ED, 401: Introduction to classroom teaching (7 credits).- The

first courseiin the 12-months program (see Figure 3) immediately ihtroduces
" student-teachers to the school for half a semestér 6f'observation and
varied classroom activities. The first of seven weeks is spent &%,campus
for a program orientation by the student-teacher's Faculty Associate and
Program Coordinators and a visit may be made to the school to meet the

School Associate.

atn
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Over the next six weeks student-teachérs are immersed gradually into
. the role of'the‘teacher but, through the involvemeﬁt of the School Associate,
Facuity Associate and peers, a;é prevented from drowniﬁg (Birch, 1971, p. 3).'*
<Iﬁitia1 teaching activities may involve tutoriﬁg individual pupils, with a
gradual expansion to sméll group work, isolated class lessons with the whole'
clas; and, ultimately, the preparation and presentation of a teaching - o
séquence in a chosen curriculum area.
At the end of this course eacﬁ student-teacher, School Associate and
Faculty Associate meet to decide if the student-teacher seems iékely to
"be successful in ED; 402 and ED, 405 and ultimately in the teachjngx
profession' (Denos, Note 1, p. 11). They will also discuss the dggree ;9
~which fhe student-teacher has been able to meet the course objectives

S

(reproduced in Appendix A), involving the ability to observe and critically

discuss lessons, plan teaching and learning objectives for subsequent courses “

in the program.

g

'Course ED. 402: Studies of educational theory and practice (8 credits).

Student-teachers return to the campus for the second half of their first
semester, to feflect on their classroom4éxperiences, dévelop selected
teaching skillsband study a variety of teaching concepts. Program components
for each stddeﬁt-teacher include program weekly previews, curriculum work-
shops (minimum two,»maximum four), a study group, Faculty Associate seminaré\

an independent project, and noon-hour enrichment sessions examining aspects

Common-

not covered in other sessions. The latter component is optional.
objective (see Appendix A)'are_expectéd to be met by student-teachers

successfully completing each curriculum workshop and each study group.



51

Courses ED. 401-2: Variation (15 credits). Student-teachers may

undertake an integrated ED. 401-2 semester (see Figure 3) through an external
. - ey » . s :
program located in a number of British Columbian communities. Alternate
weeks ane spent teaching in schools and working in educational theory at
university sites. It is claimed that this progrém is '"characterized by
. a close sense of community between student—feachers,.School Associates

and Faculty Associates" (Kaser-Cannon éﬁd Marsh, Note 6, p. 6).

Course ED. 404: Semester on campus (14-18 credits). As indicated by

the statement of objectives (see Appendix A); this course isvdesigned to
ensure that the student-teacher has the opportunity to undertake those
courses that will lead to the completiqn of all academic, professional and
certification reduirements. Courses méy be selected that meet individual

student-teacher needs, .as assessed by the student-teacher, Program Director

and Faculty Associate. g;

-Course ED, 405: Teaching semester (15 credits). A complete semester

’of_12 or 13 weeks is spent in one or more schools. The experience is
supervised jointly by a Faculty}Associaté and a School Associate who are
responsible for formative and summative evaluations duriﬁg and at thencom—
pletion of the semester. Thé,course is desigﬁed to provide sfudgnt— .
teéghers with a gradual immérsibn into the role of the teacher "slowly
_build(ing) up an endurance for te;ching and prdéreSs(ing) from teaching one
ihird,of a load to handling a full teaching lead'" (Denos;-Note-1; p. 15) in -
the final three or four weeks of the semester. mmuz.c,imm EDf;,,,v‘LO."S,"
the original semester'of teaching that carried no academic'credit.

4 The formal course objectives are reproduced in Appendix A. Detailed

discussions of the Spring 1979 ED. 405 course are to be found in Chapter 4.

-,
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Anxiéty and Self-Concept of Pre-Service Teacher Education Students

Much of the eXpanded research in the last ten'years into problems
associated with the practicum has attempted to identify and measure desir-
able characteristics of teachers and student—teachers in order that the
éffectiﬁeness of programs may be evaluated. Two related afeas, anxiety and -
self-concept, have been’recognised as important areas of concern to teacher
educators and have been subjectedAto iﬁtense'investigation. Research sug-
gests,that;ﬂigh levelé of te@ching anxiéty or subgtantiél decriments in 7
self-concept may bé harmful and undesiraﬁle. Many studies have identified -
areas of considerable strain, anxiety and tension among student-teachers
often "charac£erised . . . by concerns with self" tCoates and Thoreson,
1976, p. 161). Manyvtgacher educators are now placing greater emphasis on
the personality and mental healfhrqf student-teachers than they are on the
levels of knowledge and teaching methods. It has been suggested widely that
measures qf mental health and pérsonality tforrexample, warmth, under-
standing, genuineness, poise and absence of hostility) will be incorporated
. into test batteries used for the selection of feacher education students -
-(Clarke'and Coutts, 1971).

Anxiety, Teachers and Student-Teachers

A number of studies have examined anxiety, "defined simply as a summary

description of a variety of overt and covert actions' (Coates and Thoreson,

1976, p. 160) in teachers and student-teachers. fThis~coﬁcept—h354been*~"' T
examined by Sinclair {1971) who claims that
The stimulus situation which evokes the anxiety reaction is

assumed to be such that the individual anticipates a strong
threat to his self-esteem . . . anxiety acts as a cue to elicit

v
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both responses that are relevant . . . and irrelevant to the
learning or performance task . . .. Task-relevant responses

are observed in an increase in effort, concentration, and in
procedural strategies previously found to facilitate learning

and reduce anxiety. Task-irrelevant responses may be observed

in the intrusion of thoughts concerning the consequences of
failure, or self-depreciating ruminations and by ego-defensive
avoidant responses designed to protect the individual from loss
of esteem. These task-irrelevant responses compete with responses

relevant to the task and typically have an interfering effect on
learning and performance (pp. 97-98). :

' The‘author goes on to note that attempts to mofivate the student-teacher
by emphasising‘the importance of the performance may be harmful to all but
low—aﬁxiety studen;?iéachers (Sinciair, 1971, p. 103), a claimﬂthat m%y
have implications for the role performance of the university supervisor
and cooperating teacher during the practicum.

In a general study of anxiety and edﬁ%ationai achievement Gaudry and

Spielberger (1971) concluded that as "high-apxious persons tend to be self- 7

disparaging and lacking in self-confidence . =~ . (they -are) more vulnerable— — -

to failure experiences and to negative evaluations by their parents, their
teachers and their peers" (pp. 78 and 75). The authors also believed{that

universities and colleges should give high priority consideration to the

early identification of highly anxious students in order to reverse a trend
they had noted of high dropout rates and lower grades in this group (Gaudry

and Spielberger, 1971, p. 79).

Coates and Thoreson (1976), in their review of earl} studies, made?

£ -

parfiéuléf reference to surveys conducted by the National Education

2]
?

Association which revealed that large numbers of teachers beliewed they were
working undenr\ considerable strain and tension, with possible negative and

potentia erious effects on pupils (pp. 160-1). Parsons (1973b)

- S

reported that considerable, gyidence existed that anxiety could impair

5



o 7 54 | ) e (- "-;

-

A 5
performance in a variety”of {tasks. She therefore developed ansinstrument

‘(see Chapter 5) '"for the assessmentvofranxiety specific to the teaching -

~ situation!' (p. 1). In an article criticizing the effectiveness of student-

teaching program%, Purpel (1967) made reference to the frustrating and

¢

emotionally difturbing practica experienced by some student-teachers and’

made an appeal for a greater "understanding of the complexities -and subt-—w~'f'~‘w*f -1
A A . . ' o
leties of student-teaching" (p. 20). T 5 : !

Many studies‘have attempted to identify changes in levels of an%iet}

- experienced by,student—teachers. Travers, Rabinowitz and‘Nemovicher
,(1952) empfoyed a sample of l20 female elementary school stﬁdent—teachers
in a preteet—posttest sentence_pompletion exercise. Althod}ﬁ the _authors
~claimed that the results after the one—semester’experie?ce showediﬂo

PN

statistical differences, the study design did ﬁot'allo{ an actual measure- : .

bt L b e

|
i
I
i

‘ment Of the degree of anxiety exhibited to be determined (Travers, et al.,

b

Faop

1952, pp. 373-374). Iannaccone and Button (1964) detected a decline in i o

.t

measured anxiety»in‘a'groupkof elementary student-teachers, again on a

*

i,gelf report pretest posttest design- (p 24). Effects of teaching practice

s

i 48 ag e d

e

Were/studled by Poole and Gaudry (1974) using an extensive battery .of

r -

ftests with 95 D1ploma‘of Education students enrolled in their initial

. { «three-week practicum at Melbourne Uhiversity, Australia. In addition to the

e

"State-Trait lnxiEty Inventory" (Spielberger, Gorsuch #nd Lushene, l970)

student*teachers*completed’questionnaires om pﬁnishment ot children, i -

- mwteaeher—degma&sm—pup}l eeatre%iéeelegy;general—aspeetﬁfgeeaehﬁg—iﬁ

}ractice and career intentions. A statistically significant fall-in .
v ) N . - - ‘ .

reported anxiety occurred, .the only significant change found from pretest
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¥

to posttest (p < .?Fﬁ). In a prete§t-posttest stﬁdy,'cenducted with Simon

¢ oA
l ¥




)

/g

s 55
. . \ s .
Fraser University students, Gregory (1976) reported s1gn1f1cant dec11nes

in anx1ety (Parsons Teaching Anxiety Scale, 1973 and 1973b) for student-.
teachers in the1r‘;n1t1a1,teachrng experiences 1N=8% and 205; p < .01) and
final extensive practicuni(N£66 and 68; p-< .05):(p. 150).
Many attenptsshave been made to identify sources ot anxiety in student-
teachipg. Walberg*%1967b) and Walberg,ret al. (1968) considered that
/ * . P

rgality shock and role cénflict cont?ibuted to anxietys They suggested

tha ”neophytes suppress personality needs resulting (in) behav1our (that

' is) 1n confl:ct w1th new role demands" (1968 p.-85). In his "ABC of

student teaching for‘cooperatlng teachers Palmer (1975) began with:

‘Ais for Anxiety. Direct' initial efforts towardkreduc1ng
) ¥he high anx1ety level a stuydent- teacher. br1ngs ‘to’ the
T e experlence (p-. 22) !f . .
It is® W1dely recognlsed thax student teachers'.lnductlon to the pract1cum

can be a perlod of.role confllct rea11ty shock and extreme anx1ety. .
They walk into their first classes w1th expectatlons of
freelng the students from their bondage to inhumane
» teachers and moving them to erudite dlscus51ons of
phllosophy; When the students d6 not respand,’ the ‘ LT
: 1mpact on’ the ego can range anywhere from disappointing Ny .
to demollshlng (Davis, 1977, p. 50). o

Campbell and Wllllamson (1973), Diamonti (1977), Davis (1977), Leslle

N

(1971), McDowell (1971), Oestrelch (1974), Poole (1972), Poole and Gaudry

-

(1974), Sorenson (1967), Sorenson and Halpertw(1968), Stratton Slattery .

&

and MeSChter (1972) ; and Yee (1969) all reported that the coopexatlng
’ :
e

teacher and’student -teacher reI‘tlonsﬁ*p was a potentlaI or actual sourc

of anxiety. fDavismeenside?ed~this'reiatlonshipwtO'be'crrtxca};‘as did -

N4 , C , L ’
Oestreich and McDowell. The latter clajmed that the practicum '"is almost .

%

deliberately made into a traumatic experience’(and) . . . that the

= a v
- B .\ .
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'successful? student is one who is skillful in presenting the right image"
(p. 67). This view is supported by Sorenson's 1967 study in which 158

student-teachers made 800 suggestions in response to the request, "List )

‘below the things you would tell your best friend to do in ordefrto get a

grade of 'A' from your present training teacher" (p. 174}. 59% of res-

_pondents mentioned relationships with tﬁg school associate, proposing that

that person's suggestions be followed without question, that one should
"be original . . . in his way'" (p. 174), but that one should not 'be
' s

better than the training teacher" (p. 174}(/ The cynicism and hostility

was. noted by Sorenson, who commented:
It is épparent that in a great many cases student
teaching is an anxiety-producing and hostility- .
provoking experience . . . it.is my belief that the “

degree of anxiety engendered in student teaching is
frequently excessive and detrimental (p. 176).

In a 1968 study Qf,248,elementarxwand”sécondarywschoolrstudent—<~rr—~m—~~—ﬁf
' ’ Y

teachers Sorenson and Halpert found that.70% reported psychological dis-
comfort at‘thé beginning'of théir (unépecified 1ength>of) pragticup and

20%. at tﬁe end. The aﬁthors identified five factors that*Werebconsideredr
to be contributing to.this diScomngt: : . ;'>§:>:" \\‘

Q (i) stress, exhibited E% irrif;bility and various physical discomforts;

Bii) unéertainty, characterized by feelings of personal inadequacy;

(iii) role disagreement, particularly with cooperating teachersz and

2]
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“reported by 60% of the sample; .«
(ivl personality differences perceived between the student-teachers

and.signifzcant othérs;‘and e
(v) dislike’p%xstudents, including discipline problems (pp.“§3;51&</
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6n a more pos1t1ve note, Poole (1972) using a sample of 523 Ontarlo
student-teachers reported that a well- organlsed, supportlve situation con-
tr1butég to the success 'of the practicum. Special mention was nade of good.
working relaéionships between the student-teachers-and coeperating teachers*v'

(p. 162). The sygnificant drop in anxiety reported by Poole and Gaudry -

(1974) was also, attribut®d to the "experience of a well-organised suppor- ;,“: :

tive situation" (p. 262). Similar claims were made by Gregory (1976) who

attributed the reported declines in éeaching anxiety to the conditions

7

under- which the practica were conducted, making special reference to the

- high degree of support providegxzo student-teachers by the university's
. = N

.

supervisors and cooperating teachers. (pp. 177 and 182).

}
‘Diamonti (1977) empha51sedfthat the burden faced by the cooperatlng

- ) .

‘teacher may be & great that student-teacher anx1ety could be generated

by“the cooperating teacher's attempt to balance compe;ipg pressurgs and
resolve role conflicts created by the presence of a student-teacher in 4
the classroom. A group of 325 secondary student-teachers, responding to

.»a 1l4-point questionnaire about problems in the practicum, added exteﬁsive
_comment at thé end of the questionnaire specifyiné difficulties they had

.
-

“experienced with thei# cooperating teachef._‘Tﬁe authors, Campbell &nd
Williamsop (1973)‘categorized the difficulties into five groups:~
‘ 1. A wide differehce in expectation levels for students.

, K
+ o =

2. A marked difference -in- commitment to teaching methodorogyn—w R ——

(teacher centeredversus child-centered).

- .

3. In31stence of cooperatlng teachers that classes be tau@ht
- - » 'exactly as I 3sually teach them' (methodology, same content
. and same learning materials).
4. The student-teacher perceived himself as competing with,
* ° rather than cooperating with the cooperating teacher.

o ’ =
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5. Thevcdoperating teacher was perceived as unwilling to allow~
the student-teacher to take control of the class (Campbell
and Williamson, 1973, p. 168). ~
Substantial research has ceftered on the related aspect of cooperating

teacher preparation (Boyan and Copeland, 1974;‘Diamonti,‘1977§_Ellis, 1967;

QOestreich, 1974; Purpel,’1967). Increased efforts have been made to over-
! [

come the ''professional osmosis phenomenon identified by Oestreich (1974,.

P. 335) in the hope that systematic procedures may be developed for the -
preparation of cooperating teachers. Oncefimpleménted, such procedures
should reduce anxiety and facilitate a smooth development of the student-
teacher's progression to competent novice teacher.

The teaching triad'exists primarily for one of its meﬁbers, the
student-teacher, and can assist this member to survive a diffiéult and
threatening period of preparation. Yet,rsbme facets of thé triad, dis-
cussed earlier, have been shown to be anxiety producing. Yee (1969) sug-
gested that the triad degenefated over time. Campbell and Williamson
(1973), Cohen,(19691, Davisvand Davis {1977), and Overbeck and Quisenberry
(1976) all expréssed concern that a.high level of cooperation and undeft
standing be developed by members of the triad ;n order to offset or
reduce conflict and anxiety for the practicum's participaﬁts. The triad
could fail in its supportive attempts if student-teachers discovered -that
“the school speaks with a voice quite differenf from that . ; . used in
Collegé or'UniVéfsity"W(Cfébéf]'I972; p.163). o oo

‘Morrison and McIntyre (1973), Parry (1972}, Purpel- (1967), The James

Report (Teacher Education and Trainihg, 1972) and Tittle (1974) are

representative of the large number of reports and studies that have high-

lighted role conflicts and inadequate preparation of practicum members.

R el e AR et s 22 ek
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Tittle (1974) reported many problems arising from tension between the

school and the university (p. 14}, an aspect that Morrison and McIntyre.

-

(1973) also examined in detail. The latter expressed partipular concern:

that the evaluation procedures could be traumatic for the student-teachers.
The lack of preparation (of university supervisors) seems
particularly foolhardy when the whole of the complex task
= "of teaching is to be evaluated in terms of a single mark .
it is almost unknown for (university’ superv1sors) to be given
any systematic tra1n1ng in . . . observational skills '

\ - (pp- 54 56)

-

Eye (1974) concurred and reported that conflicts &vexy evaluation were
frequent. Mott (1976) also noted that evaluation often, was seen to be

L4

"undesirable and frustreting" (p. 6). In addition,-Eye identified studente
teacher anxiety caueed Bygionfiicting university/college and school
expectations, an aspect reported earlier by Ahlering (1963).

It can be seen that the existehce of anxiety in the prac¢ticum has

been .clearly established, that it‘iéien'inportant factor and thet”itswg
. . Pl V: ‘

sources are multitudinal. Iable‘Z summarises many of these sources, and
identifies studies that have reported them.

Concern has been expressed thatrhign levels’ of anxiety may impair
performances with resultant detrimental effects‘upon pupilsrﬁ Although
Parsons (1971) did not finn'a siénificent relationsnip between anxiety and
teaching eompetence as rated by supervisors, she devised_an instrument to

measure teaching-specific anxiety. Other studles have 1nd1cated relatxon—

X

~

ships between anxiety and teacher behaviour. Kracht and Casey (1968) cor- °

related anxiety and teacher warmth; Clark (1972) reported that pupils were

-
given lower grades by student-teachers exhibiting high anxiety levels; and

~pupil ratings of teacher effectiveness were reported to favour low anxiety

ety



60

12.

Table 2: Some Sources of Anxiety in the Practicum f
' Source » ~ Authors 3
1.  Pupil control and discipliné: Ahlering (1963); Anderson (1960); §
including restlessness, Poole and Gaudry (1974); 2
student relationships. Thompson (1963); Travers, et al. E
‘ (1953); Wey (1951). .
2. Individual dlfferences among Poole and Gaudry (1974); Thompson %
pupils (1963); Wey (1951) 8 7§
3. Ability to motlvate, stimulate._ - Ahlering (1963); Petrusich (1966); g,
pupils. -~ - . Wey (1951). - S - :
4. Evaluation of pupils. Ahlering {(1963); Campbell and §
Williamsgg (1974); Clark (1972); . s
Mattson 974). :
5. Lesson planning and presen- Campbell and Williamson (1974); b
tation; timing, learning Davis (1976); Petrusich (1966); . §
activities; enrichment Sorenson and Halpert (1968). 3
A activities. - ¢
6. _Knowledge levels QCampbell and Williamson (1974); f
-Erickson and Rudd (1967). :
7. Practicaiyphysical problems: Campbell and Williamson (1974);
school equipment, materials Sorenson and Halpert (1968);
physical conditions. Wey (1951).-= '
8. Personal adequacy: poise, " Fuller (1969); Poole and Gaudry . _ . o
maintenance of standards, (1974) ; Thompson (1963). !
~ ability to promote learning. : B ;
9. Personal adjustment: accept- - Anderson (1960); Campbell and Z
ability te pupils, orien- Williamson (1974); Fuller (1969); ;
- tation to school and its Thompson (1963); Travers, et al. §
services. - (1953); Wey (1951). {
10. Relationships within the Davis (1976); Diamonti (1979);
triad and dyad. Erickson and Rudd (1967); Eye. ' :
« - (1974) ; Gregory. (1976); Gregory BRI
~and Allen (1978); Kazlov (1976); E
- Leslie (1971); Morrison and _ i
McIntyre (1973); Oestreich (1974); ° A :
Sorenson and Halpert (1968); :
Thompson (1963); Tittle (1974); R
o i Walberg (1967); Yee (1968) ' ;
11. Speed of transition into _Coulter (1974); Davis (¥76); i
' teaching. Gregory (1976); Gregory and Allen . i
| 1 (1978); Lortie (1975). i
Evaluation .of teaching practice. Erickson and Rudd (1967), Eye (1974); ;

Kazlov (1976); Morrison and McIntyre
(1973); Sorenson (1966), Thompson
(1963). :

i
3
z
3
¥
g
=
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teachers (Mattson, 1974). Petrusich (1966) discovered no statistically
significan§ correlation between student-teacher anxiety and classroom

behaviour but noted that highly anxious teachers tended to use less

o

'chatter', gave less verbal Eupport and exhibited more hostile behaviour
and speech patterns. '"'These studies suggest tﬁat; at some level, anxiety
in classroom teachers may become detrimental both to the teacher them-
selves and to their pupils . .v. and may be correlated withoinappropriate
student and teacher performance" (Coates and Thoreson, 1976, pp. 169-170).
In an attempt to prevent potentially deleterious results, substantial
attention has been given to aspects of the practicdm that appear to prométe
anxiety. However, it has been suggested that some teacher anxieties may

be acceptable and that the goal should be
»
to teach teacher;‘%he skills of managing personal stress
and tension that might otherwise interfere with effective
teaching (rather than) . . . desensitize to the point of - , P
becoming inactive or tolerating unreasonable or unhealthy
environments (Coates and Thoreson, 1976, p. 189).

There appears to be no doubt that student-teachers need and appreciate

skilled, concerned and professional help. Lantz (1964) suggested that as

both quantitative.and qualitative change occug;g@<dgring~afprééfiaﬁijr

nt-teachers into schools with great care

~institutions must plac e stude
(?. 203) and be prepared to monitor performances and supply elose suppert
during the practicum.

Self-Concept and Student Teachers R o

Relevance to teacher education. Preservite programs in teacher

training have blossomed profusely in the last decade, matched only by the
diversity of deSigh detail they have contained. Teacher educators have

increasingly turned their attention to the search for criteria by which
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programs may be evaluated, in' the hope that the effectiveness of programs
may be gauged. .Elsworth and Coulter (1977) have cohceptualized "teacher
‘education as a socialization process in which the student-teacher moves

f;om a lay sub-culture into the professionai teacher sub-culture" (p. 1)

with attendant chang;; in attitudes, values, commitments,‘skills and

knowledge. Ultimately ‘the process leads to changes in "'self-esteem and

other aspects of self-view" (Elsworth and Coulter, 1977, p. 1). They have

suggested that fhis provides the teacher educator with the opportunity to .

evéluate a program ofbteacher trai%ing‘by “establishing the desired direc- 5

tion of change on each of these facets and of determining whether it has'

been attained" (p. 1). |
 Self-concept has been seen by many authors to be an imporéant and

central conéept. Fitts identified self-concept by asking the question

"Is there some type 6f vital and relevant data aboqtnﬁ person that super- = = - :

cedes other’thingilig/igpgrtanee‘totHEJEEQEQidual aﬁd thereby expresses |

///fhis”f?ﬁé/;;ison d'etre?" (Fitts, 1971, p. 2). Combs and Snygg believed

that '"The key to understanding behaviour, whether it be our own or other

people's, lies in large measure in the skill we develop in the exploration

TEAATES L e a1 A e W S Bernal & 4

and understanding of people's perceptions' (1959, p..464).' Notions of
self-consistency and unity were explored by Lecky (1951) and Coopersmith :

(1967) who believed that personal internal conflict could lead to a self-

perceived state of discord and discomfort. Carl Rogers introduced a motion ZL
of desirable f}exibilifyrthatwa}lowed~a person"td'adapt'tOJchanging”cirr . %
cumstances yet allowed that person to continue to function as a sécial f
being (Rogers, 1969). | é

2

‘\;_f,_,,4
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Speéific definitions of self-concept (apparently_indiStingﬁishable
from self-esteem, self-image, self—éerception and self-evaluation) have
includedxCoopersmith's notion of 'evaluative attitudes toward the self"
(1967, p. 2), Epstgin's construct of self-theory fhat "the individual has
unwittingly éohstructed about himself an experiencing,functioning.
individual and . . . is part of a broader theory which he holds with
respect to his entire range of significant experience" (}973, P. 407) and
a defiinition by Combs;iBlume, Newman and Wass (1974) that self-concept
is '"'the) organisation of ways of seeing self" (p. 17). For the purposes of
this §tudy self-concept will be defined "as a complex énd dynamic system
of beliefs which an individual holds true about himself, each belief
with a corresponding value" (Purkéy;;£970, p- 7). !

One facet of self-concept, professional self-concept, has been

examined closely in the last decade. Professional self-concept is seen

by some researchers as one of a group of specific concepts that contribute
to a multidimensional sglf—cohcept, as opposed to a global or~unid§mensional
self-concept (Torsheﬁ, Note 4); and refers to individuals' perceptions
'of themselves in a professional role.

Such researchAtrends have been applauded by a number of authbrs,'
Coombs, et al. (1974) have claimed that

Of all the perceptions existing for an individual none are
so important as those he has about himself . . .. It represents

the mestmimportant—single—influeneplaffécting%anmindividuébﬁr*
behaviour . . .. What he believes about himself affects every

aspect.of his life (pp. 16-17) . ... .

They, emphésise that

the maladjusted persons . . . characteristically sée themselves
as unliked, unacceptable, unable. On the other hand, adequate,
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LY

effective, efficient, self-actualizing, well adjusted citizens

are persons whose self-concepts are highly -positive. .They per-
ceive themselves to be persons who are liked, wanted, acceptable, , ‘ :
able. They see themselves as belonging, responsible, effective
personalities, and, because they see themselves so, they behave
so. Teachers too, are affected by the adequacy of their self-

concepts (Combs, et al., I'974, p. 17). '

e e

Edgar (1974) claimed that a person's control over self-actualization was
not just dependent on skills and abilities but also on that person's self- o i

concept, '"the extent to which he sees himéelf as effective, competent,

powerful instead of powerless" (p. 380). A similar view was held by

Dumas (1969) who wrote that: C B : : )

SR ST MR TORCINE | FERRAZ ST

we must . . . recognise that damage to one's image of one's
- ° self makes him less able to do well, while improvement of
the self-image makes one substantially more likely to do
well. Success . . . breeds success . . .. Failure .
likewise breeds failure (p. 275).

- I s il

Elsworth and Coulter (1977) saw particular promise in the use of

measured professional self-concept as one criterion for attempting to es-

4

tablish the degree of>effectiveness of pfeservice-teaching programs. ,
Coplter (197?) considered that although self-c9ncept was bnly one of many
imﬁortan% pqssiblg outcoﬁes of the practicum, ;t;acher educators should ' :
. Be concerned if the student teacher'§ professional self-image is a little
ubrpised' by initial experiences in the classroom as self-image is related
to perfo;mance" (p. 149). The work of Garvey (1970) supported this con=
tention to-some degreei She administered the Tennesseé Self-Concept Scale "

(FittsT~{965}4to4150AcoIiegemseniorsAwhomwexeuto~undertakemafpracticumféfh—wiT———g————w——

10.5 weeks. Supervisor’s were asked to rate the student-teachers as "high" i

or "low" allowing a test for significant differences between these two

groups on the 29-item self-concepf scale. She found that the student- - i

teachers ''rated high in student teaching tend to score toward the desirable
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extremes of these scales (less conflict, greater certainty and consistency);
those ratedriow tend in the opposite direction" (Garvey, 1970, p. 359). She
concluded '"that .success in student teaching is affected, but not necessarily
detérmined, by a positive vieQ of oneself, lack of confusion in self-
perception and good adjustment" (p. 360).: Purkey (1970) .and Hamachekr(197l)*
also claimed that performance and self-concept were intgrdepeﬁdentvfactors,
and "'similar correlational evidénce has beeﬁ’;g;;;ted for other professional
workers ; . ..and experienéed teachers" (Coultér, 1974, p. 149).

As argued by Elsworth and Coulter (1977) it was felt to be approfriate
that student-teachef aspirations felated to ""professional behaviour which
can be in&gétively_or empirically related to pupil growth" tp. 4) ;hould be:
able to be fulfilled during the course of teacher training. Further,

/

'""because change in self-perception is an important aspect of professional

socialization, it should be measured in order that- programs, or aspects

of programs, which depreciate self-view might be reviewed" (pp. 4-5).

Self-Concept and the Practicum

A number of studies have been undertaken in attempts to measure changes
in self-perception (personal and/or professional) as student-teachers
became socialized into the role of' the teacher.

An early study in this area was undertaken by Nagle (1959) who examined

the effects of student teaching patterns upon the professional attitudes of

~ student-teachers engaged in a full-time practicum and a part-time practicum.

He devised a scale to provide attitude measures towards pupils, teachers,

teaching and school community relationships on a pretest-posttest basis.

Although no data analysis details were reported, the author claimed that

¢
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- part-time student-teachers appeared to have significantly
poorer attitudes toward pupils . . . (and that scores for
full time student-teachers) had become significantly better . .
(p < .05) than the pﬁrt time student tgaching group on each’ .
aof the four scales (Nagle, 1959, p. 357) :

He attrlbuted,the d;fferenceg to the type of student\teachi%g experience,

and emphasised the value of an "integiated program of teaching methods and

materiols"r(p, 357). »

In 1964‘Lantz published a study of self-concept changes f%porteo by -
36 women elementary majors who had.undertaken a pract1cum over two terms.
He found that the student- teachers' concept of the ideal teacher (that is,
the teacher the student teacher would like to be) was tempered by the %

©

reiperxgnce. "Student teachers felt more idealistic’ than realistic before

student teaching" (p. 202).

The following year Newsome, Gentry and‘Stephens (1965) employed their

. ! A
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own 100-item scale to "measure the logical consistency of ideas about  ~

S

education" (p. 321) held by 62 elementary and 68 secondary senior student

teachers. The sample was fsked to sort the 100 items intg,ten piles "from ’//// C

'most like' to’'least like' the ideal teacher" (p. 321), before and atter*s

" a practicum. The authors reported stati;tiéally significant losses
(p < .05), across the whole sample and for tﬁe Social Studies and English ’ 1 3
sub-samples. Newsome et al. considered that the¥problemsr(unspecified) ;

°

faced by English and Social Studies secondary teacHers were sufficient ;

f'freaSOnwutO*suspect*thatutheir"iﬁeasnaboot”education‘are‘more‘freqﬂently S ‘ E

- andﬁmoxe,se;iouslygchallenéedmthan4are—thoseioi—theAelementary—sehee&——f———————f-fi—fnj%—
teacher" (p. 323).: : \ '
A key series of studies was undertaken by Walberg, in conjunction

with other researchers, during the mid~1960's¢(Wa1berg; 1967a; Walbeig,11967b;
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Walberg, 1968; Walberg et al., 1968) In'the first of fheee,gtgdie

Walberg (1967a) used a sample of 1489° student teachers. They were'

-
E . * - [ - .~ ——— — ——-

¢ ' o
to comp e two pretest posttest«51x point, b1—porar ad]ectlval scales'on
the’ profe551onal ‘concepts, "Myself as a teacher" and "Best—llked teacher" : ‘

(p. 15), the latter concept being comparable to a measure of 16551

-

<

profe551onal self concept " He 1dent1f1ed a number of factors w1th1n the

scales and found that the sample had a lower score after the pract1cum
on Teacher Role. He also reported apparent antitheses between the effects

of college edudation courses and practicum experiences for women student-

teachers, 1eading him to the conciusion‘that'?the initial teaching experience
: E
is' 11ke1y to be confligt- laden ‘and anxrety provok1ng” (p 20) : x

>
’

Walberg's second study (1967b) used a 26-item, seven—p01nt semantic dif- .

ferential containing seven factors to measure the professional concept’?MYSelf
' & - :
as a teacher" in 1009 women student-teachers. He.claimed that the drop in é o

< * R
2 kY - - v N
- Y

results obta1ned 1mp11ed "cogn1t1ve ‘and emot10na1 defen51veness" (p 85) by

- M .

the student-teachers. The develdpment;of,an emotional facade, presented to _,&@:;

the‘pupils;rsuggested‘the presence of anxiety and elements of ‘role coﬁ%iict;" e
between self and self as a teacher. He- be11eved that. these f1nd1ngs were it;';f;%;: Y
consistent with a theory that "states that neOphytes.suppre§5 personalltyi ;f:%?§"$f:;
i v oG e o

needs and the resultihg behaviour is- in conflict with new role demands" * % £

(p.'85). He surmised thatrthis "role,cdnffict may also accountgfor the high \;v‘ Th
: attr1t10n of teachers durlng ‘their first years in the profe551on” (p. 85). .

A further study (Walberg et al. 1968) compared the changes that v o N

occurred in the reported profe551onal self-concept of two groups of' R s

student teachers before and after a practlcum Sixty—four student- . .

- o 2

teachers completed a l4-week block of teachlng.r ﬁuring the same

T .
i

= N o :
" . A



YW

638

semester a second group of 77 student ‘teachers was enrolled in a composite

) - college course wh1ch had- as a component regulap per1ods (length unspec1f1ed)
- *
of one -to-one tutor1ng of pup1ls " The researchers,adm1nlstered two

A Py

26 1tem, seven-point semant1c d1ffer£nt1als ("Myself as a teacher") con-
. % <
. ta1n1ng a total.of 10~ factors, and a mod1f1ed battery of 35 items from the

" MTAI; The student teachers in the study scored s1gn1f1cantly lower (R <’,05)

R N - [ S

[ . e P R 5

°a.t posftest%on the factors "neat pedagogacal, 1dent1f1ed pup1l centered

‘and egalltar1an, and h1gherépn expressive, narc1ss1st1c, controlling and
pu;ztanlcal A (whlle the - student) tutors scored s1gn1f1cantly lower,on

- ndat, stable s good, controrl1ng and author1tar1an and higher on pup11v

»- -wg-vp N

cqntered” (p. 286). Walberg et al. enyﬂas1sed the contrast between the

. b s .
student-tutors who became pupil-centered and the student-teachers who became
§ e : ¢ . -
more controlling and referred to other research (Walberg, 1968) which in-
{ J : ‘
dicated that

kil

the beginning teacher, in conforming to the institutional role
of the teacher, learns that she must maintain a status gap-
between herself and the children . . . she must learn to keep ._
her proper professional distance. _Thus, the declines” 1n:aspects
of professional self-concept found here and in the previous®

" studies can also be interpreted psychologically as a personality-
role conflict (Walberg et al., 1968, p. 288). -

P

. . \
~ As indicated above, Walberg (1968) undertook a further study of role

¥ .
conflict suffered by student-teachers during a practicum which '"brings

ingsdof ahnegation andfdepreciation of self"”(p. 43) as a person
) .

hd v

ncept) and as a teacher (professional self-concept). A group of

A R

s e

77 student-teachers were tested three weeks before teaching and again after

12 weeks of teaching using a 26-item, six-point, bi-polar semantic dif-

[ N

-ferential for the concept 'Myself as teacher". It was found thdt the
student-teachers rated themselves higher on all eight unfavourable items

- . ) . -
. N




and lower on all eight favourable items after the practicum (p. 46) in-
d1cat1ng, once again, that serious decrlments ‘in professional self—concept
appeared to\Qe associated w1th a practicum experience. Specific changes

revealed a

sullied self-concept:. . . self-depreciation on intellectual -
mastery and on the ability to present ideas effectively . .

a dejected alienation ~. -.- .- less—understanding of children . . |
lower expectations of pupil behaviour and lower aspiration for
self in the role of teacher . . . (and) less rapport with the’
class (p. 46). ) :

In 1968 Wright and Tuska published a longitudinal study of 508 women, -

incorporating measures of professional self-concept ('Me as a teacher') and
OIPe S

self—conceptl(”MyselfV),(p. 255) from a semantic differential. They

. reported that "the léwer sghool woman has an improved role (professional

. v 7 M 7
gelféconcept) conception adter training" (p. 278), but that the high school

woman l"v'f,eels worse in all areas . . . less happy and understanding, less

”conf1dent, actlre, and perceptlve, less 1nsp1r1ng¥\7 . . the m1ddie school

F.2

student- teacher a150’f8315 less confident, demanding, inspiring and happy"

(pp- 278-279) - The authors attrlbute ‘this decline chlefly to the intel-

lectual threats _posed by the unlverSIty supervisor (p. 27%) and the un-

realistic expectations of studeént-teachers that they will have "ample sup-
: x !

port, few lessons to prepare, small classes . . . (and) short hours"

(p- 258). In concluding they made an imﬁortant reférence to the difference

5 +

. between actuai (”self") and ideal ("role'") professional self-concept (now

generally known as a ”dlscrepancy -score" - see Coulter and” Elsworth,

Note 5, p. 1). e -

\, /‘ ~

S B Co ~ o .

- Thé changes in the relationship between self and role
conception among student-teachers degserves careful con-
~sideration. The half-redl exposure to reality which practice

]
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teaching represénts is bound to drag dreams down to earth, to ) e

pull fantasy toward reality . . .. Were no differences in \\
favor of role to remain, important reasons for becoming a teacher o\
would be gone . . . Is disillusion inevitable? (pp. 286-287). ‘

#  An aspect of student-teachers' personality, dogmatism, and the degree
/7of change during a 10-week practicum was studied by Johnson (1969)1
Procedu;al weaknesses reduced the valueeof the sfudy though it may be noted
that the study of 80 student—teacﬁg;s indicatéd a sh;ft in dogmatisqiﬁy |
the endwof the 10 weeks toward the cooperating teacher's dogmatism score, o -J
significant at the p < .01 level. ' . _

By the end of-1968, evidence from a range of studies appeared to
indicate that practicuf expériences mu§tvbe associated with a lowerin‘% of
sfudent-teachers' actual professional self-concept and actual self-concept.
Wright and Tugka's (1968) proposition that disillusionment was inevitable
appeared to be é reality. However, .in the next four years Dumas (1969)
aﬁd'Smith*and'AdamS*(1972)'reporte&”sthdies¥that‘Sbmewhit“ﬁudaiéa"fhé’;”'W;f"”””"”""”'.

self-concept-practicum waters. | d

Using a dne-greup, pretest-posttest design (N=94) Dumas administered

the Fiedler fnterpersonal Perception Scale (Fiedler, 1958), 3%6-point,,

¢
24-item, bi-polar semantic differential, to student—teachergvéngaged in Co
‘a halfig-day-per-day 18-Wee£ practicum. Although 27% of the sample %
reported lowered self-concept at<the end of the practicum, 71% reported é
increasedéselfvcéncept "resulting in a E_vélue significant af the e !

7 P < .01 level énd indicating that, for the sample'as a whole, the student-

téé&ﬁing expétience résulté& in more favorable self-perceptions" (p. 277).
Two aspects of this study must be emphasised; firstly, the student-

tgachershwere not engaged in full-time teaching and may have been able to
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'escape some of the stress reported to be associated with such a commitment;
secondly, the author reported a significant correlation (p < .05) between
the presence of the cooperating teacher for the mafbrity of the time and
improvem¢n§ in seif-concept by student-teachers (ﬁ,V278). The Smith and
’Adams study (1972) measured self-concept and professional self—éoncept
changes in 260 student-teachers. They, too, rebortcd”improved’sélfécéﬁééﬁf‘- T

after the practicum in 70% of the sample, with decreased self-concept in )/f

26% of the student-teachers.

= g

»In conjunction with Elsﬁorth, Cgilter developed semantic:differentialg
' to measure ”Myself”, "Myself as I would like to be" and "Me as a teacher"
(Coulter, i974, P. 150) based on the scales used by Wright and Tuska
(1968) and Walberg (1967a, 1967b). The scales were administered on a
pretest-posttest basis to 50 Diploma of Eduéation univefsify student-
ieachers;undertaking a three-week practicum. Coulter reported no changes =
in self-concept (actd%l or ideal) but found sigﬁificantrdeclines in actual

professional self-concept. However he noted that the shifts were small,

' the -practicum short and the sample limited. He suggested that some

ﬁ"’" P

décreasg in actual proféssional self-concept was associated with in-
appropriate student placements (p. 158). A subsequent study (Coulter,
1976) reversed the negative shift, and gave support to his 1974 concilusions.

Using the Elsworth and Coulter scales (Coulter, 1974) Gregory under-

took an extensive study of student-teachers in the Simon Fraser University

Professional Development Program (Gregory, 1976; Gregory and Allen, 1978).:
The sample sizes, matched pretest and posttest, ranged from 53 to 204 student-
teachers undertaking an initial six-weeks practicum, with 66 student-teachers .

undertaking their final 13-week pfacticum. Gregory reported significant
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increases (p < .05) by student-teachers in the major practicum in profes-

sional self-concept on six of the seven dimensions, and in self-concept

("Myself") on five of seven dimensions. No changes were reported in ideal

self—concept ("Myself as I would like to be") or ideal professional self-

i
E
3
&
7

concept ("The teacher I would like to be"). However, the picture was

i
o

confused for student-teachers undertaking the shorter practicum. galls

~
=

. L . N
in six of the seven dimensions that made up ideal professional self-

concept were reported by students who worked in the combined ED. 401/

: ,-w‘(# -

s

ED. 402 practicum that alternated weekly with non school-based education

courses. Student-teachers enrolled in the practicum block of six-weggé

b B

showed rises in actual professional self-concept ('Myself as a Teacher'")

WA

and actual self-concept ('Myself') on three of the seven and two of the ¢

seven dimensions of each scale respectively. Gregory attributed the

1

absence of any dec11ne in professional se1f concept and the 51gn1f1cant

R I R TI

rises in the majority of the dimensions in this scale, as exhibited by

. > s - / e

student-teachers in the majorrpracticum, to a number of features.
There is’ the gradual inductipn into teaching, the sustained

‘ period of teaching practice, the efforts to train cooperating
teaéhers ‘in- supervising, the special role of the university
supervisor and such - -supffortive characteristics as the use of
student tedms in the initial practicum (Gregory, 1976, PP-

°

$177-178) 7 . .

- 1t seems clear that the measurement of professional self -concept and

et A B T e o e )

a
&

self-concept is a promising develogment in attempts to .find suitable - -

»

. -

ot it 00 i R o b e, A e

evaluative criteria for teacher education programs. It would also appear

that there ‘is now some doubt phat the practicum 1nev1tab1y damages the 4

profe551onal and personal self-concepts of student-teachers. Recent %

' - B . 3",
research has suggested that changes in aspects of self-concept "are a 3

‘o
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function of how the individual r;;cts to given conditions of teaching
practice' (Gregory, 1976, p. 100). ‘FUrther, if the factors which have’
an impact on student—teechers engaged in a practicum '"can be reliably
identified and dealt with in plahning, the value of the practicum may be
‘improved subsfantially” (Gregory and Allen, 1978, p. 54)f As these.factors
may include as diverse a range as the role of the cooperating teacher and
the university supervisor, support for the student-teacher, length of |
C e

the experience, the continuity of the experience; the nature of the place-
ment, program design, and prior experiences, no ggg_specific program is<
likely to be identified as the ideal model. -

As the existence and sources of anxiety in student-teachers have

been closely linked to aspects of self—concepl, it has been considered

potentially rewarding to consider both concepts in this study. This link

has also been suggested by various researchers. Lantz (1964) recommended e

that student- teachers be placed in 'non-threatening situations where their
self-concepts and concepts of others may be able to change" (p. 203) . !
Walberg (1967a and 1967b) idencified‘elements of anxiety and role-conflict
associated wigh concepts ®f self and self as a teacher. His firthes

-

studies confirmei/;h;s link (Walberg, 1968; Walberg et al., 1968). Wright

and Tuska (1968) reported "anxious and guilty' (p. 267) feelings iff student- -

teachers and associated such feelings with teaching behaviour and images

,xmagina%ieﬂrterha}f—bakedfexperreﬂee” {p+ 276} Garveygfi976345uggestxxf***'
that lowered conflict in studentfteachers was related to greater certainty,

consistency and "a positive view of oneself" (p. 360).
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Key works by'Sinciair (1971) and Gaudry and Spielberger (1971)
established a strong connection Letween the two ;ﬁncepts{ They claimed
that not only do persons who report to be highiy'anxious teﬁd to»be
self;d{sparaging, but also‘éppear fo be mo}e lenerable to failure (pl 75). .
Finally, the studies of Coates aﬁd'Thoreson (1976) anﬁiGregory (1976) |
have indicated.a relationship between lowered anéieiy and increased

R ¥ .
self-concept. . : : R

N

- 4
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The Length of the Practicum

The central concern of this study is to uncover évidence that may
be employedﬁby program planners attempting to make rational decisions
concerning the length of a précticum. This appears to be a particularly
important consideration in the design of practica in which senior student-
teachers try out the role of.a full-time classroom teachgr.

Although Chgnnon (1971) and the OQECD (Egglestén, 1974)*have reported
a trend to lqnéer praética; sﬁkh decisions--appear to have been based upon
iﬂéfitutibnal Caléndar, timetable and other overall structural cpnsidera—
tions, rather than educatioéal theory and research. Qestreich (1974)
recognised this p;obiem and emphésised the arbitr;riness of decision and

lack of research and logic:

- If the length of time is indeed a valid consideration, it

ought .surely to be based onfsomethingrotherrthanﬂanmar~f—w—~~~r~rwv———77

bitrary hunch or upon a convenient way of scheduling college
students (p. 335). :

- Few studies have attempted to measure chaﬁges in a‘specified concept
or concepts over varying lengths qf practica. A recent attempt was made
by Davis (1976). 'He measured and coﬁpared the develop it of teaching
sophisticationznuiprofessional enhancement in two groups of 15 students

over eight and 16 weeks respectively. He conqlﬁded.;hatythere were no ‘

significant differences between the two grouﬁs. Unfortunately no pretest

matching was repbftéd;'ahaifﬂéu;fﬁa&'m£§'havegf;iled to take sufficient

» ) L R _ o
account of the different backgrounds of the two groups, as the author
reported that:

When the eight-week student-teacher began her experience,
she had already completed two or three methods courses,

.
o . R ®
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while the sixteen-week student had completed only half

of those same method courses (p. 33). .. S

It is worth noting that one of the author's hypotheses for thé lack of

kA

significant differences suggested that the 16-week practicumgwg;rthe eight-

o

week éxperience stretched to cover sixteen weeﬁg, "'without much apparent

it

S

change occurring in the nature of the experience" (p. 33}. e &
His suggestion that data be collected at different times during the
practicum is worthy of consideration, particularly if undertaken with the ' 3

same or matcfed samples. It appears logical to stuay the patterns of change

P

experienced by student-teachers during varying lengths of practica. Such

2

studies may well identify periods of crisis when anxiety is<abpormally

¥u

high and potentially damaging, or when professional 'self-concept suffers

e st Ll diga

significant decriments. The implication for the length of practica is

¢ R ich

clear - it may be unwise to conclude a practicum’at a time when the student-
[
teacher feels professionally inadequate. or a failure, if evidence suggests. . 1

Iy

that such«§Fe1ings may be overcome with further experience. : -~ ﬁ

©

o

- * A review of anxiety and self-concept dtudies has revealed a diversity

of results, lengths of practica, types of practica and prior student-

Fasiigor. o

teaching experiences. Early studies pointed to the inevitability. of

lowered professional and self-concepts, and identified highly anxiety- -
provoking situations. Although the practica ranged inxlength from half-a-
- ¢ s T ’ o

Ay

day per day for 14 weeks (Walberg et al., 1968) to a full semester of full-
timeﬂteaehiﬁgf{Nag}ejgigsgjg?raﬁergfetAa%fj~i95274Waiberg**et*aifjgiﬁﬁsi:“T““““;*‘*'
the varying backgrounds of studept-teaéhgrs and different study designs

" make meaningful comparisons impossible. It is interesting to note that A

Walberg (1967a) did‘give'passing-boﬁsideration to the length of the practicum.
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Supervised experiences in observing, assisting, and teaching
in the classroom should increase their (student-teachers)
ability to relate to children. This reasoning leads to the
hypothesis that the more education and the more experiences
with children a student (teacher) has, the higher his self-
conception on affective and cognitive factors in his teaching
personality (p. 15). :

When later studies indicated that decriments in self—éoncept could bes
Eovercome (Dumas, 1969; Smith and Adams, 1972) researchers tended to
attribute this finding to a number of factors, including better preparation
of superviso;s and strong supportive services for the student-teachers.

The work of Gregory (1976) however, suggested strongly that the
length of the practicum mayjbe\; crigical factor. A group of student-
teachers enrolled in é six-week -practicum completed the Elsworth-Coulter
semé?tic differentials, professional‘self-concept scales (Elsworth-Coulter,
1977f, at the beginning, mid-point énd end of the practica. Of the seven

2

factors on the actual professional self-concept (''Myself as a Teacher')

b . S, e

scale, five had declined slightly (one significantly: p < .05) by week

three. All seven factors reported ﬁigher means at the end of the prac-
ticum (week six) than at week three.: Althoﬁgh not reported in the study,
" “the total scale mean. scores were identical at weeks one and six. This
suggested that decriments suffered during the practicum were able to be :
overcome by week ;ix, highlighting the need to study further the optim;m

) >

- length of various practica formats. The results of a study reported by

Poole and Gaudry (1974) may have been reversed had the supportive mechanisms

remained urichanged but the length of each practicum increased beyond the

reported three weeks, as found by Coulter (1976). Gregeory (1976) also
compared the self-concept and anxiety scores of student-teachers completing
-3 . ) :

the six-weeks and 13-weeks programs. Anxiety fell for all groups (p < .05).



78

It was concluded that . \\///// .

The fact that the increase in both professional and

personal self-concept (actual) was more pronounced for

students in the longer Education 405 program tends to '
support the idea that, given adequate supportive mechanisms

and a gradual introduction to teaching, the length of time

in schools may be.one of the most important elements in

changes in students' self-concept (Gregory and Allen, 1978, N
p.. 60). . :




differential scale "Myself as a teacher", for each of the seven dimensions

) the seven dimensions and the total scale will:

‘ - . 79 , ’ .
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. , . CHAPTER 3 T
, . ) | ,szotﬁeSes ’ {
Statements of thé Hypogheses : - &' s

" A pretest was administered to tﬁe ED. 405 student-teacher sample at the

commencement of their practicum (week 0). A posttest round was adgig;stered

to groups one, two, three and four at the comﬁletion of weeks three, sigjm'

nine and 12 of the’practicuﬁ respectively.

prothesis‘lz Teaching anxiety. It is hypothesized that teaching °

.

-anxiety, as measured by the Parsons Teachinig Anxiety Scale will:’

(a) detline from pretest to week 12; .
#b) decline from pretest to week 9; ' ; T

(c) not change betweeh any other tésting periods.

"Hypothesis 2: Professional self-concept actual. - It is hypothesized
L i +
that professional self-concept, as measured by the Elsworth-Coulter semant

¥ 5

(creativity, o%tderliness, warmth-sﬁppo}tiveness, satisfaction, clarity,

energy-en{%usiasm, and non-conformity) and the total scale will:

.
5

* (a) increase from pretest® to week 12;
" #

- (b)" not change betwegn any other ‘testing periods.

Hypothesis 3: Professional sélf—concept ideal. It is hypothesized
that professional self-eohcépt ideal, as measﬁred by the Elsworth-Coulter
: ’ L

semantic differential scale '"The teacher I woulq-like to be". for each of

ic

(a) not change from pretest to week 12;
(b). not change-between any other testing periods.

Hypothesis 4: Professional self—éoncept discrepancy scores. It is.

&

s : ‘ 7 f‘, @
. o * / . .

bt -
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k-4 A
hypothesized that the professional self-concept discrepancy, scores (the dif-

s, .

ference between actual and ideal professional self:eoncept, as measured by the
J - . . ..

Elsworth-Coulter semantic’ differentials) for each of' the seven dimemsions

»

. -

]

and the total scores, will:

(a) decline from pretest to week 12;- - . .

(b) not change-.between any other testing periods. . .

Hzpetheeié 5: éelf;eehcept actual. It is hypothe51zed that se1f—

t

concept actual, es measured by the Elsworth-Coulter semantic differential

~ scale "Myself", for each of the seven dimensions and the total scale will:

(a) .increase from pretest to week 12;

(b) not change between any other testing periods. : - - .

r “
. . .
¥ : L I e e R SR L A R il

: Hypothesis 6: 1Se1f-coneeptaidea1. It is hypothesized'that self-concept

~

ideal,\aé measyred By the Elsworth-Coulter semantic differential "Myself es I

Qould like to’be", for each of the seven d1ﬂen51ons and the total scale W111,‘ ., E

— g e

D (a) not change- from pretest to~ week 12

>

(b) notichange between any other testing per1ods. - o : :

Hypothesis 7: Self-con¢ept discrepancy scores. 1t is hypothesized

th%; the self—eoncept‘Qiscrepancy scpres (the difference'between actuelyan&>
ideal self-coﬁcept, as measured by the E sworth-Coultestemantic dif- o .
’_ferentials} for each of the seven dimensions and:the total s¢ale wili: ' N
(a) ‘decline from pretest’tozweek 12; 2 o -3

M
(b) not change between any other testing peggeds

-

All hypotheses will be tested by analyses of covariance (ANCOVA - post-

zést group comparlsons} and, where appropriate, by Tukey HSD and t tests

\

(matched groups at pretest and posttest). D1fferences between scoresvwlll

be considered to be statistically significant at the < .05 Ieﬂfl of confidence. .

.




As indicated in the previous chap few studies have been reported

that attempted to measure specific changes experienced by student-
teachers as the practicum progressed. Davis/ (1976) measured the develop-

ment, of teaching sophistication and professi

i

al enhancement over 16 weekgz;;#’ﬁ

e

,usingutwomsmal};—unmatehedﬂgroups~of~str teachersu—fPretest%and~post— ¢
test measures taken at weeks one and eight, and one anf 16, indicated no
significant differences. Gregory (1976) stud1ed changes in aspects of
self- concept and teach1ng anxiety in groups of student teachers under-

taking different lengths of‘}nitial and final practica. He also measured'

professional self-concept at the mid-point of a six-weeks practicum and

reported few significant changes. However, ''the sample of students for, this .

extra set of tests was small"” (Gregory and Allen, 1978, p. 60). No attempt '

was made to relate this group's pretest and posttest scores to the major

R
lower posttest scores and with one exception, ‘higher pretest scores than

sampleis scores. The published data revealed that the sub—group had ' -

the major sample.~

. The studies reported in the review of the literature cover such a
;QIR diverse array of teaching situations ‘and practicum programs, and employ many

different studfjdesigns and instruments that dttémptstto draw firm summary -

conclusions would be hazardous. It would appear. to be unwise and un-

*“”just1f1ed’td’crezte‘speC1fic nypotneses retated to cnanges ing the

Apraetieum—that—drawfupen—an—everali—summau

Teaching Anxiety

In light of the‘Gregoryr(lgjﬁ) study in which all groupspreported



'significant declines in teaching anxiety by the end of the practica, it |
. ' . y

B

appears to be justified to hypothesize an overall fall in student-teachers'

\

anxiety from pretest to week 12. It should also be noted that although .
there is no evidence to suggest that the characteristics of the current

study's sample are comparable to the sample in the Gregory (1976) study,

;thé;§ﬁ§C§QS program has not been amended subétahfially since the spring

Y

semester of 1976. Reductions in teaching anxiety have also been reportéd

by Iannacone and Button (1964), Poole (1972), Poole and Gaudry (1974), and =

Sorenson and Halpert (1968) in pretest-posttest studies undertaken during

varying lengths of practica.
The specific hypothesis that teaching anxiéty will fall significantly
by week nine is based on known program factors. An interim evaluation

will be completed for all student-teachers by the end of week seven.

_ Student-teachers who are considered unable to meet the goals of the

program will be recommended for withdrawal. Student-teachers who continue

. in the program after week seven may be expected to feel a sense of progress

.

and a measure of success. By the end of week nine, studzpt-teachers also

] will have completed a substantial period of full-time cldssroom teaching..

Professional éelf—Concept and Self-Cbncept

The literature reveals a range of conflicting findings, thdugh recent

studles suggest that aspecfs of professional self-concept and self-concept

‘need not inevitably decline during a practicum experience. The recent trend

appears to  be associated with practica that incorporate a gradual intro-

duction to. teaching, supervision training and role clarification for

cooperating teachers and university superVisors; extended time in the class-

rooms, and positive support for student-teachers (Coulter, 1976; Dumas, 1969;-

El

e



Gregory, 1976; Gregory and Allen, 1978). The Simon Frasef University =
Professional Development Program appears to possess all these attributes.
Hypothesizéd‘increases in professional self-concept actual and self-

concept actual are based specifically‘on the Gregory (1976) study, which

,Wﬁ__ﬂﬁﬂHﬁv,,ﬂrepnxtéd$signi£i;aniuincreaseswonwlzuofmthef14 dimensions-or-the-Elsworth
Coulter semantic differential scales. SimflarAfindings have been reported
by Coulter (1976), Dumas (1969) and Smith and Adams (1972), though declines

~were reporfediwidé1Yf1n eariier studies. Again; it appearsrlikély that N
the program attributes, outlined above, were a contributory factor in tpe
various ;glf-concébt iﬁcreases.

There isﬁgenefiifégreement that professional self-concept ideal and

- .

-~ self-concept ideal are resistant to significant change. This has been

reported by Coulter (1974; 1976), Gregory (1976) and Walberg (1967b) who

used.ééxdlar scales to measure these concepts. The hypotheses that dis-
crepancy scores will decline significantly from pretest to week 12 reflect

anticipated rises in actual professional self-concept'and actual self-concept

of a magnitude that will be sufficient to overcome slight; but in§;gnifiéiﬂg,

i /’jgzzs in ideal prdfessionél’Eélf—concept and ideal;selfiEBEéept, as

R . f_ i o
reported by Coulter (1976) and Gregory~(1976).

SRR T




-University Professional Development:Program. _All student-teachers with

Wtable,mxzv-WZ 26—7ﬂ@1§ <e——05-theﬁnul}4hypethes&s—may—be—rejeeted—i{%————f
,13,5,7.815. df = )AA,Add;tlgnalggharacterlsilcsgofgrhegpretestgsam

CHAPTER 4

Methods and Procedures

Subjeets : \ | L

The subjects in this study were volunteers from the Simon Fraser

confirmed placements in the ED.“405:eourse, scheduled for the Spring 1979
semester (see Figure 3) were invited té;panticipate, asrputlinedrin
Appendix C. - Letters were posted to individual student-teachers addressed
to each stuaent—teacher's echool address, care of the School Assoeiate,

to reach the school before Ehe first day ofrfhe practieum. The population
at December 29th, 1978 @umbered/369 but late'Qithdrawale and changes te

placements reduced that population to 354 at Jaﬁuary 3rd, 1979. 219

student teachers agreed to part1c1pate by regern1ng the1r Ppretest questlon— B

naires. Three incomplete returns and five late returns were eliminated
redueing the final pretest,samﬁle to 211. This represented 59.6% of the
pqpulatien. |

Comparisons between the populetion and the pretest sample on
available characterisfice are reported in Table 3. A statistical analysis
reveaiedrno significant differences betwlen the population and pretest

sample for sex, teaching level and location (Chi square, 4x2 contlngene/,a

are reported in Appendix B.
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Table 3: ED. 405 Population and Sample Ch;racteristics at Pretest

v .
v Elementary Secondary
Female Male Female - Male ‘Totals
N % N % N % "N % N %

Lower mainland
Papulation . 105 . 29.66. 35  9.88 24 _6.78 31 _8.76._ 195  .55.08. .

Sample 62 29.38 19 9 17 8.06 13 . 6.16 111 52.60
Interior sites o .. , )

Population 99 27.9 28 - 7.91 12 3.39 20 5.65 159 44,98~

Sample 62 29.38 18 8.53 9 “4.27 11 5.22 100 47.40
Totals S

Populationr 204 57.63 63 17.79 .36 10.17 51 14.41 354 100

Sample 124 58.77 37 17.74 26 12.32 24 11.37 211 100

A total of '195 student-teache;s completed the posttest at various times -
,,during,the;Semester,mas,reported”inAIablew4.,,Ofﬂthe"lﬁmrespondents,who”"mluf,ﬂﬁ,W,WW”,,
failed to respond-to the posttest round, 10 had witﬁdrawn from the brogfam
before the posttest was administered. A check of population withdrawal in-
dicated that the sample at posttest continued to represent approximately

60% of the successful ED . 405 Spring 1979 candidates.

Table 4: Numbers in Sample at Pretest and Posttest

[} 0,

Posttest as % k]
Group ~ Pretest _ Posttest of pretest Attrition
e
T 520 T 51 98.08 , - 1.92
2 53 50 94.34 5.66
3 53 ' 49 - 92.45 : 7.55
4 53 45 84.91 ' 15.09

Total "211 195 : 92.42 7.58




Independent Variable

The Simon Fraser University Professional Development Course ED. 405,

Spring 1979 =~ *° ,

Student-téachers undertaking this course completed ED. 401 //and

ED, 402 during the Fall 1978 semester (see Figure 3). The majfority of

Sfﬁaént—teachers successfuily completing this Course will fi ish the
program duriﬁg the Summer 1979 semester by undertaking course ED. 404
on éampus. )

ED, 405 is one of the most important and innovative features of
this Professional Development Program. The three-months intensive and
continuous exposuré of student-teaqhers to the reality of the classroom
- permit(s) the student;freed from the conflicting demands

of university course work, to focus his energies on his

professional growth. Furthermore, the increased length
of experience removes some of the artificiality of the

------ - -'pop-in-pep-out'-type -of -practice ‘teaching(Ellis; 1967; p. 425).— —

During this period 'the person who will later teach has an opportunity fo
test hypotheses under carefuyisupe;vision and to explore and develop

" concrete and qugific planééthat are unique.to his own‘personality" {jf5 s
(De Nevi,.1974,.p. 20). Each student-teacher, in éonjﬁnction with theu
Associates, is required

(i) to plan a personal program of extended teaching:involving

statements of objectives, activities, resources and evaluation

procedures; -

' (ii) to carry out the program;

(iii) to evaluate the program and personal teaching performance; and

T,
\

~q



(iv) to develop personal goals for the final course in .the Professional

Development Program (Denos, Note 1, p. 18). 5

The student-teachers gradually build up theirhendurance and teaching'
load. They progress from teaching a small proportion of the School

rs

Associate's—load,early in the course to handling the full'teaching load for

three to four weeks later in the course at a time to match each student-

teacher's 1nd1V1dua1‘progress and demonstrated competencies.

e - L

After seven or eight weeks the student-teacher, Faculty Associate and
__School Assoclateﬁprepare .a mid- semester,formatlyeheyaluatlon coverlng _progress . . .. . E
» made so far and setting goals for the. remalnder of the course. Thls evaluation

is based on data obta1ned from the cycles of superv1s10n undertaken by the

triad members, ‘with a heavy empha51s on the/analy51s completed by the student- : i

teacher and School'Assocrate. As each Faculty Associate is assigned approxi-

mately 15 studenteteachers, visits to each student-teacher are likely to §
7 T 7T T occur once every two weeks, supplemented with occasional workshops on campus ]
or at external sites. The summative evaluation, completed at the end of f
the teaching period_reports on the work of the "novice professional teacher, S é
albeit with clear needs for further professional development",(Denos, SR e ;

Note 1, p. 18) and records the completion of the period of practical ex-
perience required for a Provincial teaching certificate,
The University emphasises that this course is part of a preservice

' developmental program. There should never be an upper

B "~ 1imit to the student's developing mastery of classroom

skills . . .. If a pilot analogy is used to express
ffAufgggg—eggf4———A—AStudent-teaeher—eempetencies—~by—theeend—e£—EDr—4Ol—the———————

student should be able to fly the aircraft at a basic

level, and should be capable of handling essential

operations effectively, i.e., landing and take-off.

By the end of ED. 405 the -student should be able to take

an _extended solo flight ‘which he plans and executes -




he should be capable of all basic operations. He should be
able to navigate and have.the confidence required for ex-
tended solo flights under normal operating conditions. - The
student should have the insight and commitment to improve
his own teaching after leaving the Program (Kaser-Cannon
and Marsh, Note 6, p. 15).

FERpoRu—




Dependent Variables

The Parsons Teaching Anxiety Scale (TCHAS)

* The TCHAS (reproduced in Appendix C) was developed between 1965
and 1973 as the result of research to construct a 'valid reliable in-

strument for the assessment of anxiety specific to the teaching situation"

- (Parsons, 1973b, p. 1). Jt is a self-reporting, 29 item scale on which . ..

the student-teacher registers a degree of agreement ranging from 'Never = 1",

to "Always.= 5", with intermediate options of "Infrequently = 2",

“Oécésiondlly = 3", and "Frequently = 4".A Fourteen ofithéuégiiiéﬁgiare
revepse& to‘avoid écquiescent set. |
The aufhér reports a correlation between two forms of the scale,
-adminisfered half an hour apart, of f94;.ahd a ”dne—day test-retest Pearson
Product Moment correlation . . . of .95'" (Parsons, 1973b,,p. 2). Internal

consistency for various samples completing the 'scale range from .87 to

.94 (Parsons, 1973b, p. 2). 'éonfirmation of this high internal' consis-
tency was provided by Grego?y (1976) who reported reliability measures of
.87 and .86 for samples of 520 agg 401 gtudent—teachers (p. 207).> Construct
» validity of the scale is establf;hed by reference to change over time, com-
ponent anélysis and group differences (Parsons, 1973b, pp.‘2-3; 1973a) ..

Minor alterations were made to the wording to clarify 11 items on the

scale. The term "Faculty Associate' was substituted for '"college supervisor"

'~iﬁﬂitem"1274andWthe>termh”pupi1”4repiacedhthegterm*“student”4in4item> 2,7,
---9,.15,-18, 21, 22, 26, 27 and 29. The response key was also added to each

page of the instrument.

Elsworth-Coulter Semantic Differentials

The Elsworth and Coulter (i977),instfﬁment has been designed to -measure




change, on a number of dimensions, in the self-perception of groups of

"

student-teachers involved in a program of preservice teacher education..

-

The instrument was developed to provide teacher educators with an evaluative
insight into this "important aspect of professional socialization . . . in
order that programs, or aspeets of programs, whicﬁ depreciate self-view

mlght be reviewed'" (Elsworth and Coulter, 1977 PP- 4- 5) _

ST O s

The semantlc d1fferent1a1 scales, reproduced in Append1x C, employ

Egdpalrs of;adjectlves to report each of four conceptsh The concepts
measured are the personal concepts of "Myself" (actual self) and"Myself ——————

as I Would Like to Be" (ideal self), and the professional congepts of

V"Myself as a Teacher" (actual teacher) and ""The Teacher I would Like to _.

-

Be'' (ideal teacher).' Seven dimensions are identified and measured within -
each scale - Creat1v1ty, Orderllness, Warmth supportlveness, Sat1sfact10n,

Clarity, Energy- enthu51asm and Non conformity (see Table 5). Items

‘are dlstrlbuted randomly to the scale and reversals are included to av01d

_ngﬁggpendix D). Each item calls for a response along

a seven-point continuum. Responses-may be coded "7' positive, rangihg

to "1" negative, with subsequent summing to provide.raw score scales for
each factor. For example, the scale-pairs for’the dimension ""Satisfaction"

occur as 1tems 8 (“"satisfied-dissatisfied'), 13 ("fulfllled frustrated")

and 22 ("'discontented-contented";-reversed) on each scale. The responses

may be scored and then summed to reveal a raw score for that d1men51on

.
The discrepancy between '"actual"” and "ideal" perception scores may
pancy By P _

be calculated to provide "an index of professional adjustment, or -a general
measure of the extent to which students saw themselves as frustrated or

fulfilled on each dimension of . . . behaviour measured"” (Elsworth and Coulter,



Table 5: Elsworth-Coulter Semantic-Differential Scales: Dimensions and
Adjectival Pairs :

Crea%ivitz'(CRl)

adaptable -~ rigid é
imaginative - unimaginative :
creative - uncreative = ;
o  Orderliness (02) - - I . ;
- ' systematiec - -- — - random = - o - S o ;
jumbled - arranged : 3
orderly - chaotic -
: prepared - unprepared _ d
- ' organized- - - - - disorgamized— - T -5
efficient - inefficient :
Warmth-supportiveness (W3) %
- . 3
comforting - reproaching ;
‘ _ . kind = - mean 3
- .., esteeming .- - insulting N v
, -~ rewarding - punishing ' ) _
' warm .- cool . : o
- friendly - hostile - . 7 o , :
Satisfaction (S4) S
R o s satisfied - dissatisfied E
contented - discontented
v fulfilled -. frustrated
Clarity (CLS5) E
sharp - blurry
informing - - puzzling
clear - vague
lucid - obscure
Energy-enthusiasm (E6) ;
enthusiastic - unenthusiastic ;
energetic - - inert
eager : - - indifferent
B, ' ) spirited =~ - - apathetic
I - fresh j - stale , k
- _ __ Non-conformity (N7)
uncohyentional - conventional .
non-conforming - conforming - ' o
unusual _ - ©  usual ~ ‘
liberated - restrained
_free = . constrained




1977, p. 54).

- The instrument was first developed in 1973 using a poolef items

- »

-7 describing teacher behaviour which,” the authors argue, had '"objective value

in the sense that they . . . (were) concerned with professional behaviour

which . . . (could) be intuitively or empirically related to pupil growth'

-~ (Blsworth and Coulter, 1977, p. 4} They drew upon the work-of Rosenshine-

- (1971) who identified the important global'concepfs of teacher clarity,

flexibility and warmth-supportiveness. - The original instrument contained

o [

56 itémé; But folibwgngwéxténéive tésfiﬁg and analysis_fof éoncéég;éééié'
———=== jinteraction was reduced to 32. ‘The form used for this studg is the
August 1977 revision (Elsworth and Coulter, 1977).
The‘authofé feport "high and consistent loadings on the samé'dimension
across different concepts and sub-groups 6f respohdents (male-female,

_ elementary-secondary student-teachers"; Elsworth and Coulter, 1977, p. 18).
Noting that Nunmnally (1967) considered scale reliability of .50 to .60 as
adequaté, the authors reppfted reliability vélues of .56" to .89 with a
median vaiue for the professionai self-concept scales Qf .78,,ba§ed on a
sample of ovei one thousand student-teachers measured oﬁ two occasions
(Elsworth and Coulter,;1977, p.- 20). As the total 32—itém'sca1e reliabilities

were found to be high the authors claim that théruse nof the total score on

“the scale as a general measure of professional self-esteem . . . seem(s)

f"‘tn"be*justifiedWfﬁisworthdnﬁftbuI}er, 1977, p.‘2zj.

—fwjA—Ehe;high;reliabili%y—e£¥theéinstrumeﬂt—was‘eeﬂfirmed—by—ﬁtegor' 1976)

in his Canadian study. He reported-reliabilities ranging from .64 to .89,

= .

with a median value of .70; for the concepts "Teacherjgctual" and "Teacher

¥

ideal" using a sample of 533 student-teac?ers (p. 204). Extensive attempts

i

/



to demonstrate content, predictive and construct validity are also

2

_reportgd\(Elsworth and Coulter, 1977, pp. 23-51). : .

Self-Reported Dominant Incidents

- Each respondent was asked to describe one or more incidents that had

occurred during the practicum and which could be considered to;be\dominant,
designed to;provide some information. for the interpretation of results on

the teaching anxiety and self-cohcept scales. This question is reproduced -

in Appendix C.

rl
e
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Procedurgs

Th;’dec1§€§p'to undertake a study of changes in the teaching anxiety

. and self- concepts of student-teacliers was taken in early*November, 1978.
A draft of the proposal was submltted'to the,Dlrector‘of"the Profe551ona1 .

Development Program in mid- November with a request for perm1551on to

_ approach student- teachers -who would enrol in ED. 405 for the Spring 1979

e k4

semester. The request was approyed by a meeting of Coordlnators held on.b'

_ November 28th, 1978 (see Appendix E for deta11ed t1metab1e)

= In an attempt-to create a p051t1ve and receptlve attitude the.
researcher addressed a meeting on December “4th, 1978 of student-teachers
enrolled in the campus ED. 402 program. Appreximately 65-70% of the

anticipated lower mainland student- teacher populatlon for Sprlng 1979 at-

. tended the meeting. They heard a brief description of the study and

'*””'”*ﬁ”’*"”"receivedtthe“first”indicatron*that‘atiﬁstudent:teachers~1n4thetr*ueaL o
course would receive a mailed request for participation in the two rounds
ef the study. The étu&y was -also outlined tofall—Facuity Associates and

‘Coofdinatotzkﬁﬁring'their December meetings and valuable feedback was

received on procedural and theoreticaltﬁgtzers:

A fretest package was prepared fof'eechaStudent—teacher during late

December and mailed to the student-teacher tpgerrive by the first day of

L)

ED. 405. The letter was addressed to each.student-teacher's school, care

' of the School ASSOC1ate ‘This fqgmat was chosen to reduce“defeys in.

delivery within the school. Each package contained the following material
P .

. (see Appendix C): : : R .

(i) letter of introduction and reQuest for participation in the study;

e

w2

wiy
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(ii) Pretest comprising: page one - questionnaire covering demographic

- .

information; -

(iii) pages two to four - "Student=teaéher questiohnaireﬁ (Parsons'

Teéphing Anxiety Scale - 29 items); -

(iv) paées‘EiX? to nine -. Student-teacher queéfionnaire {(Elsworth-

-

‘Coulter semantic differéntial on four concépts: 'Myself', - ‘

"Myself as I wou dyliké to be", "Myself as a teaéher"h and "The

Teacher I would like to be';
) posfage-paid and addressed.réturn envelope.*~' i / ’);//
Responses received by.January-ZSra, 1979 (éne week‘afteriihe latesF_,,,w' -
requeéted cdmpletion date) were randomiy7assigned‘tqiéné~of'féﬁfrposttest

[

groups using sets of random numbers obtained from the A.P.L. number generator

bR b S b e .~7~’u$uk AR Ty

_ prg?i 2 through the Uniggrsity;ébmputing Center. Thé'étudyvdesign is
* . R o - ’ B . - .

it

ol

'**’“ﬁt"iiiustratéd;infﬁiéurei4:””Pretest'return5"wer6fcodéd‘and*retorded‘for“sub:**”**i”***'”*

o

sequent key punching and computer analysis. Checks were made for significant

3

it b it g o5

. differences between responses completed.on the recommended day and those

respoﬁseskshowiné a slightly later completion date. A further analysis was %
Pral hS . : : . oL
f/f/ undertaken to check the randomness of the distribution to the four post-
- . ‘. Te : - ' :
~ test groups. T . ) : : ‘ E

- ‘As indicated in Figure 4, each posttest group was asked to complete

the final set of questionnaires on-onke of;fodr dates during the practicum.

3

T T B JEX; e 3 . ;
The posttest package was posted to the student-teacher's school after = -

v

. checking’that the appointment was still currefit. The package was identical
. E‘ R , - a N . . B ] -

v to the pretest with-the ekception of the covering letter and explanatory -

LN,
»

" page. The latter contained a request for details

v

of the student-teacher's
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academic background prior to admission to the Professional Developmeﬁt
Program, and for reactions to the practicum (see Appendix C).
Any posttest outstanding after one week was followed up by a

further letter containing a duplicate set of posttest materials. Although

approximately 40 reminders were sent during the course of the study the

‘majority was found to bé'ﬁﬁhééé§$afy as the original set appeared to have

been delayed in the mail and arrived soon afterwards. As student-teachers
left their schools shortly after the completion date set for the fourth T
posttest group, Faculty Associates were asked to encourage student-

teachers in the final group to cgmpleté the posttest on time and return

the set without delay. | ‘ ////////f//’//f

)
SRR b L T

idmdarin,

B v%n":ﬂf»uhi. PRI A
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CHAPTER 5 .-

¢ , . Results
— .

Data Amalysis

The analysis of the teaching anxiety and self;concept data utili;ed

components of the Statistical Package for the Social SCienceS; Number 7

(Nie, Hull, Jenkins, Steinbrenner, and Bent, 1975). This package was ~

designed specifically to analyse properties of multiple-attribute test
‘ operties ¢ /

scales used ‘in tbgﬂSociaiﬂSEiéﬁées and to undertake a range of appropriate

~__computations. Properties of scales analysed in the present study were:
(a) scores for each subject on each dimension and each scale; .

(b) mqans;

[

(¢) standard deviations; ' .

(d3 scale reliability (Cronbach's coefficient alpha).

~ Analyses of variance (ANOVA) were used to measure differences between

- s

the four ranaomly formed posttest groups on 49 factors at pretest - the

five total sto;és'on the Pérsons and the Elsworth-Coulter scales, the 28
dimensions of self-concépt (ééven dimensions on eaéh of the four scaies),
vand 16- self-concept discrepancy scores. Differences between the.pretests

reported to have been completed on time and pretests reported to have been
completed up to three days later were measured by t tests for each of the

" El

49 dimensions and scales identified above.

" Two major sets of analyses were undertaken in this study. Following a

check for significant group interaction, gﬂhlygés of covariance (ANCOVA)

were employed to analyse the four postteSt groups, with pretests as the

Lo



99

covariate, on all 49 dimensions and scales. Where significant differences
wérq reported, the posttest data we;zﬂsubjected to Tukey's Honestly
Significant Differences Test (HSD) usiné means adjusted for prétésts.
Finally, matched group t tests were used to compare the pretest and post-
test scores of each of the four groups on dimensions where significant
differences had been reported. Re;ults were considered to be statiéfically

significant where p < .05 (two-tailed tests, except where noted).

Results

Comparisons'of four groups at éretest. Complete result§>of the ANOVA
are reported in Appendix F. A further check of groups to include ﬁretest
respondents who did not complete a posttest round (N.= 211) revealéd no
significant differences. It waé therefore apparent that the grdups‘were
homogeneous and that subsequent pbsttes;_comparisons would be appropriate.

Comparisons of pretests - on time and later. A t test comparison of

' pretests completed on time (n QiiGSj”éﬁa'ﬁpifbrfﬁ;ééidéyéwiate (n = 27)
was undertaken for each 6f the 49 dimensions and scale totals, as reported
in Appendix G. Significant differences were reVeaied for the dimension

of '"Non-conformity" on the professional self-concept actual and id;al
scales and subsequently on the professional self-concepts discrepancy
scale (p < .05). In each case the late group was more conforming.
However, tﬁe differences were marginai, and as 49 E_testSAhad been com-

pleted the finding did not exceed the number of sigwificant results that

may have been expected to occur by chance alone at the .05 confidence . :

level. As the late pretests had been distributed approximately equally and
fandomly to the fourvgroups, and as no significant differences had beehﬁ

revealed among these groups, the late pretests were included with assurance.
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1

Scale analysis. The scalé reliability coefficients (Cronbach's

coefficient alpha) of each scale at pretest and posttest are reported in
Appendix H. Very'hfgh reliability coefficients were obtained for the e
Parsons Teaching Ankiety Scale (.87 and .91). .This instrument was

accepted with confidence. Scale reliability coefficients for the 56

pretest and posttest dimensions of the four Elsworth-Coulter self-concept

' scales generally were very high. More than half of the measures were

> .80, with a median of .80. All five coefficients between .50 and .59
were on ideal scaies, as was the single undesirably’low‘cogfficient of

.40 on the '"clarity" dimension 6fxthe ideal teacher scale at pretest.

The authors of the séale reportéa generaliy lower reliability estimates
on ideal than on actual scal%srand considered this to be "a reflection of
the considerable attenuation in response variance'" (Elsworth and Coulter,

=

1977, p. 22) on the aspirational concepts. Although this does not wholly

account for the one very lowrreliabilitf coefficient, this single result

was not considered to be sufficiently serious to cast doubts upon the
instrument as a whole. The generally very high estimates enabled it to be

accépted with a high degree of confidence.

Major analysis. Comprehensive set$ of results and analyses. are

presented in Tables 6 to 34. Results presented in the form of mean -
scores for each group supported by standard deviations and mean differences,

pretest and posttest. All analyses are reported in detail,”'In order to
. oo T T e T T T N :‘ »" N

facilitate the understanding of trends in the stores from testing period

N X

to testing period during the précticum; Figures 5 to 11 have been con-

structed to portray the mean differences in scores on each dimension from

- L
 -pretest to eagh of weeks 3, 6, 9 and 12 (groups 1, 2, 3 and 4). As the

-

JQ =
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self-concept scales employ varying numbers of items for the dimensions

~ the scores have been re-computed on a basis of five items per dimension,

thefeby allowing an accurate and appropriate intrascale comparison.

Hypothesis 1: Teaching Anxiety

It was hypothesized that teaching gnxiety;”as”“fw”//
measured by the Parsons Teaching Anxiety Scale
- will: R ' , ‘
- . ... ...(a) decline from pretest to week 125 . . .- S -
o (b) decline from pretest to week 9; -
(c)"not change between any other testing periods.

Results and analyses are presented in Tables 6 to 8. Mean differences

between pretest and posttést scores for each group are pbrtrayed in

Figure 5.
Table 6: Results: Teaching Anxiety Scores at Pretest and Posttest, All Groups ;
. Diff.  Diff. t i
- Group - . N Mean - 8.D. Mean S.D. value 3
Group 1 51 E
Pretest 67.55 11.58 : g
Posttest . 7 - 62.47 12,66  5.08 8.63 . 4.20% 3
Group 2 50 ' ?
Pretest 66.74  11.35 : ;
Posttest - 66.62 15.62 12 - 11.17 .94 ;
Group 3 49 . ' ‘ : ' . §
Pretest o 70.08 11.68 ‘ S il
Posttest 62.14 13.73 7.94 11.42 4.87*+ ;
Group 4 - 45 : 7
 Pretest = 69.87 12.74 : :
i . Posttest . 60.13 11.89 : 9.74 11.68 - 5.59*+
L]
Note:
*p < .001

Toneétailed tests
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Table 7: Aﬁalysis of Covariance on Posttest Scores, Teaching Aniiety, -

All Groups

Source ,/[ - 'SS df  MS F
Covariaté 13867.35 1 113867.35 129.26
Main effects-group 2073.76 ' 3 691.25 6.44 *
Explained- - - .- .15941.11 4. 3985.28 37.15_
Residual . 20384.07 190 "107.29
"Total ' 36325.18 . 194 187.24

7
*p < .0005 . , B

Table 8: Tukey HSD”on Adjusted Posttest Mean Differences, Teaching Anxiety

Mean Differences Between Groups

e 1 2 3
1 0 n.s. n.s. /,«« n.s
2 -4.75 0 * *
3 2.22 6.97 0
4 4.07 8.82 1.85

Notes:
Adjusted mean differences for covariate are:
Group 1: 63.19 )

2: 67.94
3: 60.97
47 59.12 -

T e

* p < .01 (HSD = 6.54; df 4, 191)

- E



- GROUPS -
1 2 3 4
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-

The first two sections of hypothesis‘l were no£ rejected. Very sig-
hifiéant declines (E_<_¢0001) had occurred in teaching‘aniieiy by weeks 9
and 1é’§f the pxacticum (Table 6). VHowever, the final sectibn of tﬁz
: hypothééis was rejected. The‘analysis of covariance on posttest scgres
revealed highly significant changes (p < .0005 - seeATable 7). A*éﬁb—

sequent Tukey HSD test indicated that significantideclines in teaching -

anxiety could be detected between weeks 6 and 9 and between weeks 6 and
.12 (Table 8). The decline was also significant from pretest to week 3.

In addition,a very sﬁé;l dec;ine occurred between Pretest and weék 6. The.
only rise in teaching anxiety detected in the studyAwas between weeks 3
and 6, a substantial but nonésignificant increase and against the trend

of other change.m

%
Hypothesis 2: Professional self-concept actual

It was hypqtﬁésized that professional self-concept
actual, -as measured by the Elsworth-Coulter semantic

1

seven dimensions (cfeativi@y, orderliness, warmth-
supportiveness, satisfaction, clarity, energy- ‘
enthusiasm, and non-conformity) and the total scale
will:

(a) increake from pretest to week 12}
(b) not change between any other testing periods.

"Results are pfesented in Tables 9 and 10, and analyses in Tables 11 to
13. Mean differences between pretest and posttestrécores for each grbup,~
computed on a base of five items per dimension, are portrayed in Figure 6.

”HXP9Ph?§§§W2(§)W!§§;QQE rejected for the dimension of orderliness

- differential '"Myself as a teacher", for each of the -

(Table 13). The hypothesis was rejected for all other dimensions, though

the dimensions of creativity, warmth-supportiveness, satisfaction, clarity,
and the total scale all increased from pretest to week 12. The energy-

enthusiasm dimension did not change and the dimension of non-conformity declined.

™~
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Table 9: Results: Semantic Differential Pretest and Posttest Scores, Groups
' 1 and 2, Professional Self- concept Actual

Group 12 . Group'2b
Diff. ' Diff.
Dimension Mean ~ S.D. Mean Mean S.D.  Mean
om——— = - - Creativity—— - o oo o o e Lo - S e
' Pretest 16.84 2.79 17.48 2.75 _
Posttest 17.06 3.54 .- .22 17.22 2.54 .26 ]
Orderliness o  A :
. Pretest C - 34.77 4.61 - - 35.42 5.69 - -
Posttest ~ 33,53 7.34 - 1.24 34.46 6.50 .96
- Warmth-supportiveness
Pretest 36 4.80 , 36.10 3.68 : i
Posttest 35,78 6.59 .22 34.92 5.33  1.18 3
Satisfaction » ' : L :
' Pretest 16.51 3.80 ' . 16.76 3.99 5
Posttest 16.28 4.07 .23+ 15.78 -4.93 .98 :
__ Clarity o WVW,W”,W”WMWW,ﬂmﬂWWWW”;WﬁW,WJWWWWWWHWW§
Pretest 22.16 3.41 22.68 . 3.60 - g
Posttest 21.92 4.52 .24 22,22  3.91 .46 3
Energy-enthusiasm : o o %
Pretest 29.65 3.89 30.48 3.52 : 1
Posttest 28.80 5.99 - .85 29.02 4.73 1.46 k
7 Non-conformity ’
> Pretest : 20.49 4.76 21.90 4.46 ‘ 3
Posttest . 21.31 +6.38 - .82 21.46 5.33 .44 3
Total scale T v 4
Pretest . 176.41 19.57 180.82 21.41
Posttest , 174.69  32.35 1.72 - 175.08 26.70 5.74
Note - |
—3—
a : e :
2n =51 3
b n = 50
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Table 10: Results: Semantic Differential Pretest and Posttest Scores,
Groups 3 and 4, Professional Self-concept Actual

Group 32 Group 4b
o 7 o Diff. " Diff.
Dimension, Mean S.D. Mean Mean S.D. Mean
Creativity
Pretest - 17.18 - - 2081 - - 16.69- - 3015
Posttest 16.59 2.57 .59 17.60  3.23 - .91
Orderliness , -
Pretest R 34.41 5.46 33.96 5.19 . 1
' Posttest : 34.37 5.58 - .04 36.04 3.40 -2.08
Warmth-suppo:::;énais
Pretest _ ‘ 36.69 3.72 36.87 3.61 '
Posttest 35.61 4.30 1.08 37 4.04 - .13
Satisfaction . : S .
Pretest 16.06 3.84 16.09 .. 3.87 -
Posttest 15.74 - 4.34 .32 16.60  3.40 - .51
Clarity : ]
__Pretest 21.65 _3.%0 . 2191  3.59
Posttest 22.06 3.69 - .41 22.73 2.56 - .82
Energy-enthusiasm '
~ Pretest - 29.16 3.63 29.73 3.46
Posttest 29.27 3.55 - .11 29.73 3.65 0
Non-conformity
Pretest 20.67 4.46 ' 21.29 ~  5.90
Posttest 21.61 5.72 - .94 20.56 6.42 .73
" Total scale ~
Pretest 175.84 21.29 176.53 21.53
Posttest 175.25 23.15

.59 ©180.27 - 17.78  -3.74

=
",

N

& 8
|
|
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.Table 11: Analys1s of Covariance on Posttest Scores, Profe551onal
Self-concept Actual, All Groups k

Source. , SS df . M F P

Dimension 1: Creativity

Covariate . 448569 448.69 - 68.03  ~-

1
| Main effects-group 38.98 3 12.99 1.97 N
Explained ' 487.67 4 121.92 18.49
Residual ) 1253.05 190 ».6.60.
Total ' 1740.72 194 8.97
Dimension 2: Orderliness o ' N -~
- .Covariate ' 1899.23 1 - 1899.23 75.41 .
Main effects-group 241.22 3 80.41 3.19 <.05
Explained 2140.45 4 ' 535.11° 21.25
Residual - 4785.38 190 - 25.19 '
Total 6925.83 . 194 35.70
Dimension 3: Warmth-supp.- = T T e
Covariate 1352.47~, 1 1352.47 66.76
Main effects-group 69.35 " 3 23,12 1.14
Explained 1421.82 "4 355.46 17.55
Residual ‘ 3849.24 190 20.26
Total 5271.06 194 27.17
Dimension 4: Satisfaction '
Covariate , ] : 1030.64 . 1 1030.64 - 82.02.
Main effects-group ’ 37.48 . 3 12.49 .99
Explained 1068.11 . 4 267.03 21.25
, Residual - 2387.39 190 . 12.57 .
e e -Total - e e - 345550194 - 378 —
Dimension 5 Clar1ty _ _ Y 3
Covariate 750.43 1 - 750.43 75
Main effects-group 28.03 3 9.34 .91 !
Explained - : ©778.46 - 4 . ...194.61 18.93 S 3
Residual : ’ - 1953.04 190 10.28 ' g
~Total 2731.50 194 14.08 ]
* - Dimension 6: Energy-enth. _ - 3
> Covariate 1006.42 1 1006.42 62.80 o,
B ‘ ~, = Main effects-group "~ 48.81, 3 16.27 1.02 R 3
e Explained ' 1055.23 -4 ~ 263.81 16.46 :
Residual , 3044.72 190 16.03 3
Total 4099.95 194 21.13 ;
Dimension 7: Non-conformity . - ‘
Covariate - - 1559.67 1 1559.67 56.74
_Main effects- groupﬁ, ‘ 59.67 3 _19.89 .72
Exp1a1ned : 1619.34 4 404.84 14.73 3
Residual | 5223.20 190 27.49 . - ]
i Total 7 6842.54 194 ’ 35.27
‘Total scale: : , )
Covariate 30974.37 - 1 30974.37 61.71
Main effects-group- 1505.68 3 501.89 1
Explained -~ "~ 32480.06 4 8120.02 16.17
B "~ Residual ‘ 95369.13 190 501.94
Total 127849.19 194 659.02
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‘Table 12: Tukey‘ﬁSD on Adjﬁsfed Posttest Mean Differences, Professional
Self-concept Actual, "Orderliness'

e

Mean differences between groups

- - ) p
“1 2 .3 - 4
1 0 n.s n.s. *
2 .53 0 n.s. n.s.
3 1.06 ©..53 0 n.s.
4 3.02 2.49 1.96 0
-  Notes: ] 7 o
Adjusted mean differences for covariate are: .
- - Group 1--- -33.463 - - Group—2 3399, —  ——
Group 3  34.52; Group 4  36.48
* p< .05 (HSD = 2.61; df 4, 191) i
Table 13: Matched-group t Tests on Pretests and Posttests; Groups 1, 2, 3
and 4, Professional Self-concept Wctual, "Orderliness
Round n Mean S.D. Diff. Diff. t
Mean S.D. Value -
Group 1: 51 . '
Pretest 34.77 4.61( .
Posttest 33.53 7.34 1.24 7.34 1.20
Group 2: 50 -
Pretest 35.42 5.69
Posttest 34.46 6.50 .96 - 5.39 1.26
Group 3: .49 ‘
Pretest 34.41 5.46 .
Posttest 34.37 5.58 .04 3.71 .08
-4
‘Group 4 45 -
- Pretest 33.96 5.19 . - )
Posttest 36.04 3.40 -2.08 4.25 - -3.30* -

*

P <,.601(one-tailed test)

Sng”
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Figure 6, Mean differences from pretest to posttest, groups 1, 2, 3 and 4,
on seven dimensions and total scale of professional self-concept

actual. To facilitate comparisons, results have been computed on

a base of five items per dimension and total scale.
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Hypothesis'Z(b)-was not.rejected for the total scale nor for six of
the sefeﬂ—d;mensions. The exéepfidn w#s fhe\dimension of orderlkiness which
showed a significant increase from week 3 to week 12 (Table 12). Although
other changes were non-significant, a trend was nbted ih the direction of

lowered professional self-concept actual from pretest to week 6 on all
) , , :

seven dimensions and the total scale. A L

Hypothesis 3: Profeséional,self—concept ideal i ,0x,'

>

EREPN

It was hypothesized that professional self-concept

— ideal, as measured by the Elsworth-Coulter semantic
differential scale '"The teacher I would like to be",.
for each of the seven dimensions and the total scale
will: L

(a) not change from pretest to week 12;

(b) not change between any other testing periods.

Results are presented in Tables 14 and .15, with ANCOVA d1splayed in
Table 16. Changes in ideal professional self—ébncept are displayed

graphlcally in F1gure 7 where the mean differences have been computed to

reflect a base of flve items per d1men51on on thlS self concept scale.

+

‘As no significant changes were found between pretest and week 12

on any dimension, or on the total scale, hypothesis 3(a) was not rejected.

An ANCOVA (Table 16) did not reveal any significant changes among the -
-~ J -

posttest groups. "Hypgthesis>35b), therefore, was not rejected.
Trends noted included decreases in creativity, order¥iness, warmth-

supportiveness, satisfaction, energy-enthusiasm and the total scale from

pretest to week 6. Clariry;increased_bywweekw6,”whilehtheﬁm0¥ementgin~

i

~non-conformity was negligible. By week 12 the pattern had become con-
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Tab;e 14; Reéults?ﬁsemantic Differential Pretest and Posttest Scores,
Groups 1 and 2, Professional Self-concepts Ideal

‘?@&%ﬁﬁmﬁﬁﬁﬁﬁﬁﬁ%N%%%$@%iﬁﬁi“"“rt'v e

Group 12 ' 1 Group Zb .
; o , Diff. . : - Diff.
Dimension Mean S.D. - Mean Mean S.D. Mean
Creativity - :
Pretest ~ . 20.45 1.05 - " 20.70 .84 oo
Posttest 20.45 | 1.25 0 20.36 1.14 .34
) . ’ : 3
Orderliness : S : |
Pretest - . 39.98 2.74 40.66 2.04 . E
Posttest 40.20 2.70 - .22 40.18 2.56 .48 | ;
Warmth-suppbrfiveness b - . 4
Pretest . 39.84 3.46 " 40.54 . 2.01 ' F
Posttest 40.12 2.78 - .2%7 39.78 3.09 .76 ;
Satisfaction ” :
Pretest 20.43 1.24 20.10 2.45 7
Posttest : 20.51 1.17 . - .08 20.04° 2.29 .06
Clarity o ‘ o . : 7 §
. Pretest o7 26,65 - 1.83_ .. . 26.74. . 1.68 . . . ... .}
Posttest 26.73 - 1.85 - .08 26.92 1.64 - .18 i
. . . - 4
' - i
Energy-enthusiasm : . :
Pretest . 33.78 1.74 , - 34.30 1.23 - 1
Posttest 33.94 1.70 - .16 . 33.66 2.24 .64 3
Non-conf. ity ' : -
etest 25.88 5.23 ) 27.26 5.24
Posttest . 27.02 4.65 -1.14 27.28 5.78 - .02
Total scale -
Pretest . 207.02 11.28 210.30 7.62-
Posttest 208.96 11.19 -1.94 208.22 11.43 .2.08
‘Note: o T - T T
a8 b =51 —- - e - e
b n = 50
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Table 15: Results: Semantic Differential ﬁ}etest and Posttest Scores,
Groups 3 and 4, Professional Self-concept Ideal
Group 3? Group 4b
: — ‘ - Diff. , Diff.
Dimension Mean S.D. Mean Mean S.D. Mean
~ Creativity , : /
Pretest . —20.57 .96. 20.53 .. 84 e
Posttest 20.74 .73 - .17 20.40 99 .13
orderliness ?
. _-Pretest 40.51 2.03 39.84 2.44
-Posttest 40.57 1.90 - .06 39.82 2.33 .02 )
Warmth-supportiveness . - - . e
Pretest 40.55 2.05 -39.84 2.27 4
~_Posttest 40.16 2.48 .39 40:24 2.36 - - .40
Satisfaction : .
Pretest -20.47 1.50 : 20.44 1.08
Posttest = 20.27 1.48 .20 20.04 1.62 .40
Clarity - : L
__ Pretest 27.02 1.6 -~ 26.53 1.80 )
Posttest 27.10 1.49 - .08 26.64  1.58 - 11
_Energy-enthusiasm ,
Pretest 34.02 1.83 33.60 2.01
Posttest 34 ' 1.66 .02 33.78 1.85 - .18
Non-conformity
Pretest 27.18 4.55 ) 27 4.10
Posttest 27.43 5.24 - .25 26.38- 6.24 .62
Total scale ——
Pretest ' 210.33 7.65 207.80 8.02 _ -
Posttest . 210.27 9.90 .06 207.31 9.76 .49
Note: - 4 S e e S
n.=49 L ; [ I
Pn o= 4s o ,
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b 3

Table 16: Analysis of Covariance on Posttest
concept Ideal, All Groups ’

e

Scores, Professional Self-

TRy Ty

Source SS df MS F
Dimension 1: Creativity
Covariate 34.27 1 34.27 37.10
Main effects-group 4.97 3 1.66 1.79
Explained ' 39.24 4 9.81 10.62
Residual 175.48 190 .92
Total ) 214.72 194 1.11
Dimension -2: . Orderliness : : - o e e
Covariate 298.18 1 298.18 70.35
Main effects-group . 7.67 3 2.56 - .60
Explained ' 305.85 4 76.46 18.04
Residual 805.33 190 4.24
Total - 1111.18 194 5.73
Dimension 3: Warmth-supp.
Covariate ‘ "473.62 1 * 473.62 99.86
Main effects-group 24.20 3 8.07 1.70
Explained 497.82 4 124 .46 26.24
Residual , 901.15 190 4.74
Total . . 1398.97 194. 7.21
Dimension 4: Satisfaction
Covariate 194.52 1 194.52 104.54
Main effects-group 5.46 3 1.82 .98
Explained 199.98 4 49.99 26.87
~~Residual 353.53 190 1.86
~ ‘Total ' ' - 553.51 194 2.8
Dimension 5: Clarity
Covariate » . 148.55 1 148.55 75.36
Main effects-group 1.60 3 .53 .27
Explained 150.15 4 37.54 19.04
Residual ) 374.52 190 1.97
Total ' 525.67 194 2.70
Dimension 6: Energy-enth.
Covariate 215.06 "1 215.06 91.08
_ Main effects-group . 11.70 3 3.90 1.65
Explained 226.75 4 56.69 24.01
Residual 448.62 190 2.36 ‘
Total 675.37 194 3.48
Dimension 7: Non-conformity ' :
Covariate 1911.14 1 1911.14 95.01
‘Main effects-group ~—  46.58 3 15,13 .77
Explained 1957.71 4 489.43 - 24.33 )
- —Residual~ —— ~ — — — 382186 196 20:12—
Total - 5779.57 194 29.79 |
Total scale+—" ]
Covariate 7636.68 1 7636.68 104.69
Main effects-group 271.08 3 90.36 1.24
Explained 7907.76 4 1976.94 27.10
Residual : 13859.45 190 72.94
Total 21767.20 - 194 112.20

ooy
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Figure 7. Mean differences from pretest to posttest, groups 1, 2, 3 and 4,
on seven dimensions and total scale of professional self-concept
ideal. To facilitate comparisons, results have been computed on
a base of five items per dimension and total scale.
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Hypothesis 4:. Profeésional self-concept discrepancy scores

It was hypothesized that the professional self-
concept discrepancy scores (the difference between
actual and ideal professional self-concept, as
"measured by the Elsworth-Coulter semantic differen-
tials) for each of the seven dimensions and the total
scores will: :
(a) decline from pretest to week 12;
(b) not change between any other testing periods.

Tables 17 and 18'd1§play the professidnai disérepéncy scores fbfméééﬂ S

group. Table 19 contains fhe details of the ANCOVA, with Subsequént
analysis of significant resu}ts appearing in'Tables 20 t0723. A graphic
display, refleéting the changes in meaﬁ differences and computed to reflect
a five item base for each dimension and the tofal scale appears in Figure é.
For the dimensions of creativity and orderliness, hypothesis 4(a) was
>not rejecxed, with fhe declines being.§ignificanz at the .05 and .0005
levels of confidence,7respectively. ‘an'the dimensions of warmth-
—supportiveness,5satigfaction§"ciarity;fenergy:ehfhusiasm;”non‘Canformity’;m”
and fhe totai scale, hypothesis 4(a) was rejected. The discrepancy had
narrowed for the dimensions of satisfaction and clarity; but had widéned
for the dimensions of warmth—suppo?tiveness, energy-enthusiasm, and non-
conformity. TheAlatLer movements were small and inéufficient to ofer-
come a decline>in_discrepancy onrthe total scale‘bvaeek ;2.

Hypothesis 4(b) was not rejected for the dimensions of warmth--

supportiveness, satisfaction, clarity, energy-enthusiasm, an non-conformity,

or for the total scale. - It was rejected, however, for the dimensions of

' breifi#ifyréhaWarderigﬁess (Tablés 19, 20 and 22). The Tukey‘HSD
analysis of the posttest creativity scores, using means adjusted for the

covariate (pretest), revealed a significant narrowing of professional
0 3 - +

i
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Table 17: Results: D1screpancy Scores on Profe551ona1 Self -concepts,
Groups 1 and 2, Pretest and Posttest

Group 1a . Group ZB
_ : Diff. Diff.
Dimension ' * Mean S.D. Mean Mean - S8.D. Mean
Creativity L o ' S S,
Pretest - 3.61 2.61 3.22 2.79 :
Posttest 3.39 3.35 .22 3.14 2.65 - .08
Orderliness _ :
Pretest 5.22 3.70 5.24  5.45
Posttest ' 6.67 6.88 -1.45 5.72 5.56 - .48
Warmth-supportiveneés , _ v
Pretest 3.84 3.23 - 4.44 '3.36
Posttest .. 4.33 6.06 - .49 4.86 . 5.08 - .42
Satisfaction:
Pretest 3.92 3.57 3.34 3.25
Posttest . 4.24 3.88 - .32 4.26 4.68 - .92
Clarity
—~ -~ Pretest — - -~ — A9 348 e e 4 Q6T T B3 T
_Posttest -4.80 4,28 - .31 4.70 3.72 - .64
Energy-enthusiasm
Pretest 4.14 - 3.46 3.82 3.39
Posttest 5.14 . .5.56 -1 4.64 4.52 - .82
Non-conformity
Pretest 5.39 4.26 : 5.36 5.18
Posttest - 5.71 6.91 - .32 5.82 5.18 - .46
Total scale : : v :
Pretest 30.61 15.47 ' 29.48 21.07
Posttest 34,28 31.11 -3,67 33.14 24.98 -3.66
7 Noté{ 7
2'h =51 i T - -
b
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Table 18: Results: Discrepancy Scores on‘Professional Self-concepts, Groups

3 and 4, Pretest and Posttest

i
| . ' '

o et Bt S SR i e e e e i bt e

B R R B T A N T 'ﬁi»!“ﬂuﬂq T sopesinsluiverar MRS SR

Group’3a Group 4b
Diff. , Diff.
Dimension Mean S.D. Mean Mean S.D. Mean
Creativity .
Pretest 3.39 2.49 ‘ 3.84 318 e
Posttest 4.14 2.42 - .75 2.80 2.82 1.04
Orderliness . ~
Pretest 6.10 5 _ 5.89 4.53
Posttest 6.20 5.51 - .10 3.78 3.24 2.11
Warmth-supportiveness ‘
Pretest 3.86 3.33 2.98 3.39 .
Posttest 4.55 3.69 - .69 3.24 3.35 - .26
Satisfaction
Pretest 4.41 3.40 . 4.36 3.68.
Posttest 4.53 4.04 - 12 3.44 2.82 .92
Clarity )
Pretest — - — - - 5.37 . 3.53 . 4.62 366 -
Posttest 5.04 3.54 .33 3.91 2.18 71
Energy—enthusiasm ]
Pretest 4.86 3.52 . 3.87 2y97”"“"
 Posttest - 4.74 3.43 .12 4.04 2191 - .17
Non-conformity
Pretest 6.51 5.32 o 5.71 5.49
Posttest 5.82 5.43 .69 5.82 5.48° - .11
Total scale
Pretest 34.49 19.72 7 31.27 -20.76 ‘
Posttest 35.02 22.37 - .53 27.04 14.80 4.23
Note: N -
'n=49 S
b n = 45

'




118

Table 19: Analysis of Covariance on Posttest Scores,‘ProfézSional Self- , - )
concepts Discrepancy, All Groups »

;f%_ Source v , SS df MS F P
Dimension 1: Creativity
Covariate 332,66 | 332.66 52.98
Main effects-group 58.32 g 3 19.44 3.10 - <.,05
Explained o 390.98 4 97.74 15.57 .
Residual 1192.92 190 6.28
Total - : 1583.90 194 8.16
Dimension 2: Orderliness - : ' o I
Covariate 1208.66 1 1208.66. 50.48
Main effects-group 268.72 3 , 89.57 3.74 <.05
Explained - . 1477.39 4 369.35 15.43
Residual : 4549.29 . 190 23.94
Total ‘ 6026.68 194 - 31.07 .
Dimension 3: Warmth-Supp. , P
Covariate - 761.43 1 761.43 - 40.93 ‘
Main effects-group 18.67 3 6.23 .34 .
Explained , . 780.10 4 .. 195.03 -10.48
Residual 3534.45 190 18.60
Total = 4314.55 194 22.24
Dimension 4: Satisfaction : .
Covariate 609.11 1 609.11 49.64
Main effects-group 47.89 -3 15.96 1.30
Explained . 656.99 4 164.25 13.39
Residual 2331.51 190 12.27
Total— -~ = o 72988.51 194 15,41 o S
Dimension 5: Clarity '
Covariate 423.98 1 423.98 40.60
Main effects-group 31.14 3 : 10.38 .99
Explained 455.12 4 113.78 10.90
Residual 1984.27 190 . - 10.44
Total , © 2439.39 194 - -12.57
Dimension 6: Energy-enth.
Covariate ~ 615.25 1 615.25 40.77
Main. effects-group 27.29 3 9.10 .60
Explained ;/,/‘ , 642.54 4 160.64 10.64
Residual ‘ 2867.42 , 190 15.09
Total 3509.96 194 18.09
"Dimension 7: Non-conformity .
Covariate ' . 923,25 1 - 923.25 31.88
-Main-effects-group — - 6.85 ——3 e — 228 ————08-
Explained 930.11 4~ 232.53 8.03 _
Residual S ... _5502.11 190 2896 .
Total . ~ 6432.22 194 33.16
Total scale: ‘
Covariate = . ' 22610.28 1 22610.28 47.68
Main effects-group ' 1731.65 3 577.22 1.22
Explained 24341.94 4 . 6085.48 12.83
Residual 90102.94 - 190 474.23

Total 114444 .88 194 589.92
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Table 20: TukenySD on Adjusted Poéttestrﬁean Differences, Professional
- Self-concepts Discrepancy: 'Creativity"

Mean differences ‘between groups

1 : 2 ’ 3 . 4
1 0 n.s n.s. n.s
2 .06 0 n.s. n.s
3 L.~ B4 - .92 o - S
4 .70 - .64 1.56 0

- Notes:
Adjusted mean differemces for covariates .are:
Group 1  3.34 . Group 2 3.28
‘Group 3 4.20 : Group 4  2.64

A
p < .05 (HSD = 1.31; df 4, 191)

‘Table 21: Matched-group t Tests on Pretests and Posttests, Groups 1, 2; 3 é
~and 4, Professional Self-concepts Discrepancy: '"Creativity" .. = 5
- | ) 2
Diff. Diff. t '
Round n Mean S.D. Mean - S.D. Value 3
Group 1: 51 . _ ' S E
Pretest " 3.61 2.61 , : o ;
Posttest 3.39 3.35 .22 3.48 .44 ;
Group 2: 50 ' o
Pretest i 3.22 2.79 , : : 3
Posttest . 3.14 2.65 - .08 2.48 .23 - 1
Group 3: 49 : :
Pretest 3.39 - 2.49 :
"'f‘”’P6§fté§f‘**f”"”“m‘f*AITPI””"gﬁ?.42 - .75 . 2.49 -2.,12* %
~wGﬁﬁ¢r4f~~*ﬂ~~'*'45* : §
Pretest 3.84 3.18 : T : 4
Posttest , 2.80 . 2.82 l1.04 - 2.92 . 2.40*t
*
P < .05

1 one-tailed test
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Table 22: Tukey HSD on Adjusted Posttest Mean leferences, Professional
Self-concepts Discrepancy: '"Orderliness:

. Mean differences between groups

1 2 3 4
1 0 n.s n.s. *
2 .96 0 ‘n.s. n.s.
3 .93 - .02 0 n.s.
4 3.2 2,29 2.31 0
Notes:

Adjusted mean differences for covariates are:
Group 1 6.87 Group 2 - 5.91
" Group 3 5.93 Group 4 - 3.62

* : .
p < .01 (HSD = 3.09; df 4, 191)

-

Table 23:  Matched-group t Tests on Pretests and Posttests,. Groups 1, 2, 3
and 4, Professional Self- -concepts Dlscrepancy" "Orderllness"

=

» , D”iff. Diff. t
Round n Mean S.D. -~ Mean S.D. Value
Group 1: ~ 51 i - i
Pretest 5.22~ -3.70- -
Posttest 6.67 6.88 -1.45  7.33 -1.41
Group 2: 50 .- . ’
Pretest . 5.24 5.45 :
Posttest 5.72 5.56 - .48 4.82 -.70
Group 3: - 49 s
Pretest 6.10 5. >
Posttest 6.20 5.51 - .10 4.27 - .17
Group 4: 45 -
T PIe’te’S‘P’ T T T T T 7é7-‘8’9; T ‘%%7'77'7777'7\

 Posttest 3.78 - 3.24 2.11 4.10 3.46*

* P < .0005(one-tailed test)
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Figure 8. Mean differences from pretest to posttest, groups 1, 2, 3 and 4,
on seven dimensions and total scale of professional self-concepts
discrepancy. To facilitate comparisons, results have been computed
on a base of five items per dimension and total scale.
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discrepancy from week 9 to week 12 (Table 20). This decline came after

a significant widening of discrepaﬁcy between the pretest round and weék 9
(Table élf. Further analysis of the posttest scores on the orderliness
dimenéion indicated that a significantndecréasé, or narrowihg, had

occurred between weeks 3 and 12 (Tukey HSD, Table 22).

An_inspection of the results (Tables 17 and 18) and the mean dif-

ferences (Figure 8) revealed to increase the size of the discrepancy from
pretest to week 3; and from pretest to week 6, on the total scale and all
Vdimeﬁsibns with the excepfion of creativity{ This trend appeared to begin
a reversal by week 9 (the dimensions of élarity, energy-enthusiasm and |
non-conformity had declined] pnd by week 12 only the dimensiéns of warmth-
supportiveness, energy-enthusiasm and non-conformity showed increases
comparéd!to pretest. 'In the‘latter three cases the increases were small,

this heing reflected in the decline in the total scale.

Hypothesis 5: Self-concept-actual
It was hypothesized that self-concept actual, as
measured by the Elsworth-Coulter semantic dif--
ferential scale '"Myself", for each of the seven
dimensions and the total scale will:

(a) increase from pretest to week 12;

(b) not change between_any other two testing

periods. .

Results for this self-concept scale appear in Tables 24 and 25. A '

comp¥ehensive ANCOVA is reported in Table 26 and a visual representation

of the re-computed mean differences between each group's pretest and post-

7fest scores is portrayed in Figure 9.

The first part of hypothesis 5 was rmejected for the Eg}él scale and
for all seven dimensions of self-concept. However, a clear trend emerged.

By week 12 the total scale and all dimensions except non-conformity had



Téble 24: Results: Semantic leferentlal Pretest and Posttest Scores,
Groups 1 and 2, Self-concept Actual

Group 12 ' Group zb :
SRS I " Diff. A Diff. :
Dimengi Mean .  S.D. Mean Mean S.D. Mean 3
b S ’ ; >
cfeativity e
. .=, Pretest 17.63 2,58 17.14 2.94 o !
o -Posttest 17.20 = "2.54 .43 17.34 ©2.60 - .20 i
~ 'J» > k,‘ ’ . . . “2
Orderliness _ L R N
‘ Pretest . 35.06 5.11 34,24 . - 5.92 . T
’ ; Posttest’ ’ 34.12 5.03 .94 - 33.80 6.07 .44 ' :
;~4/f -~ ' :
' Warmth-supportiveness . 7
” Pretest ' 35.84 4.08 35.74 3.95 : i
Posttest - 36.24 3.56 -, - .40 + 34.76 5.19 .98
- Satisfaction’ )
’ Pretest 16.57 3.62 17.10 3.16
. Posttest - 16.80  .3.24 - .23 15.96 4.62 1.14
" Pretest 21.96 3.49 21.96 3.01 -
Posttest 21.98 3.18 - .02 22.48 3.32 - .52
. Energy-enthusiasm ’ L . ’ gar, ) o -
- ‘Pretest //l 30.12 ~ 3.49 . 30.14 3.17 -
; Posttest ‘._ 29.57 3.74 .35 29.54 4.38~ 760
Non-conformity ‘
Pretest - . . 22.20 5.61. - —723.02 5:58
. Posttest .06 5.33 - - <86 23.44 ° 5.41 - .42
Total scale I - - C . )
Pretest . 178.37 18.11 - 179.34 18.11 - .
Posttest 178.96 17.43 - .41 . 177.32 24.09 2.02 ;
_ S : - ' ’ . ,E
Note ) , ™
%n=031 .
b n.= 50 ' ’ .
3
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Table 25: Results: Semantic Differential Pretest and Posttest Scores,
Groups 3 and 4, Self-concept Actual

Group 3% , Group 4°
Diff. Diff.

Dimension Mean S.D. Mean Mean S.D. Mean
Creativity ) 7

Pretest 17.14 2.71 17.07 2.62

Posgtest 17.12 3.03 .02 17.64 3.45 = - .57
Orderliness

Pretest : 34.69 5.08 34.11 5.22

Posttest 34.94 5.63. - .25 35. 4.

Warmth-supportiveness

Pretest 35.59. 2.91
Posttest , 35.45 4.01 3.94 - .57

Satisfactioh
Pretest 16.51 3.42
Posttest 28 -1.16 17.22 2.51 - .71 .
ity - ST T e T "”\*ﬁ
Pretest 21.51 3.16 : 21.89 2.67
Posttest 21.78 4.43 - .27 . 22.24 ' 3.04 - .35

- Energy-enthusiasm , ,
Pretest 29.39 3.01 29.58 3.68
Posttest 30.04 3.10 - .65 29.89 3.59 - .31
. Non-conformity '

Pretest A 23.04 5.07 22.73 5.11

- Posttest: 23.43 5.35 - .39 22.20 6.31 .53

Total scale . . ' )

 Pretest 177.37 14.74 ! 177.96 17.32 . >
Posttest 179.92 20.14 -2.55 180.96 18.74 -3
] Note: e R
a5 = 49
b n = 45



125

31

Table 26: AAnaly51s of Covarlance on Posttest Scores, Self- concept Actual
: All Groups :
Source SS as MS F : P
Dimension 1: Creativity '
Covariate 500.22 1 500.22 85 7 L™
Main effects-group 15.94 3 5.13 .91
Explained 516.16 4 12904 2213
Residual 1108.11 190 5.83
Total 624, 27 194 8.37
Dimension 2: Orderlines ,
Covaria: 2233.74 . 1 2233.74 . .133.
ain effects-group 79.79 3 26.60 . 159
Explained - 2313.53 4 . 578:38" 34.50
Residual . 3184.92 190 7. 16.76
Total 5498.45 194 28.34
‘Dimension 3: Warmth-supp. A :
Covariate 1188.31 1 1188.31 100.71
Main effects-group 80 3 26.76 2.26
Explained . ' 1268.31 4 317.08 126.87 :
Residual . 2241.85 190 . 11.80 2
- Total - 3510.16 194 18.09 5
Dimension 4: Satisfaction ; by
Covariate 680.93 ' 1 680.93 78.91 i 2
Main effects-group 93.56 -3 0 31.19 3.61 ' 2
Explained 774.49 4 193.62 22.44 3
Residual ©1639.56 190 ~ 8.63 / 3
Total : 72414.05 194 12.44 ;
“Dimension 5% " Clarity T oo S S I
Covariate 887.97 1 887.97 111.52
‘Main effects-group 7.41 3 2.47 .31 :
Explained = - 895.38 4 223.84 28.11 3
Residual - 1512.89 190 7.96 - E
Total 2408.27 - 194 12.41
Dimension 6: Energy-enth.
- Covariate 993.70 1 993.70 114.95
Main effects- group 37.90 3 ©12.63 1.46 E
Explained 1031.61 4 257.90 '29.83 3
Residual 1642.56 190 8.65 « ,
Total 2674.17 194 13.78 ’
Dimension 7: Non-conformity : '
Covariate : 3321.31 1 3321.31 237.06 : S
Main effects-group 44.13 '3 14.71 1.05 . - ;
—~Exptaimed " 3365.44 ‘*“‘*4‘“*"”"*8ﬁi’36*“““*60*05“*‘*‘***“f4‘*‘ﬁ‘*
Residual - 2661.95 190 14.01 : 4
- -—Total —- 6027039194 31.07
Total scale: ‘ - ’
Covariate 34624.87 1 34624.87 151.07
Main effects-group ~708.35 3 236.17 ~1.03
Explained 35333.22 4 8833.31 38.54
Resifual 43549.09 190 229.21
Total - 78882, 194 406.61

e e o
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Figure 9. Mean diffexences from pretest to posttest, groups 1, 2, 3 and 4,
on seven dime€nsions and total scale of self-concept actual. To
facilitate comparisons, results have been computed on a base of

. five items per dimension and total scale.
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'

made gains, though the changes were not large enough to be significant.
The second part of the hypothesis was not rejected fo;.any of the

seven dimensions or for the total scale. A multiple regression analysis

and subsequent computations of the significancé of interaction on each

dimension revealed that the dimension of satisfaction on this self-concept

scale was subject to a significant level of interaction (F = 11.33; the null =~

hypothesis may be rejected if £_>V3.88, df.3 and 187, p < .05). Although
the ANCOVA suggested'that significant posttest group differences existed,
further analysis was inappropriate and the appérent'significance was
rejected.

An examination of the £esu1ts (Tables 24 and 25) and the graphic rep-
resentation of the recomputéd mean'differenées (Figure 9) revealed that
the total scale and: the aimensions of creafivity, orderliness, warmth-

supportiveness, satisfaction and éﬁ?rgy—enthusiasm all suffered declines

from either pretest to week 3, or from pretest to week 6. All dimensions
and the total scale were higher at week 12 than at week 3, though not

significantly: so.

Hypothesis 6: Self-concept ideal

It was hypothesized that self-concept ideal, as
measured by the Elsworth-Coulter semantic differen-
tial '""Myself as I would like to be', for each of the
seven dimensions and the total scale will:

(a) not change from pretest to week 12;

(b) not change between any other testing periods.

Tables 27 and 28 contain the results for the four groups, with the

"ANCOVA reported in Table 29. Figure 10 portrays the mean differences from
pretest to posttest for each group on the seven dimensions and the scale

total, computed on a five-item base per dimension.



Table 27: Results: Semantic Differential Pretest and
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Groups 1 and 2, Self-concept Ideal

I

Posttest Scores,

a :
Group 1 Group 2b :
Diff. Diff. "
Dimension Mean S.D. Mean Mean - S.D. Mean
Creativity - e — R
Pretest 20.51 1.08 20.46 1.34
Posttest 20.35 1.48 .16 20.26 1.19 .20
Orderliness )
Pretest 39.33 . 2.89 40.20 2.20 -
Posttest 39.86 3.12° - .53 39.30 3.22 .90
Warmth-supportiveness
Pretest 39.45 3.49 40.04 2.53
PQsttest : 40.04 2.93 - .59 39.64 2.90 .40
Satisfaction
Pretest 20.24 1.37 20.16 1.78
Posttest - 20.47 1.32 - .23 20.08 2.12 .08 ‘
) Pretest 26.04 2.12 26.54 1.98
Posttest 26.75 1.66 - .71 26.64 2.15 - .10
Enérgy-enthuéiasm v
Pretest 33.47 2 33.74 1.86 .
Posttest 33.80 2.10 - .33 33.62 2.28 .12
Non-conformity
Pretest 26.18 4.89 26.42 5.48 '
Posttest 26.08 4,53 .90 27.50 5.68 -1.08
’ %
Total scale
Pretest 205.22 11.75 207.56 9,62
Posttest 207.3§ 11.77 -2.13 207.04 13.19 .52
Note: S~
e T - -
b n = 50
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Table 28: Results: Semantic Differential Pretgst and Posttest Scores,
Groups 3 and 4, Self-concept Ideal

Group 3? o : Group 4b‘
. Diff. - Diff.
Dimension Mean S.D. Mean Mean S.D. Mean
Creativity o - ) ) o e
Pretest 20.61 .86 20.55 - .99
Posttest 20.71 .67 - .10 20.55 .76 0.
Orderliness .
_Pretest 39.71-  3.13 39.16 2.81 N
Posttest ' 39.80 2.34 - ,08" 38.89° 3.30 .27
Warmth-supportiveness :
Pretest ) 40.06 2.55 ' . 39.78" 2.01 , |
Posttest o 40.27 2.24 - .21 40.09 2.29 - .31 §
Satisfaction . ~ - v ,i
Pretest . 20.39 1.63 20.29 1.18 é
Posttest v 20.27 1.62 .12 20.24 1.37° - .05 : ;
Clarity , | 3
- - Pretest S e 2608F 260 e e 2622 "2009 T e
Posttest 26.76 - 1.80 - - .23 26.04 1.95 .18 ' 3
Energy-enthusiasm : : o ' 3
Pretest 33,92  1.85 ‘ 33.69 1.91 - :
Posttest ) 33.92 - 1.55 0 33.58 1.99 .11 -
Non-conformitf ‘ ' : i
Pretest 27.06 4.83 . 26.76 4.46
" Posttest 27.43 5.32 - .36 25.71 6.91 - 1.05 e
i : §
Total scale k
Pretest 208.29 8.13 , 206.44 10.23
Posttest 209.14 9.29 - .85 205.11 10.48 - 1.33
Note:r T - T ;
& 4 =49 — e 4
b, - 45




Table 29: Analysis of Covariance on quftest Scores,
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Self-concept Ideil,

All Groups
Source SS df MS F
- Dimension 1: Creativity
Covariate " - 88,34 1 88.34 119.72
Main effects-group 3.99 3 1.33 1.80
Explained 92.33 4 23.08 31.28
Residual 140.20 190 . .74
Total 232.53 194 1.20
Dimension 2: Orderliness 7
Covariate —— - 665.92 1 665.92 119:71
Main effects-group 39,73 3 13.25 2.38
Explained 705.66 4 176.41 - 31.71
Residual 1056.97 190 5.56
Total , 1762.63 194 "9.09
Dimension 3: Warmth-supp. o
Covariate 501.11 1 501.11 118.26
Main effects-group ..16.80 3 - 5.60 1.32
Explained 517.90 4 ©129.48 30.56
Residual 805.07 190 4.24
Total 1322.98 194 6.82
Dimension 4: Satisfaction
Covariate :226.66 1 226.66 149.64 -
Main effects-group 3.67 3 - 1.22 .81
- Explained 230.33 4 57.58 38.02°
Residual 287.79 190 1.52
.. Total -~ .518.12 . 194 . 2.67 .
Dimension 5: Clarity
Covariate : 214.34 1. 214.34 86.25
Main effects-group 15.55 3 5.18 2.09
Explained 229.89 4 57.47 23.13
Residual 472.17 190 2.49°
Total 702.06 194 3.62
Dimension 6: Energy-enth. . .
Covariate 287.91 1. 287.91 114.99
Main effects-group - s 4.48° 3 1.50 .60
Explained : 292.39 4 73.10 29.19
Residual 475.73 190 2.50
Total 76812 194 3.96
Dimension 7: - Non-conformity :
Covariate 2693.16 1 2693.16 151.16
‘Main effects-group 110.62 3 36.87 2.07
~ " Explained - 2803.78 4 ~700.94 - 39.34
Residual ) 3385.27 . 190 '17.82
“Total- - o 618905 194 3190
Total scale: ' :
Covariate 11023.97 1 11023.97 155.33
Main effects-group 301.30 3 -100.43 1.42
Explained 11325.27 4 2831.32 39.80
Residual 13484.18 190 70.97
Total 24809.45 194 127.88
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As no significant changes were fqund to have ;ccurred between pretest
and posttést the first part of this hypothesis Waé not rejected. Changes
generally w?re small with slight decreases recorded on five dimensions ‘ )
(ordgrliness, satisfaction, éiarity, energy-enthusiavaand non-conformity)
and the total scale, and no change recorded on the dimension of creativity;
With the éxception of therponfconformityrdimensién éllAgpher diménsionsri.riﬁ L

and the total scale declined slightly, but hon-significantly, between

weeks 3 and 6.

Hypothesis 7: Self-concept discrepancy scores . -

scores (the difference between actual and the ideal

self-concept, as measured by the Elsworth-Coulter

semantic differentials) for each of the seven dimen-. v

sions and the total scale will: S
(a) decline from pretest to week 12;

4
\
|
|
| l
It was hypothesized that the self-concept discrepancy |
|
|
1
<

(b) not change between any other testing periods.

The self-concept discrepancy scores appear in Tables 30 and 31. The'
~ ANCOVA on the posttest scores appear in Table 32, with supplementary analyses .
reported in Tables 33 and 34, ‘Once again the reéomputed mean differences
from pretést'tQ posttest for each of the four groups are portrayed - - | -
graphically (Figure 11). |

Hypothesis 7(a) was rejected for the total scale and for six of the

seven self-concept dimensions. The exception was the dimension of order-

liness for which the hypbthesis,Was not réjected. It should be noted that .

a multiple regression analysis and subsequent computation of the degree of

significance of interaction for the dimension of satisfaction revealed that

[ — -

the null hypothesis of no significant interaction could be rejected
(F = 11.62; the null hypothesis may be rejected if F > 3.88, df. 3 and 187,
p < .05). Although the ANCOVA indicated that significant differences existed

[ 3
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Resﬁlts Discrepancy Scores on Self- concepts, Groups 1 and 2,
Pretest _and Posttest ——
Group 12 Group 2b
Diff. “DLff.
Dimension Mean S.D. Mean Mean S.D. . Mean
Creativity B . . o .
Pretest 2.88 2.36 3.32 3.19
Posttest 3.16 2.28 - .28 2.92 2.45 .40
Orderliness E ‘ o
~ Pretest 4.28  4.19 . 5,96 4.99
Posttest 5‘75, 4.87 -1.,47 5.50 4.67 .46
Warmth-supportiveness ) ‘ g
Pretest 3.61 3.33 .30 2.99
Posttest 3.80 2.68 - .19 .88 4.35 - .58
Satisfaction
' Pretest 3.67 3.51 .06 2.56 .
Posttest 3.67 3.40 0 12 4.20 -  -1.06
Clarity
T oUTPretest T T T 4708 32 Y S S | R
Posttest 4.77 2.86 - .69 .16 3.31- .42
Energy-enthusiasm ~ i
Pretest 3.35 2.70 .60 - 2,69 - .
Posttest 4.24 2.94 - .89 .08 4.02 - .48
Non-conformity
 Pretest 3.98 4.27 .40 4.29
Posttest 3.02 4.10 .96 .06 3.44 - .66
Total scale ) 7 v _
Pretest 25.84 13.47 .22 15.83
Posttest 28.39 13.52 -2.55 .72 20.66 -1.50
, | ,
Note
””” C¥n=s
b
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Table 31: Results: DiScrepancy Scores on Self-concepts, Groups 3 and 4,
Pretest and Posttest

Group 3% - ~ Group 4P
| ' Diff. ” Diff.
Dimension : - Mean - S.D. Mean ' Mean S.D. Mean
Creativity ' . . ‘ o
' Pretest - 3.47 239 o, 3.49 24T T T
Posttest 3.59 2.87 - .12 2.91 3.17 . .58
Orderliness R C o ‘u//
Pretest 5.02 4.65 5.04 4.43 o
Posttest 4.86 5.18 16 3.78 3.98 1.26 Co B
Warmth-supportiveness
Pretest 4.47 2.95 3.71 3.60 :
Posttest 4.82. 3.74 - .35 3.44 2.83 .27
Satisfaction ‘
Pretest 4.39 3.69 _ 3.78 3.13
Posttest 3.10 3.14 1.29 3.02 2.05 .76
Clarity : , .
- Pretest - 5.0 .29 -~ . .. 433% .24
Posttest 4.98 4.30 .04 3.80 - 2.61. .53 ' e
Energy-enthusiasm ‘
Pretest , 4.53 2.63 . 4.11 3.726 .
Posttest 3.88 2.83 . .65 3.69 2.80 . .42
Non-conformity ,
Pretest 4.02 4.87 _ 4.02 3.35
Posttest 4 4.97 .02 3.51 . 4.88 .51
- Total scale - ‘ : : :
Pretest 30.92  14.15 - 28.49 14.67
Posttest . 29.23 . 18.47 1.69 24.16 15.60 4.33 '
‘Note: o ’ -
A =4y S
b 1
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Table 32: Ana1y51s of Covar1ance on Posttest Scores, Self concept i
Discrepancy, All Groups v 3
Source SS . df MS F P 3
- Dimension 1: Creativity . . ’
Covariate o 303.53 1 . 303.53 53.16 3
Main effects-group 16.31 3 5.44 .95 3
Explained 319.84 4 79.96- 14.01 L
Residual - 1084g83 190 s T 3
Total 1404 .67 194 7.24 . :
S - Dimension 2: Orderliness ' ‘
S ~ Covariate - . 1243.95 1 1243.95 - . 79,73 -
Main effects-group 138.44 3 . 46.15 2.96 <.05
Explained 1382.39 4 345.60 22.15
Residual ’ 2964.56 190 15.60 :
Total . 4346.95 194 - 22.41 - E
Dimension 3: Warmth-supp. : o , , g
Covariate ~502.01 1 502.01 51.71 ’ §
Main effects-group 40.14 3 13.38 1.38 E
Explained 542.15 4 135.54 13.96 " ' b
Residual 1844.52 190 9.71 g "
Total - , 2386.67 194 . 12.30 Z
Dimension 4: Satisfaction : :
Covariate - 413.81 - 1 $413.81 47.70 ;
Main effects-group 80.46 3 2682 3.09 3
Explained 494 .27 4 123.57 14.24 %
Residual ) , 1648.45 190 . 8.68 ‘ E
Total : 2142.72 194 11.05 . 3
) - " Dimension 5: Clarlty S e I |
Covariate 599.21 1 599.21 . 73.80 3
Main effects-group 38.16 3 12.72 1.57 ;
Explained 637.37 4 159.34 19.63 ;
Residual 1542.69 190 8.12 3
Total 2180.05 194 ©11.24 A 3
Dimension 6: Energy-enth. ’ . ) ;
Covariate 471.54 1 471.54 61.75
Main effects- group 37.54 3 12.51 1.64
Explained ' '509.07 4 127.27 16.67
Residual ' 1450.83 190, 7.64
Total 1959.90 . 194 . 10.10
Dimension 7: Non-conformity o
~ Covariate 652.52 1 652.52 41 .47
Main effects-group 48.27 3 16.09 1.02
oo Explained- 700579 4 175,20 .13 — ES
Residual , 2989.77 190 15.74 S
R 4$eta}m—4;444—————47——4——~5699—56————%H¥L———————lgwez—f————————————————————————ff
Total scale: '
Covariate 16914.73 1 16914.73 80.27
Main -effects-group 1074.71 3 358.24 1.70
- Explajned , 17989.44 4 -4497.36 21.34
Residual 40036.97 190 210.72 - RS

Total 58026.41 194 299.11
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Table 33: Tukey HSD on Adjusted Pogttest Mean Differences, Self-concept
Discrepancy: 'Orderliness' : )

®

& — -
Mean differences between groups

1 2 3 4
1 0 . f.s n.s. o *

2 1.20 0 n.s. n.s

3 1.31 11 0 n.s
4 2.40 1.20 1.09 0

Notes:

Adjusted mean differences for covariates are:-

Group 1 6.20 ~ Group 2 - 5 L
Group 3 4.89 Group 4 3.80 '

p < .05 (HSD = 2.06; df 4, 191)

Table 34: Matched-group t Tests on Pretests and Posttests, Groups 1, 2, 3 .
and 4, Self-concepts Discrepancy: '"Orderliness" 1 '

| Diff.  Diff. t
Round } n : -Mean ~ S.D. Mean S.D. Value
Group 1: | 51 B,
Pretest 4.28 4.19 .
Posttest 5.75 4.87 -1.47 5.20 -2.02*
Group 2: 50 ; -
Pretest 5.96 4.99
Posttest - 5.50 4:67 .46 3.74 : .87
Group 3: 49 _ | ‘
Pretest 5.02 4.65
- ——Posttest———— 486 518 — 16— 4. 66— 25— —
Group 4: 45 :
Pretest 5.04 -4.43 - o
Posttest 3.78 3.98 1.26 3.83 0 2.22*%
*p < .05

+ one-tailed test
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on seven dimensions and total scale of self-c pts discrepancy.
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. within the groupifﬁn this dimension, further:analysiS'was ihappropriatej
and the finding was, not pursued. ‘As a similar finding has been~reported
in this study for the same dimension on the self-concept actual scale,
this result was not unexpected.

'A clear trend emerged in these results. All dimensions, and there-

fore the total scale, reported a narrow1ng in the dlscrepancy between'

actual and 1dea1 self concept from pretest to week 12 (Tables 30 and 31,

and Figure 11).

-
>

Hypothesis 7(b) was not rejected for the dimensions of creativity,

warmth—supportiveness,‘satlnﬁgctlon clarity, energy—enthusiasm, and
non—conformity3?hor for the totai scale. However, this hypothesis was
rejectéd,for the dimension of orderliness as it was revealed that a sig-
‘nificant decreaae had occurred fromAweeks 3 to 12 (Table 33) and that a
sighificant increaee had occurred from pretest to week 3 (Table 34). A
further trend appeared as all seven dimensions and the ’t6£‘211’"s'éé’iéwéiﬁiﬁfféfaﬁ'" N
greater discrepancy at week 6'than'at the end of the practicum,'week712.

" Results of Supplementary Data

The respondents were asked to describe dominant incidents that typified
their experiences in the practicum. A simple content analysis procedure was
undertaken to identify the themes seen as important by the student teachers.

Two raters (this ‘author and one other person) 1ndependent1y examlned ‘the

flrst group of posttests and 10 posttests from each ‘of the other three grogps, -

" identified the commonhlssues and clustered them into broad themes and sub-.,

themes. Rater 1 (this author) identified eight broad themes and Rater 2,
nine. There was complete agreement on seven themes and the second Rater's

last two themes Gere_combined into one theme (Table 35). The replies were



then rechecked. ' v v _—_ i.~<~4" e ~ 4

%

Table 35: Numbér of References to Each Theme by Groups 1, 2, 3 and 4

bt L s s e T e 2 s e,
katvicdiiist by ¢ 4

, . : ; _Group Theme: Theme as
- Themes L 1 2 3 4 - total % of total
1. Self and self as a teacher 61 50 76 42 229 35.02 3
2. Profeéssional growth 7 5 23 14 49 7.49 - 3

- 3. Discipline 25 - 20 16 17 78 11.93 3
4, Teaching strategies . 34 30 47 39 150 22.94 i
5. The teaching triad 18 18 23 14 730 .0 11.16 g
6. Significant others ' 5 5 5 10 25 © 3.82
7. Course ED. 405 -5 12 11 14 42 6.42
8. Other : . 4 1 3 2 2 8 1.22

. Group total 156 143 203 152 654 . 100

A rating sheet was prepared containing themes, sub-themes and columns o

to enable the Raters to indicate whether the references to each theme and

Ak o e B el A

rsub-theme were positive, neutral or negative. Once all posttests had been
returned 36 respones were randomly chosen, photocopied and independently anal-
¥sed by the two raters. The two sets of evaluations were then compared by
’ Egtfgiéting three measures of reliabilify: the degree of égreement inithg
identification of themes; the degree of agreement in themes and'sUb:themes;
and the degree of agreement in'themes, sub-themes and values,a§§igned to the
references. Agreements of‘92%, 91% ahd 88% reépéctively were considered to
bevsatisfactory and the total sample was subsequently analysed by the.author;" ' "
" Results of the analysis appear in Tabies 35 to 37 and Appendix I. A e :
chi- square test was app11ed tO“the cells reported in Table 35 to test the null

B

‘;f‘j'hypotheSIS“that*there was mo- 51gn1f1cant dIfferenceJ1n the‘number*of‘reférence54“44*m**f“*

j
|

-- - made t04au#rthemeAbygeaeh~greup——~ks{Hkier47analy5}sgd1dfnet4re}eet;the

null hypothesis it appeared that the number of references made by each group

to each theme did not differ significantly. The groups were then paired for

additional analysis by 8 x 2 chi-square tests (Table 37). The nu11'hypothesis

N
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Table 36: References by Group and Value Assighed

: , - Total # of

Group Positive Neutral Negative references
1 81 25 50 156
2 67 30 46 - 143
3 90 : 51 62 = .. 203
4 101 33 - 18 : 152
Total 339 139 176 654

-

Table 37: Summary of Chi—squaré Analyses: Comparison of Number of References
to Each Theme, by Groups; Comparison of Values Assigned, by Groups

# of references Value assigned
Groups : :
compared ' x2 résult P x? result P
1,2, 3, and 4 31.467 n.s. 18.66 < .01
1 and 2 : 5.64b n.s. 1.30d n.s.
1 and 3 11,46, n.s. T 462y n.s.
1 and 4 14.43, < .05 18.56 < .001
2 and 3 11.87, n.s. -68 4 n.s. -
2 and 4 8.‘64b n.s. 19.01d , <.,.001
3' ’arld 4 9 -87 T » T T *ﬂ'; ST"" T L - ‘; ’j - 2 1 .’8'1”" o Tt T ”< ";‘0‘0’1"7’ Tttt Tttt T
Notes: : . oo
78 x 4 table, df = 21; null hypothesis rejected if x2 > 32.67, p < .05
.8 x 2 tabley df = 7; null hypothesis rejected if x? > 14.07, p < .05
g3 x 4 table, df = 6; null hypothesis rejected if x2 > 12.59, p < .05
3 x 2 table, df = 2;

; null hypothesis rejected if x%2 > 5.99, p < .05

was rejected for groups 1 and 4 (P_< .05) and an inspection of the" cells sug—i

gested that the group 4 student-teachers had made more frequent reference to
. B I

"professional growth" and the "ED. 405 course' and less frequent reference to. .

"self and self as a teacher". A final set of chi-square tests compared the

values assigned to the comments made by each group, using the cells reported
in Table 36. The results are summarized in Table 37. Significant differences

were found between groups 1, 2, 3 and 4 (p < .01). Subsequent paired-group'
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analysis revealed significant differences between three paits of group

bl ki b i,

responses: group 1 (completed at the end of the third week of the prac-
ticum) and group 4 (week 12); group 2 (week‘6) and group 4; and between

group 3 (week 9) and group 4. In each of these paired-group analyses

%
]
3
i
ok
g
%

the later group was significantly more pésitive in its reporting than the

‘earlier group (p < .01).

i
I
|
|
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CHAPTER 6 ]
Discussion
; . I
Conclusions . ’

The mqjer‘purpose,of this study was to detect changes in teaching anxiety,

professional self-concept and seif-concept that occurred during the practicum
in the hope that this migﬁt lead to some tentative conclusions about.tﬁe
appropriateness of an extended practicum such as Simon Fraser Uhiyereity;s:
ED. 405. It was also'hoped to be able to identify pressuie points in the

" practicum, characterized by increases in teaching anxiety or declines in self-
reported self-concept and professional self-cdncept, so that all participants
would be better prepared and alerted to face such pressures if and when they

occurred.

Thie cheEter wiil eonsieetrtheraeote issuee aﬁ&<wiii draw upon student-
teachers open-ended comments in an attempt to illustrate the statistical
findings. Any trends identified in these comments must be seen as ;omewhat
speculative and may not be considered as reliable or as powerful as the major
analysis reported earlier. The comments do, however, add valuable flavor and
body to the study's findings and begin to recognize some of the issues that

seem to be uppermost in the minds of student teachers during their three months'

practlcum, issues thatgneed,to,,befacknowled,gedfandmstud}.ed—by—praet&eumw

Mmmmﬁ. - ) S

Teaching anxiety. Previous studies generally measured teaching ahxiety P

at pretest and posttest, metaphorically plotted the two scores on a graph and -

joined the points with a straight line. They frequently concluded that any
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reporte& change occurred evenly oé;; the length of the'piactiéhmﬁiﬁa'@BVear"
in the one direction. Had the present siudy ignored the measurements taken‘
at weeks 3, 6 and 9 and plotted only the pretest and posttest (week 12,
group 4) scores, one would have been temﬁted, even justifiedf‘to,conclude thét
the shift from the gioup 4 pfetest mean of 69.87 to the posttest mean of
60.13 tTable 6) was not only highly significant (p < .001) but also reflected .
-, a gradual and unidirectionalfdecline over 12 weeks. That--the 1étterﬁpartmo£WWW— ~—~A~é
this conclusion can be shown t6 be:grossby unjustified for t;X§xstudy high-" 7
lights the valué of the study and tends to question the appropriateheés of
conclusions reached in studies.that have empioyed a simple pretest-posttest
design. ’ | ‘
An inspection of the magnitude, gignificance and direction of change

in te ing anxiety during the practicum (Tables 6 to‘S) and from Qretest
to week 1@ (Table 6) reveals a number of important findings. Firstly, the

—_ 7 ,
ANCOVA and Takey HSD analyses disclose thg@mthgﬁlgye}_qfﬁpggghgpgigpxig;y -

reported at posttest deélined“significantly»fromlweek 6 to week 9, and from

‘week 6 to week 12. Secondly, the same form of analyses show that the mag-

el s

nitude of change from week 3 to weeks 9 and 12 was too small to.belsignifiéant,
having already deélined from prefest to week 3. Thirdly, and perhaps most .

importantly, it should be noted that scores from pretegt to posttest decliﬁed : %
significantly for all groups except group 2, which completed its posttest in

week 6, midway through the practicum (Table 6). As the groups had been shown

- toAbeﬁhomogeneous~at~pretestjﬂtheseuresuitSWindic ‘that”thEATeVéI‘of;téaching,
an#iety,fellwinmtheufirs¢ﬁ¢h1££pmuuﬂuL4$54~TOOi}fbu ese—againgtegagiéve}f—f ****** %
that was only infinitesimally lower than the level reported at>prétest. It
would seem hét on;istent declines and directional_stability do not become

established til the second half of the extended practicum, around week 9,
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with a further increase occurring in the magnitude of change by the end of
the practicum.

Speculations on the reasons for this. pattern of change are in order.
In the first three weeks student-teachers are introduced gradually to the .
classroom. Depending on previous experiences they are expected to undertake

substantial observation, but only limitéd teaching with small groups of pupils..

on aroﬁé féééhinérsegment,ﬁé; da} bésién(Kaser-Cannon andLMayéh,fNoté;é; : e
" pp. 15 and 18). This is considered to be a settling-in period allowing
student-teachers to become familiar with the classroom setting, the pupils,
procedures and expectations. The significant decline in teaching anxiety
appeaés to reflect this arrangement. The grea%er demandslin the next few
weeksrinplude Lnit planning, teaching responsibilities in a wide range of
curriculum areas, full-time teaching and a mid-semester "formative evaluation"
(Kaser-Cannon and Marsh, Note 6, p. 13)? These additioﬁal pressures may
account for the reversal of the previous decline in teaching anxiety. By
the next posttest period, the student-teachers have received an indication
from the formative evaluation process that they are likely to complete the
practicum successfully. ‘Tﬁey have had a subéfantial period of full-time
teaching and by tﬁéir continued presence in the program have ekperienced a
significant degreé of achievement. The goal of becoming a 'movice professional

teacher with a basic set of skills" (Kaser-Cannon and Marsh, Note 6, p. 15)

must now appear to be realistic and attainable. Other significant declines

in teaching anxiety (pretest - week 9, p < .001); week 6 - week 9, p < .01)

reflect this accomplishment, are embellished by a further decline to the end

of the practicum (week 12), and coincide with more positive reporting by the
student-teachers and with some significant increases in professional self-

concept.

T
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A sample of student-teachers' comments exemplifies these speculations,

though it must be emphasised that the comments are unique to each student-

teacher while the themes and statistical changes are the product of many

individual responses. The diversity and variety of concerns is reported

TR S S

further in Appendix I and may be'compared to sources of anxiety identified

in other studies (Table 2).

K

Themes identified in the supplementary data analysis may each contribute -~ .

" },.

to an increase or decrease in teaching anxiety for individual student-teachers.

Initial anxiety can be detected in many comments, often followed by an

el i e dstoin e e T

indication of some amelioration:

I was unsure exactly what I should be doing in the first few .
days. But it did not take long for me to find myself and
start my planning (week 3).

Once the rapport was established the real teaching began .
And speaking of miracles after exactly 12 days of teaching
half-time, I have not encountered any serious discipline

problem%/igsek 3).

Refeyences to self and to self as a teacher accounted for over 35% of

all comment3”(Table 35). The third most frequently mentibned theme, and

raised above, was discipline, which attracted 12% of all comments. -
p o

R ST o b S B S B B e, b o b, o

Without the control of the class it really wouldn't matter how H
many illuminating concepts or ideas a person had to convey -- 3
they would all be lost in the resulting chaos (week 3). ‘ f

The amount of time spent dealing with classroom discipline
. . . has been a surprisingly dominant part of the
practlcum {week 6).

In the first 10 minutes of the day . . . I inevitably saw

-varying stages of disorganization; chaos; etec. -Invariably

my response was one of anger, defensiveness and open host111ty ;
. .as they,cleanedgupgandgcalmedmdonn44,As,agda11y4horsfdgoeu¥reu444f44h4fAgggmf;7

it was exhausting (week 9). : ‘

Once it gets to the point where I know it has gone too far
then I realize that I must take a stand and do, and can
take firm control (week 12).
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Nearly 25% of references were to teaching strategies, including planning,

knowledge of curriculum and appropriate resources, techniques, classroom

routines, pupil evaluation and individual differences. Many of these sub-
themes impinged on teaching anxiety.

If anything typifies my experiences it is the endless
resourcefullness and creativity required to mot1vate
children (week 6).

The importance of planning and forethought; the possibility

of links and overlaps; the availability of resource materials;
I had no idea of timing and the groups were a total shamble
after two days (week 9).

A substantial number of references, negative and positive, were made
to personnel in role-supportive poSitions: the Faculty Associates; School
Associates; Principals; and other teachers in the school. Included were
references to the key parts these peog&s played and to the.need for careful
selection and{screeniﬁg of the Associates. The proportion of references to

the ED. 405 course grew as the pract1cum progressed as did the p051t1ve

nature of the comments, reflectlng lowered teaching anx1ety and increased

h ¢

confidence:

I'm glad for the length of the practicum because it allows
for the novelty of a ''student-teacher'" to wear off and the

" teaching atmosphere and 51tuat10n to become much more
realistic (week 12).

Professional self-concepts. The professional self-concept actual results

support recent research that has reported increases in this concept by the r

end of a practicum. But, as has been shown to be the case with teaching

anxiety, the present study identified trends that would have remained un-

detected in a simple pretest-posttest design.
By the twelfth week of the practicum, scoresrdn the dimension of order-

"liness had increased sufficiently to be statistically significant when com-

pared to pretest and week 3 scores. This indicates that as a group the



eight posttest dimensions showed a clear negative trend. ﬁply creativity and

) student-teachers as the final groﬁp reported that they felt slightly more

~conventional, conforming, usual, restrained and constrained.
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student -teachers saw themselves to be more systemaiiE;'ég;éhged,fbrderly,ii

- prepared, organized and efficient at the-end of twelve weeks of classroom

experience than at the beginning of the practicum. This may also ‘help to

explaiﬁ fhe final group's more positive comments. It must be emphasized

thét it took between nine and twelve weeks of classroom experience for the

positive movement to become signif@cant and that béfore week 9 both posttest;

showed a “small decline in orderliness. Although no other significant-results— ——— -

were obtained it is worth noting that the scores at weeks 3 and 6 on the

non-conformity ét week 3 reported higher scores than at pretest., The negative
o : 4 ;

trend appears to have been reversed sometime after week 6, and by week 12 only

the dimension of non-conformity showed a decrement., It is likely that the

practicum had exercised a moderating and socializing influence upon the

The professional self-concept ideal results supported findings from
previous studies that this conéept is relatively stable (Cqulter, 1974, 1976;
Gregory, 1976; Walberg, 1967b). VMean differences were small throughout the
study. -

The gap between perceﬁzions of self as a teacher and an ideal teacher,
as measured by the professional self-concepts discrepancy scores, narrowed

significantly for the dimensions of creativity and orderliness. As these

gl
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dimensions were relatively stable on the professional self-concept ideal

creases in these dimensions on the professional self-concept scale. Once
again it should be emphasized that four of the five significant results did

not occur until week 12. Of particular interest is the significant increase

‘scale it appears that the significant results were due to substantial in-——— 4§




-~ practicum. This may be compared to the scores at weeks 3 -and 6 whenm the ————
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in the size of the discrepancy 6n the creétivity dimension reported at

week 9. It appears that the student-teachers cbnsidered thémselves to Be
significantly less adaptable, imaginative and creative than their ideal
teacher. As this response came during their period of full-time teaching
one could‘speculate that the pressure of preparing a large number of lessons

drained their creative abilities and represented a pressure point in the

dimension of creatiﬁity was the only professional discrepancy dimension to
experience a slight decrease at a time when student-teachers were being
gradually ihtroduced to ;he wider role ofrthe teacher and,uﬁdertaking qnly
isolated teaching segments.‘

It would appear that all the themes identified in the respondents'’

comments could contribute to changes ‘in the assessment of their professional

Self;image. Their performance in the role of full-time teachers and the
reactions of pupils appears to have been very important and prompted over
170 references. There is some evidence to suggest.that references to these
sub-themes declined as the practicum approached its cqnéluding phase and
student—te;chers overcame some of their fears of the feacher's rolé and pupil
reactions (Table 57). An increase in reportéd professional confidence was
also noted. |

They don't see me as a teacher (week 3).

The extreme highs occur when the students in my classes
react favorably to what I have planned (week 3).

The most rewarding and fulfilling experiences for me are :
- ~ when T see the faces of the students change to exuberant
smiles and when I realize I have reached them (week 12). T

Self-concepts. No significant changes occurred in actual self-concept

during the practicum, though there were trends of early decrements and later




increments in the dimensions of creativity, orderliness, warmth-supportiveness,

satlsfactlon, energy—enthu51asm and in the total scale, implying that the

long per10d of teachlng may be advantageous. These movements reflected

similar movements in the professional self-concept actual scale where the same

dimensions, plus the dimension of clarity, fell and rose during the practicum,

c01nc1d1ng Wlth upward and downward movements in teachlng anx1ety -The

trends in self-concept scores were probably attr1butab1e in part to the

dominance of the practicum in the student-teachers’ personal as well as profes-
sional life. Many student teachers reflected on the amount of time needed to

prepare lessons and meet their other responsibilities as a full-time teacher,

a dominant theme in early posttests. Of the 56 references to demands on self
only three were assessed as positive.

I've never worked quite so hard on anYthing in my entire
life (week 3).

I do not have any time to dgmghgggh}pgs I am normallxmg§ggiﬁ7

- ~to, for example, physical exercise, breakfast . . . my day is-
so rushed and hectic (week 6).

.‘As the practicum progressed I became swamped with work and
found myself with more than I could handle . . . I became
absentminded, leaving things around, forgetting. lesson plans.
I lost weight because of poor eating habits, couldn't sleep
at night and was generally miserable (week 9).

I'fas under a lot of pressure (week 12). —

h

Although other researchers have claimed that stability or higher scores in

this concept by the end of practica can be attributed to successful survival

“(Coulter, 1974, Wright and Tuska, 1968) it is possible that the positive
- trend better reflects a feeling of personal development and achievement over —

a substantial period.

Self-concept ideal scores were found to be stable, agaln supportlng

previous f1nd1ngs. Eventual decreases in self-concept dlscrepancy scores
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mirrored movements in Self-concgpt.' All dimensions and the total scale

~ reported decrements bfrweek 12. This trend was not clearly established
before the final posttest. A Significant widening of the orderliness
dimension at the end of three weeks may be an additional indication of an
approaching pressure point in the practicum. |

Some summary impiications. Any inferences must be speculative as this

study cannot account for individual differences or measure the degree of

individual pacing imposed by student-teachers knowing that they have three
months in which to achieve set goals.

'What are the implications for the length of.the practicum? i It does
seem clear that had the practicum ended after three weeks, the ;tudgnt-teachers,
as a'group,bwould havelleft the classroom less anxious and therefore less
likely to be suffering from '"self-depreciating ruminations and ego—defen;ive
avoidapt responses' (Sinclair, 1971, p. Qé), though with %heir ideal of
"personél"orderIinesﬁ”more visionary:'”ﬂﬁfortunateiy”their‘ioweredgteaChing**”“"‘f**‘“;"
anxiety may have resulted in false feelings of security and achievement as
they had not yet faced the challenges, traumas and attendant responsibilites
“and demands of full-tim; teaching. Results from. this study suggest that it
takes a minimum of approximately nine weeks for student-teachers in the
ED. 405 éqursevto achieve what may be durable and desirable decrements in

teaching anxiety, and twelve weeks for positive trends and significant

changes in proféssional self-concept and self-concept to appear. An analysis

of the open-ended statements adds weight to this argument.

- Are there pressure points in the practicum? Although few significant
undesirable decrements were reported it would seem that the relatively high -
level of anxiety at the mid-point of the practicum (week 6}, the negative »

trends in the actual and discrepancy scales of professional self-concept and



- greater concern for self in the first half of the practicum, all point tb the
early perlod of full t1me teachlng (appreximately weeks 4 to 7) as a potentlal
'view that the Simon Fraser Prbgram (and any other program where self-concepts
‘individually tailored, gradual introduction to full-time teachingj expert

- a time span that is long enough to allow the development and adoption of

appropriate teaching behaviors and an understanding of the realities of a
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self-concept from pretest to week 6, and the more negative reporting and

| \M;s:a,ulauwmm.mﬂ
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danger period. That the majority of student -teachers pass through this perlod

and meet the prescribed goal of the course adds credence to the oft-stated

2,

remain 1ntact or 1mprove) contalns the h1gh1y approprlate elements of: an

n

\

i \1‘1'&«&5::&@{%%3&&;ﬁﬁ;u‘;hb&-ﬁ:a%,wu}:“‘** Sy

guidance and support from selected and trained teaching triad members; and

classroom.

One of the most fulfilling experiences was to suddenly feel
everything was falling into place and that I felt part of
the school ‘(week 12) '

=
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Limitations of the Study :

The findings reported in this study and subsequent generalizations and
applications may be limited by the following factors:
(a) Results are based on group means and do not examine individual

performances. The authors of the semantic differential employed in this

study recommend that "at present the scales be .used only for research

purposes in hypothe51s testlng and evaluation stud1es and not for 1nd1v1dua1 7 !
t measurement" (Elsworth and Coultert 1977, pb;Si). ‘
3 :
(b) It is not known whether student-teachers would be able to achleve
“the course obJectlves in less than the current three months w1thout sufferlng
bruising of their professional self-concept and self-concept. The quest10n1>'
;z?ef“individuai_nacing should be examined further.
(c) The lack of a control group prevents a clear statement that
maturation factors were,not responsible for the detected changes. The
L'"Hominanée'of'the”praetiéﬁm'ahd’tHe”laék”of”anY”hiStoriéaIIymsigﬁifieaﬁt””’*’"””'ﬁ’”
event (see below) suggests that program factors were responsible'for the
changes. It is difficult to identify an appropriate control groun though
investigationsainto this problem would be useful;
‘ (d) A mid-term break of one week occurred after 11 weeks of the prac-
ticum had been completed. It is possible that some classroom teachers took

over from their student- teachefs when schools resumed thereby limiting

the teachlng experlences of those student - teachers

(e) It is not known whether the Simon Fraser University student -

teachers or the schools attached to the program possess unique characterlstlcs

A=

Comparative studies would be of interest but would be sufrounded by design

and technical difficulties. One should be very cautlous if attemptlng to
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apply the results of this study to other settings, particularly when charac-

-

teristics impinging on the program are not fully understood::
(f) Although the sample represented a substantial and constant propor-
- l‘ 7 . - \ !~ s
tion of the population in the course it is not known if the:student-teachers

. N
who did not participate differed significantly from the‘samp}ET\ However as

all respondents were volunteers and as a strong emphasis was placed on
. o - b - . IR

confidentiality, a high degree of confidence may be placed in the results.‘-

-

It is possible that the respondents'completed the questionnaires more con-

scientiously than would have been the case had all members of the population

been "required' to participate.
(g) The study examined only one component of the total program.
(h) The relative lack of negative results may suggest that the course

is undeménding, non-threatening and weak. Further, the use of a pass/

<.

withdraw system may offer little challehge'fo‘some participants. This

notion does not éppeafwfawﬁéxgﬁbﬁdiié&'Byffhe omments received during

the practicum.

3
~.

(i) As some student-teaghers withdréw from the course peforé completing

a posttest it is not known if they differed from the respondents who remained

in the study.

TR
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Reconmendations for Future Research

It is snggested.that potentially profitable research may be undertaken
in the following areas: -

(aj A'iongitndinal study of student—teachers/teachers from the time
iof admission to at ieast the end of their first year of full-time teaching.-
As the present study has detected changes during e programhcomponent~further
‘stud1es u51ng randomly formed groups for test1ng at regular 1nterva1sgm£&45e
ibenef1c1a1. A longitudlnal study may also encourage~end faC111tate the U
development of,a'conbined preservice-induction—inservice program,;end Te-
”examine the role of other practlcum and course part1c1pants

(b) A study of optimal levels of anx1ety and profe551ona1 self- concept
It is possible that student-teachers and teachers who saw themselves as very
clear, satisfied, ordered, supportive and calm may not be receptive to con-
structive criticism and advice. i | //,////ﬁ

—-(e}wArcomparison~of~the—two'majorfSimon'Fraser~University*program’strdc:W“”

tures. As the major components appear inrdifferent sequences (Spring |
intake - ED. 401/2, ED. 404 and ED. 405; Fall intake - ED. 401/2, ED. 405
andiED. 404) a comparison of studentfteachers proceeding through the two
patterns may be fruitful. It may be shown to be advantageous to place a
substantial break between the two practica, or to schedule them. close togetheﬁg

to allow student-teachers to build upon their initial experiences as soon as

possible.

(d) Small group intensive research in order to identify individual

concerns and ach1eve further insights into the process of soc1allzatlon not
revealed by global measures.
(e) An examination of changes during an open-ended practicum/yhereqthe

length is determined solely by the time it takes a student-teacher to achieve
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sbecific objectives. |
‘ (f')f A study 'of"crhangeS'cAluring' a pr_ogf‘a.m component using raﬁdomly—formed

groups with one confcrolrléd characferistic, for example, sex or. various <
levels of aéademicibackgromd. Further knowledg‘é\ of the characteristics ofi ‘
the population would facilitate subsequent and broader applications of research.
findings. ~ -"\ e R .
" (g) The identification of suitable control groups for future research.
; ;
- . !
) 3
o ’
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" APPENDIX A

Simon Fraser University Professional

Development Program Objectives




o 157 .

jectives

Appendix K;::S;mon Fraser University Profe551ona1 Development Program

1.

Adm1551on and Wlthdrawal Procedures and Objectives

(1) Admission to the Program ' ) .

"Objectives to be attained prior to entry into the program:

A. Students shall be basically literate in the English Language.
- This means that all students shall have a basic command of
English and that all students ‘'shall have taken at least six
semester hours of course work in English at the university
“level or its equlvalent

Students whose native language is not Engllsh shall demonstrate.
their -competence in English by satisfying the above requirement.

"In addition, students may be asked to undertake a tést such as
TOEFL.

B. Students shall have completed a minimum of 60 semester hours of
academic course work at the university or college level.
Students undertaking to teach at the secondary school level
shall either have completed an undergraduate degree or shall be
able to complete degree requirements during the Professional

-~ year" (Dobbs;-0'Sullivan and-Tomsich; Note 7; p:—17): -~
p o

(ii) Withdrawal from the Program

"A few students do not complete the program; they withdraw either
voluntarily or by request. The Pass/Withdraw procedures are such that
students' grade point averages are not affected by their withdrawal
from the Program. All forms related to withdrawal are-available from
the coordinators. :

A. " Voluntary Withdrawal: Students may withdraw voluntarily. from the
Program for a variety of reasons including poor health, personal
concern or dislike of teaching. :

To formalize voluntary withdrawal:

. _1i. The student informs his school associate, the

principal, his faculty associate, his coordlnator and
the Registrar's Office of his intention to withdraw;

A L L R

bl i oo

ii. The student completes withdrawal forms required by
both a coordinator and the Registrar's Office;

iii. A coordinator sends the Professional Development Program
withdrawal form, including a statement regarding readmission
to the Program, to the Faculty of Education's Admissions
Office.
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B. Recommended Withdrawal: When a student lacks competence or when
competence is in doubt, the following procedures are initiated:

i. The faculty associate in conference with the school
associate and student informs the student that his com-
petence is being questioned and discusses with him the
specific nature of the deficiencies; &~

ii. The faculty associate immediately informs the coordinator

~who will arrange to visit the student and school associate-
with the faculty associate in attendance;
iii. At this time, if necessary, the NOTICE TO STUDENT form is
completed to provide the student with cledr goals for
' T improvement, and to assure that everyone involved is aware
of these goals;

iv. The student is to be g1yen adequate time and opportun1ty
to overcome the deficiencies. During this time,” second
opinions from the school and University are sought, e.g.,
another teacher or the principal and another faculty associate
or the coordinator.

If the deficiencies are not remedied, specific examples of
inadequate teaching performance to be used in supporting a

- recommendation for withdrawal are conveyed to the student.

v. On the expiry date of the NOTICE TO STUDENT the
coordinator, faculty and school associates convey their
decision to the student teacher. If withdrawal is
recommended, the appropriate form is completed and signed
Y : by all parties.
vi. The student has the right to appeal the decision and should

T T contact the ‘administrative coordinator to clarlfy “procedure T

and set a hearing date" (Kaser-Cannon and Marsh, Note 6,
pp. 20-21).

2. Objectives for Course ED. 401.

~_By-the end of ED. 401 the student-teacher should be able to:

"l. Observe a learning situation or an episode of teaching and
discuss it in terms of goals or objectives, strategies used, out- -
comes attained, and possible changes in approach. The student
will have to become an effective and critical observer;

2. Observe an episode of his own classroom behaviour in a similar
fashion to #1 above, or at least he should be able to accept
and understand feedback from observers of his classroom behaviour.

3. Plan a short sequence of teaching/learning activity, using a

~particular, coherent approach, whether it be individualized
instruction, student-directed learning, or didactic in nature.

4. Describe several modes of teaching behaviour or styles of
teaching or of creating opportunities for learning.




5. Undertake a reasonable inventory of his personaf needs for
further development of skill or knowledge at that stage of his
experience in the program. He should be able to state a set of
personal objectives for Education 402, and for 405" (Denos,
Note 1, p. 12).

3% Objectives for Course ED. 402

(1) Overall ijectives

By the end of ED. 402 the student teacher should:

”1. Have at least an out11ne plan for his profe551onal development
during Education 405 or 404. This plan should have been dis-
cussed with his seminar leader and his peers if possible.

2. Be able to plan a sequence of instruction or a program for-a . - _
set of learning experiences which is designed to achieve '
certain objectives.

3. 'Have an initial familiarity with the curriculum for the area or
level in which he expects to teach. A : L

4. Have developed a first level set of basic communication and
process skills and have had an opportunity to practice these
with his peers.

-

.VWHav at least one system or set of tools for the analysis of

achlng/learnlng situations, and be aware of some others.

6. Have an initial repertoire of methods and approaches in some
of the key areas for the field in which he hopes to teach,
"i.e., a basic set of reading instruction skills if he hopes
to teach primary grades.

7. Have had an opportunity to develop skill and experience in
at least one elective area which he has selected for his
personal growth and satisfaction, i.e., art, music or
environmental educatlon - some area outside his normal gamut
of experience.

(ii) Specific objectives

kL

LT T —“Although each curriculum workshop or study group will have a
particular focus or content theme, there will be commonality with

S r—w*——regﬁds—%o—progrm—obﬁdimgfafaﬂ—Wﬁmﬁrkﬁopﬁnd_fo“
all study groups.

a) Curriculum workshop .
Students demonstrating a successful performance in their
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curriculum workshops will have completed the four objectives
common to each curriculum workshop as well as any specific
assignments identified by each curriculum workshop instructor.
Therefore, students successfully completing a currlculum
workshop will: ’

- have had an opportunity to examine activities and strate-
gies described for representative segments of the curriculum
area. :

- be able to descrlbe the curriculum stated for the1r subJect
area/grade level.

- have had contact with maJor texts and selected materials

- be able to describe the role of the teacher in the
development of curriculum materials.

b) Study Group .

Students demonstrating a successful performance in their-study
group will have completed the four objectives common to each
study group as well as any specific assignments identified

by each study group instructor. Therefore, all students suc-
cessfully completing the study group will be able to:

- write a procedure for assessing student needs

- write or state educational objectives

- design an instructional strategy

- construct’ procedures for evaluating student learnlng
- design a procedure to analyze teaching performance"

which apply to the particular curriculum area. L ”r%rmwrd

~ (Simon_ Fraser University, Note 10, p. 4).. S

4. Objectives for Course ED. 404

"Education 404 is the 'Academic Semester' of the Professional Develop-
ment Program. It is also a semester in whick many teachers return

to the University for a further professional development, either to
-upgrade cert1f1cat10n, or to complete undergraduate degree require-
ments. This 'mix' of student types and needs is a fact of the ,
semester. The objectives discussed here are stated for students in the
Professional Development Program, and NOT for all persons who may take
course work or programs that semester.

1. Students will undertake completion of any formal course
work requirements necessary for the student to be recommended
for a teach1ng cert1f1cate

2. Students will undertake any course work or program requirements

- -~~~ for students in particular streams of programs:

for example: particular "Designs for Learning Courses"
needed for the student in the area of teaching in which he
hopes to operate; core courses in Minors programs, etc.
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3. In general, Education 404 will allow students to complete a
group of requirements, where these exist, while allowing
the student an opportunity to develop special competency
or specialization in an area of his choice. Each student
will be urged to select an area for special emphasis im
404. This area may be related to the personal plan which
he developed durlng 405.

5.  Student choices or program plans for Education.404 will be
developed in consultation with:

e~ Faculty Advisors;
: ! Faculty Associates;

School Associate' (BQQ:::\?'Sullivan and Tomsich, Note 7,:pp. 21-22).

E

5. Objectives for Course ED. 405

"By ‘the end of Educatlon 405 the student (teacher) should be able to

1. Develop a plan for an extended sequence of teaching and learning
at the age/grade or subject area level in which he expects to -
function. This plan should include:

- a statement of objectives in terms of learning outcomeﬁi

- a set of activities, experiences, etc. designed to achieve
the objectives;

- a 115t of needed resources, human and material requlred to
”Wuwc,csupport the,teachlng,learnlng program; . _

- an evaluation procedure which relates clearly to the stated
objectives, but which is appropriate to the needs of the
students and the teacher, » : :
) - an indication of how individual differences in mode and rate - JﬁQ
of learning, as well as in past experience, attitude, etc.,-
will be provided for in the program plan. '

- the relationship of the planned sequence to the overall
curriculum, school program, or other larger expectations
of the school. -

2. Operate the planned program of instruction in a representative class ,
setting without exce551ve assistance or supervision.

»

3. Develop a plan for the evaluatlon of his own- performance in ‘
oo respect— tofthe~pian——and—set—tnfmotton—some—program—of—se}fggggg—*———*————————*4*
. evaluat199»§ur1ng the teaching-learning sequence. '

4. Develop a set of his own further personal and professional develop-
ment, either during Education 404, or after leaving P.D.P. during
the first phase of his teaching career.

By the end of- Educatlon 405, the student should be Judged to be capable‘

of functioning as a novice professional teacher, albeit with clear needs

for further professional development, and a clear personal sense of those
needs" (Denos, Note 1 p. 18). - . :

—

-
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Appendix B: Characteristics of the Sample - Selected Details :
Table 38: Distribution of Pretest Respondents by Sex ‘
Sex : - - N % .
Female : 150 S 71.1
T e Ma Te 61" 28.9
: Total : 211 100
i
]
Table 39: Distribution of Pretest Respondents-bY‘Teaéhing Level ' : : a
Level N g
Elementary : . ;
Grades 1 - 4 87 ‘ 41.2 o
Grades 5 - 7 74 . 35.1 : ‘
) . Sub-total -~ 161 76.3
o -7 Secondary. 7 ’ — ;
Grades "8 - 10 21. : 10 ;
Grades 11 - 12 29 , 13.7 ]
Sub-total : 50 ' 23,7
Total 211 100 B ’
1
Table 40: Distribution of Pretest Respondents by Location [
Location N ' %
— i
: Lower mainland - 111 52.6 ’
- e Interior sites 100 474

Total 211 100
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Table 41: Distribution of Pretest Respondents by Work Experleﬁse
(Years of Fulltime Employment) e

Years N % Cum. %
0 43 20.4 20.4
1 26 12.3 32.7
2 35 16.6 49.3
- e 3 22— ————10:4 597
. 4 20 9.5 69.2
5 19 9 78.2 5
AN 6 8 3.8 82
7 7 3.3 85.3 3
. 8. 5 v 3 NI L7 e R *
9 4 1.9 89.6
10 7 3.3 92.9 §
11 1 .5 93.4 .
12 1 .5 93.8
13 2 .9 94.8
: 14 1 .5 95.3
: ) 15 T2 .9 96.2
' 18 3 1.4 98.1
19 2. .9 - 99.1
22 1 _ .5 99.5
N 24 1 .5 100
‘ ' Totals 211 100
Table 42: Distribution of Pretest Respondents By Age
Age yrs. N % Cum: %
< 21 21 10 10
21-23 83 39.3 49.3
24-26 47 22.3 . 71.6
- ’ - 27-29 25 11.8 83.4
30-32 12 5.7 89.1
33=35 8 3.8 92.9
> 35 15 7.1 100
Totals 211 100
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o Appendix C: Instruments Employed - = = =
: in the study

Home phone: 294 4500

SIMON FRASER UNIVERSITY, BURNABY, B.C.,QCANADA VBA 186
FACULTY OF EDUCATION; 291-3395

, » December, 1978
Dear 405 Student Teachers,

Those of you who were able to attend a 402 meeting at S.F.U. in

December will recall my appeal for your valuable assistance.

T am a graduate student on leave from my employer, Sturt College of
Advanced Educétion, South Australia, to study aspects of the ﬁracticuﬁ at
Simon érasef University. Your Professional Development Program has a high
- reputation and is widely considered to be an effective and innovative form _
of teacher preparation. L.
One of the program's innovative features is the length of the 405
major practicum. My thesis study has been designed to measure changes in

your judgement of certain céhcepts during the 13 week practicum.

I am absolutely dependent upon your par{icipation in this study!

e kept strictly -

and School Associates 7

I would like to assure you that all responses will

confidential. Your Professors, Faculty Assocj

 will never havq'access to these documents and will never be able tol;}ace
responses. I havevasked-that you show your name only to enable me to match
first round and final round responses. Once all responses have been
mumerically coded for anélysis your name will be remofed from the

questionnaire and no record will be kept.

The first set of questionnaires is attached. I would be grateful if
~you would complete them on Tuesday 9th.January (it should take: about thirty
minutes} and return them to me urgently using the postage-paid addressed

envelope enclosed.

Once I receive your first round responses I will assign you randomly

to a subgroup. Members of each subgroup will be asked to complete one

inalis : . . Jurs : : cum

‘\;?urs truly, v B

Bill Tattersall

{ . . Looking forward to recéiving your help.




Page 1.
STUDENT-TEACHING QUESTIONNAIRE
YOUR RESPONSES WILL BE KEPT STRICTLY CONFIDENTIAL.YOUR PROFESSORS,
FACULTY ASSOCIATES AND SCHOOL ASSOCIATES WILL NOT HAVE ACCESS TO
INDIVIDUAL RESPONSES. YOUR NAME IS NEEDED FOR ESSENTIAL CODING AND

phoeds D e cac Mol e L

’ GROUPING TECHNIQUES ONLY. : . Office
1. Name: . use. only

b S il e e s it

~ (for questions 2-6 please check the appropriate box. ) . T 57
2. What is your age? : , E
DUnder 21 years ‘ 527-29 years '

D21—23 years ‘ D]SO-SZ years E

i "”EQH{*%&T%” S *"”DSS*—'.’S’S"yeérs S 'W”ﬁ"”*fﬂ E|
| ] o DOver 35 years o 5 :
>3. What is your sex? E]
[Jrenaie | [Qmaie 6

4, At what level are you téaching in 4057 "
VDElementary Grades 1,2,3 or 4 D Sec. Junior High

DElementary Grades 5,6 or 7 D Sec. Senior High D7 4

5. Where are you located for 4057
— 4Et0wer ‘Mainland /Vanc. Ts. D Kelowna ‘ -

DChllllwack - , DNelson ,

D Cranbrook D Pentictén ' ,

’DD&WSG]’\'Creek’ ) o D Prince George S b

DEnderby ) D Salmon Arm - ED ]

DKanloops , D Vernon : 89
6. Where were you located for 401/4027 ' ' 1 |

DLower Mainland / Van. Is, DKelowna : : g

D Chilliwack o D Nelson

D Cranbrook ’ D}entict on

D Dawson Creek DPrince George

l lEnderby ' I 'Salmon Arm '
X a
les—EMH 0

7. Date of completlon of these forms:

8. How many years of work experience have you had before commencing the Dj
12 13

 P.D.P.? (Please enter number in box: years.)

=
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PROSPECTIVE- TEACHER QUESTIONNAIRE

YOUR RESPONSES WILL BE KEPT STRICTLY CONFIDENTIAL\\\
Instructions: Please read each question carefully. Answer every dﬁestion,

even if it seems vague to you or difficult to answer. Place the number

which best represents your feelings today on the line next to each \\

—

statement. — e

Use the following number scale for ALL questions: \

NEVER = 1; INFREQUENTLY = 2; OCCASIONALLY = 3; FREQUENTLY = 4; N

ALWAYS = 5
STATEMENTS : RESPONSES

1. I ‘feel calm and collected when I think about holding .

parent-teacher conferences.

2. If I have trouble answering a pupil's question I find
(will find) it difficult to concentrate on questions

that follow.

3. -1 feel uncomfortable when I speak before a group.

4. I feel (would feel) calm when I am (if I were)

preparing lessons.

5. I'm wéfzied whether I can be a good teacher.

6. I feel sure I will find teaching a satisfying [’

profession.

7. I would feel calm and collected if a pupil's

parents observed me in my classroom. d

8. 1 feel inferior to other preservice student teachers

in my teacher preparation course.

(Please go on to next page.)
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10.
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Page 3

Use the following number scale for ALL questions:

NEVER = 1; INFREQUENTLY = 2; OCCASIONALLY = 3; FREQUENTLY = 4;

ALWAYS = 5

- STATEMENTS:

I feel that pupils will follow my instructions.

[

I feel secure with regard to my ability to keep

13.

14.

15,

class under control.
I'm less happy teaching than I thought I'd be.

I feel nervous when I am being observed by my

Faculty Associate.
I feel confident about my ability to improvise

in the classroomn.

I feel that other teachers think (will think)
that I'm very competent.

I feel (would feel) panicky when a pupil asks

me a question I can't (couldn't) answer.

RESPONSES

16.

17.

18.

19.

1 feel anxious because I don't know yet whether I

really want to be a teacher.

I feel better prepared for teaching than other

~student teachers in my teacher preparation program,

Lack of rapport with my pupils is (will be) one

of my biggest worries.

I would feel anxious if the Principal informed me

he was coming to my class to cbserve me.

(Please go on to the next pége.)

P > .
e »
-
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Use the following number scale for ALL questioné:
NEVER = 1; INFREQUENTLY = 2; OCCASIONALLY = 3; FREQUENTLY = 4;

ALWAYS = 5

STATEMENTS: RESPONSES

20, I find (would find) it easy to speak up in the

staffroom. o —

”21+,I_uorryqabout_heingAablehtoAkeeputhewpupilsu7”,71ﬁfkﬁ :
' interested in what I teach (will teach) them,

22.-1 find (would find) it easy to admit to the class
that I don't know the answer to a question a
pupil. asks. ~

23, .Deciding how to present information in the class-

room makes (would make) me feel uncertain.

24. 1 feel I have (would have) good recall of the things

I know when I am in front of the class.

25. 1 feel I am (will be) as competent in the classroom

~_as other student teachers in my teacher

preparation program.

26. I'm concerned about how to use my testing of pupils
- as a useful indication of how effectively I'm teaching

]

them,

27. I'm worried that differences in background between
my pupils and me prevents me (will pré&vent me)
from teaching effectively.

28, I am certain that my own personal hang-ups do not e
{will not) hinder my teaching effectiveness.

4

Y

29. I'm uncertain whether I can (will be able to) tell

4, - the difference between really seriously disturbed - =

pupils and those who are merely 'goofing-off'

in class.

3

(Please go on to page 5.)

P
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QUESTIONNAIRE FOR STUDENT TEACHERS

In this questionnaire, you are asked to judge certain self concepts against
a series of descriptive scales. There are five pages in the questionnaire.
At the top of the next four pages you‘will find a different concept and

beneath it a set of descriptive scales,

You are asked to rate yourself on the seven point,scale as indicated.

Firstly decide which side of the scale better describes you and then decide

to-what extent you see yourself in that way. For example:

If you feel that you are'vezz relaxed you might place your check as

~ follows: -

tense : : : s : : gg : relaxed

If you feel that you are rather tense you might check as follows:

tense : : X : : : : : relaxed

If you feel that you are only slightly tense as opposed to relaxed

you might check as follows:

" tense . :'WW& T . B : relaxed . o

If you consider that you are neutral on the scale or that the scale ' J’;

is completely irrelevant to you, check the middle space on the scale:

tense : : : : x : : : : relaxed

But please use this middle point as infrequently as possible.

OTHER POINTS TO NOTE - . .

* Place ;Bhrgcrosses in the middle of the spaces
Like this "~ Not like this
+ Do not hesitate to use extreme ends of the scale whenever these seem
appropriate.
+ Work as quickly as possible for it is your spontaneous response that &

is wanted. Do not take too long on any one rating.On.the other hand, Bléase

do not be. careless as it is your true impression that is wanted.

+ Please be sure you mark every scale for each concept - do not omit any.




warm :
chaotic :
comforting :

friendly::

MYSELF
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~ Page 6

: cool

e

N [ P— L.
- ITee
spirited :

lucid :

orderly

reproaching

: hostile

o constrained

—— ——

apathetic

: obscure

' systematic :

insulting :

: random

creative :

: esteeming

: uncreative

disorganized : : : : : organized
conventional : : : : : : unconventional
indifferent : : : : eager
satisfied : : : dissatisfied
vague : : : : clear
prepared : : : : unprepared

adaptable

inert

imaginative

jumbled :

puzzling :

ve

restrained :

blurry :

fresh :

mean :

arranged

informing

~ liberated

sharp

stale

: kind

e

-

enthusiastic :

o

X3

- usual :

X

rigid

unenthusiastic

energetic

: unusual

.o

- V efficient -
\M

inefficient

unimaginative
tive

g

~ discontented

: contented

conforming :

¢ non-conforming -

rewarding :

.;"\:\-_:.\‘ .

fulfilled :

punishing

frustrated
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MYSELF AS I WOULD LIKE TO BE
~— warm : : : cool
chaotic : : orderly
comforting : : : : reproaching
friendly : : hostile
R free : : 4 : : constrained
spirited : : : apathetic
lucid : : : : : : : obscure
systematic : : : : : : random
T - i’n*S'ﬁrtiﬁg"r""'*’ Y I S S T - esteeming - o —
creative : : : : : : : uncreative
disorganized : : : : organized'
conventional : : : : unconventional
indifferent : : : : : : eager
satisfied : : : : : : : dissatisfied
vague : : : : : clear
prepared : : : : . : : unprepared
jumbled @ @ : : arranged
puzzling : : : : : : informing
restrained : : : : : : liberated
: ~ blurry : : : : : : sharp .
fresh : : : : : stale
mean : : : : : : kind
adaptable : : " : : rigid
enthusiastic : : : : : : unenthusiastic
inert : : : i;; : : : : energetic
usual : : : 3 : : : : unusual
“imaginative : : : 2 :_._: unimaginative
j efficient : : : : : : : inefficient i
—————discontented : : : > : : : contented
' conforming : : : : : : non-conforming '
rewarding : : : : : : punishing
- fulfil led : 3 : : : : frustrated
& i )
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Page 8.
: MYSELF AS A TEACHER
; warm : : : : : : cool
: chaotic : : : : : : orderly
E comforting : : : : reproaching
? friendly : : : hostile
%””’"*m”’“f””*"’“A*" free H : : : : rconstraimed
: spirited : : : : apathetic
é lucid : : ' obscure
E systematic : : : : random
| insulting : ’ : esteeming
creative : : : : ‘uncreative
! disorganized : : : : : : : organized
% conventional : : : : : unconventional
i indifferent : : : : eager
i satisfied : : : : dissatisfied
é v vague : : : : : ;lear
: - prepared : : ) : unprepared
; jumbled : : : arranged
é puzzling : : : : : informing
restrained : : : : : : liberated
i ~ blurry : : : sharp
' fresh : : : : : : stale
mean : : : : kind
adaptable. : : : : : : : rigid
enthusiastic : : : : : : : unenthusiastic
Vinert : 3 : : : energetic B
usual : : : : ¢ unusual
—-imaginative o 3 2 : 3 + unimaginative
~efficient : : : : : : inefficient
discontented : : : : : : : contented
, conforming : : : : : : : non-conforming
% . Tewarding : : : : : : : punishing
fulfilled : : : : : : frustrated
-
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Page 9
THE TEACHER I WOULD LIKE TO BE
‘warm : : : : cool
chagtic : : : : orderly
comfoﬁing : : : $ reproaching -
_friendly : : hostile
- o fre:e : 2 : : : : constrained
spirited : : : : : : apathétic-
lucid : : : obscure
e ,,,,4;,,,;,,,,§)@:§m£ic : ) : _ : : random
insulting : : : esteeming
\ creative : : : : : : : uncreative
&is~organized : : : : : : organized
conventional : : : : : : : unconventional
indifferent : : : : : : 1 eager
 satisfied : : : : : : : dissatisfied
végue : : : : : : : : clear
prepared : : o s : unprepared
jumbled : : : : : : : : arranged
puzzling : : : : : : informing
S - .. restrained - -- - - : I S Rt S :rrl:ibexatedn
blurry. : : : : : : : : sharp 7
fresh : : : : : : ‘ x . stale
mean : : : : : kind
adaptable : : : o : rigi'd
enthusiastic : : : : : : unenthusiastic
inell:j::; : : : : : : : energetic
usuale : : : : : : : : unusual
imaginative : : : : : H : : unimaginative
efficient : : : : : : : : inefficient
+» discontented : : : : : : contented
conforming : : : : : : : noﬁ-conformi’ng .
. rewarding : : : : : : : : punishing
fulfilled : : : : : : : : frustrated
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FINAL ROUND: STUDENT TEACHING QUESTIONNAIRE

L E (Office use)
INDIVIDUAL RESPONSES WILL BE KEPT STRICTLY CONFIDENTIAL [:I:]::[:]

1. Name (fof matching purposes only): i

2. Date questionnaire completed:

3. Academic Record: (i) Accum. hrs before P.D.P. admission
(ii) Degrees held (iii) Majors (i¥) Univ/Coll.
4. I am very interested in investigating the impact of the 405

practicum on how you view yourself as a teacher. Consequently
I am asKing all student-teachers in this study to think about
what has happened to them in the practicum. Would you please v ;
describe briefly a dominant incident or any number-of - .. ‘... - S éﬁ
representative incidents that to you typify your experiences in. ‘

the practicum so far.

AN

\
[

(Use the‘back of this page if you need more space.) .. /2
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~ APPENDIX D
Dimension Key and 32 Adjectival Pairs in the

" Elsworth-Coulter Semantic Differentials
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Table 43: Dimension Key and 32 Adjectival Pairs in the Elsworth- :
Coulter Semantic Differentials ;
. .o, Item Dimension - :
| 7 AdJect1va1 Pa1rs» ¥ Code ?
£ i
*conforming = .......... non-conforming 1 N7 :
*Vague 0000 iieaeneaas clear : 2 CLS K
%%kko#MWWA‘AA%ﬁW*WMmng 3 €LS5- j
lucid = ..., obscure 4 CLS :
*blurry - fheeanan sharp S CLs |
*insulting = .......... esteeming 6 W3
Warm i ieeeeeen cool 7 - W3
“satisfied = .......... dissatisfied ===~ 8 84
1 - comforting = -.......... reproaching 9 W3
,  *restrained e liberated 10 N7
systematic = .......... _ random 11 02
_*inert = ... energetic 12 E6
{ fulfilled .......... frustrated 13 S4
\ - *usual 0 LL........ unusual 14 N7
i *indifferent = .......... eager 15 E6
friendly Ceeresaaea hostile 16 w3
*jumbled = .......... arranged . 17, 02 ‘
fresh L........ . stale ) 18 E6
. enthusiastic .......... unenthusiastic 19 E6
*mean - _ kind 20 W3
rewarding [ punishing 21 W3
*discontented = .......... contented 22 54
*chaotic . = L......... orderly 23 02
free, Ceeeeneses constrained 24, N7~ B
adaptable = .......... rigid 25 CRI
imaginative = .......... unimaginative 26 CR1-
prepared = .......... unprepared 27 02
*conventional = .......... unconventional 28 N7 "
creative . .......... _uncreative 29 CR1
*disorganized = .......... organized 30 02
spirited = .......... apathetic 31 E6.
efficient. .......... inefficient 32 02
" =
reversed items
, Dimensions
: Key to Dimension Code: 1. Creativity CR1 3
§ ) 2. Orderliness 02 6
: - 3. Warmth-Supportiveness W3 6
% 4. Satisfaction S4 3
5. Clarity CLS 4
6. Energy-Enthusiasm E6 57
) - 7. Non-conformity - N7 5
’ Total Scale 32
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Appendix E: Timetable for the Study

1978

November

Mid—Noveﬁber

B S U Iy :

Initial plannlng, draft instruments; commence 11terature
search.

Submit draft of proposal to Senior Supervisor for-approval.

g

-——————November 15— A'fﬁeebpemrssmfrowﬁmmﬁ* Professional—Development—————

November 27

November 29

December 7

December 8

December 11

_December 12-19

December 19

December 28

1979

January 3

January 3

. Program to approach ED. 405 Course student-teachers.

Permission granted; meet with coordlnators to discuss
/ study. _ ) .

.Instruments submitted for printing.

Attend meeting of interior Faculty Associates - out11ne
study.

etk v an oA b

Attend three meetings of lower mainland Faculty Associates

Address lower mainland student-teachers - outline study
and call for volunteers.

Collate materlals for pretest

Commence preparation of envefopes for posting.

Post Interior pretests to individual student-teachers
commencing Professional Development Program on January 8th,
1979. ’

Final day for obtaining Interior ED. 405 appointments -
eleven sites.

o

Post 1nter;or pretests to individual student-teachers com-
mencing Professional Development Program on January 15/16
1879

Post lower mainland pretests to individual student- <

teachers commencing Professional Development Program on
January 8/9, 1979

January 5

January 8

January 23

Final day for obtaining lower mainland ED. 405 appointments.
First day of ED. 405.

Pretest returns distributed randomly to four posttest groups.

- i 1



e

January 23

January 25 -

February 1

Februa?x,Sw,'

Februar& 10
February 14
‘Februéry 23
March 2
March 4
‘March 9
March 19
March 26
March 27

March 30

April 12

April 20

Group One posttest (lower malnland and early 1nter10r)
posted for completion on January 29.

Group One posttest (late interior) posted for completion
on February-5.

Reminders sent to Group One (lower mainland - 1nter1or)
where necessary.

Group Two posttestuglgﬁggf@giplgndﬂand early interior)

posted for completion on February 19.

Reminders posted to Group One (late 1nter1or) where
necessary.

Group Two posttest (late interior) posted for completion
on February 26. ) o

Reminders posted to Group Two (lower mainland and early

interior) where necessary.

Reminders posted to Group-Two (late interior) where
necessary. .

Group Three posttést (lower mainland and early interior)
posted for completion on March 12. :

Group Three posttest (late 1nter10r) posted for completlon

on March 19 B

B - ) '
Reminders posted to Group Three (lower mainland and early
interior) where necessary.

Reminders posted to Group Three (late interior) where
necessary.

Group, Four posttest (lower mainland .and early interior)
posted for completion on April 6.

Group Four posttest (late interior) postéd for completion
on April 12.

prompt return of Group Four posttests.

ﬁALettersbtngEaculiyAAssoclaiesgrequesrlng43551sxanca4nm4,Aggvgggfggggﬁgf

Last day of ED. 405.

v

Complete coding and recording. Submit results for
punching and analysis. :
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AEEendi’i‘ F: Analysis of Variance Between and Within Pretest Groups

Tabl’é 44: Analysis of Variance Between and Within Pretest Groups,

/ Teaching Anxiety
Sum of - Mean f , ,/’/
Source df squares . squares 7E
. - V4 8
Between groups 3 407.49 : 135.83 /.97 -
Within groups 191 26702.95 139.81 ¥
~ Total 194 27110_44, a
—_Note: S . . I
N = 195
S S S
3
r’\
) RN
i
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Analysis of Variance Between andgﬁithin Pré//st Groups, Elsworth-

!

/.
Table 45:

’ Coulter Semantic Differential, /Professional Self-concept Actuatr
) v 7/ Sum of Mean 3
Source daf ¢ squares squares F . - E
' —
" Dimension 1: Creativity g : o
~ Between groups 3 -~ 18.19 6.06 - 74
-Within groups : 191 1576.21 8.25 .
. T T Total 194 "~ 1594.40 ' :
_ c:,}\ .
Dimension 2: Orderliness X
Between groups 3 54 .89 18.30 .66
Within groups 191 5261.09 27.55
,.,Te%&L, R 194 — - 5315.98 oo T o
Dimension 3: Warmth-supp. ' ' . :
~ Between' groups 3 26.67 .- °8.89 .56 E
‘Within groups 191 3052.09 15.98 ‘ :
Total 194 3078.76 ) : : %
_Dimension'4: Satisfaction - : : ‘ 'ﬁ
Between groups 3 16.84 “ 5.61 .37 :
Within groups — 191 2866.31 15.01 i
Total 194 2883.15 2
L e e o —
: Dimension 5: Clarity 3
Between groups 3 28.39 9.47 .72 ki
Within groups 191 2514.36 13.16 E
Total 194 12542.75 o
Dimension 6: Energy-enth. :
Between groups 3 44.01 . 14,67 1.11 3
Within groups 191. 2521.61 13.20 : %
Total 194 2565.62 . ) .
Dimension 7: Non-conform. : » i
Between groups 3 61.41 20.47 .85 3
Within groups 191 4595.25  24.06
Total 194 4656.66 '
- ~———Scatetotal— ' .
Between groups 3 788.25 262.75 .60
- ———Within groups 191 8374932 438.48
Total - 194 84537.56 :
Note:
N = 195
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Table 46: Analysis of Variance Between and Within Pretest Groups, Elsworth-
Coulter Semantic Differential, Professional Self- ~-concept Ideal"

1

. . - s Sum gf Mean
- Source _ df squares . squares F
Dimension 1: Creativity o
S " Between groups 3 1.60 .53 .62
e oo Within grouwps . 191 . ] 164 .33 gAgA___%
Total ’ 194 . 165.93
Dimension 2: Orderliness
Between groups . 3 22.75 - 7.58 1.40
Within groups -~ 191 = 1036.35 = _ 5.42_ e
R Total : B 194 - - 1059.10
Dimension,S:v Warmth-supp.. : o
Between groups 3 , 23.95 7.98 1.25
Within groups 191 1225.20 6.42 - -
Total , 194 1124915 ,
Dimension 4: Satisfaction _
Between groups 3 4.56 1.52 ' .55
_Within groups _ 191 530.32 2.77 .
Total = - ) 194 . 534.88 :
Dimension 5: Clarity ) B
Between groups B 3. 6.23 2.08 .70
Within groups 191 565.45 -2.96
Total : 194 . : '
Dimension’6£> Energy-enth. - :
Between groups 3 13.25 . 4.42 1.50
Within groups , - 191 ’ 562.91 . 2.95 s
Total ) - 194 576.16 — ‘
Dimension 7: Non-conform.
Between groups - ‘ 3 : 62.44 20.18 .89 .
Within groups 191 : 4446.25 23.28
Total - 194 - 4508.69 s
77”77§c51e total: - :
Between groups 3 : 432.60 144.20 - - 1.86
Within groups 191 14843 .41 - 77.71 :

Total 194 15276.01

Note;
N = 195




Table 47: Analysis of Variance Between and Witﬁih Pretest Groups, Elsworth- .
: Coulter Semantic Differential, Professional Self-concepts Discrepancy

el . " Sum of Mean
Source df squares squares F
Dimension 1: Creativity -
Between groups 3 - 10.46 3.49 .46
Within groups 191 . 1464.27 7.69
Total 194 1474.73 -
~ Dimension 2:- Orderliness -
Between groups ‘ 3 30.12 10.04 . .45
- Within groups 191 4240.66 - 22,20 ' m,fgW .
© "Total - T 194 ©4270.78 -
Dimension 3: - .Warmth-supp.
- Between groups 3 51.16 17.05 1.54
Within groups 191 2116.03 11.07
Total 194 2167.19 ‘
Dimension 4: Satisfaction ' : . :
Between groups 3 35.94 11.98 99 .
Within groups 191 : 2305.04 12.07 g L
Total 194 2340.98 - - .
Dimension 5: Ciarity <7 :"&Eﬁtam___hi
Between groups 3 43.88 14.63 1.20
Within groups - 191 2335.52 012.23
Total 194 - 2379.40
Dimension 6: Energy-enth. 7 .
Between groups 3 . 33.45 11.15 - 99
Within groups 191 - 2148,61- 11.25 - N
. Total 194 2182.06 .
Dimension 7: Non-conform. v ’
- Between groups .3 42.50 14.17 | .55
Within groups 191 4905.15 25.68
- Total ' 194 4947.65
Séale total: - .
Between groups 3 684 .48 228.16 .61
T Within groups 191 71327.40 373.44
Total 194 72011.88° .
Note: - ]
N = 195
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Table 48: Analysis of Variance Between and Within Pretest Groups, Elsworth-
: ,Coulter Semantic Differential, Self-concept Actual

Sum of ' "~ Mean

Source 7 \ _df squares . squares F
_ Dimension 1: Creativity ) ’
Between groups 3 9.93 - 3.31 .45
st Within-groups——— 191 —1408.,73- .- 738
Total Toa, 1418.66
Dimension 2: Orderliness | ' :
Between groups 3 7 27.67 9.22 .32
Within groups - 191 5454.78 ~  28.56.. . ..
Total 194 - 5482.4'5‘
. . WM,; .
Dimension 3: Warmth-supp. - ' o .
Between groups 3 5.63 1.88 .14
Within groups 191 2602.99 13.63 ~
Total T 194 2608.62
’ Dimension 4: Satisfaction A ‘ - -
. Between groups .3 30.05 10.02 .77
Within groups . 191 2502.24 .. 13.10
Total 194  °  2532.29 o '
Dimension 5: Clarity : . B o :
Between groups ‘ 3 .. .- 6.86 2.29 .24
. Within graups . 191 .. 1846.52 9,67
Total 194 IA'. -1853.38 B
Dimension 6: -Energy-enth. , : : :
~Between groups . ' 3 . 21.41 7.14 - .64
Within groups 191 2129.91 11.15 .
Total ' . 194 2151.32 '
Dimension 7: Non-conform.
Between groups -3 23.46 7.82 .27
B Within groups ' ] 191 5485.72 28.72
. Total ' ‘ 194 5509.18 '
Scale total: - . . :
o ‘Between groups .3 159.20 50.07 . .17
_Within groups - } 191~ - 56078.19 293.60
" Total, ‘ 194 ° 56228.39
Note: 4
N = 195 i * ‘f.
_ ) — J/
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Table 49: Analyszs of Variance Between and W1th1n Pretest Groups, Elsworth—
"Coulter Semantic Differential, Self concept Ideal

[

. . Sum of Y Mean °
Source : df squares’ squares F.
Dimension 1l: Creativity . S .
- Between groups 3 ‘ .63 .21 .18
oot .. _MWithin groups 191 .225.91  _ _1.18 :
\ » Total . 194 226.54 |
Dimension 2: Orderliness - ' . ‘
Between groups o 3 ‘ 31.18 10.39 1.35
Within groups: 191 1471.24 7.70

- S - Total . 194 7 1502 27:&“—————“\

Dimension 3: Warmth-supp.

Between groups - 3 12.26 4.09 .55
- Within groups ' 191 : 1413.13 7.40 - :
Total 194 1425.39
Dimension 4: Satisfaction _ , :
Between groups 3 v 1.34 .55 .20
Within groups ‘ 191 436.77 - 2.29 '
.Total - ' ' 194 | .438.11-
S S , Pl B _
' 'D1mens1on 5: Clarity 4, :
: Between groups N3 9.01 3 .61
Within groups 191 934.32 - 4.89
Total 194 943.33 o .
Dimension 6: Energy-enth. ‘ -
Between groups 3 ’ 5.10 1.70 . .47
Within groups ©191 693, 64 3.63

-~ Total ' 194 698.74

Pimension 7: Non- conform.

Between groups . 3 : 22.30° . 7.43 <31
" Within groups - 191 T 4662.70 24.41 - o
Total o 194 4685 , . -
o Scale total: . . . . S o
. - Between groups ' 3 270.16 90.065° - .90
— . Within groups 191 19215.98 - 100.62
’ * Total 194 19490.14 :

Note:
N'=~195
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Table 50: Analysis of Variance Between and Within Pretest Groups,.Elsworth-
Coulter Semantic Differential, Self-concepts Discrepancy :

) Sum of Mean
~ Source " df squares squares F
. . P2 : )
Dimension 1: Creativity
Between groups 3 11.86 3.96 .58 :
o Within groups 191 1311.62
Total 194 1323.48
DiﬁenSion 2: Orderliness .
- Between groups 3 . 72.03. 24,01 -1.15
Within groups 191 4000.95 20.95
- " Total 194 4072.98
Dimension 3: Warmth-supp.
Between groups 3 26.77 .8.92 .86
" Within groups 191 1980.09 10.37
»Total' 194 .2006. 86
Dimension 4}' Satisfaction
‘ Between groups .3 . 43.92 14.64 1:39
Withid groups 191 ©2019:55 10.57
Total 194 2063.48
Dimension 5: Clarity \ 7
Between groups 3 23.90 7.97 .97
Within groups 191 1574.84 8.25
Total .. 194 1598.74 - -
Dimension 6: Energy-enth. ]
Between groups '3 41,22 13.74 1.73
- Within groups 191 - 1518.29 7.95 :
Total ‘ 194 1559.51 ~
Dimension 7: Non-conform.
Between groups 3 13.75 4.58 .25
Within groups 191 3446.92 18.05
Total 194 3460.67
v ~Scale total: .
Between groups 3 . 645.40- 215.13 1.02
- “Within groups 191 40422.04 211.63
) Total 194 41067.44 .
Noté: ¢ )
? N = 195 ' :

P
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’ Table 51: t Tests on Pretests Completed Bh‘Time and Late, Teaching Ahxiety ;
. n Mean (j[S.D.Af;ﬂa" t-value ;
Completed: v .
i On.tim :
Late 27 8.30 10.45 ‘ .10
Note
e 08 f : S .
v!' -
! L4
* = . r o
. :
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Table 52:' t Tests on Pretests Completed on T1me and Late; Profe551ona1
- Self—concepts Actual and Tdeal .

,’__ﬂ/ - Professional Self-concepts .
. ‘ ‘ -  Actual = . : '* Ideal
DimenSion, . Mean - 8.D. “t-value ~ Mean S.D. t-value :
‘"Creat1v1gy o : . _ ;
I ¢ ; < I m ,,,,, _16.94 . _2.86___. . ... . ..._.20.56. - .94 : E
' Late - 17.82 2,84 -1.49 +20.59 .84 - .17 ;
_Orderliness . o - , E : - :
On time " 34.60 5.38 , . 40.23 2.28 . :
Late - 35, 4.3 . - .37 . 40.41 2,71 - - .36
AWarmth—supp. o : , E
~ On time. - -36.32 3.99 ' ' 40.08 :2.26 E
Late S 36.89 3.99 - .69 . 40.93 1.80 -1.61 ) §
Satisfaction @ - o o S . = :
On time - '16.29 ) 3.89 20.32 1.75 ) ; ' :
Late, *  16.85 3.70 - .71 20.63 .97. - .91
Clarity - , : . 7 N ;
On time -  21.95  3.69 .26.73 1.65 o
“Late -~ 23007 3004 =507 26778 2rM4 = l3
Energy-enth. - - .. ‘ 4 . - i
On time 29.70 3.6 . . 33.94 1.65 ’ ~
Late ) - 30.15 T 3.66 - .60 - 33.93 2.17 402 “.§
Non-conform. : - : B ' j
'On time 21.17. . 4.95 : 27.12 4.72 S o
Late - 20.52 4.65 .64 24.96 5.10 " 2.18* 3
Total scale ) ‘ . - , :
On time 176.96 21.24 208.98 8.92 ] E
Late 180.30 - 18.57 - .77 208.22 8.74 .41 %
‘Notes: S
a .. .. _ - |
L On time n = 168 195
© Late© n= 27
*. P < .05 s
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Table 53: t Tests on Pretests Completed on Time and Late, Self-concepts,
Actual and Ideal
, Self-concepts g
. Actual Ideal *
Dimension Mean -§.D. t-value Mean S.D. t-value
: vd
Creat1v1ty o o S o -
. me? 17.16 . 2.70 . : 20.57 96
Late 17.85 2.73 . -1.25 20.33 1.64 1.04
Orderliness -
On time 34.53 5.44 . .39.54 2.73
Late 34.59 4.58 - .06 40.03 3.12 ~ .86
~ Warmth-supp. :
- On time 35.72 . . 3.65 39.77 | 2.77
Late” 36.33 3.81 - .81 40.22 2,31 - .81
Satisfaction .
~ ..0n time 16.52 3.58 20.24 1.57
Late 16.74 3.89 - .30 20.44 1.01 - .66
Clarity ‘ . g x
On time 21,73 309 L2629 224
Late 22.48 3.11 -1. 18 26.63 2 - .75
Energy-enth. :
~ On time 29.76 3.22 33.70 1.82 ,
Late ‘ 30.15 3.99 - .56 33.70 2.36 0-
Non-conform.
On time 22.79 5.26 26.91 4.64
Late 22.48 5.85 .27 24.63 6.13 2.26*
Total ‘scale
- On time 178.19 16.83 207.01 9.83 :
Late 180.63 18.40 - .69 206 11.32 .49
Notes I
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Table 54: t Tests on Pretests Completed on Time and Late, Professional

Self-concepts Discrepancy and Self-concepts Discrepancy’

Self

Professioﬁal
Dimension Mean S.D. t-value Mean S.D. t-value
- Creativity
) ~On time® 3.3  2.79 3.41  2.60
_,Lateb : 2.78 2.44 1.49 2.48 2.61 1,72
Orderliness ‘ “ v
On time 5.63 4.89 5.01 4.78
‘Late 5.41 3.29 .23 5.44 3.12 - .45
. Warmth-supp. _
On time 3.76 3.34 . 4.05 3.25 .
Late 4.04 3.40 - .40 3.89 3.08 .24
Satisfaction ) ,
On time 4.03 3.50 3.72 3.20
Late 3.78 3.39 .35 3.70 3.70 .02
Clarity 3 .
On time . 4.78 3.63 4.56 2.93 .
e Late 3.70. 2.45 . 1.49 __ . 4.15 - ..2.51 69 %
. Energy-enth. i
o On time 4.24 3.44 : 3.94 2.74 :
Late 3.78 2.78 .66 3.56 1 3.42 .65 E
Non-conform. ‘ : %
On time 5.95 5.01 4.12 4.33 - i
Late . 4.44 5.18 1.44 2.15 3.03 2.28*% F
Total scale 'i
On time 32.01 19.60 -28.82 14.50 - 4
Late 27.93 16.93 1.02 25.37 14.76 1.14
_ ___Notes: _
a ) T — #
B ;. On time n = 168 \ 1arc
18 Late n =’v- 27 N LI
*p <.05
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AKéEendix H: Scale Analyses

Table 55: Scale Analysis, Parsons Teaching«An*iety Scale-.

. Pretest . o Posttest

Number of items - 29 29 29 . :

_Number of subjects = 211 195 - - 195

Mean ) - 68.72 68.51 62.91 g

Standard deviation - 12.02 ~  11.82 13.51 :

Reliability .87 ) .88 - .o ;

§ S v

Table 56: Scale Analysis - Relfﬁbility Coefficients of Seven Dimensions of |

the Elsworth-Coulter Semantic Differential ) - : :

: Dimensions . . ;

- Concept— - o oo CRL-- 02— W3- -S4 o CLS B NT

Professional self-concept : , - :

Actual pretest .84 .89 .87 .92 - .83 .87 .75 ;

Actual posttest .84~ .93 .93 .96 - .86 .93 .88 ) T

Ideal pretest N .55 .67 .82 .85 .40 .67 .73

Ideal posttest .53 .75 .86 .86 .51 .80 - .87 .

Self-concept \ . : ;

Actual pretest .80 .86 .75 .86° .76 .78 .76 E

Actual posttest .84 .88 .86 .89 .84 .87 ~ .86 ;

Ideal pretest ' .72 .72 .78 .71 © .54 .72 .76 E

Ideal posttest .52 .83 .81 .85 .60 .89 .88 ;
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AEBehdix I: Studeht—féachers? Comments

P

Table 57: Frequwency of References by Themes, Sub-themes and Groups

&£

y
L
£
# of references/group
Themes and sub-themes 1 . 2 3 - 4
Self and professional self: - o -
Demands on self 7 14 28, 7
In role of teacher 35 26 34 23
Reaction of pupils to self as teacher 19 10 14 12
Confidence and professional. growth 7 5 23 14
Discipline .
Whole class 16 13 10 11
Individuals and groups 9 7 6 6
Teaching strategles e
Long and short term planning 8 9 17 9
Knowledge of curriculum/resources 7 2 4 5
Teaching techniques 6 5 9 11
Class routines and organlzatlons 3 4 3 5
" -Evaluation-of pupils- - - e 1 - 4 2
Ind1v1dual pupil d1fferences 9 6 10 7
Teaching triad °
School Associate 14 12 14 11
Faculty Associate 4 6 9 3
Significant others
-School principal 2 0 1 5
Other teachers 3 4 4 2
Parents, school board 0 1 0 - 3
Course ED- 405 :
Preparation for course - 0 0 2 0
Value and length 2 10 8 14
_ Other references 32 1 0
Other 1 3 2 2

hog iy e e e e b e e ey
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Reflections eﬂ'fhe Practicum: Studentfteachers' Comments

The quotations that follow have beeﬁfselected to reflect the diversity
and variety of themes mentioned at various points in the practicum.v The
selection does-pOt necessarily reflect the actual proportions by time, value

‘or number revealed in the earlier content analysis. Although the quotations

have been arraqged'themeticallyrgppeVoverlap and multiple referencing occurs.

The number in brackets at the end of eacﬁ quotation reports the numbeé ef
weeks of practicum that had been completed when the comment was made. It is
hoped that these'comments may be useful toVSupervisors and practicum planners
seeking a clearer understandingrof the pressures and pfoblems of student- .
teaching. : | I /\_> |

Theme 1: Self and Professional Self

Demands on self

Information overload, week 2 - 1nformat10n blowout; week 3 -

information digestion. By Jove I've got it! . I've arrived. At .

last feeling like a competent teacher although that may not be
a reality. I'm going with the feeling, GREAT! (week 3).

The amount of preparation required at this stage is excessive.
Because of this some full days go by with me almost in a daze
trying to keep everything together (week 6). ,

Having time to myself is very important to me and 405 takes
up more time than I.feel comfortable about, . . . teaching is
forcing me to be more assertive, more organlzed and to develop

a stronger presence in pu 11c (week 6)

‘Just suEer busy! (week 6)
I am feeling particularly overwhelmed Tight now with %%e

“magnitude of the work involved in being a student-teacher. I

feel I'm expected to do everything and it scares and frustrates s

me for I don't feel I'm capable of it (week 6). ——

My general feeling during this practicum has been one of
. extreme pressure (week 9).

You are left virtually exhausted after one week . . . it's a
hard JOb {(week 12)
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Role of teacher "and reaction of pupiis to self as a teacher
I am not enjoying ‘the ‘"act'" I am forced to assume (week 3).

I've had a few bad lessons where my morale Just hasn't been up
(week 3)

Intelllgent expansion ‘of emotions and development of my
" teaching practices (week 3).

The children in my class have warmly received me (week 3).

I feeiuthat I am only half.a teacher . . . subsequently I
had a very frustrating initial 405 start (week 3).

It is difficult for children to adjust instantly to a new
_personality, to accept the student-teacher's role in the
classroom . . . it is natural that this problem would be more
evident in 405 than 401 (week 3)

The kids are ahead of me in many areas - this is both dis-
couraglng and ‘exciting - I need time to reflect, study and
organize . . . I am considering withdrawing from this semester
(week 6). ;

My lows are LOW. 1It's very discouraging. The most difficult
problems all stem from preparation and confidence. --Preparation

© is easy if effort is applied; confidence is hard to bu11d and

Theme 2: Confidence and Professional'Grewtﬁﬂ

~one yawn- or -cutting remark canfdestroyrlt “(week-6)~ T

Joe came up to me and silently began helplng. We talked and
avoided the topic of spelling. Later that week Joe got 25/25

. Pride shone in his eyes and I felt great. Moments like
this make all the failures worthwhile (week 9).

I said; "My students can come in now." One child said "We Te
not your students, we're Mrs. P ---'s'" (week 9).

My'idealism has been shattered (week 9).
After explaining corrections the child is returnlng to

his seat when another student runs up to him and asks
loudly ''Did she get yo (week 9).

Perhaps T could isolate confidence as one g1ga:nt1c ‘growthes
department for me (week 3).

I feel more confident as a teacher than I did during the 401
practicum (week 3).




Theme 3:

201

_Having taken over the class teaching and plannlng I feel
confldent of myself as a teacher (week 6)

I have developed tremendously as a teacher, though there's
still a long, long way to go (week 9)

By this stage in 405 I~ am at last beglnnlng to. feel that I
might be able to live with teaching after various periods
of loathing, depression, re51gnat10n and flash-in-the-pan
enthusiasm (week 9).

My confldence has been rlslng and that can be attributed to
the acquisition of various strategies and the opportunity
to develop complete units rather than random lessons, as 1n
401 (week 12).

I feel that I have finally‘found.my niche in life (week 12).

- ,,‘, - ,4 / -
3: Discipline - Whole Class, Groups and Individuals o
They do fry to get away with a lot but I am trying to be 4
very firm. Sometimes it is difficult because I feel like- a
beast (week 3). _ : .

I've had kids testing me and have had to gain control of the
class (week 3). :

Discipline has been of primary concern to me so far this

- semester. Having to resort to sending uncooperative children~ -~
into the hall was a climax to my dilemma in this regard (week 3).

‘A few students decided that they didn't like me, and the

- classroom atmosphere was tense. These few students (5)

teamed up t%yrefuse cooperation, resisted any kind of change,
etc. Sometimes they were "crying'" for their regular teacher!
It was a very powerful. experience. I really wanted to win- the
students and have them all.(not just 20 or”25) on my side!
(week 6).

I feel everything is going great except dlsc1p11ne in the |
classroom (week 6).

The only dominant incident is the constant struggle for

classroom control between teacher and students (pupils)"
(week 6).

The first time my F.A. observed his assessment was a cross
between "Animal House'" and '"Monty Python' - class control has
been a major focal point in'the 405 practicum (week 9).

I have spent a lot of time with students who don't cooperate
and have deprived willing students of . . . extra help and
challenges (week 9).
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I began discipliningkstudents harshly and my lessons were more .

Theme

a "make work session" so thdt the students would be kept busy
(week 9).

I'm leafning that sometimes I just have to take a real hard -
line, something that is not inherent in my nature (week 12).

4: Teaching Strategies

ones are most ‘effective for me (week 3).

I have been'trying as many teaching strategies to find out which

My question/response technlques need work . . . Attemptsat
sustaining and extending student,responses often fall short -
of the desired intent (week 3).

~Some students gobble up the material in % the required time while
~others cannot even begin the material because they lack the

prerequ151te skills (week 3).

If organizational problems were overcome more easily the JOb

‘would be a snap (week 6).

Tryﬁng four Fridays in a row to devise a reallyvgood weekly math

test and each time it was either far too easy or far too difficult.

Finally getting ‘it "bang-on" (week 9).

Have a hard time. w1th lesson pac1ng,41nformat10n overload

(week 9).

- I am more familiar with what types of activities will interest

Theme

the students and how to present the information in a stimulating
way (week 9).

Know more about strengths and weaknesses (of children) which
aids in teaching the class a great deal .(week 12).

5: Teaching Triad

School Associate

My sponsor teacher has built up my confidence tremendously .

She always g1ves me feedback both positive and negative (week 3)

Many of the teachers in the school seem very unfriendly towards

-me as-a-studentteacher.— They*feeI*we*re*wasting*their time and

the tlme of - other teachers (week 3).

The key is the selection of the school associate . . . Her

splendid classroom management has enabled me to capitalize

on that feature and relax sufficiently with the classes to .
grow and develop as a student-teacher (week 9).

A 5 e
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Working with my school associate has been a valuable experience
(week 9) .

1 found the 405 practicum much more frustrating that 401 (as)
I was with an older woman who did not hesitate to let her superiority:
(be) known'and who never made me feel welcome in her class (week 12).

I think there should be some sort of’screening of the §.a.ts .
Quite often my S.-A. would not be available for discussions .
When a problem occurred she went to my F. A. (week 12).

I feitgvery ‘lucky -to—have been placed in such a positive-school
- enviromment with an excellent school associate to guide me
(week 12).. -

Faculty Associate

a

The extreme lows occur when I am evaluated by my F. A. (week 3).
F. A. is very encouraging (week 6).

The thoroughly professional approach of the F. A. ihis'advice
ane encouragement (week 9).. ‘ N

My relatlonshlp with S. A and F. A. is Al . . . (They) have been
~ very helpful . . . and really considerate (week 9)

Theme 6: Significant chersv

" The day the principal arrived on five minutes notice for his
first observations the students chose to act twice as bad as
usual. Seventy-five percent of my energy was expended in an
attempt at controlling them and as a result my lesson lacked
coherence and I appeared very uneasy (week 3).

The staff at the school treat me very well except the principal, G
who doesn!t seem to care I'm there (week 3).

I don't feel 1 have much in common with them (other teachers)
. other than in a professional leveF. I sort of resent the fact

that most teachers are so conservatlve and see themselves as-

pillars of soc1ety (week 6). .

~---Staffroom---I-say-helloto-a- few people I know, smile.—But no
definite friendly responses from eother teachers (week 6).

The staff is the fr;endllest I've ever met. They made my stay
at their school a fantastic and fun learning experiefice (week 12).



Theme 7: Course ED. 405 -

~2

(Including sub-themes of value, length' placement and preparation.)

The most 1mportant th1ng about th1s practicum is that it is a
perfect placement (week 3)

My placement wa5~4nappropr1ate and therefore. somewlfat frustrating.
It would appear that the politics of personality and the politics
of the system have more to do with the placement of student-
teachers than any scheme of rational allocation (week 3).

402 not. Iong enough (week 3).

I now feel confident that I can be creative and stimulate
. learning which never really took place in 401/2. This is a
‘result of being able to carry a unit to completion, to be a -
- full-time teacher for a long period (week 6) . )

. I feel some of the pressure was caused by the Univ. approach i.e.

teach first, study methods later. I feel 401/402 did not adequately
prepare me for such a prolonged practicum (week 9).

I feel that the major advantage of a long practicum like 405 as
opposed to a four weeks practicum . (is that) expegiences,
reactions and feelings towards teaching, students and education
vary’rad1ca11y throughout the pract1cum (week 9). -

My 405 experience is a totally d1fferent one from 401 . . . 1is
much more realistic and thus a more challeng1ng teaching
experience (week 9).

WHaving a practicum for 3 or 4 months'gives fou a real idea'ofir

teaching and can be much more fulfilling than a short practicum
in which you never get to know the kids, the school or your ,
own abilities (week 12).

" A fantastic learning experience. I know for certain that
-teaching is for me (week 12). , :

The 405 practicum exposed me to the realities of the daily
mechanics of teaching . . It forced me to do a lot of re-~
evaluating in terms of expectations and ideals . . . I have an
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inkling that being in qx’own classroom may make a world of
difference . . . The practicum gives one time to know the

childréﬁ‘and‘estanl1sn a rapport, develop.some sense of routine and

start to set a tone in the classroom (week 12). ' .




“Theme 8: Other Comments

,ArekuedJEreeLJkuaggum&sﬁlErrsrr4&;

I became most aware that the standards of ‘teaching which I
hope to attain will be motivated by the children and not the
system as established by the administrator’ (week 3).

Teaching is arvery conservative and unrealistic field for .-
teachers (week 6). , _ . o

Insufficient time given for preparation of resume and

%3 .
Wondering whether I would get a job at‘tﬁe end of all <
this hard work and trying not to get depressed at the
p0551b111ty of not getting one (week 9). '
I am always comparlng my Own grade 8and 9 years and i am
constantly shocked by the drop 1n the standard of
education (week 12).
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