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. . 
ABSTRKT 

C 
- -- 

The practicum i s  an important  and i n t e g r a l  component of most p re se rv i ce ,  

t eacher  p repa ra t ion  programs. S tud ie s  of s t u d e n t - t e a c h e r s t  t eaching  anx ie ty  

and se l f -concepts  during t h e  practicum have attempted t o  a s s e s s  t h e  worth of 

t he  practicum and s t r eng then  i t s  t h e o r e t i c a l  and p r a c t i c a l  foundat ions.  

S tudies  before  1969 claimed t h a t  t h e  practicum was a s soc i a t ed  with lowered 

p ro fe s s iona l  se l f -concept  and se l f -concept  and undes i rab ly  high l e v e l s  of 

teaching anx ie ty .  S ince  1969, s t u d i e s  have reversed  these  f ind ings  f o r  

programs which prepare  s tudent ; teachers  adequately,  o f f e r  them a gradual  

i n t roduc t ion  t o  t h e  classroom, and provide s k i l l e d  support  throughout t h e  

experience.  

In a l l  such r e sea rch  l i t t l e  a t t e n t i o n  has been focussed on t h e  du ra t ion  

of t h e  practicum o r  on p a t t e r n s  of -change  t h a t  may occur i n  s tuden t - t eache r s '  

t eaching  anxie ty ,  p ro fe s s iona l  s e l f - c o n ~ e p t  and se l f -concept  dur ing  t h e  

practicum. The p re sen t  s tudy examined t h e  magnitude and d i r e c t i o n  of change 

i n  t hese  v a r i a b l e s  as r e p a r t e d  by s tuden t - t eache r s  dur ing  t h e  Spring 1979 

E D .  405 extended practicum a t  Simon F rase r  Univers i ty .  

I t  was hypothesized t h a t  s i g n i f i c a n t  decreases  i n  teaching  anx ie ty  

would occur  a f t e r  9  and 1 2  weeks, t h a t  a c t u a l  p ro fe s s iona l  se l f -concept  and 

a c t u a l  se l f -concept  would inc rease  s i g n i f i c a n t l y  a f t e r  1 2  weeks, t h a t  i d e a l  

p ro fe s s iona l  se l f -concept  and i d e a l  se l f -concept  would be s t a b l e ,  and t h a t  

t h e  p ro fe s s iona l  s e l f - concep t s  and se l f -concepts  discrepancy sco res  would 

decrease s i g n i f i c a n t l y  a f t e r  12 weeks. 

The Parsons Teaching Anxiety Sca l e  measured teaching  anx ie ty  and t h e  

ETzworth-Coulter Semantic D i f f e r e n t i a l  provided scores  on seven dimensions 

and t h e  t o t a l  s c a l e  of each of  f o u r  components of se-lf-concept.  Respondents 

a l so  provided open-ended d e s c r i p t i o n s  of  dominant i n c i d e n t s  t h a t  had 

iii 



occurred during t h e  practicum. 

P r e t e s t s  were administered during t h e  f i r s t  2  days o f  t h e  pract icum. 

The 135 respondents were  assigned randomly t o  one o f  fou r  p o s t t e s t  groups, 

e s t ab l i shed  a s  homogeneous by a n a l y s i s  o f . v a r i a n c e ,  f o r  t e s t i n g  a t  t h e  end 

of week 3, 6, 9 and 12 r e s p e c t i v e l y .  P o s t t e s t  groups'  r e s u l t s  were t e s t e d  

f o r  s i g n i f i c a n t  i n t e r a c t i o n  and, where app ropr i a t e ,  subjected* ana lyses  
I 

of covariance,  Tukey HSD Tes ts  and matched group t T e s t s .  Resul t s  were ' 

csns idered  t o  be s i g n i f i c a n t  a t  t h e  .05 l e v e l  of confidence.  

S i g n i f i c a n t  d e s i r a b l e  changes included dec l ines  i n  t each ing  anx ie ty  

( p r e t e s t  t o  weeks 3,  9 and 1 2 ;  week 6 t o  9; week 6 t o  12) ,  r i s e s  i n  a c t u a l  

p ro fe s s iona l  se l f -concept  "order l iness"  ( p r e t e s t  t o  week 1 2 ;  week 3 to' 12 ) ,  

dec l ines  i n  profess iona l  discrepancy " c r e a t i v i t y "  ( p r e t e s t  t o  week 1 2 ;  week 

9 t o  12) and "o rde r l i nes s t '  ( p r e t e s t  t o  week 1 2 ;  week 3 t o  12 ) ,  and dec l ines  

i n  se l f -d iscrepancy  "o rde r l i nes s "  ( p r e t e s t  t o  week 12; week 3 t o  1 2 ) .  Clear  

d e s i r a b l e  t r ends  were e s t a b l i s h e d  i n  t h e  two a c t u a l  se l f -concept  s c a l e s  by 

week 12, and i d e a l  s e l f - concep t s  remained cons t an t .  In c o n t r a s t ,  undes i rab le  

i nc reases  i n  p ro fe s s iona l  discrepancy " c r e a t i v i t y "  ( p r e t e s t  t o  week 9) and 

s e l f  discrepancy "order l iness"  [ p r e t e s t  t o  week 3) were revea led .  

The va lue  of t h e  p re sen t  s t u d y ' s  design was s u b s t a n t i a t e d  by t h e  

d e t e c t i o n  of p r e t e s t - p o s t t e s t  and in te rmedia te  changes i n  t h e  practicum, t h e  

l a t t e r  changes i n d i c a t i v e  of p o t e n t i a l l y  s e r i o u s  mid-practicum s t r e s s ,  and 

t h e  former changes endorsing t h e  b e n e f i c i a l  n a t u r e  of t h e  extended practicum. 



The inner  and o u t e r  p re s su re s  a r e  so  dominant 
t h a t  a t  any one vu lne rab le  moment (and they  a r e  
a l l  vu lnerable  moments) you s h a l l  succumb t o  it 
a l l .  Your worst f e a r s  a r e  magnified by t h e  ( innocence of  t h e  p u p i l s ,  your r e s  u rces  a r e  P deple ted  by r e c e s s ,  your s t r e n g t h s  a r e  deple ted  
by lunchtime, and by t h r e e  o 'c lock  you a r e  
dumbfounded. Somehow you manage t o  ga the r  
up enough energy f o  sco ld  B i l l y  f o r  c a l l i n g  
a  g i r l  with new braces  METAL MOUTH. You're 
a  t eache r .  -. 

1 
No dinner  and you a r e  searching  your soul  fo r '  , 

a remnant of an idea  (hopefu l ly  f o r  a  m i r a c y  
of an idea )  which w i l l  s t i m u l a t e  your p u p i l s  
t o  exhaust ion!  But t o  no a v a i l .  You c ry ,  you 
scream, you sweat and you s t r a i n  u n t i l  t h e  
morning hours; only then  do you have t h e  
p r i c e l e s s  lesson  p l a n s .  
You've made it through one more day. 

(SFU s tudent - teacher ,  1979) 
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CHAPTER 1 & 

Introduction, Definitions. and Terminoloev 

Teacher training has long been recognised as an area attracting . 

spirited political conflict and considerable controversy around the world 

(Cremin, 1965)- From very humble and insignificant beginnings teacher 

training has developed into a massive public and private industry, con- 

suming huge resources, drawing to it extensive government involvement and ' 

attracting the attention of myriads of individuals and pressure groups. 
& 

During the last two decades international, national and local 

organisations have given greatly increased attention to various aspects of 

preservice teacher training. In many countries training institutions have 
,& 

been amalgamated or expandid to meet the demands for better qualified, 

more liberally educated teachers. Programs have been restructu~d and, 
- -  - - - 

substantially increased in content and length. In 1974 an international 

I symposium on teacher training was hosted by the Organisation for Economic 

Cooperation and Development. From what sipeared to be a confused and 
2 

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 changev (Eggleston, 

1974, p. 11), that stdent-fertc-hers EWSC be given oppor+t&+%es to under- 
I 

take a personal capital restructuring, that rapid change ms breakingdawn 

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). - a 



2 
.. -* 

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 

practicumts importance has been stressed by teacher educators 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 teacher training (Hilliard, 1968). But the practicum is not 

without its critics. m e  "James ~ e p o r c  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 practicm 

to be the most significant component 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. An 

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 university super- 

visor form the "teaching triad" (Yee, 1968), a critical grouping of people 

whose relationships can promote or destroy the professional training of thee 

student-teacher. Harmonious and positive relationships are seen to be 

essential and are thought to influence career decisions made by student- 
- -- 

teachers (Campbell and Williamson, 1973; Overbeck and Quisenberry, 1976) as 

they move frm "super-visian to self-vision assuming increased responsibility 

for further personal/prof essional growth'.' (Warner, Houston and Cooper, 1977, 

p .  16). 



Only minimal research  has been d i rec ted  a t  the  length  o f  p rac t i ca .  

The general acceptance o f  the  practicum a s  a v i t a l  component i n  teacher  

t r a in ing  has led t o  s u b s t a n t i a l l y  longer periods of . i n i t i a l  and subsequent 

prac t  i c a  (Chanqon , 19717. Unfortunately, some increases  have bekn 

j u s t i f i e d  a s  "obviously valuable" (Morrison and McIntyre, 1973, p .  69) 

and l i t t l e  attempt has been made t o  demonstrate s p e c i f i c  advantages 
r -  

associa ted  with p a r t i c u l a r  time per iods .  Rather, dec is ions  on the  length 

of p r a c t i c a  have been influented by i n s t i t u t i o n a l  calendars and time- 

t a b l e s .  A s  emphasised by Oestreich (1974): "If t h e  length  o f  time i s  

indeed a v a l i d  cons idera t ion ,  it ought t o  be based on something o the r  than 

an a r b i t r a r y  hunch o r  upon a convenient way of scheduling col lege  students" 

(p. 336) . 
The present  s tudy was designed t o  provide evidence about t h e  appropiiate- 

ness of d i f f e r e n t  lengths  of p r a  examining changes i n  se lec ted  con- 

cepts  and iden t i fy ing  pressure  po in t s  during a practicum. Elsworth and 
- - 

Coulter  (1977) saw grea t  meri t  i n  conceptual izing teacher  prepara t ion  a s  a 

form of r e s o c i a l i z a t i o n .  This approach enabled researchers  t o  s tudy changes 

"in reference  groups . . . values ,  a t t i t u d e s  and l e v e l  of commitment t o  

teaching . . . l eve l  of  profess ional  a sp i ra t ions ,  self-esteem and t h e  

acqu i s i t ion  of new knowledge and s k i l l $ '  (p. 1 ) .  Evaluation of a program 

then became a matt& of seeking information on t h e  magnitude and d i r e c t i o n  of 

change on one, o r  a combination of these  c h a r a c t e r i s t i c s .  

A l i t e r a t u r e  search i n d i c a t e s  that an examination of- patterns-& 

change i n  s tudent- teachers '  - profess ional  self-concept ,  personal  s e l f -  

concept and teaching a n x i e t i e s  during a practicum is an important exerc ise .  
i _ 1 

Elsworth a n d x o u l t  e r  (1977) be1 ieved t h a t  t h e  measurement of t h e  discrepancy 



between t h e  i d e a l  and ac tua l  profess ional  self-concept  provided Ifan index 

o f  professional  adjustment . . . . To the  extent  t h a t  s tudent- teachers 

saw themselves a s  competent, e f f e c t i v e  and as r e a l i z i n g  t h e i r  a sp i ra t ions  

programs might be  judged e f fec t ive t1  (Elsworth and Coulter,  1977, p. 54) .  

A subs tan t i a l  number of s t u d i e s  has been undertaken i n  the  r e l a t e d  

areas  of self-concept  and teaching anxiety.  A v a r i e t y  of anx ie t i e s  has 

been i d e n t i f i e d ,  a n x i e t i e s  t h a t  mayae1ici t  re levant  o r  i r r e l e v a n t  responses 

t o  the  teaching t a sk .  Considerable evidence has been reported (Coates 

and Thoreson, 1976; Parsons, 1973a and 1973b) t h a t  suggests high-anxiety 

could impair performance. Gaudry and Spielberger  (1971) concluded t h a t  

"high anxious persons tend t o  be self-disparaging and lacking i n  s e l f -  
- - 

confidencew (p. 78) and t h a t  u n i v e r s i t i e s  should  attempt t o  i d e n t i f y  -such 

people i n  order  t o  provide appropr ia te  support and counsel l ing.  P 

Further  s u b s t a n t i a l  l i n k s  between these  concepts have been es tabl i shed 

b y  o the r  researchers  including Lantz [1964), Garvey (1970),Gaudry and 

Spielberger  (1971), Gregory (1976), and Walberg(l967a and 1967b). Wright 

and Tuska (1968) reported "anxious and g u i l t y t t  (p. 267) f e e l i n g s  i n  
? 

- 

, s tuden t - t eachers ,  and associa ted  such fee l ings  with teaching behavior and 

images of s e l f .  Self-concept,  "a complex and dynamic system of b e l i e f s  

which an individual  holds t r u e  about . . . s e l f ,  each b e l i e f  with a cor- 

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

s i t u a t i o n a l l y  s p e c i f i c .  StudentLteachers, therefore ,  hold b e l i e f s  about 
- - P 

themselves t h a t  r e l a t e  t o  t h e i r  ac tua l  performance a s  a teacher o r  t h e i r  
- 

- 

des i red  ( idea l ,  o r  a sp i ra t ionaI ]  pe?rforiiiance (Msworth- an6 Cmilter,  l977). - 
* 

Measurements of s tudent - teachers t  teaching anxiety,  profess ional  s e l f -  
1 

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



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

/e (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 declines in teaching anxiety 

during a practica. Similarly conflicting results have been reported from 

self-concept studies. By 1969 it seemed that the practicum was associated 

inevitably with declines in professional self-perception (Lantz, 1964; 

- Nagle, 1959; Newsome, Gentry, and Stephens, 1965; Walberg, 1967a, 1967b, 

and 1968; Walberg, Mevner, 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), Gregory (1976), Smith and ' 

Adams (1972), -and Soares and Soares (1972) have reversed this trend and 

have suggested that program factors make a significant contribution. 
I 

Practica that incorporate a gradual introduction to teaching, systematic 

preparation of teachhg triad members,-extended time in classrooms and 
1 
positive student-teacher support have been associated, to varying degrees, 

with stable or improved professional self-concept and self-concept, and 

reduced teaching anxiety. 

The present study was designed to measure changes in these concepts as 

a practicum progressed. The selected practicum was the final practicum 

in the Simon Fraser University Professional Development Program, a one-year 

intensive teacher preparation program. The program is divided'into three 
- - - - -  - 

thirteen-week semesters. In the first semester teams of student-teachers 

are placed in classrooms for the initial six-week 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 



d 

Associate) and t he  cooperating teacher (School Associate). The second 4 

i 
and t h i r d  semesters, which may be taken i n  reverse order,  comprise a 

13-week practicum ( E D .  405, the  independent var iable  i n  t h i s  study),  and 

3 
a campus-based academic program (ED. $04). Close support continues t o  be 

provided'.@ring the  extensive practicum. 
\ 

The Simon Fraser program contains a number of fea tu res  not  found i n  
- -A 

more t r ad i t i ona l  programs (Channon, 1971; Gregory, 1976; T i t t l e ,  1974) and 

which may guard against  decrirnents i n  professional  self-concept and s e l f -  

concept, o r  damaging increases  i n  teaching anxiety. 'The program's p rac t i ca  

a r e  unusuallf i long and have been designed t o  achieve a gradual introduction 

of the student-teacher t o  t he  classroom. Both the  cooperating teacher and - 

the  univers i ty  supervisor have been se lected and prepared f o r  t h e i r  rd les .  

The supervisors a r e  experienced classroom teachers on leave from t h e i r  

schools f o r  one o r  two years, thereby eliminating many of t he  problems t h a t  

beset  programs where the  permanent facuI ty  have t o  a c t  a s  Fupervisors. 
- - 

Procedures 

Teaching 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  Elsworth-Coulter 

semantic d i f f e r e n t i a l ,  a s ca l e  spec i f i c a l l y  designed t o  be used with 

student-teachers undergoing a practicum experience. The four &ales ,  

iden t ica l  .in a l l  respects  except t he  t i t l e s  ("Myself a s  a teacher;  The 
-- -- - - -  - -  

teacher I would l i k e  t o  be; Myself; Myself a s  I would l i k e  t o  be" - 

Elsworth and Coulter, 1977),.contain 32 ad jec t iva l  pa i r s  se lected t o  

describe teaching behaviors. Each sca le  provides scores on seven dimen- 

sions ( c r ea t i v i t y ,  order l iness ,  warmth-supportiveness, s a t i s f ac t i on ,  c l a r i t y ,  



f 
C 

energy-enthusiasm, and non-conformity) and a' scale tot& 

. The subjects were volunteers from the spring 1979 ED. 405 c 

agreed to participate in the study on rece5pt of the pretest materials. - 

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

usable pretest sample of 211. All subject% were randomly4assigned tb one 

of four groups for posttesting. The posttest was administered after the 

completion of thrke weeks (group l), six weeks (group Z),  nine weeks 

(group 3) and 12 weeks (group 4)- of the practicum. Analyses of the data 

were undertaken using analyses of variance, ANCOVA , Tukey HSD and t tests. - 

A -- number-of predictions were advanced: 

P 1. Teaching anxiety should dec1i;e by the end of thk practicum. 
-7 

In light of the app~re~supportive design and the timing of the 

interim evaluation (week 7 ) ,  this decline should be evident by week nine. 

2 .  Professional self-concept-actual should increase by the end 

of the practicum. This increase would reflect the supportive nature of 

the program, in particular the opportunity for student-teachers to be 

introduced gradually to the role and responsibilities of a full-time 

classroom teacher. It should also reflect general success of the teaching 

venture and the completion of the practicum. 

3. Professional self-concept ideal should not change. Substan- 

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

4 .  Professional self -concept discrepancy scores should not 

change. The predicted ri e in the professional selF-concept actual scores 5 
were not expected to be sufficiently substantial to produce a significant - 
rise in discrepancy scores. 

'-h 



5. Self-concept ac tua l  should increase by t h e  end of t h e  

practicum. See 2 . ,  above. 

6.  Self-concept i d e a l  i s  a l so  thought t o  be r e s i s t a n t  t o  change 

. 
and should not a l t e r  during t h e  practicum. 

I 

7. Self-concept discrepancy scores should not change. See 4 . ,  

1 - above. 2 - 
- 

Changes would be conside-d s i g n i f i c a n t  a t  t h e  E < .05 l eve l  bf 

confidence (two-tailed t e s t s ,  except where noted>.  

This chapter has provided a broad introduction t o  teacher t r a i n i n g  

and has presented a succinct  o u t l i n e  of  t h e  present study. Chapter 2 
i 

reviews a range of i s sues  pe r ta in ing  t o  t h e  practicum, descr ibes  t h e  
- - - - -- - - -- - 

Simon ~ r a s e r  Universi ty Professional  Development Program, and surveys 

s tud ies  t h a t  have inves t igated  teaching anxiety,  professional  self-concept 

and self-concept i n  t h e  practicum, and t h e  length of t h e  practicum. A 

f u l l  statement o f  t h e  s tudy 's  hypotheses and supporting r a t i o n a l  i s  

presented i n  chapter 3 .  Deta i l s  of t h e  subjects ,  va r i ab les  and procedures 

appear i n  Chapter 4, with t h e  r e s u l t s  from t h e  study forming Chapter 5. A 
a 
'3 

d e t a i l e d  discussion of  t h e  r e s u l t s  appears i n  Chapter 6. This chapter a l s o  -h 

2 
4 

considers same of t h e  l i m i t a t i o n s  of t h e  study and recommends a reas  f o r  
- -  - - - -  - ---- - - - - - - -- -- - - - 3 

: 
f u r t h e r  research.  The instruments used i n  t h e  study a ~ e  reproduced i n  .: 

- - - - - - --- 
3 t - 2 
3 t h e  appendices, with supplementary r e s u l t s  and other  supporting mater ia l .  I 



Definitions and Terminology 

Important concepts in this study are defined below. Terms used in 

this study and elsewhere are also clarified, and alternative terms are 

identified. The list is not exhaustive. 

Self -concept 

- The study accepts the definition prpposkd by Purkey (1970) that self- 
- - -- - 

concept, is "a complex and dynamic system of beliefs which an individual 

holds true about . . : self, each belief with a corresponding value" 
(p .  7). Alternative terms include self-perception, e self-attitude', self- 

esteem, self-image, and self-evaluation. It is believed that self-concept 

may be global and situationally specific. Persons, therefore, may per- 

ceive themselves in personal and professional roles and evaluate themselves 

in these contexts (Elsworth and Coulter, 1977). 
- 

Professional Self-concept Actual \L 
,if=- 

- - 

A measure of actual professional self -concept is provided by an 
- 

individual's total score on the ~lsworth-~oulter semantic differential 

for the concept "Myself as a teacher" (Elsworth and Coulter, 1977, 

pp. 66-67). The scale identifies seven dimensions of actual professional 

self-concept (creativity, orderliness, warmth-supportiveness, satisfaction, 

clarity, energy-enthusiasm and non-conformity) and provides individual 

scores for each dimension. 

Professional Self-concept Ideal 
-- - - - - -  - 

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

aspirationa1 professional 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 bef1 (Elsworth and Coulter, 1977, pp. 66 and 68). 



An ind iv idua l ' s  score  on each of t h e  seven dimensions of t h e  concept, as 

i d e n t i f i e d  above, may a l s o  be obtained. . 

Self-concept Actual 

A measure of personal o r  global  self-concedt\rs_ provided by an 1 
* 2 

ind iv idua l ' s  t o t a l  score  on t h e  Elsworth-Coulter semantic d i f f e r e n t i a l  
5 

1 

f o r  the  concept "Myself" (Elsworth and Coulter,  1977, p. 5 3 ) .  An individ-  d 
- - - A -- - 

u a l l s  score on each of t h e  seven dimensions of the  concept, a s  i d e n t i f i e d  
i 
i . above, may a l s o  be obtained. 

S&M-concept Ideal  - 

A measure of personal o r  global  i d e a l  self-concept  ( a l so  known a: 

a sp i ra t iona l  s e l f  -concept) i s  prbvided by an individual  ' s t o t a l  score  on 

the  Elsworth-Coulter semantic d i f f e r e n t i a l  f o r  the  concept "Myself a s  I 

would l i k e  t o  beM (Elsworth and Coulter,  1977, p. 53). A n  ind iv idua l ' s  
1 

score  on each of the  seven dimensions of  the  concept a s  i d e n t i f i e d  above, 
- - - -  - - -- - - - - - - 

may a l s o  be obtained. 

- Professional Self-concept Discrepancy Score - 

An individual ' s  discrepancy score  on t h e  professional  self-concepts 

i s  the  d i f ference  between the  l eve l  of professional  a s p i r a t i o n  ("The 

teacher I would l i k e  t o  be") and perceived attainment (Wyself  a s  a 

teacher") f o r  the  t o t a l  s c a l e  and t h e  seven dimensions. Each score  "may a 

be in te rp re ted  a s  an index of t h e  student-teacher 's  adjustment t o  the  

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

- - -- - 
* 

Self-concept Discrepancy Score 
- - - - 

-1 

An ind iv idua l ' s  discrepancy score  on self-concepts is t h e  d i f ference  i 
3 

between t h e  l eve l  of global  a sp i ra t ion  (Wyself  a s  I would l i k e  t o  be") and s 

4 
3 

perceived attainment ('%4yselfrT) f o r  the  t o t a l  sca le  and the  seven dimensions. f 
B 



Each score may be interpreted as an index of personal*adjustment (Elsworth , _ 

apd Coulter, 1977, p. 54). 

Practicum 
4- 

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

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

of tgacher 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 experiences. 

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) : 
- - - -  - -- 

ED. 402 (half-semester) : 

L 

initial practicum of six weeks; 

held on campus or in interior sites; 

ED. 405 (one semester3 : 

ED. 404 (one semester) : 

final practicum; 

academic program. 

Cooperating Teacher 

A cooperating teacher is a classrom teacher who accepts varying 

degrees of responsibility for the preservice teaching experiences of one 

Y 

or m r e  - - student-teachers - - - -- - -- appointed to the teacher's classroom.- The teacher 
r --- 

- 

is also a =ember 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 
6 " "  

in the Simon Fraser Unive~sity Professional Developent Program. 



Student Teacher 

A university or college student enrolled in a recoaised program 
1 

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

triad. 

Teaching Triad - 

A group of three people (cooperating teacher, student-teacher and 

\ university supervisor) who are expected to form a close working relation- 

shkp during the practicum. 

University (or college) supervisor 
r 

A person who is attached to, or is a faculty member of a university 
d 

or college, with overall responsibility for the practicum prd-gram of 

student-teachers. The person is also responsible for liaison b'etween 

the university or college and the schools accepting student-teachers for 
- - - A 

practica. Alternative titles include tutor, clinical professor, 

coordinator and faculty associate. The latter title is used by the Simon 

Fraser University Professional Development Program to describe its super- 

E 
visors who, generally, are experienced teachers on short-term 

university contracts. 



CHAPTER 2 

Review of the- L i t e ra tu re  

This chapter  undertakes a d e t a i l e d  examination o f  s p e c i f i c  s t u d i e s  

t h a t  d i r e c t l y  impinge upon the  present  study. The practicum is  i d e n t i f i e d  
d' 

as  an e s s e n t i a l  element i n  teacher t r a i n i n g ,  and a number of key problems 

a r e  discussed,  includZng t h e  teaching t r i a d  membership and opera t ion ,  and - -  

< 

f u t u r e  cont ro l  of the  j3racticum: Subsequent sec t ions  review the  Simon 

Fraser  Universi ty Professional  Development~regram, previous s t u d i e s  of 
* 

teaching anxie ty  and, self-concept  of pre-service  teacher education s tudents ,  

and the  importance of the  length of  t h e  practicum. 

The Practicum - Selected 1 s s u . e ~  

A meeting of educational exper ts  hosted by the  Organisation f o r  

Economic Cooperation and Development (OECD) i n  1974 reviewed world-wide 

t rends  and i s sues  i n  t h e  t r a i n i n g  of teachers .  From what appeared t o  be - - 

- 
a confused, r ap id ly  changing, and d ive r se  co l l ec t ion  of  programs and 

developments, emerged a p i c t u r e  yf common underlying p r i n c i p l e s  t h a t  

suggested a f a r  g rea te r  degree of  consensus than the  exper ts  had a t  f i r s t  

imagined po;sible. 

Four common f a c t o r s  were i d e n t i f i e d .  F i r s t l y ,  it was agreed t h a t  

" t r a in ing  i t s e l f  could - be seen a s  a causal  f a c t o r  - of change" (Eggleston, 

1974, p'. 11).  Experts reported t h a t  t r a i n i n g  i n s t i t u t i o n s  d id  not  j u s t  
+/A t 

respond t o  changes i n  tlie s c h d s  and coinixity, but i n i t i a t e d  change, 

I -- 

d e a r l y  aecreptkng a- ro3e L'as an tntegraf p a r t  of the  total c m ~ f  e x  o-f 

educational changet1 (Eggleston, ' 1974, p .  12) . Secondly, ' t h e  importance 

of providing the  teacher o r  s tudent- teacher with oppor tuni t ies  t o  under- 

take a personal r e s t ruc tu r ing  demanded by developments i n  c u r r i c u l a  and 
8 



changes i n  p a t t e r n s  of  r e s p o n s i b i l i t y  and r o l e  emphasised the  importance 

of profess ional  t r a i n i n g .  

I n i t i a l  t r a i n i n g  became v i s i b l e  a s  a period i n  which 
an i n i t i a l  build-up of  re levant  professional  c a p i t a l  
could be undertaken - along with t h e  achievement of 
appropr ia te  s k i l l s  of a d a p t a b i l i t y  and f l e x i b i l i t y  
t h a t  would enable the  teacher  t o  use  it t o  the  bes t  
advantage i n  changing s i t u a t i o n s  (Eggleston, 1974, p. 12) .  

The experts  a l s o  agreed t h a t  teachers  were being faced with rapid  change 

t h a t  tended t o  break down the  p ro tec t ive  mechanisms t h a t  had long sur-  

rounded the  r o l e  of teacher .  I t  was necessary, therefore ,  t o  introduce 

. t rainingdprograms t h a t  would f o s t e r  a b e l i e f  i n  the  professional  

d e s i r a b i l i t y  and willifig recept ion  of  change. F inal ly ,  it was genera l ly  
3 

accepted t h a t  r a c t i c i n g  teachers  should be c lose ly  involved with, and 

p a r t i c i p a t e  in ,  preservice  and inse rv ice  t r a i n i n g  programs. "Indeed, 

such p a r t i c i p a t i o n  by teachers and by s tudents  was seen t o  be a c e n t r a l  

f ea tu re  of new forms of profess ional  t r a i n i n g  . . . of new and beginning 

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

The i n i t i a l - t r a i n i n g  period provides t h e  student- teacher with the  

opportunity t o  undertake academic and professional  s t u d i e s ,  and t o  ex- 

perience a period o r  periods of profess ional  p r a c t i c e .  These components, 

whether consecutive o r  concurrent,  enable t h e  student- teacher t o  ex- 
/ 

perience elements of a t eacher ' s  r o l e  ( r e s o c i a l i z a t i o n ) ,  commence t h e  

in teg ra t ion  of educational  p r a c t i c e  and theory, demonstrate p r a c t i c a l  

competencies and decide, f i n a l l y ,  whether t o  pursue a teaching ca ree r  
- - - 

(Corrigan, 1974, p.  104). 

I t  was t h e  firm conclusion of Conant (1963) i n  h i s  review of teacher 

education i n  America t h a t  "the one indisputably e s s e n t i a l  element i n  

profess ional  education i s  p r a c t i c e  teaching" (p. 142). Many w r i t e r s  



- -- 

have expressed s i m i l a r  sent iments  (Krajewski and Cate,  1974; .Purpel ,  1967; 

Wingard, 1974). H i l l i a r d  (1968) surveyed t eache r s  i n  f i v e  c o u n t r i e s  and 
P 

found t h a t  76% of respondents  i n  England, Scot land,  Wales, Rhodesia and 
-d 

South Af r i ca  p r i zed  t h e  p r a c t i c a l  a spec t s  o f  t h e i r  course.  This  compared 
kt ' "' 

drama t i ca l ly  t o  t he  low p o s i t i v e  responses,  ranging from .01% t o  6% t h a t  

t h e  same sample r epo r t ed  when quest ioned about t h e  va lue  of  educat ional  

theory (p.  38) . Y 

f 

. 
I - Although t h e  ing  (practicum) has gene ra l ly  

been regarded a s  a c r i t i c a l  component i n  t eache r  t r a i n i n g ,  many au tho r s  

have r epor t ed  a s soc i a t ed  concern and d i s s a t i s f a c t i o n .  The "James Reportfr 

was sca th ing  about a s p e c t s  o f  t h e  practicum: 

We have been impressed by t h e  volume of  comment s t r e s s i n g  
a t  once t h e  importance and inadequacy of  teaching  p r a c t i c e  
. . . Many s t u d e n t s  a r e  vehement i n  a s s e r t i n g  t h a t -  t eaching  
p r a c t i c e  i s  one o f  t h e  worst condGcted p a r t s  of  t h e i r  
t r a i n i n g  (Teacher Education and Tra in ing ,  1972, p a r a s .  3 . 8  and 3 

  om ax (1971) r epo r t ed  t h a t  a l though some s tuden t s  found much i n  t h e i r  

t eache r  t r a i n i n g  t o  be i r r e l e v a n t ,  " the  young t eache r s  approached 

-\, 
t e ach ing  p r a c t i c e  with added enthusiasm" (p. 38) .  . Morrison and McIntyre 

(1973) recognised t h a t  "school p r a c t i c e  i s  usua l ly  j u s t i f i e d  a s  being 

f o b v i m s l y  va luab le f r1 ,  (p. 69) wh i l s t  Oes t re ich  (1974) considered t l e  

practicum t o  be " the most s i g n i f i c a n t  s t e p  i n  t h e  sequence o f  p ro fe s s iona l  

courses  lead ing  t o  i n i t i a l  c e r t i f i c a t i o n "  (p. 335). 

I 

I t  can be seen t h a t  t h e r e  was n o t  on ly  agreement about t h e  importance 

of  t h e  practicum, b u t  t h a t  p r o b l e m  e x i s t e d  i n  t h e  pract icum t h a t  needed 

t o  be researched .  Beck and Tucker (Im) concluded t h a t  b e f o r e  t h e  l a t e  

1960's  t h e r e  had been "almost no r e sea rch  t o  f i n d  o u t  how, why o r  what 

s p e c i f i c  k inds  o f  p r a c t i c e  a c t u a l l y  do have demonstrat ively good e f f e c t s f r  



(p- 940). Wri t ing i n  1974 Horton and Horton remarked: T .---- 
Of t h e  many sacred  cows of educat ion,  s tuden t  teaching  
i s  t h e  most s ac rosanc t ,  quest ioned only by t h e  few 
h e r e t i c s  found i n  every co l l ege  of education: L i t t l e  
research  e x i s t s  t h a t  v a l i d a t e s  t h e  wide acceptance of 
t h i s  n e a r l y  u n i v e ~ s a l l y  endorsed a spec t  of t eache r  
educat ion (p. 6) . 

I t  is  somewhat r e a s s u r i n g  t h a t  s i n c e  those  comments were made, sub- 

s t a n t i a l  research  funding i n  many p a r t s  of t h e  world has produced s t u d i e s  

on t h e  practicum and on such r e l a t e d  a spec t s  a s  microteaching,  classroom I 
I 

1- 

i n t e r a c t i o n ,  i n - s e r v i c e  t eache r  educat ion,  processes  i n  t eache r  educat ion,  

behaviour modi f ica t ion  techniques and s e l f - d i r e c t e d  l ea rn ing .  What 
- 

s p e c i f i c a l l y ,  then ,  a r e  some of t h e  concerns of t eache r  educators? In 

t h e i r  model of teaching  Dunkin and Biddle '(1970) cons ider  t h e  practicum 

t o  be a presage v a r i a b l e ,  an important formative experience t h a t  w i l l  

impinge upon t h e  process  and product  v a r i a b l e s  t o  fo l low.  Yet, t o  some, 

t h e  practicum i s  f u l l  o f  problems, mismanaged, and i n  t h e  wrong hands (Parry,  

1972, p .  51) .  This  h i n t s  a t  what may be s e n  a s  one of t h e  key problems, 

t h e  personnel  i n  t h e  practicum, t h e i r  s e l e c t i o n ,  t r a i n i n g  and r o l e .  

The Teaching Tr iad  

AS has  been ind ica t ed ,  t h e  pract icum se rves  a  number of purposes.  I t  
< ,*. 

is a powerful agent  of  s o c i a l i z a t i o n  f o r  s tuden t  t eache r s ,  p rovid ing  them 

with t h e  oppdr tuni ty  t o  develop and explore  new r o l e s ,  f a c e  t h e  r e l a t e d  

successes  and f r u s t r a t i o n s ,  t r y  ou t  i nd iv idua l  teaching  s t y l e s ,  develop 

c u r r i c u l a ,  implement and examine t h e o r i e s  presented a t  u n i v e r s i t y  o r  

co l l ege  - i n  s h o r t , t 5 3 e  introduced t o  t h e  p ro fe s s ion  [Purpel,  1967, 

pp . 2 )  . To p rov iae  t h e s e  experiences r e q u i r e s  the provisjrrm and inter- 

a c t i o n  of  human r e sources ,  accompanied by s e r i o u s ' a t t e m p t s  t o  coord ina te  



them i n  order  t o  e l iminate  o r  reduce p o t e n t i a l  - r o l e  c o n f l i c t s ,  misunder- 

s tandings and disagreements t h a t  could i r r epa rab ly  damage t h e  s tudent-  

t eacher .  The analogy drawn by t h e  Coordinators of  t h e  Profess ional  

Development Program a t  Simon Fraser  Universi ty i s  an appropr ia te  one. 

(You a re )  a novice a c t o r  preparing f o r  a p a r t  i n  a 
p lay .  You w i l l  be supported by a production s t a f f  
who w i l l  make -re t h a t  a l l  of the  environmental f a c t o r s  
a r e  i n  p lace  t o  help you play your r o l e  convincingly. 
You w i l l  work with some highly  s k i l l e d  teachers  . . . 
You must have t o t a l  commitment t o  your r o l e  (Denos, 
Note 1, p .  4 ) .  

The leading a c t o r s  i n  t h i s  p lay ,  the  student - teacher ,  t h e  un ive r s i ty  

o r  col lege  supervisor  and t h e  cooperating teacher form t h e  "student-teaching 

t r i a d "  (Yee, 1968, p .  98) which must "perform, evaluate ,  a c t ,  r eac t  and 

adapt ( to )  r e l a t ionsh ips t f  (Yee, 1968, p. 97) within t h e  classroom s e t t i n g .  

In a key a r t i c l e  Yee described th&e re la t ionsh ips  i n  depth, emphasising 

t h a t  t h e  c r i t i c a l  r e l a t i o n s h i p s  were those  between t h e  a d u l t s  i n  t h e  

immediate s i t u a t i o n  (see  Figure 1 ) .  Each person had ob l iga t ions  t h a t  were 

Student 
------------I--- 

Pupils 
&'-\ 

\ '.. ,' \ Teaching trfi ,/* -. '@@@ \ \  \ \ \ 

-..'* \ \ 
Coop. ..>.\ \ \ 

- - - -- - #*' teacher 
_- - - 

--P 

- -a& 
University ............................. s 

Student n..-:t.. 

Teaching triad 
\ 
\ 
\ 
\ 
\ 

teachers, I 

Figure 1 ,  The teaching t r i a d .  (Adapted from Yee, 1968, p.  99) 



both independent of and interdependent with other members of the triad. 

Often the triads were forced arrangements, its membsrs being thrown 

together by circumstances' and schedules. It means then, that ~ i v e  and 

take must occur. Eye (1974) saw these relationships forming a three-way 
4L% 

stretch in which all consumers must be carefully identified: 

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). 

Each person in the triad must have freedom of communication with the 

other two. If this did not occur, a situation could develop in which 

suspicion and mi trust thwarted the purposes of the practicum. Yee high- { 
lighted the imp rtance 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- 

! 3 

visor. In his study he attempted to examine thd changes in these relation- 
\ -% 

' 
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. 
-- - 

r 
Firstly, Yee examined each dyad deciding whether relationshikre 

positive or negative. 'In the university supervisor (0) - student-teacher (S) 

relationship four alternatives may be identified. 

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

relationship is (- +). 



(gi) 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 

8 relationship is (+ -). 

(iv) U and S have mutual positive attitudes. The relationship is 

Of these four alternatives, the first three are potentially negative and 
'E 

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

( +  The same analysis applies to the university supervisor - moperating 

teacher (u-T)' dyad, and the cooperating 

dyads. 
3 

Eight possible triad relationships 

teacher - student-teacher (T-S) 

S 
were then identified, each made up 

of three individual dyadic relationships, positive or negative. This can 

be shown as: 

TABLE 1: Dyad Components of Teaching Triads -- 

Dyad relationships in the triad 
- 

Triad 
Relationships 

A closer examination reveals an important characteristic of triads. 

In any - one of the eight triad relationships exists a multitude of different 



dyad relationships, relationships that may result in significantly dif- 

ferent, yet identically-labelled triads. Consider the triad (+ - -) 

in Table 1. This triad portrays the following dyad rel&ionships: 

(U-S) University supervisor and student-teacher: (+) 

(T-S) Cooperating teacher ent-teacher : (-1 

(U-T) - University teacher : (-1 . 
Yee appeared to assume that this (+ - -) triad was very much like any 

other (+ - -) . This assumption may be inappropriate as the original 

definitions of the (+) and (-) dyadic relationships allowed for seven 

attitude combinations in the (+ - -) triad, namely 

(u-S) positive: 1. mutual hositive attitudes; 

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

or 3. teacher positive - student negative, 

Qr 4. mutually negative attitudes; 

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

positive, 

or 6. university supervisor positive - teacher 

negative, 

or 7. mutually negative 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, pe=ures and aegrms of cooperat3on. - 

Yee employed his triad5c 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 - 



1 A(+--) triad. 

Figure 2.  Possible dyad combinations within a  (+--) t r i ad .  



un ive r s i ty  supervisor  - cooperating teacher  dyads remained t h e  most 

s t a b l e  of the  th ree  (p. 103). H e  attempted t o  show t h a t  the re  "are 

negative dyadic r e l a t i o n s  between leaders  and student- teachers . . . 
presumably based upon common i n t e r e s t "  (p. 104). A' subsequent ana lys i s  

of  p o s i t i v e  and negative s h i f t s  i n  dyad re la t ionsh ips  from p r e t e s t  t o  post-  

t e s t  showed no s t a t i s t i c a l l y  s i g n i f i c a n t  r e s u l t s  f o r  any combination of 

dyads (Sign Tes t ) ,  thereby cas t ing  some suspicion on D r .  Yee's claim 

t h a t  negative r e l a t ionsh ips  between the  leaders  and student- teachers were 

p resen t  t o  a sigkficantly g r e a t e r  degree than i n  o the r  rel 'a t ionships.  
b 

Disturbing t rends  were detec ted  i n  t h e  study, suggesting t h a t  the  
C 

t r i a d  was subjec t  t o  breakdowns t h a t  could threa ten  the  practicum. Yee's 

s tudy may have ac ted  a s  a c a t a l y s t  f o r  o the r  researchers .  Olmo (1973) 

s tudied  the  d e s i r a b i l i t y  of coordinat ing a l l  personnegi vo ed i n  the  "2 
practicum, and concluded t h a t  the  practicum had not  achieved i t s  goals 

- - - - 

"when problems of communication have occurred because t h e  methods ins t ruc -  

t o r ,  un ive r s i ty  supervisor ,  coopera t ing ' teacher  and (student- teacher)  

view t h e  program without a common frame of referencen (p. 88).  These 

views were echoed by Campbell and Williamson (1973) who emphasised t h a t  

"harmonious compatible r e l a t ionsh ip ( s )  . . . should be t h e  goal of  every- 

one concernedft (p. 169). Following a survey of 120 i n s t i t u t i o n s  a f f i l i a t e d  

t o  the  American Association of Colleges f o r  Teacher Education, Overbeck 

and Quisenberry (1976% &aimed t h a t  s u e e s s  i n  t h e  practfciun, an& w i s e  -- 

ca ree r  d e c i s i ~ n s  by s tudent- teachers ,  demanded c l e a r  r o l c d e s c r i p t j a n s  f o r  

a l l  p a r t i c i p a n t s  and open communications between them (pp. 36-39). 
> 

similar: b e l i e f s  were r e f l e c t e d  i n  t h e  program devised by Davis and Davis 

(1977) i n  which conferences and performance contrac ts  were devised t o  



improve supervisory relationships, establish basic widelines and facilitate 

the performance of the student-teacher. 

The areas of cooperation, role concensus and role conflict' appear 

to be gf paramount importance to the practicum. Unless all participants 

are aware of each other's expectations, rights and responsibilities, the 

practicum could be ineffective and potentially damaging to all parties. 

The potential danger was illustrated by Cohen (1969) in his study of 80 

student-teachers' classroom 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 %, 

emp1oyed.a five-point scale and dealt with aspects of classroom discipline 

and "appropriate personal relationships t o  be established with children" 

(Cohen, 1969 , p. 53). He-reported that first-year stodent-teachers' own 

behaviour differed significantly from the expectations they attributed to 
- - 

the college supervisor on four of the pght items and from the expec- .T 

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 not 

report differences between the expectations student-teachers attributed to 
- 

the college supervisor and the 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 eight items for first and - 
third year student-teachers. In the majority of the cases the - differences 

that student-teachers believed existed between their college supervisors 
, . 

and cooperating teachers were statistically more significant than the 

differences student-teachers believed eiisted between themselves and either 



the  col lege  supervisors  o r  cooperating teachers .  Such r e s u l t s  h ighl ight  

the  f r a g i l e  na ture  of t h e  teaching t r i a d  and suggest t h a t  a c l o s e r  examina- 

t i o n  of individuals  i n  the  t r i a d  would be j u s t i f i e d .  . 

The un ive r s i ty  o r  co l l ege  supervisor .  Conant (1963) i n  h i s  commen- 

t a r y  on teacher education, s t rong ly  recommended t h a t  teacher t r a i n i n g  

i n s t i t u t i o n s  appoint c l i n i c a l  professors ,  "the only r e a l l y  l eg i t ima te -  

professor  of education, a polymath w@ somehow combines theory and p r a c t i c e  

a s  nobody e l s e  is able  t o  do" (Broudy, 1964, p. 209). Conant proposed 

s p e c i f i c a l l y  th& 

'Every i n s t i t u t i o n  awarding a specia l  c e r t i f i c a t e  f o r  secondary 
school- teachers  should have on t h e  s t a f f  a c l i n i c a l  professor  
fo r -each  f i e l d  o r  combination of  c lose ly  r e l a t e d  f i e l d s "  (p. 213) 
. . .. The professor  from t h e  co l l ege  o r  un ive r s i ty  who i s  t o  
supervise and assess  t h e  p r a c t i c e  teaching should have had prac- 
t i c a l  experience. H i s  s t a t u s  should be analogous t o  t h a t  of  a 
c l i n i c a l  professor  i n  c e r t a i n  medical schools (pt  '214). 

This suggestion received a mixed response from i n s t i t u t i o n s ,  but  may have 
- - - 

i f  i n s t i t u t i o n s  had c l i n i c a l  professors .  Ins t i t , u t ions  with 

asked t o  name the  pos i t ion  and provide a r o l e  descr ip t ion .  

545 responding i n s t i t u t i o n s  (30%) bel ieved they had c l i n i c a  

prompted the  development of some innovative approaches. In a na t iona l  survey 

of 879 i n s t i t u t i o n s ,  conducted i n  1973, Kazlov (1976) attempted t o  discover 

such people were 

She found 163 of  

1 professors .  She 

a l s o  found a s t rong emphasis on t h e  t r a d i t i o n a l  supervisory r o l e s ,  heavy 

r e c r u i t i n g  from within t h e  u n i v e r s i t i e s  and s a l a r y  s t r u c t u r e s  based on the  
3 

3 

ungversi ty s c h e d u k s  fp. -348f. Few d i a i e a l  p~ofessw--spent signSiean& 

time teaching i n - s c h o o l  classramus, - They Zherefare f e l t  o L o f  l t a u c h h  

t h e  un ive r s i ty  and c&nplplained a t  t h e  "lack of c l a r i t y  about t h e  r o l e  of  t h e  

c l i n i c a l  professor" (p. 341) . 



This  concern has pemaded many papers  

Purpel (1967) ,considered t h a t  i n s t i t u t i o n s  

r 

w r i t t e n  i n  t h e  p a s t  decade. 4 
1 

n 
should be o f f e r ing  sys t ema t i c  

i n s t r u c t i o n  i n  s tudent - teaching  and "should not  be involved wi th  a s tudent -  

teaching firogram t h a t  amounts simply t o  a placement bureaut' (p. 22) .  I n  

h i s  view, a s p e c t s  of s tudent - teaching  were l i t t l e  l e s s  than  a  n a t i o n a l  

I scandar  . . . (with a  severe  sho r t age  of s e n s i t i v e  and knowledgeable s u . r :  
- -- - 

v i s o r s  who a r e  expe r t s  i n  t h e  teaching  process  

posa l  t h e  enormous he lp  a  s tuden t  l e  - 
i nd i ca t ed ,  i f  increased  sco res  Sy s tudent - teachers  on t h e  Minnesota Teacher \ 
A t t i t u d e  Inventory were considered va luab le ,  t h a t  "s tudent- tea 'chers  

t o  make g r e a t e r  i nc reases  when placed with supe rv i s ing  t eache r s  who 

i o r p l e t e d  t h e  supe rv i s ing  t eache r  p repa ra t ion  program" (Per rodin ,  9 ,  p.  3 8 ) .  

Parry  [1972), i n  h i s  c r i t i q u e  of t h e  "James Report" (Teacher Education and 
+ - -  - - - - - - - -- 

Train ing ,  1972) concurred with many of  Pu rpe l ' s  views, sugges t ing  t h a t  t h e  . 

co l l ege  supe rv i so r s  were ' o u t s i d e r s ' ,  holding o t h e r  p ro fe s s iona l  a s s o c i a t i o n s  

and t i e s  t h a t  were s t ronges t  "not with schools  bu t  wi th  u n i v e r s i t i e s "  

(p.  5 1 ) .  A s  has  a l r eady  been i n d i c a t e d ,  Lord James expressed concerns a t  

- what h e  saw a s  s e r i o u s  d e f i c i e n c i e s  i n  t h e  p r a c t i c m ,  adding s p e c i f i c  reser- 

va t ions  about t h e  system of s u p e m i s i o n .  . 

as t h e  number of s t u d e n t s  has  increased  and t h e i r  placements 
become more d i s t a n t ,  [ superv isors )  have spent  more t ime i n  
t r a v e l  1 ing t o  and fro= schoPX samLkqsAsupeezkis-ing- 
s tuden t s .  They &y- find t h m s e f v e s  t r y i n g  t o  h e l p  s t u d e n t s  
i n  a school s i t u a t i o n  with which they  a r e  themselves un- 

- - - - - - - -- 

familiar. f i e  result i s  soatetiraes ' that s tuden t s  may r e c e i v e  
litt f e  d e t a i l e d  p ro fa s r iona l  guidance (Teacher p ducat ion and 
Training,  1972, para .  3 . 7 )  . 

nis was echoed by .tforrison and Wcfntyre (1973) who r epor t ed  t h a t  t h e  



supervisor was sometimes seen as "an u n r e a l i s t i c  v i s i t o r  i n t o  the  school 

s i tua t ion"  (p. 70) and emphasised by Oestreich (1974) who saw the  super- 

v i s o r  a s  the  "weakest l ink"  (p,. 337). 

I t  i s  obvious t h a i  widespreail d i s s a t i s f a c t i o n  with many supervisory ; 
arrangements has exis ted  f o r  some time. The concept of a c l i n i c a l  professor  

r 

who could Itbridge the  chasm between pre-service educatim+/ourses"  om, I i 

1974, p.  250) had received l imited acceptance (Kazlov, 1976) a f inding 

confirmed by Tom (1974). He i d e n t i f i e d  various problems including mult i-  

p l i c i t y  of tasks  and s e r t i n g ,  inadequate t r a in ing ,  c o n f l i c t s  between in-  

s t i t u t i o n a l  o r i en ta t ions ,  school-universi ty r-eciproGty, ca ree r  s t ruc tu res ,  

f inanc ia l  r e s t r a i n t s  and adminis t ra t ive  author i ty  (pe. 252-254). -. 

What-are t h e  a l t e rnas ives?  Shoul un ive rs i ty  and col lege  facu l ty  be P + 
" in  the  school as  f requent ly  a s  ( t h e y j  a r e  i n  ( t h e i r )  o f f i c e  and campus 

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

K .  
- 

a t  l e a s t  th ree  poss ib le  approaches t o  t h i s  dilemma. 

The f i r s t  so lut ion requ i res  t h a t  t h e  i n s t i t u t i o n s  c l e a r l y  descr ibe  the  

r o l e s  that+have t o  be f u l f i l l e d  i n  order t o  meet i n s t i t u t i o n a l  needs. I t  

may then be poss ib le  t o  share these  r o l e s  between a number of appropriate 

people. Neal,  raft and Kracht (1967) asked mnivers i ty  and school personnel, 

associated with a practicum program, t o  i d e n t i f y  tlie r o ' f q  t h a t  should be 
k f  A 

accepted by un ive rs i ty  supervisors.  Their f r e e  responses placed heavy 

&hasis  og the_ l i a i s o n ~ o l _ e  [41%, r a n k  1; p, 23. Addit ionally,  the  
- 

authors s t r essed  t h a t  no group of respondents (univers i ty  supervisors,  
- -- - - - - - - -- - - -- - - - - - 

student-teachers,  school administrators and cooperating teachers)  i d e n t i f i e d  I 

the " c r i t i c a l  evaluation of the  student-teacher" -(p. 27) a s  an appropriate 
s 

r o l e  f o r  t h e  un ivers i ty  supervisor.  T h e y  point(ed) out t h a t  t h i s  p a r t  of 
i 
4 



the work actually belongs to the local cooperating teacherf1 (p. 27). 

Perhaps this critical evaluative role could be assigned to another person 

or group of people. h 
A second possible solution could be the appointment of teacher-tutors. 

Such a move 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 
A 

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 ifivolve a teacher in a joint school- 

college appointment in which the teacher woyld 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 colkege 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 United*&dbm. Both 



t h e  "James Report" (Teacher Education and Training, 1972) and the  Sco t t i sh  

"Brunton Report" (The Training of  Graduates f o r  Secondary Education, 1972) 

recommended such appointments. The l a t t e r  Report sa id :  

21(b) The schools  must be  in t imate ly  associa ted  with 
teacher t r a i n i n g ,  not  i n c i d e n t a l l y  but of s e t  purpose 
and on the  b a s i s  of a formal system of cooperation 
understood by t h e  profession and t h e  col leges  a l i k e  
and worked out  i n  harmony with t h e  employing a u t h o r i t i e s .  
Inside'  the  schools  where teacher t r a in ing  i s  taking 
p lace  t h e r e  w i l l  r equ i re  t o  be someone whose d u t i e s  
include r e s p o n s i b i l i t y  f o r  t h e  s tudents  i n  t r a i n i n g  
and the  newly appointed r e c r u i t s  t o  the  profession.  
I t  w i l l  be h i s  task  i n t e r  a l i a  t o  see  t h a t  continuous, 
meaningful assessment of  progress i n  ac tua l  teaching 
marches s t e p  by s t e p  with t h e  co l l ege ' s  i n t e r n a l  
assessment o f  t h e  course . . . 

\ 

(c) While it may be conf ident ly  expected t h a t  t h e  
.p ro fess ion ,  i f  i n v i t e d  t o  share  t h i s  r e s p o n s i b i l i t y ,  

w i l l  accept t h e  i n v i t a t i o n ,  it must be f u l l y  understood 
t h a t  a good teacher is  n o t  a u t ~ r n a ~ i c a l l y  a good 
of teachers,  and t h a t  the  system of cooperation 
envisaged above a l s o  envisages a g rea t  deal  of 
t r a i n i n g  -- ad hoc. The pump i n  f a c t  must be p r i 9  
(p. 11, paragraphs 2 l b  and 21c). 

A v a r i a t i o n  on t h i s  scheme has been suggested by Warner, Houston and 

Cooper (1977). They noted t h e  t r end  t o  extend the  r o l e  of someone i n  the  

school from cooperating teacher  t o  "Teacher Education Clinician" (p. 15) 

and, i n  recognising t h e  " s ign i f i can t  occupational s o c i a l i z a t i o n  impactu 

(p. 16) of cooperating teachers ,  suggested t h a t :  

Bridging the  t r a d i t i o n a l  dichotomy between preservice  and 
inse rv ice  teacher education, t h e  school-Sased teacher 
educator i s  a c l a s s i f i c a t i o n  of  s p e c i a l i s t s  i n  ins t ruc -  

/ t i o n a l  improvement: teachers  o f  t e a c h e x s .  . . who f u l f i l l  
t h e i r  r o l e s  i n  elementary and secondary schools (Warner 
e t  a l . ,  1977, p. 15).  

The authors  emphasised t h a t  t h e  goal of the  c l i n i c a l  supervision process 

was t o  produce teach d- s and student- teachers who moved from "super-vision 

t o  se l f -v i s ion ,  assuming increasing r e s p o n s i b i l i t y  f o r  f u r t h e r  personal/ . 



professional  growth, and basing t h a t  growth process on d a t a  r a t h e r  than on 
\ 

i n t u i t i o n  o r  emotion" (p. 16). 

This phi1 sophy i s  r e f l e c t e d  i n  t h e  Simon Fraser  Universi ty Professional t 
Development Program and appears t o  have gained acceptance elsewhere. The 

term "exended facul ty"  has been coined by Wiles and Brooks (1978, p. 75) 

i n  the  l a s t  few months t o  describe the  wider r o l e  of cooperating teachers .  

For these  authors the  extended f a c u l t y  adopt such d u t i e s  a s  coordinators  of 

e a r l y  experiences, p a r t i c i p a n t s  i n  courses a t  un ive r s i ty ,  school d i s t r i c t  

advisors ,  p a r t i c i p a n t s  i n  the  development of evaluat ion instruments, con- 

s u l t a n t s  f o r  the  t r a i n i n g  of o the r  e mded f a c u l t y  and members of advisory /" 
boards (Wiles and Brooks, 1978, p. 76) . 

The above. so lu t ions  seem t o  suppor t  the  premise t h a t  a permanent 

un ive r s i ty  supervisor  i s  not  appreciated o r  i s  not  seen t o  be 

carrying out  the  t r a d i t i o n a l  evaluat ive  r o l e .  ' -  

A t h i r d  a l t e r n a t i v e  i s  suggested by t h e  Brunton Report 's 

capable of 

remark "a 

g r e a t  deal  of t ra in ing"  (The Training of  Graduates f o r  Secondary Education, 

1972, paragraph 21c). A number of w r i t e r s  have pointed t o  the  absence of + 
t r a i n i n g  a s  a (1974) noted t h a t  codfllege supervisors  

have had l i t t l e  t r a i n i n g  o r  experience i n  the  acqu i s i t ion  of supervisory 

s k i l l s  o r  competencies" (p. 337). Morrison and Mclntyre (1973) reported 

t h a t  supervisors  r a r e l y  agree on important a reas  of advice f o r  s tudent-  
.- 

teachers  (p, 68). Diamonti (1977) believed t h a t  s t h n t - t e e d t e r s  and 

cooperating teachers  expect t h e  supervisor  t o  b r ing  t o  the  r e l a t ionsh ip  a 

fund o f '  knowledge (p. 484) whi ls t  Kachur and Lang (1975) ca l l ed  f o r  the  

"development of guidel ines  f o r  the  q u a l i f i c a t i o n s  of . . . coordinators  

of s tudent- teachers" (p. 202). 



\ 

What evidence i s  t h e r e  t o  suggest t h a t  the  un ive r s i ty  supervisor  may 

have an evaluat ive  r o l e  t o  play? Lantz (1967) suggested t h a t  such perso& 

were l i k e l y  t o  g ive  more v a l i d  teaching assessments than were the  cooperating 

teachers.  Soares and Soares (1968) reported t h a t  " there i s  a g r e a t e r  cor- 

respondence between the  col lege  s e n i o r ' s  self-concept  and h i s  judgement of - 
h i s  (univers i ty)  superv i so r ' s  r a t i n g  of him a s  a teacher,  than between h i s  

self-concept  and h i s  judgement of h i s  cooperating teacher ' s  rat ing ' '  (p. 189). 

C i c i r e l l i  (1969) undertook a content  ana lys i s  of r epor t s  w r i t t e n  by univer- 

s i t y  supervisors  and concluded t h a t  
1 

More c rea t ive  supervisors  (as  measured on tKe Torrance Tes ts  
of Creat ive Thinking) w i l l  be aware of  a g rea te r  number of 
f a c t o r s  i n  a s tudent  t eacher ' s  performance, w i l l  tend t o  use 
broad general f a c t o r s  i n  assess ing  a s tudent  t eacher ' s  per-  
formance r a t h e r  than s p e c i f i c  d e t a i l e d  ones, and w i l l  be more 
s e n s i t i v e  t o  f a c t o r s  involving teacher-pupil  r e l a t ionsh ips  
than w i l l  t h e i r  l e s s  c r e a t i v e  colleagues (p. 375). 

Morris (1974) concluded t h a t  although "there was no s i g n i f i c a n t  d i f f e rence  

between t h e  classroom performance of  s tudent  teachers who received super- 
r_ 

v i s ion  from the  u n i v e r s i t y  supervisor  and those who did  not" (p. 361) some 

s tudents  who received t h e  supervision f e l t  b e t t e r  prepared. She a l s o  found 

t h a t  some "student teachers  perceived themselves t o  perform b e t t e r  when the  

un ive r s i ty  supervisor  took an a c t i v e  r o l e  i n  t h e i r  experience" (p. 360). I t  

may be t h a t  the  supervisors  can overcome many of t k a p p a r e n t  negative 

f ee l ings  about t h e i r  work by demanding and undertaking appropriate t r a i n i n g  

They ( the  i n s t i t u t i o n s )  must prof e s s i o n a l i z i  Superu i s i an .  
To do l e s s  i s  t o  i n s u l t  t h e  supervisors ,  and what is  worse, 
cheat  the  student  teachers  (Purpel, 1967, p. 2 3 ) .  

Hopefully, the  development of s u i t a b l e  programs f o r  supervisors  would end 

Maden's v i s ion  of "fr ightened,  inadequate and 'apologet ic  col lege  l e c t u r e r s  



unable t o  'save '  rampaging classes" (1971, p .  112). A s  a member of  the  

teaching t r i a d  the  supervisor  must have s u f f i c i e n t  s k i l l s  t o  ensure t h a t  

the  r e l a t r ~ n s h i p s ~ w i t h i n  t h e  t r i a d  a c t  a s  a potent  developmental force .  
T 

The cooperating teacher .  The second person i n  t h e  t r i a d ,  seen by many 
1 

researchers  .as the  most important element i n  the  practicum, i s  t h e  coopera- 

t i n g  teacher.  Campbell and Williamson (1973) a r e  q u i t e  dogmatic success  i n  

s tudent- teaching i s  not  contingent  upon t h e  school placement o r  upon the  

subjec t  a rea  taught; "simply, t h e  most important va r i ab le  i s  t h e  r e l a t i o n -  

sh ip  between the  student- teacher and the  cooperating teacher" (p. 168). Yee 

agreed (1969), as  d id  Diamonti (1977);noting t h a t  "the cooperating teacher  

i s  the  only individual  who can r e a l i s t i c a l l y  be expected t o  have t h e  kind of 

contact  necessary t o  give any k ind 'o f  meaningful he lp  and guidance t o  t h e  

student-teacher" (p. 485). This view s t i l l  appears t o  be cu r ren t  a s  

evidenced by Church (1976), and Mott (1976) who considered "the inf luence  

of the  cooperating teacher  . . . ( t o  be) profound and l a s t i n g  upon t h e  i d e a l s  

and a t t i t u d e s  6f t h e  s tudent  teacher" (p. 6 ) .  

Although the re  seems l i t t l e  doubt t h a t  t h e  cooperating teacher  has an 

important r o l e  t o  p lay  and t h a t  s tudent- teachers should have access t o  

' l i v e '  c l a s ses ,  has everything been done by t h e  un ive r s i t - i e s  and col leges  

t h a t  could be done t o  f a c i l i t a t e  t h e  work of the  cooperating teacher? A s  

was concluded i n  r e l a t i o n  t o  t h e  f i r s t  member of the  t r i a d , . t h e  answer 

appears t o  be i n  the  negative.  
k 

' Infrequently it i s  recognised t h a t  the  classroom teachers  have t o  balance 

competing influences f o r  t h e i r  time, o r  t h a t  they encounter ambiguous and 

anxiety provoking s i t u a t i o n s  from day t o  day. In t h e i r  i n t e r a c t i o n  with . 

t h i r t y  pup i l s  



they a r e  responsible  f o r  t ransmit t ing  c e r t a i n  f a c t s ;  
ideas and processes t o  a l l  of  these  children,  even 
though they have d i f f e r e n t  pe r sona l i t i e s ,  a t t i t u d e s ,  
i n t e r e s t s  and a b i l i t i e s .  In thk face  of a l l  t h i s  . 
d i v e r s i t y ,  t h e  teachers  must f i n d  a way t o  get  t h e i r  
s tudent  ( teachers)  i n t e r e s t e d  i n ,  and learning about, 
t h e  curriculum . . . it c r e a t e s  a d i f f i c u l t  burden 
(Diamonti, 1977, p. 481). 

The d i f f i c u l t i e s  a r e  compounded i f  t h e  t r a i n i n g  i n s t i t u t i o n  has f a i l e d  t o  
B 

prepare supervisors and, with an indulgent smile, gives the  cooperating 

teacher  If t h e  de fac to  respons ib i l i ty  f o r  supervision" (Purpel,  1967, p.22). 

As indicated by Oestreich (1974) l imited research has been undertaken 

on t h e  necessary s k i l l s ,  competencies and c h a r a c t e r i s t i c s  of t h e  cooperating 

teacher  (p . 336) . Often student - teachers a r e  exposed t o  t h e  "professional  

osmosis phenomenon" (p. 3 3 5 ) ' i n  which it i s  agsumed t h a t  they w i l l  absorb 

appropr ia te  teaching s t y l e s  and develop pos i t ive  teacher  c h a r a c t e r i s t i c s  

with l i t t l e  guidance o r  preplanning by t h e  i n s t i t u t i o n  o r  cooperating 

teacher .  Unfortunately t h e  excerience may be d i sas t rous .  The  s_tudent- 

teachers may be exposed t o  unsystematic periods of induction,  f a i l  t o  

receive  informational ma te r i a l  and f i n d  t h a t  teachers have no plans t o  i 
undertake s t ruc tu red  observations,  conduct analyses, o r  gradually introduce 

4 

them t o  complex teaching a c t i v i t i e s  and r e s p o n s i b i l i t i e s .  

In  an e f f o r t  t o  ensure t h a t  t h e  cooperating teacher "has reached a 

' level  of exper t i se  and has a fund of knowledge t h a t  enables ( t h e  teacher)  

t o  help  solve  problems, give guidance, evaluate,  and express opinions and 

judgements" (Diamonti, 1977, p. 482) some i n s t i t u t i o n s  have provCXed 

inservice  c m s e s ,  s b i n a r s  m d  workshops, acccmtp&ed -by c lose  c o q e r a t f o n  

between a l l  p a r t i e s .  A n  example of such arrangements may be seen i n  t h e  

Simon Fraser  Universi ty Professional  Development Program i n  which super- 

v i so r s  and cooperating teachers undergo s u b s t a n t i a l  periods of preparat ion.  



* 
A s  ~ l d s  (1967) noted, tLe r o l e  of t h e  copperating teacher has t r a d i t i o n a l l y  

'been minor. The Simon Fraser  Universi ty program has consciously attempted 

t o  involve t h e  teaching progression i n  "a much more equal pa r tne r sh ip  with 

t h e  u n i v e r s i t y  i n  the  prepara t ion  o f  teachers" (p. 425). To t h i s  end t h e  

prepara t ion  provided by Simon F r a s e r J u n i v e r s i t y  has sought t o  c l a r i f y  r o l e s  

and r e s p o n s i b i l i t i e s ,  develop observation s k i l l s ,  and provide classroom 

process ana lys i s  techniques. I t  has a l s o  provided workshops covering a 

wide range of curriculum r e l a t e d  top ics  (Reed , Note 3 ) .  

A f u r t h e r  example was reported by Boyan and Copeland (1974) a t  t h e  

Universi ty of Ca l i fo rn ia  a t  Santa Barbara. Over a three-year  per iod ,  they 

developed a s e l f  -contained " Ins t ruc t iona l  Supervision ~ r a i b i n ~  Program" 

(ISTP), subjec t ing  the  ma te r i a l s  t o  constant  review, and f i e l d  t e s t i n g  t h e  

program i n  n ine  United S t a t e s  s i t e s .  ksumpt ions  underlying t h e  develop- 

ment of  t h e  ISTP included: 
+ 

i ona l  supervision must focus on a 
t i o n a l  concerns, p a r t i c u l a r l y  with r e s -  
t of t h e  t eacher ' s  behaviour on pup i l s ;  
a t i c  and ob jec t ive  approach t o  ins t ruc -  

w i l l  a i d  supervisor  and supervisee,  
e n t i f y  and resolve  t h e  l a t t e r ' s  s p e c i f i c  

i n s t r u c t i o n a l  problems; (3 )  t h a t  i n s t r u c t i o n a l  supervision 
operates b e s t  when it takes  t h e  form of a nonthreatening, 
support ide,  and helping r e l a t i o n s h i p  between supervisor  
and supervisee;  and, (4) t h a t  i n s t r u c t i o n a l  supervision 
opera tes  most e f f e c t i v e l y  when t h e  s t r eng ths  of  a sys-  
temat ic  problem-solving approach a r e  combined with a 
nonthreatening, support ive,  and helpful  r e l a t i o n s h i p  
between supervisee and supervisor  (p.  101) ; 

An extens ive  study of the  ef fec t iveness-  of t h e  program revealed t h a t  of  

t h e  sixty d i f f e r e n t  scores  a v a i l a b l e  i n  t h e  ana lys i s  of  t h e  ISTP, 53 

scores were i n  t h e  appropriate d i r e c t i o n  and 45 were s t a t i s t i c a l l y  

s i g n i f i c a n t  a t  t h e  e< .05 l e v e l  (p. 100). Cooperating teachers  undergoing 
f 



the  progr'am were shown t o  be capable of such 

t i o n  of successful  p e r f o m a x %  - t h e  recogn i t i  , 

- - 

a c t i v i t i e s  a s  t h e  i d e n t i f i c a -  

on of negative and p o s i t i v e  

behaviour pa t t e rns  and t h e  development of a l t e r n a t i v e  s t r a t e g i e s  f o r  

producing des i red  change (p. 107). 

I n s t i t u t i o n s  may be well advised t o  provide some ass i s t ance  t o  t h e i r  

cooperating teachers .  I t  has been emphasised t h a t ,  i f  t h e  education (of 

s tudent-teachers)  provided both within the  schools and t h e  col leges  i s  t o  

meet with success, problems o f  professional  dissonance must be overcome" 

(Evans, 1971, p. 108) . 
The teaching t r i a d  i n  operat ion.  This b r i e f  review of elements i n  

t h e  t r i a d  has served t o  h ighl ight  t h e  m u l t i p l i c i t y  of pressures t h a t  may 

be placed upon t h e  s t r u c t u r e .  Whether the  t r i a d  w i l l  prove t o  be a 

negative o r J p o s i t i v e  experience f o r  each student-teacher may depend t o  a ' 

s ign i f i can t -  extent  on t h e  level  of mutual understanding, respect  and 

cooperation t h a t  can be generated and maintained. 

Recent comments have indicated  t h a t  t h e  t r i a d  should not come together 

by chance, but  should be formed a f t e r  cg re fu l  se lec t ion  and screening 

procedures. Krajewski and Cate described procedures used a t  t h e  Universi ty 

of Tennessee i n  which a l l  s tudent-teachers a r e  placed i n  schools following 

se lec t ion  interviews with t h e  school p r inc ipa l  and un ivers i ty  coordinator 

(1974, pp. 76-77). Campbell and Williamson (1973) believed t h a t  t h e  

development of har'rnonious re la t ionsh ips  had such a profound e f f e c t  on t h e  

success o r  f a i l u r e  of t h e  practicum t h a t  
8 

some c r i t e r i o n  i n  addi t ion  t o  a d e s i r e  t o  student-teach 
i n  a p a r t i c u l a r  sc ool  must be considered i n  t h e  assignment 
of  s tudent-teacher ! . . . Likewise, . . . some c r i t e r i o n  i n  
addi t ion  t o  a wi l l ingness  t o  work with student-teachers must . 
be employed i n  t h e  s e l e c t i o n  of cooperating teachers (p. 169). 
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I 
L 

Some research has examined the influence of cooperating teachers upon 

student - teachers. Over a f ive-year period ~c~onnell (1 960) 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; 
'~elp in assuming additional responsibility for class; 
Suggestions for improving plans, sources of materials, etc.; 
Guidance with child study, classroom management (and professional 

growth (McConnell, 1960, p. 86). 

Five groupings were formed to report the areas of deficiency ident'fied by 

the student-teachers: 
f ,  

9 
More confelences; 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 six student-teachers and three cooperating 

teachers McAulay observed influences that cooperating teschers appeared to 
II 

<,.. wield over student-teachers during a 12-week practicum. He concl~ded that 

'Lgenerally, student-teachers seem to be greatly influenced by their co- 

operating teachers in methods of teaching, techniques of classroom house- 
QP 

keeping and relationships with children . . .. Student-teaching experiences * 
- 

seem to have more influence on the methods, techniques and materials used 
fl 

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

1960, pp. 82-83). In 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 



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-teacherst 

MTAI scores changed significantly in the direction of the cooperating 
>I 

B teachers1 scores on the same test (p < .05) mainly as a result of the - 
-1 

regression of 'extreme scores toward the mean, and concluded that the "trend 3 

here . . . did indicate that student-teacherst attitudes were altered in 
the- clirection' 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 teacher>" (Price, 1961, p. 474) . 
The studies undertaken by McAulay (1961) and Price (1961) were referred -f 

3 
7 

to by Yee (1969) in a further examination of attitudinal changes among 3 
C 

\L 

student-teachers. He saw a necessity to check influences in both directions 
z4 

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

as these persons "mutually determine the nature and outcome of the inter- - 
personal behaviour event in student-teaching" (Yee, 1969, p. 328). Using - A 

a sample of 124 student-teachers and 124 cooperating teachers during a 16- 
1 
i 

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

f 
teacher toward congruity or incongruity are more frequent than those showing 

student-teacher influencew (Yee, 1969, p. 330). Further, he reported that 

as the. cooperating teacherst influence was strongest in the congruent 

direction, Itthe attitudes of stydent-teachers toward young people generally 
< <- 

reflect the predominant infldence of their cooperating teachers" (Yee, 

c 

Such researcl- appears to artd cre&ence- to Kachm -andfrang s (l97Srcalf T 
d 

for the development of guidelines for the selection and qualifications of I 
I 1 



i s  successful ,  regular  conferences between a l l  members of the  t r i a d  should 

be rewarding. Eye (1974 ) sees t h e  t r i a d  a s  a "functioning s e t "  (p.  165) 

i n  which each member has freedom oecommunication with t h e  o the r  two, b u t  

where the re  has been a c l e a r  de f in i t ion  of the  power and r o l e  of each 

member and t h e i r  r e spec t ive  i n s t i t u t i o n  (p. 1 6 7 ) . .  Davis and Davis (1977) 
v 

formalise the  r e l a t i o n s h i p  by requi r ing  t h a t  a supervisory agreement be 

drawn up covering such aspects  a s  content ,  teaching s t y l e ,  pupi l  evaluat ion,  

classroom management and student- teacher evaluat ion (p. 195). Soares and 

Soares (1968) agree t h a t  therg  should be attemgts t o  def ine  c l e a r l y  r o l e s ,  

r e s p o n s i b i l i t i e s  and re la t ionsh ips  o f  t r i a d  members and t h a t  r egu la r  

conferences a r e  e s s e n t i a l .  One would hope t h a t  such conferences and 

t r a i n i n g  sess ions  should improve on pas t  attempts seen by Tom (1975) a s  

"nothing more than b u l l  sess ions  o r  du l l  homilies de l ivered  by -an o s s i f i e d  

d i r e c t o r  of student-teaching' '  (p. 84).  

The fu ture?  This chapter  bggan by recognising t h e  importance of  the  

practicum and by iden t i fy ing  some concerns of  t e a c h e r  educators i n  t h e  mid- 

t o - l a t e  1960's.  A new s e t  of problems i s  now emerging associa ted  with t h e  

teaching profess ions '  p a r t i c i p a t i o n  i n  teacher education, problems t h a t  a r e ,  

t o  some degree, a legacy of  many i n s t i t u t i o n s '  "ivory tower" a t t i t u d e s . '  

Purpel ' s  reference t o  competing inf luences  on the  teacher (1967, p. 23) 

can be seen a s  a wqrning t o  teacher educators .  I f  involvement i n  the  

practicum does not produce "subs tant ia l  and t ang ib le  benef i t s"  (p. 23) f o r  

the  par t ib ip&nts ,  teachers  may decide t o  withdraw o r  seek contro l  of the  

program. This view had been cogently presented by Pomeroy (1975) who 

recognised t h a t  the  "organised profession makes no bones about i t s  goals  

and the  p o l i t i c a l  c lou t  it wieldsft  (p. 196). He i d & t i f i e d  the  cen t ra l ,  



issue as governance of teacher education, but also identified accreditation, 

collaboration, professional development and program innovation as related 
r 

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 
- 
4 

M -, 

inservice programs++ (p . 200) . < 2 
This view was reinforced Kachur and 

9 
noted that 

professional organisations (National Education Association and the .American 3 3 - - 
.! 

Federation of Teachers) were pushing for the substantial involvement of a 
d - 

teachers in teacher education, a move that had flowed through to school 
* 
7 

.i 

board contracts with some local teacher associations. They cited agreements 

specifying evaluation procedums, roles and responsibilities of teachers, 
n 

cooperating teachertqualifications and experience levels, and the number of 

student-teachers in each school Ip-. 202). The authors remarked that, in - . 
some instances, there was no indicstion that "the university was a third 

party signatory to (these) agreements" (p. 203). Further, they reported 

that agreements between school boards and universities covering the prac- 

ticum arrangements were in conflict with more recent school board-teacher 

associates agreements. They believed that the latter contracts would 

3 
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 thF a b i  ityof --tJie- Gversity "to design and implement programs" 

"No teacher shall have more thy one student-teacher per 
year. (Thomaston Public Schools, Connecticut)". 
"There shall be no more @an 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- 



teacher on any grade l eve l  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 teachers1 unions to "seek an alternate form 

of governancef' (p. 106) of teacher education. He saw the action as 

"unreitseaab?+, uajus-z a d  xmp~8fessimaf , , - (as it)- tampers with the 
E , 
free market system" (p. 196). 

. . 
It would appear that institutions which do not examine closely their 

policies, procedures and levels of participation in the profession or take 
Z 

the initiative in negotiations with teacher organisations could be at risk. 

They could be forced to "abandon responsibility for the clinical preparation 

of teachers . . . (and) pewit the major responsibility for policy deter- 
mination to become the preregoative of the public schools and local 

teacher associations" (Kachur and Lang, 1975, p. 205). 
- - - -  - 



n e  ~ 1 5 %  Frase r  h i ~ e r s i t y  Profess iona l  Development Program 
* # 

Simon Fraser  Ifni-;ersity opened i n  t h e  Fa l l  o f  1965 a t  a t ime when maAy 

of t h e  p r o b l e m  faced by p re - se rv i ce  t eache r  education i n s t i t u t i o n s ,  iden-  

t i f i e d  i n  the-previous  s e c t i o n ,  v e r e  being researched .  The f i r s t  head of  
J 

the Department o f  Professionaf  Foundations, D r .  John E l l i s ,  noted t h a t  t h e  
- 

Faculty p lanners  considered i t  "essential . . . t o  avoid some of t h e  problems 

being faced by many . . . s i s t e r  i n s t i t u t i o n s "  (1967, p. 423) i n  t h e  develop- 
. * 

orent of programs and "sought t o  rcmve from ( the)  cur r icu lua t  t h e  irrele- 

vancies and redundancies so  f ~ e q u e n t l y  observed i n  u n i v e r s i t i e s "  (1967, 

p. 4 2 3 ) .  a 
The underlying p r i n c i p l e s  developed for  t h e  program i n  1965 have 

continued t o  underpin t h e  progran.  $e e a r l y  p lanners  v e r e  convinced t h a t  

I .  me s tuden t  who d e s i r e s  t o  t each  should r e c e i v e  from 
t h e  e a r l i e s t  mment a f a i r l y  lengthy,  i n t e n s e  and, - - 

r e a l i s t i c  exposure to f i f e i n  <he-cla%roi%-. . . 
2 .  The c u r r i c u l m  of t eache r  t r a i n i n g  r e q u i r e s  t h e  

jud ic ious  mixing of  theory  and p r a c t i c e  . . . 

3 .  The t r a i n i n g  o f  p r o f e s s i o n a l s  c a l l s  f o r  a pa r tne r -  
s h i p  be tween. the  Univers i ty  and t h e  school system . . . 

--I 
4 .  P ro fe s s iona l s  should not be t r a i n e d  a t t h e  expense of 

t h e i r  c l i e n t s  . . . 

3 .  Sot  a l l  those uho express a desire  t o  beco~te t e ache r s  
should be recornended f o r  a teaching  c e r t i f i c a t e  . . . 

6 .  The s i m i l a r i t i e s  between teaching  d i f f e r e n t  s u b j e c t s  
and- rev clp s a r  egrea t ~ r  fia~-~-&~Verenc~sbetween 
them [Kasgr-Cawron and .%rsh, So te  b, pp. 3-4) . 

- -- - - -- - - -- - - -- 

;\ z-mber of t hese  p r i n c i ? l e s  represented  a major s h i f t  by a univers i ty  

away from t h e  t z a s l l t i m a l  e l m m t s  of p r e s e r v i c e  prugrams, namely, s h o r t  

t eaching  p e r i d s  of a general nature presented  i n  a haphazard f a sh ion  



(Chamon, 1971, pp. 69-70), with l i t t l e  meaningful involvement i n  the  

program by classroom teachers .  Although it was recognised t h a t ,  a t  b e s t ,  

a prepara tory  program could "only provid a bas i s  f o r  beginning t o , t e a c h  - d 
continuing growth" { E l l i s ,  1968, p .  59), t he  Simon Fraser  program s e t  

out  t prepare a teacher  of t h e  f u t u r e  who would be a comprehensive genera- > 
l is t  with a broad background, some depth, considerable s k i l l s  i n  independent 

inquiry t h a t  encouraged an examination of t h e  "whyts?", and t h e  a b i l i t y  t o  

operate a s  a member of an educational  team ( E l l i s ,  1968, p.  61). By t h e  

=id-f9701s it was being t l a i &  t h e  "eo-operative a t t a c k  on teacher  education 

by ( the)  un ive r s i ty  and t h e  l o c a l  systems bu t t r e s sed  by a v a r i e t y  of 

academic and o ther  s o c i a l  se rv ice  programs . . . (had developed in to )  the  

bes t  teacher education program i n  the  Americas" (De Nevi, 1974, p .  17) .  

Features of the  Proeram 

To allow t h i s  study t o  be  placed i n  perspect ive ,  a number of the  

spec ia l  f e a t u r e s  encapsafated i n  t h e  program p r i n c i p l e s  should be examined 
,-- .-- 
i 

more c l o s e l y .  ,-'- 

Length of classroom experiences.  A t o t a l  of approximately twenty weeks is( 

spent  i n  t h e  classroom by student- teachers undertaking t h e  one-year program. 

This  is  a considerably longer period than i s  offered i n  many programs, and 

r e f l e c t s  the  Facul ty ' s  wi l l ingness  t o  reduce the  time a l loca ted  t o  on-campus 

courses i n  order  t o  provide extens ive  classroom experiences. The length 
/ 

# 

of  t h e  p ~ a c t i c a  exceeds t h e  minimum recommended - by t h e  r e g e n t  B r i t i s h  - 

Colmbia  Comiss ion (The Education a d  Training of Teachers i n  B r i t i s h  
, -- 

Colirnbia: 1978, pp. 13-14), - 
~nive r s i tv - schoGl  l i a i s o n  and sumrv i s ion 'o f  s tudent  teachine.  . A s  noted 

i n  the  p r i n c i p l e s  underlying t h e  program, t h e  Faculty has placed g r e a t  



emphasis on the  development of  par tnerships  between t h e  u n i v e r s i t y  and the  

teaching profess ion .  Whereas some programs have r e s t r i c t e d  s tudent  teaching 

as  f a c u l t i e s - w e r e  unable o r  unwil l ing t o  provide extensive l i a i s o n  and super- 

v is ion ,  o r  were " re luc tan t  t o  r e l y  too heavi ly  on classroom teachers  whose 

knowledge of  curriculum design and i n s t r u c t i o n a l  psychology a r e  sometimes 

considered inadequate" (Gregory and Allen, 1978, p. 53);the Simon Fraser  
- -  

program has highlighted a c t i v e  co-operation with the  teaching profession.  

I t  has been claimed t h a t  "the u n i v e r s i t y  i s  not using t h e  schools merely 

as  a t r a i n i n g  g r d  f o r  i t s  teachers ,  bu t  . . . i s  working with t h e  schools 

t o  improve the  q u a l i t y  of education from i ts  beginning t o  end" (De Nevi, 

1974, p. 20). The appropriateness of t h i s  b e l i e f  i s  subs tan t i a t ed  by 

a recent  r epor t  which suggested t h a t  "the u n i v e r s i t i e s  by themselves do not 

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

Teachers i n  B r i t i s h  Columbia, 1978, p .  6).  

These a t t i t u d e s  appear t o  be r e f l e c t e d  i n  t h e  Facu l ty ' s  s t a f f i n g  of  

the  program based on the  extensive involvement, on l imi ted  term con t rac t s ,  

of cu r ren t  o r  recent  teachers .  The Director  is a member of  Faculty,  

appointed by the  Dean of Education f o r  a s p e c i f i c  period,  usua l ly  t h r e e  
. G %-- 

years.  Coordinators,' a l s o  appointed by . t h e  Dean foll@%ng appropr ia te  con- 

s u l t a t i o n ,  lead  teams of Program Consultants ,  Faculty Associates and School 

Associates.  The l a t t e r  a r e  cu r ren t  classroom teachers  who become respon- 

s i b l e  f o r  aspects  of school-based p r a c t i c a ,  whi ls t  t h e  former a r e  usual ly  
-- - 

recent  ex-teachers o r  teachers  on-leave. There a r e  no permanent appoint- 

ments t o  any pos i t ion  i n  the  Professional  Development Program. Members of  

the  Faculty a r e  encouraged t o  a c t  as consul tants  t o  s tudent- teachers,  

coordinators  and schools, and t o  p a r t i c i p a t e  i n  induction and in-service  



programs for school d i s t r i c ~ s  in  B r i t i s h  Columbia. 

The Facul ty has nade ex tens ive  e f f o r t s  t o  avoid t h e  c o n f l i c t s  o f t e n  

a s soc i a t ed  with t h e  wpemisofl ;  t r i a d ,  as d e t a i l e d  elsewhere i n  t h i s '  

chap te r ,  Rather t han  r e q u i r e  Facul ty  clenbers t o  undertake school  l i a i s o n  

d u t i e s ,  t h e  Facul ty ,  i n  conjunct ion  with School Boards, appa in t s  w e l l -  

q u a l i f i e d  p r w e n  t e a c h e r s  as Facul ty  Assoc ia tes  f o r  one year with t h e  pos- 

s i b i l i t y  of a  renewal f o r  a  f3rzhe-r y e a r .  The Facul ty  .Associates a r e  grouped 

with a  Coordinator  and Consul tan ts  i n  e i t h e r  t h e  lower mainland o r  one of  

t he  11 s i t e s  operated by t h e  Facul ty  in  t h e  i n t e r i o r  of B r i t i s h  Columbia. 

The u se  of Facu l ty  Assoc ia tes  r e f l e c t s  t h e  f e e l i n g  t h a t  school  s t a f f  

a r e  more l i k e l y  t o  l i s t e n f t o  co l leagues  than t o  "a p ro fe s so r  whom they per-  

ce ive  a s  having only  ~ o n e n t a r i l y  , l e f t  t h e  inner  r eces ses  of  h i s  ivory  tower" 

[ E l l i s ,  1967, p .  426). Thi s  view i s  supported by Allen vho r epor t ed  t h a t  

although t h e  Facul ty Assoc ia tes  were s t i l l  considered t o  be t eache r s  t h e i r  
- - 

knowledge o f  t h e  prograa "seemed t o  g i v e  them c r e d i b i l i t y  i n  t h e  schools  t o  

a degree t h a t  w u l d  have Seen d i f f i c u l t  f o r  t h e  p ro fe s so r s  t o  achieve" 

(\iote 2 ,  p .  13). Fur the r ,  such appointees  a r e  most a b l e  t o  a s s i s t  s t u d e n t -  

t eache r s  " t o  i n t e g r a t e  experience gained i n  t h e  schools  with t h e  b e s t  

p ro feds iona l  i deas  a v a i l a b l e  on :he cmpus  o r  i n  t h e  l i t e r a t u r e "  { E l l i s ,  

1967, p .  426).  The r e g u l a r  i n fus ion  of new Facul ty  Assoc ia tes  each year  

avoids s t agna t ion  i n  t h e  program and uses a v a i l a b l e  r e sou rces .  The scheme 

&a pra-ides the o p p r m n i q  rn a nm&r of classrum +plrhers r t ~  leavP - - 

t h e i r  c l a s s r o o m ,  have con tac t  k i t h  s c h o l a r s  and r e t h i n k  t h e i r  r o l e  a s  a  

t eache r .  Ellis claimed t h a t  t h e r e  i s  j a s t  cause t o  be q t i m i s t i c  about 

t h e  e f f e c t s  t h e  flow of 30 t o  LO t e ache r s  fran school t o  u n i v e r s i t y  t o  

school w i l l  have on t h e  &sa t ion  s y s t m ,  and saw it as "an express ion  of 



our deep conviction t h a t  we must be  ever more a l e r t  t o  t h e  problems of 
A 

1 

4 
continuing education f o r  teachers" (1967, p . 426) . This supported De Nevi 's I 

-i 

claim t h a t  t h e  Univers i ty  works with t h e  schools (1974, p .  20) .  Addit ionally,  =% ,g 

b it suggests  t h a t  t h e  Simon Fraser  program already meets the  recommendation 4 
4 

of t h e  McGregor Committee, t h a t  " the supervisor  . ( f acu l ty  a s soc ia te )  must 

--. 
be an  expe2jeneed classroom teache-r;, f a m i l i a r  with t h e  schools ,  t h e  

'F - 
i 

and t h e  school system" (The Education and Training of $ 
i 

,. 1 

Teachers i n  B r i t i s h  Columbia, 1978, p. 18).  
* 

- 
The Faculty Associa te ' s  d u t i e s  include supervision,  two-way l i a i s o n  

1 i 

between t h e  schools and t h e  u n i v e r s i t y ,  t h e  i n t e r p r e t a t i o n  of  u n i v e r s i t y  

pol icy  r e l a t i n g  t o  t h e  p r a c t i c a  i n  p a r t i c u l a r  and t h e  Professional  Develop- 

ment Program i n  general ,  and p a r t i c i p a t i o n  a s  i n s t r u c t o r  and seminar leader 

i n  course E D .  402. In  t h e  l a t t e r  r o l e ,  t h e  Faculty Associate supports ,  

l i s t e n s ,  counsels and plans ; a s  i n s t r u c t o r  t h e  Faculty Associate p lans ,  

teaches,  demonstrates, and s t imula tes ;  while a s  a supervisor  t h e  Faculty 

Associate supports ,  analyzes, c l a r i f i e s ,  mediates, observes, judges and 

communicates. Emphasis i s  placed on t h e  goal  of helping t h e  s tudent-  

teacher  t o  develop -individual s o l u t i o n s  t o  individual  problems thereby 

- 
encouraging each student- teacher t o  " t ry  t o  understand t h e  o the r  po in t s  

of view, t o  see  what va lue  t h e r e  i s  i n  them, and t o  exerc ise  freedom t o  

adapt,  change, accept ,  o r  r e j e c t  them" (Dobbs , 0 'Sul l ivan and Tomsich, 

Note 7, p. 5). f - 

P r i o r  to t h e  practicum, s tudent- teachers  are br i e fed  by the F a a l t y  
\ 

Associate on school expectat ions and appropr ia te  u n i v e r s i t y  and school 

regula t ions  i n  t h e  b e l i e f  t h a t  ea r ly  and thorough c l a r i f i c a t i o n  and com- 

munication of r o l e s  can e l iminate  p o t e n t i a l  problems. Regular v i s i t s  a r e  



made t o  t h e  student-teachers ' classroom during t h e  prackicum t o  e s t a b l i s h  

and maintain a working r e l a t i o n s h i p  between t r i a d  members .and t o  implement 

a c y c l i c a l  method of c l i n i c a l  supervision.  The cycle  has four  phases: 

d 
( i )  pre-observation meeting between t h e  student-teacher and t h e  

Faculty o r  School ~ s s o c d a t e  t o  agree upon aspects  t o  be observed during - 

a teaching segment; 

( i i )  observation, focussing on se lec ted  teaching behaviours r e l a t e d  

t o  t h e  se lec ted  teaching s k i l l  o r  s k i l l s  and incorporat ing t h e  recording 

of ob jec t ive  and desc r ip t ive  da ta ,  i n  code o r  verbatim; 

( i i i )  independent a n a l y s i s , o f  d a t a  by pa r t i c ipan t s ;  

( iv)  pos t  -0bservat ion meeting involving guided s e l f  -analys is  by t h e  

student-teacher,  comments and suggestions by t h e  Associate(s)  and sub- 

sequent-planning and ' res t ructur ing of fu tu re  teaching (Dobbs e t  a l . ,  Note 7, 

pp. 10-13) . 

Communication throu u t  t h e  practicum must be open, continuous and % 
honest a s  t h e  Associates agd t h e  student-teacher "must make .a c r i t i c a l  

judgement a s  t o  whether. t h e  s tudent  - t e w h e r  has demonstrated adequate com- 

petence and i n c l i n a t i o n  t o  continue t o  grow profess ional ly  t o  be recommended 

f o r  c e r t i f i c a t i o n  a s  a teacher" (Dobbs et a l . ,  Note 7 ,  p. 7 ) .  
- ,  

The t r a d i t i o n a l l y  minor r o l e  of t h e  School Associate (supervising o r  

cooperating teacher)  has been g r e a t l y  e anded i n  t h e  Simon Fraser  program, P J 

r e f l e c t i n g  t h e  Univers i ty ' s  b e l i e f  in an equal  pa r tne r sh ip  of -the teaching 

profession i n  teacher preparat ion.  I t  is  considered t o  be  "safe -- and -- - 

advantageous t o  t r a n s f e r  considerable r e s p o n s i b i l i t y  from t h e  campus t o  

<the school" ( E l l i s ,  1967, p.  425).  The re la t ionsh ip  and i n t e r a c t i o n  between 
, 1 

t h e  School Associate and t h e  student-teacher is c r i t i c a l  t o  t h e  success of 



b 

t h e  .program.' The School Associate has a major r o l e  i n  t h e  guidance, and 
+ 

counsell ing of a s tudent- teacher and accepts  the - respons ib i l i ty  f o r  
?. 

i 
i 

methodology i n s t r u c t i o n  during t h e  practicum. Supervision is  on a B 

4 - 4 
r egu la r  day-to-day b a s i s ,  incorpora t ing  t h e  cycle bf supervision out l ined j 

? 
above. In  addi t ion  t o  formative, non-judgmental evaluat ion t h e  School 

i f 
4 

Associate p a r t i c i p a t e s  i n  t h e  t r i adx ' s  summative evaluat ion and submits 
,. - 

an independent summative repor t  f o r  inc lus ion i n  t h e  s tudent- teacher ' s  
e, 

9 
permanent personal record  f i l e .  h 

The McGregor Committee's recommendation t h a t  "the t a s k  'of preparing 

t h e  sponsoring t eacher  (school associa te)  must be undertaken f a r  more 
i 

se r ious ly  than i s  contemporary prac t ice"  (The.Education and Training of 

Teachers i n  B r i t i s h  Columbia, 1978, p. 18) may be aimed more a t  o ther  

teacher  preparat ion programs i n  t h e  Province than a t  t h e  Simon Fraser  

program. In 1974 a p i l o t  supervision t r a i n i n g  program was introduced i n  

which t h e  main componenp were 

information about t h e  program and- c l a r i f i c a t i o n  of t h e  
r o l e s  o f  those  involved i n  it; considerat ion of common - , 
problem a r e a s  such a s  assessment, giving and receiving 
feedback,, and communication (Allen, Note 2, p. 12) .  

i 

.? ~ $ e  program was r e m i v e d  en thus ias t i ca l ly ,  expanded i n  1975-6, and sup- 

ported by t h e  w e a t i o n  and appointment of program consul tants ,  ensuring 

t h a t  " t ra in ing i n  supervision (became) p a r t  of r a t h e r  than an adjunct  t o  

t h e  normal p a t t e r n  of  supervision" (Allen, Note 2, p. 12).  In  addi t ion  t o  

t h e  in t roduct ion  of  t h e  supervision cycle,  Associates p a r t i c i p a t e d  i n  

, workshops and follow-up sess ions ,  r o l e  plays,  s imulat ions,  analyses o f  

videotaped lessons,  discussions on methods and s e t t i n g s ,  expect'ations of  

program p a r t i c i p a n t s  and an exdination of program ob jec t ives  (Allen, 



N6te 2 ; OISul l ivan,  Dobbs, Andrews, Hay, Kaser-Cannon and Snively, Notes 

8 and 9; Reed, Note 3 ) .  

I t  would appear t h a t  t h e  s t a f f i n g  of t h e  Professional  Development 

Program has been designed t o  provide in tense  and appropr ia te  support t o  

s tudent- teachers and i s  l i k e l y  t o  avoid many of  t h e  dyad, t r i a d  and r o l e  

c o n f l i c t s  t h a t  have so bese t  o t h e r  programs. In p a r t i c u l a r ,  $he arrange- 

ments recognise t h e  important r o l e s  t h a t  can be c a r r i e d  out  by t h e  teaching 

profession,  meeting t h e  B r i t i s h  Columbia Teachers Federat ion pbl icy  t h a t  

"the profession C . have major r e s p o n s i b i l i t y  i n  t h e  t r a i n i n g  of  r e c r u i t s  

, t o  t h e  profession" (Vogt , 1969, p. 112) . 
External  Programs 

A number of two-year Colleges have been es tabl i shed i n  r eg iona l  a r e a s  

of B r i t i s h  Columbia o f fe r ing  a v a r i e t y  of  2-year pre-univers i ty  programs. 

I t  i s  poss ib le  f o r  s tudents  t o  be admitt-ed t o  t h e  Simon Fraser  Universi ty 

Professional  Development Program on t h e  bas i s  o f  an approved minimum of .. 
60 c r e d i t  hours gained a t  a regional  co l l ege .  In 1973 a decision was made 

t o  e s t a b l i s h  a p i l o t  ex te rna l  Professional  Development Program a t  Vernon, 

approximately 255 miles from Burnaby, "primari ly a s  a s e r v i c e  t o  s tudents  

i n  t h e  area" (Allen, Note 2 ,  p. 6) who might wish t o  undertake e igh t  of  

t h e  12 months' program off-campus. Rented f a c i l i t i e s  were obtained i n  

the  a rea  and a r e s iden t  Faculty Associate was employed a s  s tudent  super- 
/ 

v i s o r  and - ,program coordinator .  The success of  the p i l o t  program resu l t ed  

i n  t h e  establishment, i n  s u b s e p e n t  years ,  of  centers  a t  Chilliwack, 

 ranb brook; Dawson Creek, Enderby, Kamloops, Kelowna, Nelson, Penticton,  

Prince George and Salmon A n n  , p lus  a l t e r n a t i v e  programs i n  t h e  metropoli tan 
n 

a rea  of Vancouver. 



Workshops f o r  s tuden t - t eache r s  a r e  he ld  a t  t h e  Centers,  thereby in -  

t e g r a t i n g  i n - s e r v i c e  and p re - se rv i ce  education and us ing  t h e  t a l e n t s  of 

v i s i t i n g  Simon Fraser  Univers i ty  Facul ty.  "In most d i s t r i c t s  . . . t eachers  

a r e  given a l imi t ed  amount of r e l e a s e  t ime t o  a t t e n d  workshops . . . .. 

(allowing s tuden t - t eache r s )  and ~ u p e r v i ~ s i n g  t eache r s  t o  work toge the r  on 

a p p l i c a t i o n s  of  ideas" (Allen, Note 2, p .  7 ) .  

Program Sequence . 

Admission and withdrawal procedures and o b j e c t i v e s .  Appl ica t ions  f o r  

admission t o  t h e  P ro fe s s iona l  Development Program a r e  rece ived  from i n -  a 
.-, 

t e r e s t e d  persons dur ing  t h e  semester preceding theasemester f o r  which t h e  

program is sought.  Candidates must s a t i s f y  t h e '  Facul ty of Education t h a t  

they  hlave a bas i c  command of  English.  Addi t iona l ly  they  must meet an" 

academic p r e r e q u i s i t e  of e i t h e r  60 semester  hours of  un ive r s i t y / co l l ege  

academic c r e d i t  i f  seeking t o  teach  i n  elementary schools ,  o r  hold an under- 

graduate  degree i f  seeking t o  teach  a t  t h e  secondary l e v e l .  

Student t eache r s  who a r e  unable t o  complete a s p e c i f i c  course i n  t h e  

program a r e  a b l e  t o  withdraw without  t h i s  a f f e c t i n g  t h e i r  Ograde po in t  

averages.  Such withdrawals may be voluntary  o r  recommended by t h e  Facul ty 

Assoc ia te ,  School Associate  and Program Coordinator .  (See Appendix A ) .  - 
.: > 9r 

Course ED,  401: In t roduct ion  t o  classroom teaching  (7 c r e d i t s ) . .  The 

f i r s t  course i n  t h e  12-months program ( see  Figure 3) immediately in t roduces  

s tuden t - t eache r s  t o  t h e  school f o r  h a l f  a semester bf observa t ion  and 

va r i ed  classroom a c t i v i t i e s .  The f i r s t  of seven weeks i s  spent  &-I campus 

f o r  a program o r i e n t a t i o n  by the  s tudent - teacher ' s  Facul ty  Assoc ia te  and 

Program Coordinators  and a v i s i t  may be made t o  t h e  school t o  meet t h e  

School Assoc ia te .  

b 
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Over the next six weeks student-teachers are immersed gradually into 

,the role of the teacher but, through the involvement of the School Associate, 
r 

Faculty Associate and peers, are prevented from drowning {Birch, 1971, p. 3). 

Initial teackng activities may ,involve tutorilig individual pupils, with a 

gradual expansion to small group work, isolated class lessons with the whole 

class and, ultimately, the preparation and presentation of a teaching I 

sequence in a chosen curriculum area. 

At the end of this course each student-teacher, School Associate and 

Faculty Associate meet to decide if the student-teacher seems rikely to -> 
Itbe successful in ED. 402 and ED. 405 and ultimately in the teaching7% 

:L 

profession" (Denos, Note 1, p. 11). They will also discuss the degree to 

which the student-teacher has been able to meet the course objectives 

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

discuss lessons, plan teaching and learning objectives for subsequent courses -' 
- 

in the program. a 

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 reflect on their classroom experiences, develop selected 

teaching skills and study a variety of teaching concepts. 

for each student-teacher include program weekly previews, 

shops (minimum two, maximum four), a study group, Faculty 

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

Program components 

curriculum work- 

Associate seminars4 

not covered inzt,her sessions. The latter component is optional. Common' 
-. - -- - - - - . * 

objective (see Appendix A) are expected to be met by student-teachers 

successfully completing each curriculum workshop and each study group. 



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

undertake an integrated ED. 401-2 semester (see Figure 3) through an external 

J program located in a number of British Columbian communities. Alternate 

weeks aqe spent teaching in schools and working in educational theory at ' 

university sites. It is claimed that this program is "characterized by 

. . . a c1,ose sense of community between student-teachers, School Associates 
and Faculty Associates" (Kaser-Cannon and 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 is designed to 

ensure that the student-teacher has the opportunity to undertake those 

courses that will lead to the completion of all academic, professional and 

certification requirements. Courses may be selected that meet individual 

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

and Faculty Associate. ? - 

Course ED. 405: ~eakhin~ semester (15 credits). A complete semester 

,of 12 or 13 weeks is spent in one or more-schools. fhe experience is 

supervised jointly by a Faculty Associate and a School Associate who are 
4 

responsible for formative and summative evaluations during and at the com- 

pleti~n of the semester. 'The-course is designed to provide student- 

teachers with a gradual immersion into the role of the teacher "slowly 

buildling) up an endurance for teaching and progress(ing) from teaching one 

third of a load to Irand-ling a- full- teacking- leadn (Denos , W e e  -k p . 15) in 
* 

the final three or four weeks of the semester, Wc-replaces &. -403, 

the original semester of teaching that carried no academic credit. 

B 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. 
: ~ 



Anxietv and Self-Conce~t ef 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 

effectiveness of programs may be evaluated. Two related areas, anxiety and 

self-concept, have been recognised as important areas of concern to teacher 

educators and have been subjected to intense investigation. Research sug- 

gests that high levels of teaching anxiety or substantial decriments in 

self-concept may be harmful and undesirable. Many studies have identified 

areas of considerable strain, anxiety and tension amgng student- teacher.^ 

often "characterised . . . by concerns with selfH (Coates and Thoreson, 
1976, p. 161). Many teacher educators are now placing greater emphasis on 

the personality and mental health of student-teacgers than they are onthe - - 

levels of knowledge and teaching methods. It has been suggested widely that 

measures of mental health and personality (for example, warmth, under: 

6 
standing, genuineness, poise and absence of hostility) will be incorporated 

, into test batteries used for the selection of teacher education students 

(Clarke and Coutts, 1971). 

' Anxiety, Teachers and Student-Teachers 

A number-of studies have examined anxiety, "defined simply as a summary 
1. -- 

descriptfm of a variety of overt and covert actYGiis* (Coates ax mOresOn7 

1976, p, 160) in teac3tss a& &w3eRt--tertdteps. Bfs mneept-eerr- 

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 



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 - A - L -A A 

learning and performance (pp. 97-98) . 
The author goes on to note that attempts to motivate the student-teacher 

by emphasising the importance of the performance may be harmful to all but 

low-anxiety studenxachers (~inclair, 1971, p. 103), a claim that may 

have implications for the role performance of the university supervisor 

and cooperating teacher during .the practicum. 
-r 

In a general study of anxiety and edaational achievement Gaudry and 

Spielberger (1971) concluded that as "high-~xious'persons tend to be self- 

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 reverge a trend 

they had noted of high dropout rates ai~d lower grades in this group (Gaudry. 

and Spielberger, 1971, p. 79). 
s 

Coates and Thoreson (19761, in their review of early studies, made , - - - a 
?, - 

- - - - - - - - - *-- --f 

particular reference to surveys conducted by the National Education 
q 

- - - -- - 

Association which revealed that large numbers of teachers beliered they &ere 

working u n d h  considerable strain and tension, with possible negative and 

effects on pupils (pp. 160-1). Parsons (197%) ' .  
0 

regorted that considerable~~~dence existed that anxiety could impair 



performance i n  a varietpf/of &ks She t h e r e f o ~ e  d&loped a n i i n s t r m e n t  

u (see Chapter 5) "for  t h e  assessment of anxiety s p e c i f i c  t o  t h e  teaching - 
s , i t u a t i a q f  (p. 1 ) .  In an a r t i c l e  c r i t i c i z i n g  t h e  effectiven5s.s of s tudent-  

1 .  

teaching programk, Purpel (1967) made reference  t o  the  f r u s t r a t i n g  and 

emotionally d s turbing p r a c t i c a  experienced by some student-teachers and 2 - .  - 
made an appeal f u r  a greazer %nderst&ndi*g ef t h e  complexit-ies and mbt- - 

/ * ,  ' 1 
-4' 

' l e t i e s  of student-teaching" (p. 20) . . > 

!d Many s t u d i e s  have attempted t o  identi-fy changes i n  l e v e l s  of a n x i e t i  

experienced by student-teachers.  Travers, Rabinowitz and Nemovicher 

(1952) empfoyed a sample of 120 female elementary school s tudent-teachers 
-<> * 

Q in a pre te ' s t -pos t tes t  sentence completion exercise.  Although the-authors  

claimed t h a t  the  r e s u l t s  a f t e r  the  one-semester e x p e r i e y e  showed no 
, 

s t a t i s t i c a l .  d i f ferences ,  t h e  study design d i d  not  a110 an ac tua l  measure- 
7 

- * 
ment ;if the  degree of anxie ty  exhibited t o  be determined (Travers, e t  a l .  ,- 

- - -  - - - - -- - - - 

1952, pp. 373-3741,. Iannaccone and Button (1964) detec ted  a decl ine  i n  

measured anxiety - in ,  a '  group. of elementary student-teachers,  again on a 
* 

- s e l f - r e p o r t  p rk tes t -pos t t e s t  design (p. 24). Ef fec t s  of teaching p r a c t i c e  Q ? , , 
\ k e W S t u d i e d  by Poole and Gaudry (1974) using an extens ive  b a t t e r y . o f  \ ,? 

> I , 
,/' 

(tests with 95 Diploma of Education s tudents  p r o l l e d  i n  t h e i r  i n i t i a l  
,- /( 

0 three-week practicum a t  %elbourne Uiiiversi.t$; Aust ra l ia .  In addi t ion  t o  the  , I 

"State-Trai t  *xikty Inventoryw (Spielberger,    or such 8and Lushene, 1970) 

- s t u w i  tex&eks-comp%et;ed ques t ionna i  r es-on-pmTs &en t a f - c h ~ r i r e ~ y ~ - - ~ - - -  

- - ~ e a ~ e ~ a i ~ s m + + ~ - ~ 3 ~  *wY7-ge~ai a-ts -e~ 
@ 

~~ 
p r a c t i c e  and career  in ten t ions .  A s t a t i s t i c a l l y  s i g n i f i c a n t  f a l l - i n  b 

- I 4 

reported anxiety occurred, the  only s i g n i f i c a n t  change ,Eound. from p r e t e s t  
.* 

t o  p o s t t e s t  (p < . In L prete$-posttest study, cbnducted with Simon 
. - .. < '  - 

J 



\ \ Fraser  Universi ty s tud&ts ,  Gregory (1976) reported s i g n i f i c a n t  dec l ines  
< - 

i n  anxie ty  (Parsons Teaching Anxiety Scale,  1973 and 1973b) f o r  s tudent -  \ 

'3 

teachers i n  t h e i r  i.nit,ial. teaching experiences iN=83 and 205; < .01) and 

f i n a l  extensive prart icum ( R 6 6  and 68; pa < .O5) (p. 150) . 
Many a t t e m p t ~ ~ h a v e  been made t o  i d e n t i f y  sources of anxie ty  i n  s tudent-  

teachipg. Walberg (1967b) and Walberg, e t  a l .  (1968) considered t h a t  * 

f 
R 

e - 

r b a l i t y  shock and r o l e  c 6 n f l i c t  cgnt r .buted  t o  anxietyr They 'suggested 
"\ i' 

t h a t  "neophytes suppress ~ e r s o n a l i t ~  needs re2u l t ing  ( in)  behaviour ( t h a t  

'-X i s )  i n  c o n f l i c t  with new r o l e  'demands" (1968, p. 85).  I n  h i s  "ABC of 

st'udent teaching f o r  cooperating teachers  Palmer (1975) began with: 
a , .  

'A  is  f o r  Anxiety. Q i r e c t ' i n i t i a l  e f f o r t s  toward reducing 
ethe high anx ie ty '  l e v e l  a stytlent-teachex br ings  t o  the  

l a  . experience (p.-,,22) . P 
" Q  , 3 

Jt is" widely recognised t h a t  s tudent - teachers1  induction t o  th?  practicum C - 
B 

can b6 a per iod  o f  r o l e  conf l i c t , '  r e a l i t y  shock and extreme, anxie ty .  -.. 
4 .  

- - 

They walk i n t o  t h e i r  f i r s t  c l a s s e s  with expectations"of - 

-freeing the ,  s tuden t s  from $heir bondage t o  inhumane 
1 teachers and moviag them t o  e r u d i t e  discussionS of  

philosophy,. When the  s iuden t s  d6 no t  r e s p ~ n d , ' t h e  
impact cp4'the ego can range anywherb from d i s a p p o F t i n g  
t o  dcemolishing -(Davis, 1977, p.  50) . 

, ' 

Campbell and Williamson (1973), Diamonti (1977), Davis (1977), Les l ie  -. - , I  

(1971), ~ c ~ o w 6 l l  (1971), Oestreich (1974), Poole (1972), Poole and G-audry ' 

S 

(1974), Sorenson -(1967), So~enson  and' Halpert. (1968), S t r a t t o n ,  Slatt-ery 
t . I 

6.. 

and Mefihter (1972); and Yee-,(1969) a l l  reported t h a t  the  koopezating 
8 

teache; an& stu$ent- tea~he"F reEt ions l iTpwas  a pbtenti51 o r  Ccttiar s o u r c e  
= ,  

of s i e t y .  ba*s e e ~ f  d e p & & i s  r&atiomIrip t o  b e  e f i i c a f  , as  ckb$ - 

- 
ec" . P 

Oestreich and McDowell. The l a t t e r  c la ibed t h a t  t h e  practicum "is almost 

d e l i b e r a t e l y  made i n t o  a t raumatic experience' (and) . . . t h a t  t h e  



$ 
' success fu l t  s tudent  i s  one who i s  s k i l l f u l  i n  presenting the  r i g h t  imaget' 

(p. 67). This view i s  supported by Sorenson's 1967 study i n  which 158 
,- 

student- teachers made 800 suggest ions i n  response t o  the  reques t ,  "List 2 
9 

r - 3  

below t h e  th ings  you would t e l l  your bes t  f r i e n d  t o  do i n  o r d e F t o  get  a 3 
d I 

grade of  ' A '  from your p resen t  t r a i n i n g  teacherw (p. 174). 59% of  r e s -  
I 

pondents mentioned r e l a t i o n s h i p s  with the  school a s soc ia te ,  proposing t h a t  
% 

t h a t  person's  suggestions be followed without quest ion,  t h a t  one should 

"b6 o r i g i n a l  . . . i n  h i s  wayrt (p. 174), bu t  t h a t  one should not  "be 
, # 

V b e t t e r  than the  t r a i n i n g  teacher" (p. 1 7 4 p  The cynicism and h o s t i l i t y  

was noted by Sorenson, who commented: 

I t  i s  apparent t h a t  i n  a g r e a t  many cases s tudent  
teaching i s  an anxiety-producing and h o s t i l i t y -  
provoking experience . . . i t . i s  my b e l i e f  t h a t  t h e  
degree of anxie ty  engendered i n  studens teaching i s  
f requent ly  excessive and det r imenta l  (p. 176) . 

In a 1968 study of 248 el em en tar^ and secondary s c h m l  s tudent-  
7 

'\- teachers Sorenson and Halpert  found thaL.70% reported psychological d i s -  

comfort a t  t h e  beginning of  t h e i r  (unspecif ied length of)  practicum and 
. i 

20%- a t  t h e  end. The authors  i d e n t i f i e d  f i v e  f a c t o r s  tha t ,were  considered P 

5 

t o  be cont r ibut ing  t o  t h i s  discomfort:  , \ - 
%A 

-& 

1 

( i )  stress, exhibi ted  5 i r r i t a b i l i t y  and various,  physical  discomforts; i 
4 f 

@ i )  uncer ta in ty ,  charac ter ized  b+ fee l ings  of,  personal  inadequacy; 

( i i i )  r o l e  disagreement, p a r t i c u l a r l y  with cooperating teachers', and 
- - - --  -ap- -- - . 

repor ted  by 60% -of the-sample; 

- - - -- 

L 
3 
7- 

f iv) perstmaTity d i f fe rences  perceived berween €l ie  s tudent  - teacFers ! 
b " g 

and. s i g n i f i c a n t  o thers ; ,  and q 0 1 



On a more positive note, Poole (1972) using a sample of 523 Ontario 
r f  

student-teachers reported that a well-organised, supportive situation con- 
Y 

tribut k to the success 'of the practicum. Special mention was made of good'. 

working relaiionships between the student-teachers . and cooperating teachers 

(p. 162). The s'gnific drop in anxiety reported by Poole and Gaudry 

(1974) was also attribu to the "experience of a well-organised suppor- +-- I 
tive situationrr (p. 262). Similar claims were made by Gregory (1976) who 

attributed the reported declines in leaching anxiety to the conditions 

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

- high degr'ee of support providedp student-teachers by the university ' s 
B 

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

Diamonti (1977) emph&sisedtthat the burden faced by the cooperating - - 
) - 

teacher may be &o great that student-teacher anxiety could be generated 

by *the cooperating teachert; attempt to balance competing pressyrqs and 
- - - 

L 

resolve role conflicts created by the presence of a student-teacher in -1 

the cla;sroopl. A group 'of 325 secondary $udent-$eachers, responding to 
. = I 

. a 14-point. questionnaire about probl&s in the practicum, added exte&sive 
b- 

<comm;nt at th6 eod of the guestionnaire specifying difficulties they had >< 

' experienced with theii cooperating teacher. The authors, Campbell And 
'5 

Williamson (1973) categorized the difficulties into five groups:; 
* 

1. A wide differehce in expectation levels for students. 
f 2. 

2. A marked dkFferehce irn commitment to teachmg methodolrogy- - - -- 

(teacher-centeredversus child-centered). 
- - - - -- -- 

3. Insistence of cooperating teachers that classes be t a d t  
4 Y a c t l y  as 'I ysually teach them' (methodology, same content I 

and same learnmg material's) . 
4 .  The '&dent-teacher perceived himself as competing with, . . d rather than cooperating with the cooperating teacher. 



5. The cooperating 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 cezered on the related aspect of cooperating 

teacher preparation (Boyan and Copeland, 1974; piamonti, 1977; Ellis, 1967; 

Oestreich, 1974; Purpe1,'1967). Increased efforts have been made to over- 
F 

come the llprofessional osmosis phenomenon" identified by Oestreich (1974,. 

p. 335) in the hope that systematic procedures may be developed for the 

preparation of cooperating teachers. Once 'implemented, 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 members, the 
I 

student-teacher, and can assist this member to survive a difficult and 

threatening period of preparation. Yet, -some facets of the triad, dis- 

cussed earlier, have been shown to be - anxiety producing. Yee (1969) sug- - 

gested that the triad degenerated over time. Campbell and Williamson 
1 

(1973), Cohen (1969), Davis and Davis (1977), and Overbeck and Quisenberry 

(1976) all expressed concern that ahigh level of cooperation and under- 

standing be developed by members of the triad in order to offset or 

reduce conflicf and anxiety for the practicumls participants. The triad 

could fail in its supportive attempts if student-teachers discovered -that 1 > 

C 

I "the school speaks with a voice quite different from that . . . used in 
I - -- -- 

College or Universityw (CreIjeF, 1972, p. 163). i 

. Report (Teacher Education and Training, 1972) and Tittle (1974) are 
representative of the large number af reports and studies that have high- - 

t 

lighted role conflicts and inadequate preparation of practicum members. 



T i t t l e  (1974) repor ted  many problems a r i s i n g  from tens ion between the  

school and the  un ive r s i ty  (p. 14),  an aspect  t h a t  Morrison and McIntyre 

(1973) a l s o  examined i n  d e t a i l .  The l a t t e r  expressed p a ~ t i ~ c u l a r  concern, 

t h a t  t h e  evaluat ion procedures codld be traumatic f o r  t h e  student- teachers.  

a The lack of prepara t ion  (of  un ive r s i ty  supervisors)  seems 
p a r t i c u l a r l y  foo!hardy when the. whole of t h e  complex task  

- ' o f  ,teaching i s  t o  b"e evaluated i n  teFs of a s i n g l e  mark . . . 
iT i s  almost unknown for (un ive r s i tyx  supervisors)  t o  be given 
any systematic t r a i n i n g  i n  . . . observational  s k i l l s  
(pp. 54, 56)  . . 

Eye (1974) concurred and reported t h a t  c o n f l i c t s  bvey evaluat ion  were 
0 

frequent .  Mott (1976) a l s o  noted t h a t  evaluat ion  often.was seen t o  be ' 

w 

"undesirable and f r u s t r a t i n g "  (p. 6 ) .  In addition,-"Eye i d e n t i f i e d  student-  

teacher anxiety caused b y ~ c o n f l i c t i n g  un ive r s i ty /co l l ege  and school 

expectat ions,  an aspect  repor ted  e a r l i e r  by Ahlering (1963). 
i 

I t  can be seen t h a t  the  exis tehce  of anxie ty  i n  t h e  practicum has 
7 

- 

been c l e a r l y  es tabl i shed,  t h a t  it i s  an important f a c t o r  and t h a t  i t s  
. -7 

d sources a r e  mul t i tud ina l .  Table 2 summarises many of  these  sources,  and 

i d e n t i f i e s  studie; t h a t  have reported them. 
P -4 

Conc,ern has been exp*essed t h a t  high l e v e l s 7 0 f  anxie ty  may impair 

performances with r e s u l t a n t  de t r imenta l  e f fec t s -upon  pupils ,_ Although 

Parsons (1971) d id  no t  f ind  a s i g n i f i c a n t  r e l a t ionsh ip  between anxiety and 

teaching competence a s  r a t e d  by supervisors ,  she devised an instrument t o  

measure teaching-speci f ic  anxie ty .  Other - - s tud ies  have indica ted  r e l a t i m -  
- - - - - - - - -- - - - - -- - - 

sh ips  between anxie ty  and teacher  behaviour. Kracht and Casey (1968) cor-  ' 
- - --- - - - -  -- 

r e l a t e d  anxiety and teacher warmth; Clark (1972) reported t h a t  pup i l s  were 
* b 

given lower grades by s tudent- teachers  exhibi t ing  high anxiety l e v e l s ;  and 

pupi l  r a t i n g s  of teacher e f fec t iveness  were reported t o  favour 1 ~ w  anxiety 



Table 2:  Some Sources of Anxiety i n  t h e  Practicum 

Source 

1. Pppil  con t ro l  and d i s c i p l i n e :  
inc luding  r e s t l e s s n e s s ,  
s tuden t  r e l a t i o n s h i p s .  

i 2 .  Ind iv idua l  d i f f e r e n c e s  among 
p u p i l s  - 

3. A b i l i t y  t o  motivate ,  s t imu la t e -  
p u p i l s .  - - 

4.  Evaluat ion of p u p i l s .  

5. Lesson p lanning  and presen- 
t a t i o n ;  t iming, l ea rn ing  
a c t i v i t i e s  ; enrichment 
a c t i v i t i e s .  

6 .  - &Knowledge l e v e l s  

P rac t i ca l /phys i ca l  problems: 
school  equipment, m a t e r i a l s  
phys ica l  cond i t i ons .  

Personal adequacy: po i se  , 
maintenance of s t anda rds ,  
a b i l i t y  t o  promote l ea rn ing .  

Personal adjustment:  accept-  
a b i l i t y  t o  pup i l s ,  ' o r i en -  
t a t i o n  t o  school and i t s  
s e r b i c e s .  

Rela t ionships  wi th in  t h e  
t r i a d  and dyad. 

-- 

3 - 
Speed of  t r a n s i t i o n  i n t a  
teaching.  . =  

- Authors 

Ahlering (1963); Anderson (1960); 
Poole and Gaudry (1974); 
Thompson (1963); Travers ,  e t  a l .  
(1953) ; Wey (1951). 

poole and Gaudry (1974); Thompson 
(1963) ; Wey (1951) 

Ahlering (1963) ; Pe t rus i ch  (1966) ; 
Wey (1951): 

Campbell and 
; Clark  (1972) ; 

Campbell and Williamson (1974); 
~ a v i s '  (1976); P e t r u s i c h , ( l 9 6 6 ) ;  * 

Sorenson and Halper t  (1968).  
< 

Campbell and Williamson (1974) ; 
Erickson and Rudd (1967). 

Campbell and Williamson (-1974) ; 
Sorenson and Ha lpe r t  (1968) ; 
Wey (1951). = 

F u l l e r  (1969) ; Poole and Gaudry 
(1974) ; Thompson (1963) . 

, .  

Anderson (1960); Campbell and 
Williamson (1974) ; F u l l e r  (1969) ; 
Thompson (1963); Travers ,  e t  a l .  
(1953) ; Wey (1951). 

Davis (1976) ; Diamonti (1979) ; 
Erickson and Rudd (1967) ; Eye 
(1974); Gregory (1976r; Gregory 
and Allen (1978) ; Kazlov (1976) ; 
L e s l i e  (1971) ; Morrison and 
McIntyre (.l973) ; Oest re ich  (1974) ; 
Sorenson and Ha lpe r t  (1968) ; 
Thompson (1963) ; T i t t l e  (1974) ; 

- - - - 

Walberg-(1967) 3 e e  ( 1 9 6 8 p  

' . csylrsx (1974L; huis &26) ; -- - 

Gregory (1976); Gregory and Allen 
' (1978) ; L o r t i e  (1975). 

f 
Evalua t ion-of  teaching  p r a c t i c e .  Erickson and Rudd (1967); Eye (1974); 

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



teachers  (Mattson, 1974). Petrusich (1966) discpvered no s t a t i s t i c a l l y  

s ign i f i can?  c o r r e l a t i o n  between student- teacher anxiety and classroom 

behaviour but  noted t h a t  highly anxioui ' teachers  tended t o  use  l e s s  -- 
' c h a t t e r ' ,  gave l e s s  verbal  support and exhibi ted more h o s t i l e  behaviour 

and speech pa t t e rns .  "These s t u d i e s  suggest t h a t ,  a t  some l e v e l ,  anxiety 

i n  cIassroom teachers  may become detr imental  both t o  t h e  teacher  them- - . 

se lves  and t o  t h e i r  pup i l s  . . . and may be cor re la t ed  with inappropr ia te  

s tudent  and teacher performance" (Coates and Thoreson, 1976, pp. 169-170). 

In an attempt t o  prevent  p o t e n t i a l l y  de le te r ious  r e s u l t s ,  s u b s t a n t i a l  

a t t e n t i o n  has been given t o  aspects  of  t h e  p rac t i c& t h a t  appear t o  promote 

anxiety.  However, it has been suggested t h a t  some teacher  a n x i e t i e s  may 

be acceptable and t h a t  t h e  goal should be , 

k 1 

t o  teach teachers  t h e  s k i l l s  of managing personal  s t r e s s  
and tension t h a t  might otherwise i n t e r f e r e  with e f f e c t i v e  
teaching ( ra the r  than) , . . desens i t i ze  t o  the  po in t  of - - 

becoming i n a c t i v e  o r  t o l e r a t i n g  unreasonable o r  unhealthy 
environments (Coates and Thoreson, 1976, p. 189). 

There appears t o  be no doubt t h a t  s tudent- teachers need and apprecia te  

s k i l l e d ,  concerned and profess ional  help.  Lantz (1964) suggested t h a t  a s  - - ~ - ~ -  

- ~ - ~  
-~--- - - -~-  

- - ~ - ~  ~ - -  -~ - ~ - ~  

both quant i ta t ive .and q u a l i t a t i v e  change occurred dur iAga--pr~i5t ic&,  
------ - 

-- ~: 

- -- - 
- -  + 

-- ~ -- - - - - - - -  - ---- ~ ---- - 

_ - - - i n s t & t u t t o n s  -must-place s tudent-  teachers  i n t o  schools  with g r e a t  care  

(p. 203) and be prepared t o  monitor performances and supply c lose  suppert  

during t h e  practicum. 

Se l f  -Concept and ~ t u i e n t  Teachers i 

Relevance t o  teacher education. PreserviQe programs i n  teacher 

t r a i n i n g  have blossomed profuse ly  i n  the  l a s t  decade, matched only by the  

d i v e r s i t y  of design d e t a i l  they have contained. Teacher educators have 

increas ingly  turned t h e i r  a t t e n t i o n  t o  the  search f o r  c r i t e r i a  by which 



programs may be evaluated, ins  t h e  hope t h a t  t h e  ef fec t iveness  of. programs 

may be gauged. .Elsworth and Coulter (1977) have conceptualized "teacher 

education a s  a s o c i a l i z a t i o n  process i n  which the  student- teacher moves 

from a lay  sub-culture i n t o  t h e  profess ional  teacher Sub-culture" (p. 1) 

with atteridant changes i n  a t t i t u d e s ,  va lues ,  commitments, s k i l l s  and 

knowledge. Ultimately t h e  process leads t o  changes i n  " se l f  -esteem and -- 

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

sugge+ted t h a t  t h i s  provides t h e  teacher educator with ;he opportunity t o  
4B 

evaluate a program of teacher  t r a in ing .by  "es tabl i sh ing the  des i red  d i rec-  

t i o n  of  change on each of  these  f a c e t s  and of determining whether it has 

been a t ta ined"  (p. 1 ) .  

Self-concept has been seen by many authors t o  be an important and 

c e n t r a l  conkept. F i t t s  i d e n t i f i e d  self-concept  by asking' t h e  quest ion 

" I s  the re  some type of v i t a l  and re levant  da ta  about a person t h a t  super- 
J 

/- 
- 

cedes o the r  t h i n g y e t o  the  individual  and thereby expresses 
- - - - 

kis t r u e  r a i son  d ' e t r e?"  ( F i t t s ,  1971, p.  2 ) .  Combs and Snygg bel ieved 
- 

t h a t  T h e  key t o  understanding behaviour, whether it be our own o r  o the r  

people 's ,  l i e s  i n  l a rge  measure i n  t h e  s k i l l  we develop i n  t h e  explorat ion 

and understanding of people ' s  perceptions" (1959, p. 464).  Notions of 

se l f -cons is tency and u n i t y  were explored by Lecky (1951) and Coopersmith 

(1967) who bel ieved t h a t  personal  i n t e r n a l  c o n f l i c t  could lead t o  a s e l f -  

--- 

perceived s t a t e  of  dl ' scorrani  dTMfiifort.  Car1 Rogers  ' in tTod-Teaanot ion  - 

of r f e s i r a u e  f kxib%Xi+y t h a t  &%owed a per-mrr to adapt to- chmgkg ckt- 

cumstances y e t  allowed t h a t  person t o  continue t o  function a s  a s o c i a l  

being (Rogers, 1969) . 



Spec i f i c  d e f i n i t i o n s  of self-concept (apparently ind i s t ingu i shab le  ' 

from self-esteem, self-image, se l f -percept ion  and se l f -evaluat ion)  have 

included Coopersmith's notion of "evaluat ive a t t i t u d e s  toward the  s e l f w  

(1967, p.  2 ) ,  Epste in ' s  cons t ruct  of se l f - theory  t h a t  "the individual  has 

unwit t ingly constructed about himself an e x p e r i e n c i n g , f ~ c t i o n i n g  

individual  and . . . i s  p a r t  a f  a broader theory which he  holds with 

respect  t o  h i s  e n t i r e  range of s i g n i f i c a n t  experiencew (1973, p.  407) and 

, a de ' n i t i o n  by Combs, Blume, Newman and Wass (1974) t h a t  self-concept  

is  "the organisat ion of ways of  seeing s e l f "  (p. 1 7 ) .  For t h e  purposes of \ 
t h i s  s tudy self-concept  w i l l  be defined "as a complex and dynamic system 

of b e l i e f s  which an individual  holds t r u e  about himself ,  each b e l i e f  .- 

with a corresponding value" ( P u r k e y , y 7 0 ,  p . 7) . 
I 

Y 
4' 

One f a c e t  of self-concept ,  profess ional  self-concept ,  has been 

examined c lose ly  i n  the  l a s t  decade. Professional  self-concept  i s  seen 
- - 

by some researchers  as one of  a group of s p e c i f i c  concepts t h a t  con t r ibu te  

t o  a mhtidimensional  self-concept ,  a s  opposed t o  a global  orqunidhensional  

self-concept  (Torshen, Note 4 ) ,  and r e f e r s  t o  ind iv idua l s f  perceptions 

of themselves i n  a profess ional  r o l e .  . 
Such research t r ends  have been applauded by a number of authors, 

' Coombs, e t  a l .  (1974) have claimed t h a t  

O f  a l l  t h e  perceptions e x i s t i n g  f o r  an individual  none a r e  
so  important a s  those he has about himself . . .. I t  represents  
the m ~ &  intpo-r%&-sing*iaSW~e~e af f e e t  in& aw i n d i v f d u a l F - -  - - - 
behaviour . . .. What he be l i eves  about himself a f f e c t s  every 
aspect -of  h i s l i f e -  CppPPP1-6-17L - - - - - - - - - - 

They emphasise t h a t  
* 

the  maladjusted persons . 
a s  unliked,  unacceptable, 

- - 

. . c h a r a c t e r i s t i c a l l y  see  themselves , . 
unable. On the  o the r  hand, adequate, 
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ef fec t ive ,  e f f i c i e n t ,  se l fcactual iz ing,  well adjusted c i t i zens  
a r e  persons whose self-concepts a r e  highly pos i t ive .  .They per- 
ceive themselves t o  be persons who a r e  l iked,  wanted, acceptable , ,  
able.  They see  themselves a s  belonging, responsible, e f fec t iye  
personal i t ies ,  and, because they see  themselves so,  they behave 
so. Teachers too, a r e  affected by t h e  adequacy of t h e i r  s e l f -  
concepts (Combs, e t  a1 . , 1'974, p. J7) . 

$ 
4 

Edgar (1974) claimed t h a t  a person's control  over se l f -ac tua l iza t ion  was j 
3 

not jus t  dependent on s k i l l s  and a b i l i t i e s  but  a l so  on t h a t  person's s e l f -  

concept, "the extent t o  which he sees himself as e f fec t ive ,  competent, 

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

Dumas (1969) who wrote t h a t :  

we must . . . recognise t h a t  damage t o  one's image of one's 
" 

s e l f  makes him l e s s  ab le  t o  do well,  while improvement'of 
the self-image makes one subs tan t ia l ly  more ' l ikely  t o  do 
well.  Success . . . breeds-success . . .. Failure . . . 
likewise breeds f a i l u r e  (p. 275). 

Elsworth and Coulter (1977) saw pa r t i cu l a r  promise i n  the  uspe of 
C 3 

measuked professional s e l f  -concept a s  one c r i t e r io f i  f o r  attempting t o  es-  
- 2 

t ab l i sh  the  degree of effectiveness of preservice teaching programs. I 
,' 

Coulter (1974) considerid t ha t  although self-concept was only - one of many 
* L 

important po,ssible outcomes of the  practicum, "teacher educators should 

be concerned i f  t h e  student t eacher t$  professional  self-image i s  a l i t t l e  +! 
i 

'bruised' by i n i t i a l  experiences i n  the  classroom a s  self-image is  re la ted  

t o  performance1' (p. 149). The work of Gamey (1970) supported t h i s  con: 
I 

tent ion t o  some degree. she administered the  Tennessee Self-concept 2- 
1 t 

. 3  

10.5 weeks. Supervisor's were asked-to r a t e  -the student-teachers a? "higgl" . - -- 3 f 
o r  "low11 allowing a t e s t  f o r  s ign i f ican t  differences between these two 

groups on the  29-item self-concept sca le .  She found t ha t  the  student- 

teachers "rated high i n  student teaching tend t; score toward the  desi rable  



extremes of these  s c a l e s  ( l e s s  c o n f l i c t ,  g rea te r  c e r t a i n t y  and consistency);  

those r a t e d  low tend i n  t h e  opposi te  d i rec t ion"  (Gamey, 1970, p. 359). She 
% 

concluded " tha t  success i n  s tudent  teaching i s  af fec ted ,  b u t  n o t  necessa r i ly  

determined, by a p o s i t i v e  view of onesel f ,  lack  of confusion i n  s e l f -  

perception and good adjustment" (p. 360). Purkey (1970).and Hamachek (1971)- 

a l s o  claimed t h a t  performance and self-concept  were interdependent f a c t o r s ,  

If'-: and "s imi lar  .corre la t ional  evidence has bee reported "for o the r  profess ional  

workers . . . .and experienced teachersr t  (Coulter, 1.974, q .  149). 

A s  mgued by Elsworth and Coulter  (1977) it was f e l t  t o  be appropriate - 

t h a t  s tudent- teacher a s p i r a t i o n s  r e l a t e d  t o  "professional behaviour which 

can be i t u i t i v e l y  o r  empir ica l ly  r e l a t e d  t o  pupi l  growth" (p. 4) should be "\ i 
ab le  t o  be f u l f i l l e d  during the  course of teacher t r a in ing .  Further ,  

J 
"because change i n  se l f -percept ion  i s  an important aspect  of profess ional  

I 
a s o c i a l i z a t i o n ,  i t  should be measured i n  order  that.programs, o r  aspects  

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

Self-concept and t h e  Practicum 

A number of s t u d i e s  have been undertaken i n  at tempts t o  measure changes 

i n  se l f -percept ion  (personal and/or profess ional )  a s  s tudent- teachers 

became soc ia l i zed  i n t o  the  r o l e  o f , t h e  teacher .  

*- 
A n  e a r l y  study i n  t h i s  a rea  was undertaken by Nagle (1959) who examined 

the  e f f e c t s  of s tudent  teaching p a t t e r n s  upon the  profess ional  a t t i t u d e s  of  
- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -- 

student- teachers engaged i n  a fu l l - t ime  practicum and a par t - t ime practicum. 
- - - -- -- - -- - - - -- - - -- - - -- - - - - - 

He devised a s c a l e  t o  provide a t t i t u d e  measures towards pupi ls ,  teachers,  

teaching and school community r e l a t i o n s h i p s  on a p r e t e s t - p o s t t e s t  b a s i s .  

Although no d a t a  ana lys i s  d e t a i l s  were repor ted ,  the  author claimed t h a t  - 



- 
part- t ime student-teachers appeared t o  have s i g n i f i c a n t l y  
poorer a t t i t u d e s  toward pupi ls  . . . (ands tha t  scores f o r  
f u l l  time s tuden t - t eacherg  had become s i g n i f i c a n t l y  b e t t e r  . 
(E < .05) than the  dart- t ime student  tgaching group on each 
of t h e  four  scale's ( ~ a ~ l e ,  1959, p .  357). 

He a t t r i b u t e d  .the d i f ferences  t o  t h e  type of studed't: teachi& experience, 

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

materials" (p. 357) . - 

In 1964 Lantz published a study of self-concept changes s p o r t e d  by 

36 women elementary majors who had.undertaken a practicum over two terms: 

He found t h a t  the student-teachers '  concept of the  i d e a l  teacher  ( t h a t  is ,  

the  teacher t h e  student-teacher would l i k e  t o  be) was tempered by t h e  

e*eri&nce. YStudent teachers  f e l t  more i d e a l i s t i c . t h a n  r e a l i s t i c  before 

student  teachingtt (p . 202) .' 
The following year Newsome, Gentry and Stephens (1965) employed t h e i r  

own 100-item s c a l e  t o  "measure t h e  log ica l  gonsistency of ideas  about - - - - 

education" (p. 321) held by 62 elementary and 68 secondary sen io r  s tudent  
0 

v teachers.  The sample was Giked t o  s o r t  the  100 items into,ten p i l e s  "from 
i / 1 

'most l i k e '  toQ1east  l i k e '  the  i d e a l  teacherf t  (p. 321), before and a f t e r '  
k. 

\< 
a practicum. The authors reported s t a t i s t i c a l l y  s ign i f i can t  losses  

(P < .05)- across t h e  whole sample and f o r  the  Socigl s t u d i e s  and English b 
7 - 

sub-samples. Newsome e t  a l .  considered t h a t  the-problems (unspecified) 

faced by English and Socia l  Studies secondary teacliers were su f f i c ien t  

A key s e r i e s  of s t u d i e s  was undertaken by Walberg, i n  conjunction 

with o the r  researchers,  during t h e  mid-1960's~ (Walberg; 1967a; Walberg, ' 1967b; 



- 67 
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d 

Walberg, 1968; Walberg e t  a1 . , 1968). In  the  f irst  of 

used a samplk of 1489 student-teachers. They were 
P 

pretest-posttest-si'x-pointd, b i -p l ' a r  ad jec t iva l  sca les  Ion 
-*. 

t h e '  professional  concepts, "MyMysklf a s  a teacher" and ,'!Best+-liked teacxer" c 

* .  

' I ~ .  IS),  t he  l a t t e r  concept being comparable t o  a measure' of iml 
1 P 

$ 
professional  self-concept. He iden t i f i ed  a nuhber of fact0f.s within t h e  

- - -- A - 

sca les  and found t ha t  t h e  sample had a lower score . a f t e r  t h e  p r ac t i c tp  
, . . b 

on Teacher Role. He a l so  reported apparent ant i theses  between t h e  e f f ec t s  
' t  

of college edudat ion courses and pract i&m experiences f a  w e w n  Sudent-  
& 

- 

4 

teachers,  leading him t o  t he  conchs ion-  t h a t .  "the i n i t i a l  teaching experience 
I 3 . e= 

i s  l i ke ly  t o  be c o n f l i s - l a d e n  'and anxsety-provoking" (p. 20). I , 
. I . \ 

Walbergls second study (1967b) used a 26-item, seven-point semantic d i f - -  
." . I 

f e r e n t i a l  containing seven f ac to r s  t o  measure t he  professional  conceptn 'dyself  - '. 
5s . I  

as  a teacherv1 i n  1009 women stu'dent-teachers. He aclaitned t h a t  the drop i n  
a,&.. * Q1 - 

4 0 .  e 
" ' 

- - - - -  - -- a , ,  b =  

r e s u l t s  obtained implied l1c&nitiv; and emotional defensiveness" (p. 85) by kb - e - 
.= - * 

. s o  < .  
the  student-teachers. The development of.an emotional facade, p e s e n t e d  t o  . *%.* .s 

a ' 

- * a  

the  pupils ,  suggested t h e  presence of anxiety and elements, of * r o l e  conf l i c t  , - ' r P  . 
1 .  

< I 
* 

e .  
~ ' between se l f  and s e l f  a s  'a teacher.  He. believed t h a t  . these  finding;' were . . - B 

' i < *  * ' 0 ,  ' 
* -  " * . 2: ,.I .f 

c o n s h t e n t  v i  th  a t h e o r y  t h a t  " s ta tes  t h a t  neophytes suppress personal i ty  . : $0 

? "  -4 
i f 

r, * needs and t h e  resu l t ing  behaviour is- i n  conf l ic t .wi th  new r o l e  demands1' @ 7. . bv a e 

(p. 85). He surmised t h a t  t h i s  "role, coh f l i c t  ma? a l s o  k o u n t  f o r  t h e  high " - . *  
ri "+ 

. > 
' a t t r i t i o n  of teachers  during : their  ' f i r s t  years i n  t h e  profe;sion" (p. 85) . 

- - - - - - - _ - - -  -- L - -__--  
A fu r the r  study (kalberg e t  a l . ,  1968) compared the  changes t h a t  . '  a . . 

- 
- - - --- -- - - -- - - - - 

- 
& 

A * 
occurred i n  t h e  ;eported professional self-concept of two 'grot& o f .  A 

student-teachers before and a f t e r  aprac t icum.  Sixty-four student-  , - - .  
teachers completed a 14-week block of teaching. . bring the  same 

- .  



I i 

semester a s2cgnd group of 77 studenti teachers wag enrolled i i n  i composite 
> 

I .  

college coufse -which hatl.as a com6onent regulap periods (length unspecified) * 
- of die-ta-one tu tor ing of pup i l s .  The ie;earchers.administered two 

- C " D 
Q .  

2$i$em, seven-pdint semantic 'dif .ferentials  ("Myself as  a teacher") con- 
5 4 t -  1 4 dl 

taining a t o t a l - o f  19 fac tors ,  and a modifikd batteliy df 35 items from the  
e - 

? ( D  

- 5  MTAI . - The .student-teac&rs..in the  study scored s ign i f i c an t l y  lower iE < '. 05) 

P 
2 i - 

.at post!test~ on t he - f ac to r s  %eat,  pedagogical, ided t i f i ed ,  pupil-centered, 

; *and i g a l i t a r i a n ,  and 'higher g n  expressive, n a r c i s s i s t i c ,  conqrolling and- 
a 

' pqS tan i c2 l  ': . (whil; the ;tudent) - t u to r s  scorgd s ign i f i c an t l y  l o ~ e r  on 

a. - ndat, s tab le  , good, c o n t G o ~ l i n ~  and author i tar ian,  and higher on pupil- 
i 

c&tered1# (p. ,286) . Walberg e t  a l .  em9asised the  contras t  between the  ,> 

! .  
b 

student-&tors who became pupil-centered and the  studtent-teachers who becarhe 
i v 

" 81 

m e e  control l ing and referred t o  other  research (Walberg, 1968) which in-  
P J 

d k & d  tha t  . 
4 
- - - -- - - - - - - - - - - - - - 

the  beginning tegcher , in conforming t o  the i n s t i t u t i o n a l  r o l e  
t of the  teacher, learns  t h a t  she must maintain a s t a t u s  gap 

between herse l f  and t h e  children . . . she must learn  t o  keep ,_ 
- J 

her proper professional  distance.  >us, the  decline20 ino  aspects - 
of  profession@ self-concept found here and i n  the  previous' 

F 
A 
i 

s tud ies  can a l s o  be in te rpre ted  psychologically as a personali ty-  
r o l e  con f l i c t  (Walberg e t  a l . ,  1968, p. 288). 

\ 

A s  indicated above, Walberg (1968) undertook a fu r the r  study of r o l e  
). 

9 ' 
con f l i c t  sufsered by student-teachers during a p r a c t i c q  which "brings 

ing; of aknkgation and depreciat ion of se l f t1 ' (p .  43) a s  a person 
I 

(self-&ncept) and gs a teacher (professional  self-concept), A group of 

77 student-teachers were t e s t ed  three  weeks before teaching and again a f t e r  
a 

12 weeks of teaching using a 26-item, six-point ,  bi-polar semantic d i f -  
I .  

- f e r en t i a l  f o r  the  concept 'Wyself a s  teacher". I t  was found t h a t  the  

student-teachers ra ted t h e s e l v e s  higher on a l l  e ight  unfavourable items 
Z - + \ 



and Lower on a l l  e igh t  favourable items a f t e r  the  practicum (p. 46) in-  

dicazing, once again, t h a t  ser ious  decriments -in professional  self-concept 

. appeared t k b e  associated with a practicum experience. Speci f ic  changes 

revealed a 

s u l l i e d  se l f -concept . .  . . se l f -deprecia t ion on i n t e l l e c t u a l  " 
h 

. mastery and on the  a b i l i t y  t o  present  ideas e f f e c t i v e l y  . . . 
a dejectec+ zt$+emtim . . . less understanding o f  c h i l d r e n  . . r - -- 
lower e q e c t a t i o h  of pupi l  behaviour and lower a s p i r a t i o n  f o r  
s e l f  i n  t h e  r o l e  o f  teacher . . . (and) l e s s  rapport  with t h e  

B c l a s s  (p. 46) . 
In 1968 Wright and Tuska published a longi tudinal  s tudy of  508 women; 

0 

incorporat ing measurFs of profess ional  self-concept ("Me a s  a teacherf t )  and 
* - *  
d 

self-concept ("Myselff1) ,(p. 255) from a-semantic d i f f e r e n t i a l .  They 

reported t h a t  "the l6wer ool woman has  an improved r o l e  (professional  
y >  ' - I 

self-cpncept) conception t ra in ing"  (p. 2.78), but  t h a t  t h e  high school 
- e. 

". woman qee l s ,wors ;  i n  a i l  a reas  . . . l e s s  happy and understanding, l e s s  

confident ,  ac t ive ,  and perceptive;  l e s s  insp i r ing .  . . . t h e  middle school 
. % - '% : student-  t;acher a l s o  *dl s l e s s  confident , demanding, insp i r ing  and happytf 
0 ' . 

(pp. 278-279). The authors a t t r i b u t e  t h i s  decl ine  c h i e f l y  t o  t h e  i n t e l -  
- - 

, -  
l e c t u a l  t h r e a t s  posed by t h e  m i v e r s i f y  supervisor (p. 2 7 9 )  and t h e  un- 

* 

r e a l i s t i c  expectat ions of s tudentr teachers  t h a t  they w i l l  have "ample sup- 
a 

por t ,  few lessons t o  prepare, small c l a s s e s  . . . (and) s h o r t  hours" 

(p. 258). In concluding they made an imiortant  reference  t o  t h e  'difference 

be tw&n - - a c t u a l  ("selPt)  and i d e a l  (!'rolet1) professional  s e l f  -concept (now 
- = - -  --p-ppp---p u 

a genera l ly  known as a "discrepancy score" - see  ~ 6 u l t e r  and' Elsworth, 
- - - - - - - -- - - ,--- 

b i. Note 5, p. 1 ) .  1 

t i" . % - The changes jy t h e  r e l a t i o n s h i p  between s e l f  and' r o l e  
, conception among studtint-teachers lqserv'es care fu l  con- 

> s i d e r a t i o n .  The hal f - fea l  exposure t o  r e a l i t y  which p r a c t i c e  

* 



teaching represents  i s  bound t o  drag dreams down t o  e a r t h ,  t o  
p u l l  f an tasy  toward r e a l i t y  . . .. Were no di f ferences  i n  
favor of  r o l e  t o  remain, i.mportant reasons f o r  becoming a teacher 
would be gone . . . I s  d i s i l l u s i o n  inevi table?  (pp. 286-287). 

A .  aspect of s tudent- teachers '  personal i ty ,  dogmatism, and the  degree 

of  change during a 10-week practicum was s tudied by Johnson (1969). 

Procedural weaknesses reduced the  value of t h e  study though it may be noted 

,'- - - 

t h a t  t h e  stpdy of 80 student-teachers indica ted  a s h i f t  i n  dogmatism by 
7-x 

t h e  end of the 10 weeks toward t 6 e  cooperating t eacher ' s  dogmatism score,  
- 

s i g n i f i c a n t  a t  t h e  E < . O 1  l e v e l .  

By the  end of.1968, evidence from a range of s tud ies  appeared t o  
b 

ind ica te  t h a t  practicum experiences must be associated with a lowerin 9 Of 

s tudent-  teachers acfuaP professional  s e l f  -concept and ac tua l  ' se l f  -concept. 

Wright and Tu* s (1 968) proposit ion t h a t  disi l lusionment was inev i t ab le  

appeared t o  be a r e a l i t y .  However, i n  t h e  next four  years Dumas (1969) 

and Smith-and AcBams (1972) reported s6udies t h a t  ~onrewhatmuddi~d the  - 

self-concept-practicum waters. 1 

Using a one-group, pretest-posttezt des igg (N=94] Dumas administered 

t h e  F ied le r  in terpersonal  Perception Scale  (Fiedler ,  1958), a 6-point,. + 
fi 

24-item, b i -polar  semantic d i f f e r e n t i a l ,  t o  student-teachers engaged i n  

a halfla-day-per-day 18-week practicum. Although 27% of t h e  sample * 

repor ted  lowered self-concept a t  t h e  end of t h e  practicum, 71% repor ted  
i 

i n c r e a s e d ~ s e l f ~ c o n c e p t  " resul t ing  i n  a t value s i g n i f i c a n t  a t  t h e  - 
-- - - - - - - - -- p------p-p---- --- -- 

2 < -01 l eve l  and ind ica t ing  t h a t ,  f o r  t h e  sample a s  a whole, t h e  student-  
- - - - --- - - -- 

teaching experience r e s u l t e d  in more favorable s e l f  -perceptionstp (p. 277) . 
TWO? aspects  of t h i s  s tudy must be emphasised; f i r s t l y ,  t h e  student-  

teachers were not engaged in fu l l - t ime  teaching and may have been ab le  t o  - 
h 



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 ma-$ority of the time and 

improvement in self-concept by student-teachers (p. 278). The Smith and 

Adams study (1972) measured self-concept and professional self-concept 

changes in Zt jO student-teachers. They, too, reported improved self-concept 
F 

after the practicum in 70% of the sample, with decreased self-concept in / 
26% of the student-teachers. 

- 
In conjunction with Elsworth, C developed semantic differentials , 

to measure t'Myselflt, "Myself as I would like to be" and "Me as a teachert1 

(Coulter, 1974, p. 150) based on the scales used by Wright,and Tuska 

(1968) and Walberg (1967a, 1967%). The scales were administered on a 
. . 

pretest-posttest basis to 50 Diploma of Education university student- 

-teachers undertaking a three-week practicum- Coulter reported no changes 
0 % 

in self-concept (actual or ideal) but found significant declines in actual 

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

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

d*creasg in actual proF%ssional self-concept was associated with in- 

appropriate student pfaaements (p. 158) . A subsequent study (Coulter, 

1976) reversed the negative shift, and gave support to his 1974 conciusions. 

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

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

L 
ProFessTonaT DevEIopment Program [GFegorY,TVq Gregory andllen, 19 / 8 J T P  

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 practicm. Gregory reported significant 



increases (p < .05)'by student-teachers in the majoy practicum in.profes- - 
' . I  

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 p~ofessional self- 

concept (The teacher I would like to bef1). However, the picture was 

confused f0.r student-teachers undertaking the shorter practicum. gglls I . 
-\ 

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

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

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

courses. Student-teachers enrolled in the practicum block of six-wee 9 
showed rises in actual proft5ssional self-concept ("Myself as a Teacher") 

and actual self-concept (lWyself'l) on three of the seven and two of the 4 

seven dimensions of each scale respectively. Gregory attributed the 

.. absence of decline in profesiiiqnal self-concept and the significant 
- - - -  - - -  - - - 

b 

, rises in the majority of the dimensick in this scale, as exhibited by 
P 

6 
4 9 

student-teachers in the major pacticum, to a number of features. 
e 

3 There is9the gradual inductipn into teaching, the sustained 
i a per*od of teaching h;acticd, the efforts to train cooperating F, teac ers :in= supervising, the spgcial role of the university 

- supervigor and su~h~s'~fBortPve characteristics as the use of 

* .  student t4eah-s in the initial practicm (~regory, 1976, pp. 
r177P178). , " .  I - 

1 P ' d d , e  -, .. It see& $l;ar that the measurement of professional self-concept and 
5 

evaluative criteria for teacher education programs. It would also appear 
7 -- , -- --- - -- -- - - -- - - - - - - -- - 

that there ,is now some doubt *at the practicum inevitably damages the 

professional and personal self-concepts of student-teachers. Recent P 

i 

research has suggested that changes in aspects of self-concept "are a 



6 funct ion 'of  how t h e  individual  r e  c t s  t o  given condit ions of teaching 

p rac t i ce f '  (Gregory, 1976, p.  100). Further ,  i f  t he  f a c t o r s  which have '  

an impact on student- teachers engaged i n  a practicum " c a n b e  r e l i a b l y  

i d e n t i f i e d  and d e a l t  with i n  planning, t h e  value of t h e  practicum may be 

improved subs tan t i a l ly"  (Gregory and Allen, 1978, p. 54) .  A s  t h e s e  f a c t o r s  

may i ~ c l u d e  a s  d iverse  a range as t h e  r o l e  o f  t h e  cooperating t e a c h e r a n d  

the u n i v e r s i t y  supervisor ,  support fo r  t h e  student- teacher,  length  of 
f 

t h e  experience, the  con t inu i ty  of  t h e  experience, t h e  na tu re  of  t h e  place-  

ment, program design, and p r i o r  experiences, no - one s p e c i f i c  program i s  
1 

#- 

l i k e l y  t o  be i d e n t i f i e d  a s  the  idea l  model. 

A s  t h e  exis tence  and sources of  anxie ty  i n  s tudent - teachers  have 
0" 

been c lose ly  l inked t o  aspects  of se l f -concept ,  it has been considered 

p o t e n t i a l l y  rewarding t o  consider  both concepts i n  t h i s  s tudy.  This l i n k  
1 

has a l s o  been suggested by various researchers .  - Lantz (1964) recommended- - 

t h a t  s tudent- teachers be placed i n  %on-threatening s i t u a t i o n s  where t h e i r  

self-concepts  and concepts of o t h e r s  may be able  t o  change" (p. 203): 

Walberg (1967a and 1967b) i d e n t i f i e d  elements of anxie ty  and r o l e - c o n f l i c t  

associa ted  wi$h concepts bf s e l f  and s e l f  a s  a teacher .    is fbr the* 

s tud ies  l i n k  fwalberg, 1968; Walberg e t  a 1  . , 1968) . Wright 

and Tuska (1968) repor ted  "anxious and gu i l ty"  (p. 267) f e e l i n g s  id student-  

teachers  and associa ted  such f e e l i n g s  with teaching behaviour and images 

of se f f a s  the  studenf-teachers "role W n c ~ t i o ~  changc@-OmEwp - 

t h a t  lowered c o n f l i c t  i n  s tudent - teachers  was r e l a t e d  t o  g r e a t e r  c e r t a i n t y ,  

consistency and "a p o s i t i v e  view of oneself"  (p. 360). 



Key works by S i n c l a i r  (1971) and Gaudry and Spielberger  (1971) , 
a - 

s t rong connection between the  two concepts.  They claimed 

do persons who r e p o r t  t o  be highly anxious tend t o  be . 

es tabl ished a 

t h a t  n o t  only 
, 

self-disparaging,  bu t  a lso 'appear  t o  be more vulnerable t o  f a i l u r e  (p. 75). 

F inal ly ,  the  s tud ies  ofGCoates  and Thoreson (1976) an4  Gregory (1976) 

have indica ted  a r e l a t i o n s h i p  between lowered anxie ty  and increased 

self-concept .  
I .  



The Length of the Practicum 

The central concern of this study is to uncover evidence that may 
- 

be employed by program planners attempting to make rational decisions 

concerning the length of a practicum. This appears to be a particularly 

important consideration in the design of practica in which senior student- 

teachers try out the role of arfull-timg classroom teacher. 

Although Channon (1971) and the OECD (Eggleston, 1974)̂ have reported 

a trend to langer practica, suGh decisions-.appear to have been based upon 

i~stitutional calendar, timetable and other overall structural considera- 

tions, rather than educational theory and research. Oestreich (1974) 

recognised this problem and emphasised the arbitrariness of decision and 
% 

4 

lack of research and logic: 

- If the length of time is Gleed a valid consideration, it 
ought surely to be based on 'something other than an ar- 
bitrary hunch or upon a convenient way of scheduling college 
students (p. 335J . 

Few studies have attempted to measure changes in a specified concept 
B 

or concepts over varying lengths of practica. A recent attempt was made 

L by Davis (1976). He measured and compared the develop t of teaching 

sophistication andprofessional enhancement in two groups of 15 students 
. i 

over eight and 16 wegks iespectively. He conqluded, that there were nb 
significant differences between the two groups. Unfortunately no pretest c 

- - - - -- - - - - -- - - - - - 

matching was reported, and the study may have failed to take sufficient 
- - --- -- - - - - - - - 

ac&unt of the different b%ckgr%unds of t h e  two groups, as the author 

reported that : 

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



whil e the sixteen-week s ~t had completed only half 
' 

of those same method courses (p. 33). 
t A "  

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

significant differences suggested that the 16-week practic~m~w~s the eight- 

Q week experience stretched to cover sixteen weeks, "without much apparent 

change occurring in the rtature of Ehe experience'' (p. ,' 33). , 
i 

His suggestion that data be collected at different times during the 

practicum is worthy of consideration, particularly if undertaken with the 

same or rnatcRed samples. It appears logical to stutdy the patterns of change 

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

studies may well identify periods of crisis when anxiety is*abpormally 
1% 

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

significant decriments. The implication for the length of practica is 

clear - -- - it may be unwise - to conclude a practicum"at a time when the student- 
e 

teacher feels professionally inadequate or a failure,'if evidence suggests- 

@ a . - 

that such eelings may be overcome with further experience. % 

. ' A  review of anxiety and self-concept Studies has revealed a diversity 

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

teaching experiences. Early studies pointed to the inevitability, of 

lowered professional and self-concepts, and identified highly anxiety- 

provoking situations. Although the practica ranged in length from half-a- 
4 > 9 - ' "  ' J 

, day per Caypf O F T  weeks T a 1 b ~ ~ g ~ t ~ a T : - T 9 6 8 ) ~ t i F  ZrulTsemeStFCE€ul1- 
s' 

e2me -MrfWgl z , 1 ?59--+, W a 3 b e l - g  et a1 . ,.%),- 
- 

the varying backgrounds of student-teachers and different study designs 

- make meaningful comparisons ImpoSsible. It is interesting to note thaC 

Walberg (-1967a) did give 'passing consideration to the length of the practicum. 



. Supervised experiences in  observing, a s s i s t i n g ,  and teaching 
i n  the  c l a s ~ r o o m  should increase  t h e i r  (s tudent- teachers)  
a b i l i t y  t o  r e l a t e  t o  chi ldren .  This reasoning leads  t o  t h e  
hypothesis t h a t  t h e  more education and t h e  more experiences 
with chi ldren  a s tudent  ( teacher)  has,  t h e  higher h i s  s e l f -  
conception on a f f e c t i v e  and cogni t ive  f a c t o r s  i n  h i s  teaching 
pe r sona l i ty  (p . 15) . 

When l a t e r  s t u d i e s  indica ted  t h a t  decriments i n  self-concept  could be: 

overcome (Dumas, 1969; Smith and Adams, 1972) researchers  tended t o  

' 

a t t r i b u t e  t h i s  f inding t o  a number of f a c t o r s ,  including b e t t e r  prepara t ion  
w 

of supervisors  and s t rong support ive se rv ices  f o r  t h e  s tudent- teachers .  

The work of Gregory (1376) however, suggested s t rong ly  t h a t  tke 
- *' 

length of  t h e  practicuin may b e *  a c r i t i c a l  factor. .  A group of s tudent -  

teachers enrol led  i n  a six-week,practicum completed t h e  Elsworth-Coulter 
% 

sem n t i c  d i f f e r e n t i a l s ,  profess ional  se l f -concept  s c a l e s  (Elsworth-Coulter, 9 
1977)', a t  t h e  beginning, mid-point and end of t h e  p r a c t i c a .  Of t h e  -se\;en 

3 ' 

f a c t o r s  on - * 
sca le ,  f i v e  

th ree .  A l l  

ticum (week 

t h e  ac tua l  profess ional  self-concept  ("Myself a s  a Teacher") 
- - - - -- 

had decl ined s l i g h t l y - ( o n e  s i g n i f i c a n t l y :  - p < .05) by week 

seven f a c t o r s  reported higher means a t  t h e  end of t h e  prac- 

s ix )  than a t  week t h r e e .  Although not  repor ted  i n  the  study, 

t h e  t o t a l  s c a l e  mean scores  were i d e n t i c a l  a t  weeks one And s i x .  This 

suggested t h a t  decriments suffered  during t h e  practicum were ab le  t o  be ' 

overcome by week s i x ,  h igh l igh t ing  the  need t o  s tudy f u r t h e r  t h e  optimum * * 
length o f  var ious  p r a c t i c a  formats. The r e s u l t s  of a s tudy repor ted  by 

Poole and Gaudry (1974) may have been reversed had t h e  support ive mechanisms 
- - - - -- - - -- - -- - - -- -- - 

remained urichanged but  t h e  length  of each practicum increased beyond t h e  
- - -- - 

repor ted  th ree  weeks, a s  found by Coulter  (1976) . Gregory (1976) a l s o  

compared t h e  self-concept  and anxie ty  scores  of s tudent - teachers  completing 
YP 

the  six-weeks and 13-weeks programs. Anxiety f e l l  f o r  a l l  groups (p < .05). - 
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CHAPTER 3 

w 
2' Hypotheses ,.- 

Statements of  t h e  Hypotheses , d i 

A p r e t e s t  was administered t o  th'e ED. 405 s tudent- teacher  siuople a t  t h e  
I 

commencement of t h e i r  p r y t i c u m  (week 0). A p o s t t e s t  round. was a d i s t e r e d  

t o  groups one, two, t h r e e  and four a t  t h e  completion of weeks th ree ,  s i x ,  ' 
- 

nine and 12 of t h e  practicum respect ively .  

Hypoxhesis 1: Teaching anxiety.  I t  i s  hypothesized t h a t  teaching . , . 

anxiety,  as'measured by t h e  Parsons Teaching Anxiety Scale w i l l  : ' 

(a) de'cli'ne from p r e t e s t  t o  week 12; 

fqb), decl ine  from p r e t e s t  t o  week 9; - b 

/ *  
,(c) not change between any o the r  t e s t i n g  periods.  

I 'Hypothesis 2:  Professional  self-concept  a c t u a l .  I t  is  hypothesized 

' 1  ? $ 

t h a t  professi 'onal self-concept ,  a s  measured by t h e  Elsworth-Coulser semantic %. 

- - - - - - -- - - - - 
d i f f e r e n t i a l  sca le  "Myself a s  a teachern,  f o r  each of  t h e  seven dimensions 

* 
( c r e a t i v i t y ,  o%derliness, wapnth-suppo~tiveness, s a t i s f a c t i o n ,  c l a r i t y ,  

L?. 

energy-enfkusiasm, and norr-conformity) and the  t o t a l  s c a l e  w i l l  : 
I 

T 

(a) increase from pre tes t5  t o  week 12; 
f a . 

(b)- not change between any o the r  t e s t i n g  periods.  
- 

Hypothesis 3: Professional  self-concept  i d e a l .  I t  i s  hypothesized 
- 

t h a t  profess ional  self-concept idea l ,  as measured by t h e  ~ l s w o r t h - ~ o u l t e r  
P E. 

s e w t i c  d i f f e r e n t i a l  s c a l e  T h e  teacher  I would l i k e  t o  be". f a r e a c h o f  ----- 
i + 

\ the  seven - - -- dimensions -- and t h e  t o t a l  s c a l e  w i l l :  
I 

(a) not change from p r e t e s t  t o  week 12;  

* 
(b) ,not  change-between any o the r  t e s t i n g  periods.  I 

8 ,  

Hypothesis 4: Professional  self-concept  discrepancy scores .  I t  is 
z 



hypothesized tha t  the professional self-concept discrepancy, s cmes  (the d i f -  
0 .  . ' 

ference between actual  and ideal  professional se'lf-concept, a s  masured by the  
a 

Elasworth-Coulter semant ic 'd i f ferent ia ls)  f o r  eath o p t h e  seven dimeasions 

and the t o t a l  scores, w i l l  : I 

(a) decline from p re t e s t  t o  week 12;- - 
n 

(b) not change-between any other t es t ing  periods. ~ 6 

- - - - - - - - - - - 

Hypothesis 5: Self-concept actual .  I t  i s  hypothesized t ha t  s e l f -  

concept actual ,  a s  measured by the Elsworth-Coulter semantic d i f f e r en t i a l  + 

, s c a l e  "Myself", f o r  each of t h e  seven dimensions and the t o t h  scdle w i l l :  ' 1 
b -1 

(a) .increase from p re t e s t  t o  week 1 2 ;  9 + 
(b) -not change between any other  t es t ing  periods. - 3 1 

Hypothesis 6: self-concep+.ideal. I t  i s  hypothesized t h a t  self-concept 
' 4 

5 

ideal  as'measured By the  Elsworth-Coulter semantiC d i f f e r e n t i a l  Wyself hs I ' ' '1 
3 

, j  

;odd l i k e  to-be", f o r  each-bf the seven dirdensiohs and the t o t a l  sca le  r ~ i l l : '  
P . , 

- - 
- 9  - - -  

- -- {a) not change f r o ~  p re t e s t  t o  week 32; -3- 
' 1  

A (b) not .change between any other t es t ing  'periods. 

I-&ypothesis 7: Self-conkept discrepancy scores. It is  hypothesized . i  9 
i 
j 

tha-t the self-concept discrepancy scgres ( the  difference between actual  and + 

'I i 
idea l  self-concept, a s  measured by t h e  semantic d i f -  , - I d 

i 

, - f e r en t i a l s ) -  fo r  each of the  seven dimensions and the t o t a l  sqale wiU: 1 
t t 

(a) decline from pretest t o  week 12; 
t 'rr' b 

(b) not change between any other  t e s t i ng  peAods. i 
A l l  hypotheses w i l l  be tes ted by analyse-s of covariance (ANCOVA - post-  f 

-- -- -- 

I 

t group comparisons) and, where appropriate, by Tukey HSD and i t e s t s  - 
1 - 

(matched groups a t  p r e t e s t  and posttest): Differences between scores  rill 

be considered t o - b e  s t a t i s t i c a l l y  s ign i f ican t  a t  t h e c . 0 5  lev81 of confidence. - 
# + . . 

9 

I 

4 



~ > 
! Rationale 
i 

, - 
A s  i n d i c ~ t e d  i n  t h e  previo+ew s tud ies  have been reported 

b t h a t  attempted t o  measure s p e c i f i c  changes e erienced by student-  

teachers a s  t h e  practicum progressed. measured t h e  develop- 

+ ment of teaching soph i s t i ca t ion  and over 16 week 

1 
using % w u  s m 4 - 4 ,  urtnabAwQ; pup teachers, ~retest-kd p&-A&---- 

4 

t e s t  measures taken a t  weeks one and e igh t ,  and one and 16, indica ted  no 

s i g n i f i c a n t  d i f ferences .  Gregory (1976) s tudied changes i n  aspec t s  of 
- - - 

self-concept  and t each ing  anxiety i n  <groups of s tudent-teachers under- 

taking d i f f e r e n t  lengths o f + i n i t i a l  and f i n a l  p rac t i ca .  He a l s o  measured 

- professional  self-concept  a t  t h e  mid-point of a six-weeks practicum and , . .  

reported few s i g n i f i c a n t  changes. However, 'Ithe sample of s tuden t s  for ,  t h i s  , . 

e x t r a  sez  of  t e s t s  was small" (Gregory and Allen, 1978, p. 60). No attempt ' 

- - - - - - - - - 
-- - - - - - - - - 

was made t o  r e l a t e  t h i s  group's p r e t e s t  and p o s t t e s t  scores t o  t h e  major a -  

samplys scores.  The published d a t a  revealed t h a t  t h e  sub-group had ' 

J * 
lower p o s t t e s t  ;cores and, with one exception, ,higher p r e t e s t  scores  than- 

r 
t h e  major sample. 

: 

The s tud ies ' r epor ted  i n  t h e  review of t h e  l i t e r a t u r e  cover such a 
7 - 

diverse  a r r a y  of teaching s i t u a t i o n s  *and practicum programs, and employ many . 
* 

d i f f e r e n t  stud? designs and instruments t h a t  at tempts ' to draw firm summary 

conclus.ions would be hazardous. I t  would appear t o  be unwise and un- ' -  , 

- jmtifiea-to -creat~speicTf~hypot'neses r e l a d  fCchanges during t h e  
d 

% 

- ~ k & k & ~ ~ ~ - ~ l - ~  . 
Teaching Anxiety 

. . 
In l i g h t  of the4Gregory (1976) study in which all groups repor ted  . 



I 

I 
\ 

, s i gn i f i c an t  declines i n  teaching anxiety by the  end of t he  p rac t ica ,  it t 

4 

appears t o  be j u s t i f i e d  t o  hypothesize an overall  f a l l  i n  student-teachers '  , 

anxiety from p re t e s t  t o  week 12. I t  should a l so  be not& t h a t  although , 

there  i s  no evidence t o  suggest t h a t  t h e  cha rac t e r i s t i c s  of the  current  

study's  sample a r e  comparable t o  t he  sample i n  the  Gregory (1976) study, 
- - -A - - -- A -- A - --2---A-- 

the  - EDUC405 - -  program has not been amended subs tan t ia l ly  s ince  the spring 
x 

semester of 1976. Reductions i n  teaching anxiety have a l s o  been reported 

by Iannacone and Button (1964), Poole (1972), Poole and 

Sorenson and Halpert (1968) i n  p re tes t -pos t tes t  s tud ies  

varying lengths of p rac t ica .  

The spec i f ic  hypothesis t h a t  teaching anxiety w i l l  
6' 

Gaudry (1974), and 
t 

undertaken during 

f a l l  s ign i f ican t ly  

by week nine i s  based on known program fac tors .  An interim evaluation 
d 

w i l l  be completed f o r  a l l  student-teachers by t he  end of week seven. 
- 

Student-teachers who a r e  cons-?dere una3Te t o  meet the  goals of- the  - - - - 

program w i l l  be recommended f o r  withdrawal. Student-teachers who continue 

; . in  the, program a f t e r  week seven may be.expected t o  f e e l  a sense of progress 

and a meyure of_success.  By the  end of week nine, studefit-teachers a l so  
- , ,' 

w i l  f have completed a subs tan t ia l  period of ful l - t ime c l  ssroom teaching. 

Professional self-concept and self-cbncept 

The l i t e r a t u r e  reveals  a range of conf l i c t ing  findings,  though recent 

x e s  suggest t ha t  aspects of p r i fess iona l  self-concept and self-concept 
- -- - -- - -- - - - -- -- -- - --- - - -- - 

need not inevi tably  decl ine  during a practicum experience. The recent trend 
- - -- - 

appears to-be associated with p r ac t i c a ' t ha t  incorporate a gradual in t ro -  

duction to. teaching, supervision t ra in ing  and r o l e  c l a r i f i c a t i o n  f o r  

cooperating teachers and univers i ty  supervisor tended time i n  the  c lass -  

rooms, and pos i t ive  support f o r  student-teachers (Coulter, 1976; Dumas, 1969; . . 



Gregory, 1976; Gregory and Allen, 1978). The Simon Fraser  Universi ty 

Professional  Development Program appears t o  possess a l l  these  a t t r i b u t e s .  

~ypothes ize 'd  i n c r e a s e s  i n  professional  self-concept  ac tua l  and s e l f -  

concept ac tua l  a r e  based s p e ~ i f i c a l ~ ~ ' o n  the  Gregory (1976) study, which 

rep~xted-signif icans increases ~n 12 uf the 14 dimensipns-+d--&e Bswert-k- 

Coulter semantic d i f f e r e n t i a l  sca les .  Simllar  f indings  have been reported 

by Coulter  (1976), Dumas (1969) and Smith and Adams (1972), though decl ines  

were reported widely. i n  e a r l i e r  s tud ies .  Again, it appears 1 i k e l  y t h a t  

t h e  program a t t r i b u t e s ,  out l ined above, were a contr ibutory  f a c t o r  i n  the  I 

various self-concept  increases .  .- 
There is  general agreement t h a t  professional  ~ e l f ~ c o n c e p t  idea l  and 

V , 
, 

- - 
self-concept  idea l  a r e  r e s i s t a n t  t o  sign_if-i-c&t change. This has  been 

reported by Coulter (1974; 1976), Gregory (1t76) and Walberg (196%) who 
- 

- - -  - - - -- - - 

used s i m i l a r  sca les  t o  measure these  concepts. The hypotheses t h a t  d i s -  

crepancy scores w i l l  dec l ine  s i g n i f i c a n t l y  from p r e t e s t  t o  week 12 r e f l e c t  

G t i c i p a t e d  r i s e s  in-actual  profess ional  self-concept  and ac tua l  self-concept 

of a magnitude t h a t  w i l l  be s u f f i c i e n t  t o  overcome s l i g h t ,  but i n s i p i f i c a n t ,  - I . , 
/,- 

1 

alls i n  idea l  prdfessional  -self -concept and idea l  se1j?-co&ept, a s  P i , / J B 
repor ted  by Coulter (1976) and Gre&arp[1976) . f 

i 
, i 



, Y 

CHAPTER 4 

Methods and Procedures 

Subjects \ 

The subjects in this study were volunteers from'the Simon Fraser 

L!niversit~_Professional Development Program. _All _~tud_ent~teachers w i t L  
- 

confirmed placements in the ED. 405 course, scheduled for the Spring 1979 

- - 
semester (see Figure 3) were invited to; pa~ticipate, as outlined in 

f - 
Appendix C. Letters were posted to individual student-teachers addressed 

/ 

to each student-teacher's school address, care of the School Associate, 

to reach the school before the first day of the practicum. The population - .  
at December 29th, 1978 numbered 369 but late withdrawal; and changes to - 

placements reduce4 that population to 354 at January 3rd, 1979. 219 

student-teachers agreed to participate by r&turning their pretest question- - 
- - - - - - - - f -  

naires. Three incomplete returns and five late returns were eliminated 

reducing the final pretest .sample to 211. This represented 59.6% of the 

- population. 

Comparisons between the population and the pretest sample on 

available characteristics are reported in Table 3. A statistical analysis 

revealed no significant differences betwgen the population and pretest 

sample for 'sex, teaching level and location (Chi square, 4x2 contingency 
/= 

table, -x2-= 2.26;- @p ccT&S,- ~ ~ ~ 1 4 ~ ~ s i s - ~ t a ~ ~ e ~ c & ~ f  

are reported in Appendix B. 



Table 3: E D .  405 Population and Sample Charac te r i s t i c s  a t  P re tes t  

d 
/' 

Elementary Secondary 

Female Ma1 e Female Ma1 e Tota ls  

N % N " 6 N % N " 6 N % 

Lower mainland 

Papu la t ion  U)5 29-66 35 9.238 24 6-78 31 - 
Sample 62 29.38 19 9 17 8.06 13 

I n t e r i o r  s i t e s  . e 

Population 99 27.97 28 7=91 12 3.39 20 
Sample - 6 2  29.38 I8  8.53 9 =4.27 3 3  

Totals  

Population 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 t o t a l  of 195 student-teachers completed the  p o s t t e s t  a t  various times - 

during t h e  semester, as repor ted  in-Table 4. Of t h e  16-respondents who 

f a i l e d  t o  respond=to the  p o s t t e s t  round, 10 had withdrawn from t h e  program 

before the  p o s t t e s t  was administered. A check of population withdrawal in -  

d ica ted  t h a t  t h e  sample a t  p o s t t e s t  continued t o  represent  approximately 

60% of t h e  successful  E D .  405 Spring 1979 candidates.  

Table 4: Numbers i n  Sample a t  P r e t e s t  and Pos t t e s t  

P o s t t e s t  a s  % % 
Group Pre tes t  - - -  - P o s t t e s t  

- - - -- -- o f  pretest A t t r i t i o n  

T ' z -  - ---r- -- -- 

1 . 9 1  , 

2 53 50 94.34 5.66 
3 53 4 9 92.45 7.55 
4 5 3 4 5 84.91 15.09 

Total  211 195 92.42 7.58 



Independent Variable 

The Simon Fraser  Universi ty Professional  Development Course ED. 405, 

Spring 1979 a - . 
s tudent- teachers  undertaking t h i s  course completed ED. 40l)and 

E D ,  402 during t h e  F a l l  1978 semestkr (see Figure 3 ) .  The m ~ r i t y  of 4 
'! 

program during t h e  Summer 1979 semester by undertaking course ED.  404 

on campus. 

E D .  405 i s  one of t h e  most important and innovative fea tu res  of 

t h i s  Professional  Development Program. The three-months in tens ive  and 

continuous exposure of  s tudent - teachers  t o  the  r e a l i t y  of t h e  classroom 

permit(s)  t h e  s tudent i -Treed from t h e  c o n f l i c t i n g  demands 
of un ive r s i ty  course work, t o  focus h i s  energies  on h i s  
profess ional  growth. Furthermore, the  increased length 
of experience removes some of t h e  a r t i f i c i a l i t y  o f  the  

- 'pop in-pop out' type e f  p raec ice  keaching ( E l l i s ,  1 9 6 3 ~  p. 425). - - 

During t h i s  period "the person-who w i l l  l a t e r  teach has an opportunity t o  

t e s t  hypotheses under c a f e f u l  supervision and t o  exploie and develop 

concrete and speci 'fic p lansW*that  a r e  unique t o  h i s  own personal i ty"  cT ' 
(De Nevi, 1974, p. 20) .  Each s tudent- teacher ,  i n  conjunctian with t h e  

~ s s o c i a t e s ,  i s  required 

( i )  t o  plan a personal program of extended teachingainvolving 

statements of ob jec t ives ,  a c t i v i t i e s ,  resources and evaluat ion  

procedures ; + 

( i i i )  t o  evaluate t h e  program and personal  teaching performance; and 



- - - -- - -- - - - - a 

( iv)  t o  develop personal goals  f o r  the  f i n a l  course i n  t h e  Professional  

Development Program (Denos, Note 1, p. 18). 

The student-  teachers  gradually bu i ld  up t h e i r  endurance and teaching 
-- 

load. They progress from teaching a small proporkton of t h e  School 
.I _-- 7- 

~ s s o c i a t e ' s  load e a r l y  i n  t h e  course t o  handling t h e  f u l l  teaching load f o r  
w 

t h r e e  t o  four  weeks l a t e r  i n  t h e  course a t  a time t o  match each student-  
- --- L--L--LL-L--Lu-L---Lp--- - -- ---- --- 

t eacher ' s  individual  progress and demonstrated competencies. 

Af ter  seven o r  e igh t  weeks t h e  student-teacher,  Faculty Associate and 

S - c h ~ ~ o l  Associate prepare a mid-semester formaItlive~~evaluationcovering pxogress 

made so  f a r  and s e t t i n g  goals  f o r  the  remainder of the  course. This evaluation 

is based on data  obtained from t h e  cycles  of supervision undertaken by the  

G 
t r i a d  members, with a heavy emphasis on t h e d a l y s i s  completed by the  student-  

teacher and School Associate. A s  each Faculty Associate is  assigned approxi- 

mately 15 student-teachers,  v i s i t s  t o  each student-teacher a r e  l i k e l y  t o  
- - - -  - - -- - - - - -- - - - - - - - - --- -- - - -- - - - - - -- 

occur on= everytwo weeks, supplemented with occasional workshops on campus 

02 a t  external  s i t e s .  The summative evaluation,  completed a t  t h e  end of 

the  teaching period r e p o r t s  on t h e  work of  t h e  "novice profess ional  teacher,  

a l b e i t  with c l e a r  needs f o r  f u r t h e r  profess ional  development" (Denos, - 

Note 1, p. 18) and records t h e  completion of t h e  period of p r a c t i c a l  ex- 

perience required f o r  a Provincial  teaching c e r t i f i c a t e .  

The University.emphasises t h a t  t h i s  course i s  p a r t  of a preservice  

developmental program. There should never be an upper 
- rimit- rmhe s t u ~ c t e n r t s ~ e ~ e - ~ o p ~ ~ e r ~ ~ o r n -  

s k i l l s  . . .. If a p i l o t  analogy is used t o  express 
~ ~ & - r - e m p e % e w l r J ) - b ~ ~ ~  

student  should be a b l e  t o  f l y  t h e  a i r c r a f t  a t  a bas ic  
l eve l ,  and should be capable of handling e s s e n t i a l  
operat ions e f f e c t i v e l y ,  i . e . ,  landing and take-off .  
By t h e  end o f  ED. 405 the  student  should be ab le  t o  take  
an-extended s o l o  f l igh t 'which  he  p lans  and executes - 



he should be capable of a l l  bas ic  operat ions.  H e  should be 
a b l e  t o  navigate and have*the confidence required  f o r  ex- 

- tended so lo  f l i g h t s  under normal operat ing condit ions.  The 
s tudent-should  have t h e  i n s i g h t  and commitment t o  improve iC 

h i s  own teaching a f t e r  leaving t h e  Program (Kaser-Cannon 
and Marsh, Note 6 ,  p. 15). 



De~endent  Variables 

The Parsons ~ e a c h i n ~  -Anxiety Scale  (TCHAS) 

The TCHAS (reproduced i n  Appendix C) was developed between 1965 

and 1973 a s  the  r e s u l t  of  research  t o  cons t ruct  a "val id r e l i a b l e  in -  

strument f o r  the  assessment of anxie ty  s p e c i f i c  t o  t h e  teaching s i tua t ion"  
/ 

-- (Parsons, D13h,+. 1)..1 t i s  a -self -reporting, 29-item-sc&e-on+ - w h i c h - -  -- 

t he  student- teacher r e g i s t e r s  a degree. of agreement ranging from "Never = I", 
- - -  - - 

t o  "Always = 5", with in termedia te  opt ions  of "Infrequently = 2", 
- - - - - - - - - - - - -- - - 

"Occasionally = 3", and "Frequently = 4". Fourteen o f  t h e  29 items a r e  

reversed t o  avoid acquiescent  s e t .  

The author r epor t s  a c o r r e l a t i o n  between two forms of t h e  s c a l e ,  

administered h a l f  an hour apa r t ,  of  .94, and a "one-day t e s t - r e t e s t  Pearson 

Product Moment c o r r e l a t i o n  . . . of  .95" (Parsons; 1973b, p. 2) .  In te rna l  

consistency fo r  various samples completing t h e  s c a l e  range from .87 t o  
- - - - - - - - - -  - -- - - - 

-94 (Parsons, 1973b, p. 2 ) .  Confirmation o f  t h i s  high i n t e r n a l '  consis-  

tency was provided by Gregory (1976) who reported r e l i a b i l i t y  measures of 

.87 and .86 f o r  samples o f  520 an@ 401 student- teachers (p. 207). Construct 
..* 

L / / 
v a l i d i t y  o f  the  s c a l e  is  es tab l i shed  by reference  t o  change over time, com- 

ponent ana lys i s  and group di f ferences  (Parsons, 1973b, pp. 2-3; 1973a) . 
/ : 

Minor a l t e r a t i o n s  were made t o  t h e  wording t o  c l a d f y  11 items on t h e  

s c a l e .  The term "Faculty Associate" was s u b s t i t u t e d  f o r  "college supervisorf t  

page of t h e  instrument. 

Elsworth-Coulter Semantic D i f f e r e n t i a l s  

The Elsworth and Coulter  (1977) i n s t k e n t  has been designed t o  ,measure 



L d 
change, on a number of dimensions, i n  t h e  se l f -percept ion o f  groups of  

/ 

student-teachers involved i n  a program of preservice  teacher  education.. 
/ 

The instrument was developed t o  provide teacher educators with an evaluat ive  I 

i n s i g h t  i n t o  t h i s  "important aspect  sf professional  s o c i a l i z a t i o n  . . . i n  
I 

order t h a t  programs, o r  aspects  of programs, which deprecia te  self-view 

might be  ~ e ~ i e w e d "  (Elsworth and Coulter ,  1977, pp. 4-5).  
- P- ---- - 

- 
- 4 -  

- - - - - - - - 

The semantic d i f f e r e n t i a l  sca les ,  reproduced i n  Appendix C ,  employ 

32 p a i r s  of adjec t ives  t o  repor t  each of four  concepts. The concepts 

a s  I Would Like t o  Be" ( idea l  s e l f ) ,  and the  prpfessional  congepts of 

"Myself as  a Teacher1' ( ac tua l  teacher)  and T h e  Teacher I would Like t o  - - 
Be" ( i d e a l  teacher) .  Seven dimensions a r e  i d e n t i f i e d  and measured within 

each s c a l e  - Crea t iv i ty ,  Orderl iness,  Warinth-supportiveness, S a t i s f a c t i o n ,  
r 

I .  

Clar i ty ,  Energy-enthusiasm, and Non-conformity (see Table 5). Items 

- --  - - - --- - - - -  - - - - -  -- - -  - 

a r e  d i s t r i b u t e d  randomly t o  t h e  s c a l e  ,and reversa l s  a r e  included t o  avoid I 

t 
a D ) .  Each item c a l l s  f o r  a response along 

B seven-point continuum. Re may be coded "7" pos i t ive ,  ranging 

t o  "1" negative, with subsequent s m i n g  t o  provide raw score  s c a l e s  f o r  

each f a c t o r .  For example, t h e  s c a l e - p a i r s  fo r ' the  dimension l 'Sat isfact ion'r  

occur a s  items 8 ("sa t i s f ied-dissa t i s f ied")  , 13 (flfulfilled-frustratedlf) . 

and 22 ("discontented-contented"; . reversed) on each sca le .  The responses 

may be scored and then summed-to reveal  a r a w  score f o r  t h a t  dimension, 
_ - -  

- 
- 

7s 
The discrepancy between "actual" and "idegllf perception scores  may 

4 
- - - - - 

be ca lcu la ted  t o  provide "an index of profess ional  adjustment, o r  a general 

measure of the  extent  t o  which s tudents  saw themselves as f r u s t r a t e d  o r  

f u l f i l r e d  on each dimension of  . . . behaviour measured" (Elsworth and Coulter ,  



* 
-- - - - -  - - - - - -- - - - - - - - - - 

- - T---- 

Table 5: Elsworth-Coulter Semantic.Differentia1 Scales: Dimensions and 
Adj ectival Pairs 

creativity (CR1) 3 

adaptab 1 e - . ,-- rigid 
- imaginative - unimaginative 

creative - uncreative 2 
-- 

- - -  Order1 iness C02) a - _ _ _  A A _ -  A - - _ -_ - -  - - 4 
2 
j - - - - -- - systematic -- random . - -- 

jumbled - arranged 
orderly - chaotic 
prepared - unprepared 

- - - - - -  

I ! 
mgit~fjIZe& - clisorgarrized 2 - < 
efficient inefficient 

Warmth-supportiveness (W3) - 
I 

comforting - reproaching s 
kind - mean 2 

esteeming - ,  insulting 
rewarding - punishing 

- 
4 

warm cool 4 
f riendf y - hostile 

z i' 
Skisfaction (S4) 

- - - - - - - -- - - - - - - - - - - - - - - - - - 

1 - - 4  
I satisfied - dissatisfied A 

contented - discontented i 
fulff lled - frustrated 

1 
i 

Clarity (CL5) + -r' * 

sharp blurry { 
informing puzzling I 

5 

clear vague 5 
lucid obscure 4 

3' 
Energy-enthusiasm (E6) , 

enthusiastic - unenthusiastic 
energetic - inert 
eager - indifferent 
spirited - - - - -- - --- apathetic pp - - -- - - - - --- - 

fresh - stale 

- - 7 - Non- conf o d y - c N 7 )  
f 

$ 
3 

unconventional - conventional 
non-cdnforming - conforming 
unusual - usual 
liberated 

\ - restrained 
free - constrained 

- 



- The instrument was first deveqoped in 1973 using a pool of items 
C 8 

.-= describing teacher behaviour which,~'the authors argue, had "objective . - v,alue 
v - 

in the sense that they . . . (were) concerned with professional behaviour 
which . , . (could) be intuitively or empirically related to pupil growth" 

(1971) who identified the important global concepts of teacher clarity, 
-- - 

- - - - - - - -- - =- - - -  - -- 

flexibility and warmth-supportiveness. The original.instrhent contained 
L -- - -- 

56 items, but following extensive testing and analysis for concept-scale -- interaction was reduced to 32. The form used for this study is the 

August 1977 revision (Elsworth and Coulter, 1977). 

The authors repart "high and consistent loadings on the same dimension 

across different concepts and sub-groups of respondents (male-female, - 
elementary-secondary - - - student-teachers"; - - - -  Elsworth - -- and - Coulter, 1977, - - -  p. 18). - - - -- 

Noting that Nunnally (1967) considered scale reliability of .50 to .60 as 

adequate, the authors reported reliability values of .56. to .89 with a 

median vglue for the professional self-concept scales of .78,,based on a 

sample of over one thousand student-teachers measured on two occasions 

(Elswofth and Coulter, 1977, p. 20) . As the total 32-item' scale reliabilities 

were found to be high the authors clailn that the use "of the total score on 

-the scale as a general measure of professional self-esteem . . . seem(s) 
- t c r  b tre justified (Ei sworth--an& -Cox t t ~  l377,p.+ZTyr- 

I *  

in his Canadian study. He reported,reliabilities ranging from .64 to -89, 
C 

with a median value of .70, for the concepts "Teacherpctual" and "Teacher 

ideal" using a sample of 533 student-teac ers (p. 204). Extensive attempts f 



4 
to demonstrate content, predictive and construct validity are also 

reporte$JElsworth and Coulter, 1977, pp. 23-51). % 

d Dominant Incidents 

.>Each respondent was asked to describe one or more incidents that had 

occurred during fhe practicum and which could be considered to-be dominant, 

ye5 represenat-gve-of tk+prstetiem ;-- The -responses--iere-opedeb;aRb--.-- 

- ' 4  
- - - - 

designed to provide some information for the interpretation of results on 

the teaching anxiety and self-concept scales. This question is reproduced , - 
-- 

- 
- - - - - -- 

in Appendix C. 



Procedures 

* ?  7 J 

'to undertake a study of changes in the teaching anxiety 

- and self-concepts of student-teachers was taken in early November, 1978. 
f 

A draft of the proposal was submitted to the. Director. of the ~rbfe;sional - 
- 

~ - 
Development Program in mid-November with a request for p"ermission to ' - 

4~ approach student-teachers who wkld enrol in ED. 405 for L the Spring 1979 
A 

-t 4 

semester. The request was approyed by a m&eting-of Coordinators held on . 
- 

- -- - 
November - - - - -- -- 28th, - - - - 1978 - -- (see -- Appendix - E - for - detailed - timetable) . P 

I 
, In an attempt. to create a positive and receptive attitude the 

2 

* 

researcher addressed a meeting on Decemberf4th, 1978 of student-teachers 

enrolled in the campus ED. 402 program. Approximately 65-70% of the 

anticipated lower mainland student-teacher population for Spring 1979 at- - 
tended the meeting. They heard a brief description of the study and 

course would receive a mailed'request for garticipaltion in the two rounds 
, 

of the sfudy. The study was also outlined to all Faculty Associates and 

1 
' Coordinators during their Decen5er meetings and valuable feedback was 

> 

re=eived on procedural and theoretical &%?rs: 

A pretest package was prepared for each student-teacher during late 

December and mailed to the student-teacher to. arrive by the first day of 

ED, 405. The letter was addressed to each student-teacher's school, care 

of the School AssociaTe. This fQyt was chosen . to reduce-delays in 
delivery within the school. Each package contained the following >mterial - + 

. -. 
. (see Appendix C): 

, (i) letter of introduction and request for participation in the study; 



- 

( i i )  P re tes t  comp'rising: page one - questionnaire covering demographic 

information; , 

1 %  . 
( i i i )  pages two t o  four  - "student-teakher questiohnaire" (Parsons 

~ e & h i n ~  Anxiety Scale - 29 i tems);  
G 

f i v e  t o  n ine  - S t ~ d e n t ~ t e a c h e r  ques t ionnaire  (Elsworth- 
- - - - - - -- - - -- - -- -- -- 

Coulter semantic d i f f k i ~  on f o u r  concipts: Wyself" ,  

"Myself a s  I wou t o  betr,  Wysel f  a s  a teacher" ,  and "The 

Teacher I would l i k e  t o  be"; 
- 

(v) postage-paid and addressed re tu rn  envelope. . - __-- 

Responses received by Jqnuary 23rd, 1979 (one week a f t e r  the  l a t e s t  - 

requested completion date)  were randomly assigned'to dfie of four  p o s t t e s t  

groups using s e t s  of  random numbers obtained from t h e  A.P.L.  number generator 

* pS&$ t h r o ~ g h  t h e  Uniyerri ty Computing Center. The study design is  
- ,  

- -.- i fiuztrated -f:.igure 14. Pretest r e t u r n s  were codGrfanh r e c o r d e H o r  sub--- - 7 

sequent key punching and- computer ana lys i s .  Checks were made f o r  s ign i f i can t  

d i f fe rences  between responses comp1eted.on t h e  recommended day and those . '  
. ' 

1 -. 
responges showing a s l i g h t l y  later completion date .  A f u r t h e r  ana lys i s  was 

undertaken t o  check t h e  randomness of t h e  d i s t r i b u t i o n  t o  t h e  four  post-  

i - I 

test groups. 
. . 

As indica ted  i n  &ure 4, each p o s t t e s t  group was asked t o  complete 

t h e  f i n a l  set of ques t ionnaires  on-6nk of  four  dates  during t h e  practicum. 
1 -  

- - - - - - --- -ppppp - -- 

Ihe p o s t t e s t  paikage xai' &st&" t o  t h e  student-teacher ' s school a f t e r  
P 

checkingathat  t h e  appo'llntment w a s  s t i l 1 " e u r r ~ t .  - t " 
> 

- ,  t o  t h e  p r e t e s t  with- t h e  e icep t ion  df the  covering 

page. m e  l a t t e r  contained a request  for de&i l s  

. * '  

The package was i d e n t i c a l  

l e t t e r  and explanatory 
f .  -. 
of the  s tudent- teacher ' s  
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/ 

academic background p r i o r  t o  admission t o  the  Professional  Development I . 

Program, anh f o r  r eac t ions  t o  t h e  practicum (see Appendix C ) .  

Any p o s t t e s t  outstanding a f t e r  one week was followed up by a 

-I f u r t h e r  l e t t e r  containing a dup l i ca te  s e t  of p o s t t e s t  ma te r i a l s .  Although 

approximately 40 reminders were s e n t  during the  course of  t h e  study t h e  

majorl'ty was found t o  be mnecessary  a s  t h e  o r i g i n a l  s e t  appeared ~ C ~ ~ V F - - - - - -  
- 

been delayed i n  t h e  mail and a r r ived  soon afterwards.  A s  s tudent- teachers 

lef t  t h e i r  schools s h o r t l y  a f t e r  the  completion d a t e  s e t  f o r  the  four th  

p o s t t e s t  group, Faculty Associates were asked t o  encourage s tudent-  

teachers  i n  the f i n a l  group t o  complete t h e  p o s t t e s t  on time and re tu rn  



CHAPTER 5 

-- Results  
F 

Data Analysis - 

The ana lys i s  of t h e  teaching anxie ty  and se l f lconcept  da ta  u t i l i z e d  

components of  the  S t a t i s t i c a l  Package f o r  t h e  Social  Sciences, Number 7 
- - -- - - - a - 

(Nie, .Hull ,  Jenkins,  Steinbrenner,  and Bent, 1975). This package was 

designed s p e c i f i c a l l y  t o  analyse p roper t i e s  o f  m u l t i p l e - a t t r i b u t e  t e s t  

- sca les  used ' in  the  SocA3-Sciences and t o  undertake a range of appropr ia te  

computations. Proper t ies  of  s c a l e s  analysed i n  t h e  p resen t  s tudy were: 
- 

(a) scores f o r  each subjec t  on each dimension and each s c a l e ;  

[b) means; 

(c) s tandard devia t ions ;  - -  

(d) s c a l e  r e l i a b i l i t y  {Cronbach 's c o e f f i c i e n t  alpha) . 
- - - 

Analyses of var iance  (ANOVA) were used t o  measure d i f fe rences  between 
C 

the  four  randomly formed p o s t t e s t  groups on 49 f a c t o r s  a t  p r e t e s t  - t he  

f i v e  t o t a l  scores on t h e  Parsons and t h e  Elsworth-Coulter s c a l e s ,  t h e  28 

dimensions of self-concept  (;even dimensions on each of  t h e  four  s c a l e s ) ,  

and 16 self-concept  discrepancy scores .  Differences between t h e  p r e t e s t s  

reported t o  have been completed on time and p r e t e s t s  reported t o  have been 
7 

completed up t o  t h r e e  days l a t e r  were measured by - t t e s t s  f o r  each of t h e  

49 dimensions - and sca les  i d e n t i f i e d  above. 
- - -- - - - -- - - - - - - - -- - -- - - - - -- -- - -- - --- 

Two major s e t s  of analyses were undertaken i n  th5s  study. Following a 
- - - -- - - - -- -- - - - - -- -- - - - - - - - - -- 

check f o r  s i g n i f i c a n t  group i n t e r a c t  ion, anialy&s of covariance (ANCBVA) 

were employed t o  analyse t h e  four  p o s t t e s t  groups, with p r e t e s t s  a s  t h e  



- -- - - -  - - -  

covar ia t e ,  on a l l  49 dimensions and s c a l e s .  Where s i g n i f i c a n t  d i f f e rences  -- 
were reported,  the  p o s t t e s t  da ta  were subjected t o  Tukeyls Honestly 

S i g n i f i c a n t  Differences Test  (HSD) using means adjus ted  f o r  p r e t e s t s .  

F inal ly ,  matched group - t t e s t s  were used t o  compare t h e  p r e t e s t  and post-  

t e s t  scores  of each of the  four  groups on dimensions where s i g n i f i c a n t  

d i f ferences  had been repor ted .  Results  were considered t o  be s t a t i s t i c a l l y  
- A 

s i g n i f i c a n t  where E < -05 ( two- ta i led  t e s t s ,  except where noted). 

Results  

Comparisons of f o u r  groups at p r e t e s t .  Complete r e s u l t s  o f  t h e  ANOVA 

a r e  reported i n  Appendix F. A f u r t h e r  check of groups t o  inc lude  p r e t e s t  

respondents who did  not  complete a p o s t t e s t  round (N = 211) revealed no 

s i g n i f i c a n t  d i f f e rences .  I t  was t h e r e f o r e  apparent t h a t  t h e  groups were 

homogeneous and t h a t  subsequent p o s t t e s t  comparisons would be appropr ia te .  

Comparisons of p r e t e s t s  - on time and later:  A t t e s t  comparison o f  - 
- - - - - - 

p r e t e s t s  completed on time ( n  = 168) and up t o  t h r e e  days l a t e  (n = 27) 

was undertaken f o r  each of t h e  49 dimensions and s c a l e  t o t a l s ,  a s  reported 

i n  Appendix G.  S ign i f i can t  differences. were revealed f o r  t h e  dimension 

o f  "Non-conformity" on the  profess ional  self-concept  a c t u a l  and i d e a l  

s c a l e s  and subsequently on t h e  profess ional  self-concepts  discrepancy 

s c a l e  (p < -05) .  In  each case  t h e  l a t e  group was more conforming. 

However, the  d i f fe rences  were marginal, and a s  49 t t e s t s - h a d  been com- - 

p l e t e d  the  f inding d i d  not  exceed t h e  number of s i p i f i c a n t  r e s u l t s  t h a t  
--- - - 

may have been expected t o  occur by chance alone at t h e  -05 confidence - A  

--- - - - - - - - - - - - - - -- - 

l e v e l .  A s  t h e  l a t e  p r e t e s t s  had been d i s t r i b u t e d  approximately equally and 

randomly t o  t h e  four groups, and a s  no s i g n i f i c a n t  differences had been 
- 

revealed among these  groups, t h e  l a t e  p r e t e s t s  were included with assurance. 



Scale  ana lys i s .  The s c a l e  r e l i a b i l i t y  ~ o e f f i ~ i e n t s  (Cronbachls 

c o e f f i c i e n t  alpha) of each s c a l e  a t  p r e t e s t  and p o s t t e s t  a r e  reported i n  

Appendix H .  very*hi;h r e l i a b i l i t y  c o e f f i c i e n t s  were obtained f o r  the  
,bi ,. 

Parsons Teaching h x i e t y  Scale (. 87 and . 9 l ) .  This instrument was 

accepted with confidence. Scale  r e l i a b i l i t y  c o e f f i c i e n t s  f o r  t h e  56 

p r e t e s t  and p o s t t e s t  dimensions o f  the  four El'sworth-Coulter self-concept  
- - - .  - -- 

sca les  genera l ly  were very high:  More than hal f  of  t h e  measures were 

> .80, with a median of -80. A l l  f i v e  c o e f f i c i e n t s  between .50 and .59 

were on idea l  sca les ,  a s  was t h e  s i n g l e  undesirably low c o e f f i c i e n t  of 

.40 on t h e  "c lar i ty"  dimension of the  i d e a l  teacher s c a l e  a t  p r e t e s t .  

. The authors o f , t h e  s c a l e  reported genera l ly  lower r e l i a b i l i t y  es t imates  

on i d e a l  than on ac tua l  s c a l e s  and considered t h i s  t o  be "a r e f l e c t i o n  of .. . 
t he  considerable a t t e n u a t i o n  i n  response variance" (Elsworth and Coulter ,  

d 

1977, p.  22) on the  a s p i r a t i o n a l  concepts.  Although t h i s  does not  wholly 
- - - - 

account f o r  the  one very low r e l i a b i l i t y  c o e f f i c i e n t ,  t h i s  s i n g l e  r e s u l t  

was not considered t o  be s u f f i c i e n t l y  se r ious  t o  c a s t  doubts upon the  

instrument a s  a whole. The genera l ly  very high es t imates  enabled it t o  b e  
-J 

- 

accepted with a high degree of  confidence. 

Major ana lys i s .  Comprehensive s e t s  of  r e s u l t s  and analyses ace  

presented i n  Tables 6 t o  34. Results  presented i n  t h e  form of mean I 

scores  f o r  each group supported by standard devia t ions  and mean d i f fe rences ,  

p r e t e s t  and p o s t t e s t .  - A l l  - analyses -- a r e  - - reported -- - - i n  -- d e t a i l .  Fm - -- 
- - In -- - - -  order  t o  - --- "---- - 

7 

f a c i l i t a t e  the  understand* of t rends  i n  the  szores  from t e s t i n g  period 
- - - - - - -- - - - -- - - -- - -- - - 

t o  t e s t i n g  period during t h e  practicum, Figures $ t o  11 have been con- - 

strutted t o  por t r ay  t h e  mean d i f fe rences  i n  scores on each dimension from 
0 

- p r e t e s t  t o  e w h  of weeks 3,  6, 9 and 12 (groups 1, 2, 3 and 4 ) .  A s  t h e  
/ 



.$ 
self-concept scales  employ varying numbers of items f o r  t he  dimensions 

.--- 
/ t h e  scores have been re-computed on a ba s i s  of f i v e  items per dimension, 

thereby allowing an accurate and appropriate in t rasca le  comparison. 

Hypothesis 1 : Teaching Anxiety 

I t  was hypothesized t h a t  teaching anxiety,  as - 

measured by t h e  Parsons Teaching Anxiety Scale 
w i l l  : 

- - I(& decl ine  from pre tes t  t o  week 12; A A - - - A - - A - 2 - L 

(b) decl ine  from pre tes t  t o  week 9; 
(c)' not change between any other t e s t i n g  periods. 

Results and analyses a r e  presented i n  Tables 6 t o  8. Mean differences 

between pre tes t  and pos t t e s t  scores f o r  each group a r e  portrayed i n  

Figure 5. 

Table 6: Results: Teaching Anxiety Scores a t  Pre tes t  and Pos t tes t ,  A l l  Groups 

Diff .  Diff .  t 
- Group N Mean S .D .  Mean S.D. vaiue 

Group 1 5 1 
Pre tes t  67.55 11 .58 
Post tes t  62.47 12.66 5.08 8.63 4 

Group 2 50 
Pretes t  66.74 11.35 
Pos t tes t  66.62 15.62 .12 11.17 .94 

Group 3 49 - 
Pretes t  70.08 11.68 
Post tes t  62 .'14 13.73 7.94 11.42 4.87*t 

Group 4 45 
pre tes t  69.87 
- - - - - - - - - - - - - - -- -- - - - 12.74 - - -- 

Post tes t  60.13 11.89 9.74 11.68 5.59*t 

Note : 

*E < .001 

tone- ta i led t e s t s  



Table 7: Analysis of Covariance on P o s t t e s t  Scores, Teaching Anxiety, - 

A 1  1. Groups 

r- 
Source , 

CovariaRe 
Main ef fec ts -group 
Expla-ined- 
Residual 

' Total  

Table 8: Tukey ~ ~ f ' o n  Adjustec 3 P o s t t e s t  Mean Differences,  Teaching Anxiety 

Mean Differences Between Groups 

? 

1 o 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 d i f f e r e n c e s  f o r  covar i a t e  a r e :  

Group 1: 63.19 
2: 67.94 
3: 60.97 
4; 59.12 

~ - - - - - - - - - -- - 

* 2 < . O 1  (HSD = 6.54; d f  4, 191) 



GROUPS 

.gure 5. Mean d i f fe rences  from p r e t e s t  t o  p o s t t e s t ,  groups 1, 2 ,  3 and 4, 
teaching anxiety.  



- - - -- -- --- 

The f i r s t  two sect ions  of hypothesis 1 were not re jected.  Very s ig -  

n i f i can t  declines (2 < ,0001) had occurred i n  teaching anxieky by weeks 9 

and 12 of the  practicum (Table 6) .  However, the f i n a l  sect ion of th; 

hypothesis was re jected.  The analysis  of covariance on pos t t e s t  scores 

revealed highly s ign i f ican t  changes (E < .0005 - see Table 7 ) .  A sub- 

sequent Tukey HSD t e s t  indicated t h a t  s ign i f ican t  declines in teaching 
- - -  - -- -- - -- - -- 

anxiety could be detected between weeks 6 and 9 and between weeks 6 and 

1 2  (Table 8 ) .  The decl ine  was a l so  s ign i f ican t  from p re t e s t  t o  week 3.  

In addition, a very sha l l  decl ine  occurred between p re t e s t  and week 6 .  The 
- - 

only r i s e  i n  teaching anxiety detected i n  t he  study was between weeks 3 

and 6, a substant ia l  but non-significant  increase and against  t he  trend 

of o ther  change. 
i 

I t  was hypothesized t h a t  professional  self-concept 
ac tua l ,  as  measured by t h e  Elsworth-Coulter semantic 
d i f f e r e n t i a l  "Myself as-a teacher"; f o r  each o f  the  
seven dimensions (creativi@y, order l iness ,  warmth- 
supportiveness, s a t i s f ac t i on ,  c l a r i t y ,  energy- 
enthusiasm, and non-conformity) and the  t o t a l  sca le  
w i l l  : 

Hwothesis 2:  Professional s e l f - c o n c e ~ t  actual  

(a) incr-e from p re t e s t  t o  week 12; 
(b) not  change betwee? any other  t e s t i ng  periods. 

Results a r e  presented in Tables 9 and 10, and analyses i n  Tables 11 t o  

13. Mean differences between p re t e s t  and pos t t e s t  scores fo r  each group, 

computed on a base of f i v e  items per  dimension, a r e  portrayed i n  Figure 6 .  

Hypothesis - 2(a) was not  re jec ted  f o r  t h e  dimension of order l iness  
- - - - - - - - -- - - -- -- - - - --- 

(Table 13). The hypothesis was re jec ted  f o r  a l l  o ther  dimensions, though 
- - -- - - -- - - - ---- 

the dimensions of c r ea t i v i t y ,  warmth-supportiveness, s a t i s f ac t i on ,  c l a r i t y ,  
- 

and t he  t o t a l  scale  a l l  increased from p re t e s t  t o  week 12. The energy- 

enthusiasm dimension did not change and t h e  dimension of non-conformity declined. 



Table 9: Results: Semantic Differential Pretest and Posttest Scores, Groups 
1 and 2, Professional Self-concept Actual 

Group la Group 2 b 

Diff.  iff. 
Dimension Mean S.D. Mean Mean S. D. Mean 

- - -  €reat+i$y--- -- - 

Pretest 
Posttest 

Order1 iness 
Pretest 
Posttest 

d Warmth-supportiveness 

Pretest 
Posttest 

Satisfaction 
Pretest 
Posttest 

Clgity 
pretest 
Posttest 

Energy- enthusiasm 
Pretest 
Posttest 

Non-conformity 
Pretest 
Posttest 

Total scale 
Pretest 
Posttest 



Table 10: Results: Semantic Di f fe ren t ia l  Pretes t  and Pos t tes t  Scores, 
Groups 3 and 4, Professional Self-concept Actual 

, 

Group 3a Group 4 b 

Diff.  Diff .  
Dimension Mean S.D. Mean Mean S.D. Mean 

Creat iv i ty  
P r e ' e s t  - l?. 18 
Pos t tes t  16.59 

Orderliness 
Pretes t  34.41 
Posttest 34.37 

Pretes t  36.69 
Pos t tes t  35.61 

Sa t i s fac t ion  
Pre tes t  16.06 3.84 16.09 3.87 
Pos t tes t  15.74 4.34 .32 16.60 3.40 - .51 

Cla r i ty  
Pretes t  21.65 - 3.90 - - 21,91 3.59 - - 

Post tes t  22.06 3.69 - .41 22.73 2.56 - .82 

Energy-enthusiasm 
Pretes t  29 .16 3.63 29.73 3.46 

9 
- 

Post tes t  29.27 3.55 - .ll 29.73 3.65 0 

Non-conformity 
Pre tes t  
Pos t tes t  

Total sca le  
Pretes t  175.84 21.29 176.53 21.53 
Pos t tes t  175.25 23.15 .59 180.27 -- 17.78 -3.74 



Table 11: Analysis of Covariance on Posttest Scores, ~rofessional 
Self-concept Actual, All Groups ' 

Source SS d f MS F - E 
~imension 1 : Creativity 

Covariate 
I Main effects-group 

Explained 
~esidual 
Total 

Dimension 2: Orderliness 
- - - - - - 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 3 : Warmth- supp . - 
Covariate 
Main effect~~group 
Explained 
Residual 
Total 

Dimension 4: Satisfaction 
Covariate 
Main effects-group * 

Explained 
Residual 

- - - - - Total - 

Dimension 5: Clarity 
Covariate 
Main effects-group 
Explained 
Residual 
-Total 

Dimension 6: Energy-enth. 
Covariate 

-. Main effects-group 
7 

* ,  Explained 
Residual 
Total 

Dimension 7 : Non-conformity 
Covariate 

- - M a i n  effects-group -- 

Explained 
Residual 
Total 

Total scale: 
Covariate 
Main effects-group, 
Explained 
Residual 
Total 



Table 12 : Tukey HSD on ~ d j b s t e d  Pos t tes t  Mean Differences. Professional 
Self-concept Actual, "Orderlinessv 

/*- 

Mean differences between groups 

'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 

--- - - - - -- - - - - ----A 

- 0 
3 -- - - -  - -  --- - - 

-4 Notes : 

Adjusted mean differences f o r  covariate a re :  

G F O ~  & 3 3 . 4 e  - eoq+ 2 -=*-* -- - -2 

Group 3 34.52; Group 4 36.48 

* p < .05 (HSD = 2.61; df 4, 191) 

Table 13: Flatched-group t Tests on Pre tes t  Pos t tes t s ,  Groups 1, 2, 3 
and 4, Professional s e l f  -concept , "Orderliness 

Round n Mean - S-D. Diff. Diff ,  t - 
Mean S.D. Value 

- - - -- - - -  - - - - --- - -&- - - 

Group 1: 5 1 
Pretes t  34.77 
Post tes t  33.53 

Group 2:  5 0 
Pre tes t  35.42' 
Pos t tes t  34.46 

Group 3: . 49  
Pretest '  34-41 
Pos t tes t  34.37 

Group 4 45 
Pre tes t  33.96 

- -- - - - - - - - 

Pos t tes t  36-04 

* 
< .001 (one-tailed t e s t )  . . 



GROUPS. 

Figure 6. Mean dif ferences  from p r e t e s t  t o  pos t t e s t ,  groups 1, 2 ,  3 and 4, 
on seven dimensions and t o t a l  s ca l e  of  professional  self-concept 
actual .  To f a c i l i t a t e  comparisons, r e s u l t s  have been computed on 
a base o f f i v e  items p e r  dimension and t o t a l  scale.  



Hypothesis 2(b) was no te re jec ted  f o r  the  t o t a l  s c a l e  nor f o r  s i x  of 

t h e  severrdimensions. The exception was t h e  dimension of orderl&ness which 
, 

showed a s i g n i f i c a n t  increase  from week 3 t o  week 12 (Table 12) . Although 

other  changes were non-s igni f icant ,  a  t rend was noted i n  t h e  d i rec t ion  of 

lowered professional  self-concept  ac tual  from p r e t e s t  t o  week 6 on a l l  

seven dimensions and the  t o t a l  s c a l e .  
A 

Hypothesis 3: Professional  self-concept  i d e a l  
< + * 

..- . I t  was hypothesized t h a t  profess ional  self-concept  
- i d e a l ,  a s  measured by t h e  Elsworth-Coulter semantic 

d i f f e r e n t i a l  s-cale T h e  teacher I would l i k e  t o  be", 
f o r  each of t h e  seven dimensions and t h e  t o t a l  sca le  
w i l l  : 

(a) not  change from p r e t e s t  t o  week 12; . ,- 
(b) not change between any other  t e s t i n g  periods.  

6 

Results  a r e  presented i n  Tables 14 and, l5 ,  with WCOVA displayed i n  

Table 16. Changes i n  idea l  profess ional  se l f -concept  a r e  displayed 

4 
graphical ly  i n  Figure 7 where the  mean di f ferences  have been computed t o  

- _ - - _ _ - -_  - 

r e f l e c t  a  base of  f i v e  items per  dimension on t h i s  self-concept  s c a l e .  

-, A s  no s i g n i f i c a n t  changes were found between p r e t e s t  and'week 12 

on any dimension, o r  on the  t o t a l  sca le ,  hypothesis 3(a) was not r e jec ted .  

A n  ANCOVA (Table 16) d id  n o t  reveal  any s i g n i f i c a n t  changes among the  - 
-? 

p o s t t e s t  groups. ,.Hypothesis 3(b) ,  the re fo re ,  was not  r e jec ted .  

Trends noted included decreases i n  c r e a t i v i t y ,  orderl%ness, warmth- 

supportiveness, s a t i s f a c t i o n ,  energy-enthusiasm and t h e  t o t a l  s c a l e  from 

p-retest t o  week 6. Clarity-increased _by -week 6, Ai le the  -memen+in------ 

non-conformity was neg l ig ib le .  By week 12 the  p a t t e r n  ha$ become con- 
- - -  - _ - - _ _  - -- 

'fused with the  t o t a l  s c a l e  indicat ing a s l i g h t  decl ine .  



Tab& 14 : ~ e i u l t s  i -Semantic D i f f e r e n t i a l  P r e t e s t  and P o s t t e s t  Scores, 
Groups 1 and 2, Professional  Self-concepts  Ideal  

Group la Group 2 b 

Diff .  Diff .  
Dimens ion Mean S.  D , Mean Mean S.D. Mean 

I 

' - 
C r e a t i v i t y  

Pretest- 
P o s t t e s t  

Order1 iness  
P r e t e s t  
P o s t t e s t  

Warmth-supportiveness 
P r e t e s t  
P a t t e s t  

~ a t i s f a c t i b n  
P r e t e s t  
P o s t t e s t  

C l a r i t y  
. P r e t e s t  / 

P o s t t e s t  

Energy-enthusiasm 
P r e t e s t  
P o s t t e s t  

P o s t t e s t  

Tota l  s c a l e  
P r e t e s t  
P o s t t e s t  



. ' 

Table 15: Results: Semantic Differential Pretest and Posttest Scores, 
Groups 3 and 4, Professional Self-concept Ideal 

2 - 
Group 3a Group 4 b 

> - 
_- Diff. Diff. 

Dimension Mean S. D. Mean Mean S.D. Mean 

Creativity 
Pretest 
Posttest 

f l  
, ,, Order1 iness 

Warmth-supportiveness 
Pretest 
Posttbst 

Satisfaction 
Pretest 

.r Posttest 4 

Clarity 
Pretest 
Posttes*t 

Energy-enthusiasm 
Pretest 
Posttest 

- -A Non-conformity Pretest 
Posttest 

Total scale 
Pretest 
Posttest , .. 



r-- 

Table 16: Analysis of Covariance on Posttest Scores, Professional Self - 
concept Ideal, All Groups 

Source SS d f 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 : 0rder4iness - - 

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 2.85- 
Dimension 5: Clarity 

Covariate P 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 191lS.14 1 1911.14 95.01 
Exin effects-group - 46.58-- 3 15.15 7 7 7  
Explained 1957.71 4 489.43 24.33 
Re&€&& 31 Q L  I nn ~n 1-i -- 

L U .  I L  
-- 

Total 5779.57 194 29.79 
Total scak-- 

7636.68 1 7636.68 104.69 Covariate 
Main effects-group 271.08 3 90.36 1.24 
Explained 7907.76 4 1976.94 27.10 

4 
4 

Residual 13859.45 190 72.94 
Total 21767.20 194 112.20 1 
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Figure 7. Mean differences from p r e t e s t  t o  p o s t t e s t ,  groups 1, 2 ,  3 and 4 ,  
on seven dimensions and t o t a l  scale  of profess ional  self-concept 
ideal .  To f a c i l i t a t e  comparisons, r e s u l t s  have been computed on 
a base of f i ve  items per  dimension and t o t a l  scale.  



* 
Hypothesis 4: Professional 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 display the professional discrepancy scores for each 

group. Table 19 contains the details of the ANCOVA, with subsequent 

analysis of significant results appearing in Tables 20 to 23. A graphic - 
display, reflecting the changes in mean differences and computed to reflect 

a five item base for each dimension and the total scale appears in Figure 8. 

For the dimensions of creativity and orderliness, hypothesis 4(a) was 
I 

not rejeczed, with the declines being significant at the .05 and .0005 
! , 

levels of confidence, regpectively. F& the dimensions of warmth- 

supportiveness, satisfaction, clarity, energy-enthusiasm, nonconformity - 

- - 

and the total scale, hypothesis 4(a) was rejected. The discrepancy had 

narrowed for the dimensions of satisfaction and clarity, but had widened 

for the dimensions of warmth-supportiveness, energy-enthusiasm, and non- 

conformity. The latter movements were small and insufficient to over- 

come a decline in discrepancy on the total scale by week 12. 
0 

Hypothesis 4(b) was not rejected for the dimensions of warrnth- 

supportiveness, satisfaction, clarity, energy-enthusiasm, apd non-conformity, 
- - - - - ----- - -- - - -- --- - -- -- -> -- 

or for the total scale. It was rejected, however, for the dimensions of 
- - - -- -- - - - - 

creativity and orderliness (Tables 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 
I 

i3 



Table 17: Results :  Discrepancy Scores on Professional  Self-concepts ,  
Groups 1 and 2, P r e t e s t  and Pos t t e s t  

Group la Group 2b 

Diff .  Dif f .  
Dimension Mean S. D .  Mean Mean S.D. Mean 

Crea t iv i ty  
P r e t e s t  
P o s t t e s t  

Order1 iness  
P r e t e s t  
Pos t t e s t  

Warmth-supportiveness 
P r e t e s t  
P o s t t e s t  

S a t i s f a c t i o n  
P r e t e s t  
P o s t t e s t  

C l a r i t y  
- - -  Pretest 

p o s t t e s t  

Energy-enthusiasm 
P r e t e s t  
P o s t t e s t  

Non-conformity 
P r e t e s t  
P o s t t e s t  

Total  s c a l e  
P r e t e s t  
P o s t t e s t  

Note : 



Tab 1 

dc. 

e 18: Results: Discrepancy Scores on Professional Self-concepts, Groups 
3 and 4, Pretest and Posttest 

a 
Group 3 Group 4b 

Diff. Diff. 
Dimension Mean S. D. Mean Mean S. D. Mean 

c. Creativity 
Pretest 
Posttest 

Orderliness 
Pretest 
Posttest 

warmth-sLpportiveness 
Pretest - 

Posttest 

Satisfaction 
Pretest 
Posttest 

Clarity 
-2 - Pretest 

Postzest 

Energy- enthusiasm 
Pretest 
Posttest 

Non-conformity 
Pretest 
Posttest 

Total scale 
Pretest 
Posttest 

, Note: * - 



Table 19 : Analysis of Covariance on Posttest Scores, prof egsional Self - 
concepts Discrepancy, All Groups 

Source SS d f MS F - E 
Dimension 1: Creativity 

Covariate 332.66 1 332.66 52.98 
Main effects-group 58.32 3 19.44 3.10 <.05 
Explained 390.98 4 97.74 15.57 . 
Residual 1192.92 190 6.28 
Total 1583.90 194 8.16 

Dimension 2 : Order1 bess - A 

Covariate 1208.66 1 1208.66, SO. 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. / 

Covariate 761.43 1 761.43 40.93 
Main effects-group 18.67 3 6.23 .34 k 

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 .ll 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 2988.51 -194 15.41 - - - - 

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 
Maineffests-group - - 2 - -33  -- ---e~ - - - - -- 
Explained 930.11 4 232.53 8.03 
Residual - 5_5_QLlL 190 - 2 8 9 4 -  - - -- -- - - - -- - 

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 



Table 20: T U ~ ~ ~ ' H S D  on Adjusted Posttest Mean Differences, Professional 
Self -concepts Discrepancy : "Creativity" 

Mean differences between groups 

1 2  3 4 

Notes: 

Ldjusted mean differences for covariates are: 

Group 1 3.34 Group 2  3.28 
Group 3 4.20 Group 4 2.64 

* 
2 < .05 (HSD = 1.31; df 4, 191) 

Table 21: MAtched-group t Tests on Pretests and Posttests, Groups 1, 2, 3 

* - 

and - 4, ~rofessional Self-concepts Discrepancy: ':Creativity"! 
> 

- - - 

Diff. Diff. t 
Round n Mean S.D. Mean S.D. vaiue 

Group 1: 5 1 
Pretest 3.61 2.61 
Posttest 3.39 3.35 .22 3.48 .44 

Group 2: 5 0 
Pretest 3.22 2 .79  
Posttest 3.14 2.65 .08 2.48 .23 

* 
pc.05 = 

t one-tailed test 



Table 22: Tukey HSD on Adjusted P o s t t e s t  Mean Differences,  Professional  
Self-concepts  Discrepancy: "Orderliness 

Mean d i f fe rences  between groups 

Notes : 

Adjusted mean d i f fe rences  f o r  covar ia tes  a r e :  

Group1 6.87 Group 2 5.91 
Group 3 5.93 Group 4 3.62 

* 
p < . O 1  (HSD = 3.09; df  4, 191) 

Table 23: Matched-group t Tests  on P r e t e s t s  and P o s t t e s t s ,  Groups 1, 2, 3 
and 4, ~ r o f e s s i o n a l  Se l f  -concepts Discrepancy: "Orderliness" 

6 '  

F Dif f .  D i f f .  t 
Round n Mean S.D. Mean S.D. vaiue . 

Group 1 : 5 1 
P r e t e s t  5.22 -3 .70  - 
P o s t t e s t  6.67 6.88 -1.45 7.33 -1.41 

Group 2: 50 
P r e t e s t  5.24 5.45 
P o s t t e s t  5.72 5.56 

Group 3: 4 9 
P r e t e s t  6.10 5 
P o s t t e s t  6.20 5. 51 

- - - - - - -- - -- - - - - -- - 

Group 4: 45 
- F r e t e s S  --4 -4% -- AS-- 

P o s t t e s t  3.78 3.24 

* c .0005(one-tailed t e s t )  
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Figure 8. Mean d i f fe rences  from p r e t e s t  t o  p o s t t e s t ,  groups 1, 2 ,  3 and 4 ,  
on seven dimensions and t o t a l  sca le  of  profess ional  self-concepts 
discrepancy. To f a c i l i t a t e  comparisons, r e s u l t s  have been computed 
on a base of  f i v e  items p e r  dimension and t o t a l  sca le .  -_ 



- - --- 

discrepancy from week 9 t o  week 12 (Table 20). This decl ine  came a f t e r  

a s i g n i f i c a n t  widening of discrepancy between the  p r e t e s t  round and week 9 
* .  

(Table 21). Further ana lys i s  of the  p o s t t e s t  scores  on t h e  o rder l iness  

dimension indicated  t h a t  a s i g n i f i c a n t  decrease, o r  narrowing, had . -  

occurred between weeks 3 and 12 (Tukey HSD, Table 22). 

A n  inspection of the  r e s u l t s  (Tables 17 and 18) and t h e  mean d i f -  -- - - -  - - - - -- 

ferences (Figure 8) revealed t o  increase  t h e  s i z e  of t h e  discrepancy f r i m  
d 

p r e t e s t  t o  week 3, and from p r e t e s t  t o  week 6 ,  on t h e  t o t a l  s c a l e  and a l l  

dtmenstms with t h e  exception of c r e a t i v i t y .  This t r e n d  w a r x t f  t o  beggix - - 

a reversa l  by week 9 ( the  dimensions of c l a r i t y ,  energy-enthusiasm and 

non-conformity had declinedJ and by week 12 only t h e  dimensions of warmth- 

supportiveness, energy-enthusiasm and non-conformity showed increases  

compared t o  p r e t e s t .  In the  l a t t e r  th ree  cases t h e  increases  were small,  

t h i s  being r e f l e c t e d  i n  the  dec l ine  in t h e  t o t a l  s c a l e .  

Hypothesis 5: Se l f -concep t ' a~ tua l  
' 

I t  was hypothesized t h a t  self-concept  a c t u a l ,  a s  
measured by t h e  Elsworth-Coulter semantic d i f -  * 

f e r e n t i a l  s c a l e  WyselP ' ,  f o r  each of  t h e  seven 
dimensions and t h e  t o t a l  sca le  w i l l :  

(a) increase  from p r e t e s t  t o  week 12; 
(b) not  change between-any o the r  two t e s t i n g  

periods.  

Results  f o r  t h i s  self-concept  s c a l e  appear i n  Tables 24 and 25. A 

compkehensive ANCOVA is reported i n  Table 26 and a v i sua l  representa t ion 

t e s t  scores  is  portrayed i n  Figure 9. 

The first p a r t  of hypothesis 5 was re jec ted  f o r  t h e  t o  1 s c a l e  and 9 
f o r  a l l  seven dimensions of se l f -concept ,  However, a c l e a r  t r end  emerged. 

By week 12 the  t o t a l  scale and a l l  dimaensions except non-conformity had 



f 3 
123 \., - - - 7  - - - i 

1 

3 

 able 24 : Results : semantic Differential Pretest and Posttest Scores, 
Groups 1 and 2, Self-concept Actual 

Group la Group zb 
. * 

D i f f .  D i f f .  
Mean - S.D. Mean Mean S . D .  Mean 

B 
- - - -  --- 

€$eafivi€y / 
- 

- , Pretest 17.63 2,58 17.14 2.94 
Posttest 17.20 * 2.54 .43 17.34 2.60 - .20 

1 

Orderliness 
Pretest 

' .  J Posttest ' 
Y 

I 

., . Warmth-supportiveness 
*Pretest ' 

. . Posttest 
-, 

d 

. . 

' . _ -  - Satisfaction' 
* ,  Pretest 

Posttest : ,  

-3 - Clar iZy - - - -- - - - - A 

Pretest 21.96 3.49 21.96 3.01 
- 

I 

Posttest 21.98 3.18 - .02 22.48 3.32 - .52 2 

@ 
9 

Energy-enthusiasm 
'Pretest . / 30.12 3.49 30.14 
posttest 29.57 3.74 .55 29.54 

* 

*, 6 2  2 
Non-conformity i 

Pretest 22.20 5.61 _, 

Posttest 
?' 

5.33 ,; .86 23.44 ' 5.41 - .42 
, , 

/ a' ,' f 

Total scale I 

Pretest ' 279.37 18.11 179.34 18:11 - . .  1 

178.96 17.43 .41 % -  177.32 24.09 Posttest 2.02 - , 
i 



Table 25 : Results : semantic Differential Pretest and Posttest Scores, 
Groups 3 and 4, Self-concept Actual 

Group 3a Group 4 b 

Dimension 
Diff. Diff. 

Mean S.D. Mean Mean S. D. Mean 
, 

- - - A - -. 

Creativity 
Pretest 17.14 2.71 17.07 2.62 
Posttest 17.12 3.03 .02 17.64 3.45 - .57 

Orderliness 
Pretest 
Posttest 34.94 5.63 - .25 

6 35.11 4.40 -1 

Warmth-supportiveness 
Pretest 
Posttest 

Satisfaction 

- 

Pretest 21.51 3.16 
21.78 4.43 

Energy-enthusiasm 
Pretest 29.39 3.01 
Posttest 30.04 3.10 

Non-conformity 
Pretest 23.04 5.07 
Posttest, 23.43 5.35 

Total scale 
Pretest 177.37 14.74 
Posest 179.92 20.14 

- - - - - - - - - - - 



- 

Table 26: Analysis of Covariance'on Posttest Scores, Self-concept Actual, 
All Groups 

Source SS d f MS F - E 
Dimension 1: Creativity 

Covariate 
Main effects-group 
Explained 
Residual 

2233.74 - 1 

2313.53 4 
h 3184.92 190 

Total 
Dimension 3: Warmth-supp. 

Covaria te 
Main effects-group 
Explained 
Residual 
Total 

Dimension 4: Satisfaction 
Covariate 
Main effects-group 
Explained 
Residual 

, Total 
Dimension 5: Clarity - 

Coirariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 6 : Energy-enth . 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 7: Non-conformity 
Covariate 
Main effects-group 

- hptained- - - - --- - -- 

Residual -* - - 

Total scale: 
Covariate 
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Figure 9. Mean d i f f e  ences from p r e t e s t  t o  pos t t e s t ,  groups 1, 2 ,  3 and 4, 
on seven d$& h ions and t o t a l  sca le  of self-concept actual .  To 
f a c i l i t a t e  comparisons, r e s u l t s  have been computed on a base of 

. f ive  items pe r  dimension and t o t a l  scale. 



made gains,  though t h e  changes were not l a rge  enough t o  be s i g n i f i c a n t .  
r 

The second p a r t  of t h e  hypothesis- was not r e j e c t e d  f o r  any of t h e  

seven dimensions o r  f o r  t h e  t o t a l  sca le .  A mult ip le  regression analys is  

and s u m q u e n t  computations of t h e  s ign i f i cance  of  i n t e r a c t i o n  on each 

dimension revealed t h a t  t h e  dimension of s a t i s f a c t i o n  on t h i s  self-concept 

s c a l e  was subject  t o  a s i g n i f i c a n t  l e v e l  of i n t e r a c t i o n  (F - = 11.33; the  n u l l  
- - - - - - - 

hypothesis may be r e j e c t e d  if - F > 3.88, d f . 3  and 187, p < .05). Although 

t h e  ANCOVA suggested t h a t  s i g n i f i c a n t  p o s t t e s t  group di f ferences  exis ted ,  

f u r t h e r  ana lys i s  was inappropr ia te  and t h e  apparent s ign i f i cance  was 

re jec ted .  

An examination of t h e  r e s u l t s  (Tables 24 and 25) and the  graphic rep- 

r esen ta t ion  of t h e  recomputed mean di f ferences  (Figure 9) revealed t h a t  

the  t o t a l  s c a l e  a n d . t h e  dimensions of crea t iv i ty , .  order l iness ,  warmth- 

supportiveness, s a t i s f a c t i o n  aqd &-enthusiasm a l l  suffered declines 
- - I - - -- 

- 

from e i t h e r  p r e t e s t  t o  week 3, o r  from p r e t e s t  t o  week 6. A l l  dimensions 

and the  t o t a l  s c a l e  were higher a t  week 12 than a t  week 3, though not 

s i g n i f i c a n t l y  so.  

Hwothes is  6: S e l f - c o n c e ~ t  i d e a l  

I t  was hypothesized t h a t  self-concept  i d e a l ,  a s  
measured by t h e  Elsworth-Coulter semantic d i f fe ren-  
t i a l  'Wyself a s  I would l i k e  t o  be", f o r  each of t h e  
seven dimensions and the  t o t a l  s c a l e  w i l l :  

(a) not  change from p r e t e s t  t o  week 12; 
(b) not  change between any other  t e s t i n g  periods.  
-- p ~ ~ ~ p - - - ~ ~ ~ - p - - ~ p - - - - - - - - p  

Tables 27 and 28 contain t h e  r e s u l t s  f o r  t h e  four  groups, with t h e  
-- 

Arm:OVA reported jX Ta6le Z5; E g i i F e  lOpor t rayS  t h e  mean di f ferences  from 

' p r e t e s t  t o  p o s t t e s t  f o r  each group on t h e  seven dimensions and t h e  s c a l e  

t o t a l ,  computed on i f ive- i tem base pe r  dimension. 



Table 27: Resul t s :  Semantic D i f f e r e n t i a l  P r e t e s t  and P o s t t e s t  Scores,  
Groups 1 and 2, Se l f -concept  Idea l  

I 

a 
Group 1 K Group 2 b 

- 
L. 

Diff .  D i f f .  
Dimension Mean S.D. Mean Mean - S.D. Mean 

Great ivi-€ y 
P r e t e s t  
P o s t t e s t  

Order l iness  
P r e t e s t  
P o s t t e s t  

Warmth-supportiveness 
P r e t e s t  
P o s t t e s t  

S a t i s f a c t i o n  
P r e t e s t  
P o s t t e s t  

C l a r i t y  
P r e t e s t  
P o s t t e s t  

Energy-enthusiasm 
P r e t e s t  33.47 2 33.74 1.86 - 
P o s t t e s t  33.80 2.10 - - .33 33.62 2.28 .12 

Non-conformity 
P r e t e s t  26.18 4.89 26.42 5.48 
P o s t t e s t  26.08 4.53 .90 27. 50 5.68 -1.08 

% 

Tota l  s c a l e  
P r e t e s t  205.22 11.75 207.56 9.62 
P o s t t e s t  207.3f 11.77 -2.13 207.04 13.19 .52 



Table 28: Results: Semantic Differential Pretest and Posttest Scores, 
Groups 3 and 4, Self-concept Ideal 

* 

Grovp 3a Group 4 b 

Dimension 
Diff .. 

Mean S. D. Mean 
Diff. 

Mean S.D. Mean 
i - 

Creativity - - -LL - 

~retzst 20.61 -86 20.55 .99 
Posttest 20.71 .67 - .lo 20.55 .76 0 

Orderliness 
Pretest 

- 

Posttest 

Warmth-supportiveness 
Pretest 40.06 
Posttest 40.27 

Satisfaction 
Pretest 
Posttest 

Clarity 
Pretest 
Posttest 

Energy-enthusiasm 
Pretest 33.92 
Posttest 33.92 

Non-conformity 
Pretest 
Posttest 

Total scale 
Pretest 208.29 8.13 
Posttest 



Table 29 : Analysis of Covariance on posttest Scores, Self -concept IdeP1, 
All Groups 

Source SS d f 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 
Covarkte - - 665.92 1 665.92 1-19 -57 1 
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. -- 
Covariate Gl.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 

~imension 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 Q 4.48' 3 1.50 .60 
Explained 292.39 4 73.10 29.19 
Residual 475.73 190 2.50 
Total 768.12 194 3.96 

Dimension 7 : Non-conformity 
Covariate 2693.16 1 2693.16 151.16 
'Main effeets-group 110.62 3 36.87 * rlnecl - - -- -- - -- - -  - - - , oo-90- -- 

2.07 
- -- - -- -- 

39.34 
Residual 3385.27 190 17.82 
-Total1 -6fm 62 - ---- 3 % -  - - -3-1-w - -- -- -- - -- - - 

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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Figure 10. Mean d i f fe rences  from p r e t e s t  t o  p o s t t e s t ,  groups 1, 2 ,  3 and 4,  
on seven dimensions and t o t a l  s c a l e  of self-concept  ideal .  To 
f a c i l i t a t e  comparisons, r e s u l t s  have been computed on a base of  
f i v e  items p e r  dimension and t o t a l  sca le ,  I 

I 



- - 

- i 
A s  no s i g n i f i c a n t  changes were found t o  have occurred between p r e t e s t  

and p o s t t e s t  t h e  f i r s t  p a r t  of t h i s  hypothesis was no t  r e j ec ted .  Changes 

genera l ly  were small with s l i g h t  decreases recorded on f i v e  dimensions 

(order l iness ,  s a t i s f a c t i o n ,  c l a r i t y ,  energy-enthusiasm and non-conformity) 

and t h e  t o t a l  sca le ,  and no change recorded on the  dimension of  c r e a t i v i t y .  

With the  exception of t h e  non-conformity dimension a l l  o the r  dimensions - - - - 

and t h e  t o t a l  s c a l e  decl ined s l i g h t l y ,  bu t  non-s igni f icant ly ,  between 

weeks 3 and 6. 

Hypothesis 7: Self-concept discrepancy scores  

I t  was hypothesized t h a t  the  self-concept  discrepancy 
scores  ( the  d i f fe rence  between ac tua l  and t h e  idea l  
se l f -concept ,  a s  measured by t h e  Elsworth-Coulter 
semantic d i f f e r e n t i a l s )  f o r  each o f  t h e  seven dimen-. 
s ions  and t h e  t o t a l  s c a l e  w i l l :  

(a) dec l ine  from p r e t e s t  t o  week 12; 
(b) not change between any o the r  t e s t i n g  per iods .  

The self-concept  discrepancy scores  appear i n  Tables 30 and 31. The 
- - - -  - - 

ANCOVA on t h e  post t 'est  scores  appear i n  Table 32, with supplementary analyses 

reported i n  Tables 33 and 34. Once again the  recomputed mean d i f fe rences  

from p r e t e s t  t o  p o s t t e s t  f o r  each of  t h e  four  groups a r e  portrayed 

graphica l ly  (Figure 11).  

Hypothesis 7(a) was r e j e c t e d  f o r  t h e  t o t a l  s c a l e  and f o r  s i x  of the  
'i 

seven self-concept  dimensions. The exception was the  dimensiqn of order-  

l i n e s s  f o r  which t h e  hypothesis was not  r e j e c t e d .  I t  should be noted t h a t  

a mul t ip le  regress ion  ana lys i s  and subsequent computation of t h e  degree of -- 

s ign i f i cance  of  i n t e r a c t i o n  f o r  the  dimension of  s a t i s f a c t i o n  revealed t h a t  
- - -- - -- - - 

t h e  n u l l  hypothesis of no s i g n f f i c a n t  i n t e r a c t i o n  could be re j ec ted  

(F = 11.62; t h e  n u l l  hypothesis  may be r e j e c t e d  i f  - F > 3.88, d f .  3 and 187, 

2 < .05). Although t h e  ANCOVA indica ted  t h a t  s i g n i f i c a n t  d i f f e rences  ex i s t ed  



Table 30: Results: Discrepancy Scores on Self-concepts, Groups 1 and 2, 
Pretest -and Posxtest - - 

Group la Group zb 

Diff. Diff. 
Dimension Mean S.D. Mean Mean S.D. Mean 

Creatiui3.y r - - - -- a -- 
Pretest 2.88 2.36 3.32 3.19 
Posttest 3.16 2.28 - .28 2.92 2.45 .40 

Orderliness 
Pretest 4.28 4.19 !Y. 96 4'. 99 
Posttest 5.75 4.87 -1..47 5. 50 4.67 .46 

. 
Warmth-supportiveness 

Pretest 3.61 3.33 4.30 2.99 
Posttest 3.80 2.68 - .19 4.88 4.35 - .58 

#? Satisfaction 
Pretest 
Posttest 

Clarity 
I Pretest 
Posttest 

Energy-enthusiasm 
Pretest 
Posttest 

Non-conformity 
Pretest 
Posttest 

Total scale 
Pretest 
Posttest 

Note : - 



Table 31: Results: Discrepancy Scores on Self-concepts, Groups 3 and 4, 
Pretest and Posttest 

Group 3a Group 4 b 

Diff. Diff. 
Dimension Mean S.D. Mean ' Mean S.D. Mean 

Creativity 
Pretest 
Posttest 

Orderliness 
Pretest 
Posttest 

Warmth-supportiveness 
Pretest 
Post test 

Satisfaction 
Pretest 
Posttest 

Clarity 
Pretest - 
Posttest 

Energy-enthusiasm 
Pretest 
Post test 

Non-conformity 
Pretest 
Posttest 

Total scale 
Preqest 
Posttest 

Note : - 



- - - - - -  - 
Table 32: Analysis of Covariance on Posttest Scores, Self-concept 

Discrepancy, All Groups 

Source SS d f *S . - F E 

-, Dimension 1: Creativity 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

- Dimension 2: Orderliness 
Govaziate - 

Main effects-group 
Explained 
Residual 
Total 

Dimension 3: Warmth-supp. 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 4: Satisfaction 
Covariate - 

Main effects-group 
Explained 
Residual 
Total 

- 

Dimension 5: Clarity 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 6: Energy-enth. 
Covariate 
Main effects-group 
Explained 
Residual 
Total 

Dimension 7 : Non-confonriity 
Covariate 
Main effects-group 

- - Exp*ained -- -- -- 

Residual 
- A%&&&--- --- 

Total scale: 
Covariate 
win effects-group 
Eslained 
Residual 
TO t a1 



Table 33: Tukey HSD on Adjusted Po k Z  t e s t  Mean Differences, Self-ccmcept 
0, Discrepancy: "Orderliness" 

L 3 -> 

Mean differences between groups 

1 2 3 4 

Notes: - .  
Adjusted mean differences for  covariates are: 

- -- - - -- 

Group 1 6.20 Group 2 * 5 
Group 3 4.89 Group 4 3.80 

Table 34: Matched-group t ~ e s t s  on Pretests  and Posttests,  Groups 1, 2, 3 
and 4, s e l f  -concepts Discrepancy : "Order 1 iness" 

- - -- - - - - - -- - - - -- - - - - 

Diff. Diff . t 
Round n Mean S .  D. Mean S.D. vaiue 

Group 1 : + 5 1 - - 
Pretest  4.28 4.19 
Posttest  5.75 4.87 -1 -47 5.20 -2.02* 

I 

Group 2: 50 
Pretest  5.96 4.99 
Posttest  5.50 4.67 -46 3.74 .87 

Grmp 3: 49 f 

Pretest  5.02 4.65 
-- -- mwt-- +86- 5;tB * L 4.66 ?t 

G q - - 4 - : -  - -  

Pretest  5.04 4.43 
Posttest  3.78 3 .98  1.26 3.83 . 2.22*t 

* p < .os 
t one-tailed t e s t  
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Figure 11. Mean dif ferences  from p re t e s t  t o  pos t t e s t ,  groups 1, 2 ,  3 and 4 ,  
on seven dimensions and t o t a l  scale  of self-c p t s  discrepancy. 
To f a c i l i t a t e  comparisons, resul ts  have been' c u t e d  on a base of 

X v e  items per  dimension and t o t a l  scale;  



within t h e  n t h i s  dimension, f u r t h e r  a n a l y s i s  was inappropriate 

f and t h e  f inding was. not pursued. - A s  a s i m i l a r  f inding has been-reported 

i n  t h i s  s tudy f o r  the  same dimension on the  self-concept ac tua l  sca le ,  

t h i s  r e s u l t  was not unexpected. 

'A c l e a r  t rend emerged i n  these  r e s u l t s .  A l l  dimensions, and there-  . , 

f o r e  t h e  t o t a l  scale', reported a narrowing i n  the  discrepancy between -- 
- A - - - - - - - - - 

ac tua l  and idea l  self-concept from p r e t e s t  t o  week 1 2  (Tables 30 and 31, 

and Figure 11) . - 0 

Hypothesis ?(b) w a s  n o t  r e j e c t e d  f o r  the  dimensions of c r e a t i v i t y ,  

warmth-supportiveness, . sati&i&i, c l a r i t y ,  energy-enthusiasm, and 

non-conformity,:nor f o r  t h e  t o t a l  s c a l e .  However, t h i s  hypothesis was 

r e j e c t e d  f o r  t h e  dimension of o rder l iness  a s  i t  was revealed t h a t  a s ig -  

l n i f i c a n t  decrease had occurred from weeks 3 t o  12 (Table 33) and t h a t  a 

s i g k i f i c a n t  increase  had occurred from p r e t e s t  t o  week 3 (Table 34). A 
- - - 

f u r t h e r  t rend appeared a s  a l l  seven dimensions and t h e  t o t a l  s c a l e  e x h i b i t e d  
,. 

g r e a t e r  discrepancy a t  week 6'than at- t h e  end of the  practicum, week 12. 

Resul ts  o f  supplementary Data 

The respondents were asked t o  descr ibe  dominant inc idents  t h a t  t y p i f i e d  

. - t h e i r  experiences i n  t h e  practicum. A simple content analys is  procedure was 

undertaken t o  i d e n t i f y  t h e  themes seen a s  important by the student  teachers .  

Two r a t e r s  ( t h i s  author and one other  person) independently examined-the 

r 

themes. Rater  1 ( t h i s  author) i d e n t i f i e d  e igh t  broad themes and Rater 2 ,  

n ine .  There was complete agreement on seven themes and t h e  second Ra te r ' s  

l a s t  two themes ;ere combined i n t o  one theme (Table 35) . The r g p l i e s  were 
- - 
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then rechecked. - - - 

fr 

Table 35: Number of References t o  Each Theme by Groups 1, 2, 3 and 4- 

Group Theme Theme as  
! 

# Themes 1 2 3 4 t o t a l  % of t o t a l  

1. S ~ l f  and s e l f  as a teacher 61 50 76 42 229 
2. Professional growth 7 5 , 2 3  14 49 
3 .  Discipline 25 - 20 16 17 78 
4. Teaching s t r a t eg i e s  34 30 47 39 150 
5. The teaching t s i a d  18 18 J3 14 73 
6 .  Signif icant  o thers  5 5 5 10 2 5 
7. Course ED. 405 5 12 11 14 42 
8. Other 1 3 2 2 8 

Group t o t a l  

A r a t i ng  sheet was prepared containing themes, sub-themes and columns 

t o  enable t he  Raters t o  ind ica te  whether t he  references t o  each theme and 

sub-theme were pos i t ive ,  neu t ra l  or  negative. Once a l l  pos t t e s t s  had been 

returned 30 respones were randomly chosen, photocopied and independently anal- 

.qsed by Elre two r a t e r s .  The two s e t s  of evaluations were then compared by 
L - - - - - - - 

/ 
c+ku la t i ng  three  measures of r e l i a b i l i t y :  t h e  degree of agreement i n  t h e  
L 

i den t i f i c a t i on  of themes; t he  degree of agreement i n  themes and 'sub-themes; 

and t he  degree of agreement in  'themes, sub-themes and values. %signed t o  the  

references.  Agreements of 92%, 91% and 88% respect ively  were considered t o  

* 
be s a t i s f ac to ry  and the  t o t a l  sample was subsequently -analysed by t h e  authm.  

Results of  t he  analysis  appear i n  Tables 35 t o  57 and Appendix I .  A 
* .  

chi-square t e s t  was applied t o z t h e  c e l l s  reported i n  Table 35 t o  test t he  n u l l  
- . . -  

A 

3 
- 

hypothesis  that t h e r e  was-no-signifircant di;f ference-5rr-the11nmbe'rofr~erences~- - 

., - 
made -I% eadr thetne-%y+mzL-greup7As -4% x 4-ana%yisdiB-A&t .s j -e&~-- - -  

n u l l  hypothesis it appeared t ha t  t h e  number of references made by each group 

t o  each theme did  not  d i f f e r  s ign i f ican t ly .  The groups were then paired f o r  

addit ional  analysis  by 8 x 2 chi-square t e s t s  (Table 37). The n u l l  hypothesis I I 
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Table 36: ~ e f e r e n c e s  by Group and Value Assigned 

Total  # of 
Group PoSi t ive  Neutral Negative references 

-.>- 

Tot a1 339 139 '176 . 65 4 
fl ,-#' 

-- - 

- 
Table 37: Summary of Chi-square Analyses: Compar iv ' o f  Number of  References 

t o  Each Theme, by Groups; Comparison of Values Assigned, by Groups 
- 

# of references Value assigned 
Groups 
compared X2 r e s u l t  E X2 r e s u l t  ' E 

1, 2 ,  3 ,  and 4 31.46: n.s .  18.66; < . O 1  
1 and 2 5. 64b n . s .  1.30d n . s .  
1 and 3 11 ,46b n . s .  4.62d n . s .  > 

1 and 4 14. 43b < .05 18.56d < .001 
2 and 3 11. 87b n .s .  . 68d n . s .  - 
2 and 4 8. 64b n . s .  19. O l d  < , .001  , - 
3 and 4 9.87 n . s ;  - - 21.81 - < .VO1- 

I , 

Notes : " 

C .  

a 
8 x 4 t ab l e ,  df = 21; n u l l  hypothesis re jec ted  i f  X2 > 32.67, E < .05 

b8 x 2 Q b M  df = 7; nu l l  hypothesis re jec ted  i f  X2 > 14.07, E < .05 C 
3 x 4 tab le ,  df = 6; n u l l  hypothesis re jected i f  x2' > 12.59, p < .05 

d3 x 2 t ab le ,  df = 2; n u l l  hypothesis re jec ted  i f  x2 > 5.99, 2 < .05 

was re jec ted  f o r  groups 1 and 4 (2 < .O5) and an inspection of the" c e l l s  sug- '. 

gested t h a t  t h e  group 4 student-teachers had made more frequent reference t o  
i 

l 'professional g r o a t '  and t h e  ?'ED. 405 co~sell_and-les&e~e~~ferenceta --- 

t l s e l f a n d s e l f a s a t e a c h e r l l .  A f i n a l s e t o f c h i - s q u a r e t e s t s c o r n p a r e d t h e  - 

- - - - - -- - - 
- - 

values assigned t o  the  comments made by each group, using the  c e l l s  reported 

i n  Table 3 6 .  The r e s u l t s  a r e  summarized i n  Table '37. Signif icant  d i f ferences  

were found between g r o q s  1, 2 ,  3 and 4 (E < .01). Subsequent paired-group 



ana lys i s  revealed s i g n i f i c a n t  d i f ferences  between t h r e e  p a i r s  of group 

responses: group 1 (completed a t  t h e  end of  t h e  t h i r d  week of t h e  prac- 

t i c k )  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 

t h e  l a t e r  group was s i g n i f i c a n t l y  more p o s i t i v e  i n  i t s  repor t ing  than t h e  

e a r l i e r  group (E < .01). 
- 



CHAPTER 6 

Discussion 

Conclusions a 

The major purpose of t h i s  study was__ t o  detect  c m g e s  i n  teaching-anxiew, - 

professional  self-concept and self-concept t h a t  occurred during t h e  practicum 

in t he  hope t h a t  t h i s  might lead t o  some t en t a t i ve  conclusions about . the  

appropriateness of  an extended practicum such a s  Simon Fraser Universi ty 's  

ED. 405. I t  was a l so  hoped t o  be ab le  t o  iden t i fy  pressure points i n  t h e  

practicum, characterized by increases i n  teaching anxiety o r  decl ines  i n  s e l f -  

reported self-concept and professional  self-cchcept,  so t h a t  a l l  pa r t i c ipan ts  

would be b e t t e r  prepared and a l e r t ed  t o  face  such pressures i f  and when they 

occurred. 
-- --- -- 

This chapter w i l l  consider t h e  above issues  and w i l l  draw upon student- 

teachers open-ended comments i n  an attempt t o  i l l u s t r a t e  t h e  s t a t i s t i c a l  

f indings.  Any trends i den t i f i ed  in these  comments must be seen a s  somewhat 

speculative and may not be considered a s  r e l i a b l e  or  a s  powerful as the  major 

analysis  reported e a r l i e r .  The comments do, however, add valuable f lavor  and 

body t o  t h e  s tudy 's  f indings and begin t o  recognize same o f  the  i s sues  t h a t  

seem t o  be uppermost i n  t h e  minds of  student-teachers during t h e i r  th ree  months' 

prac t icum , issues t h a t a e e h  to- k a c k n o w l  dge&and s t u c E C e L b c ~ i  cuat- 

Teaching anxiety. Previous s tudies  generally measured teaching anxiety 

a t  p r e t e s t  and pos t t e s t ,  metaphorically p lo t ted  the  two scores on a graph and 

joined t h e  points with a s t r a igh t  l i n e .  They frequently concluded t h a t  any 
'h 



a_ 14, 
- 

repor ted  change occurred evenly ov r t h e  length of t h e  practicbm and moved 

i n  the  one d i rec t ion .  Had t h e  present  study ignored t h e  measurements taken 

at weeks 3, 6 and 9 and p l o t t e d  only t h e  p r e t e s t  and p o s t t e s t  (week 12, 

group 4) scores,  one would have been tempted, even j u s t i f i e d ,  t o  conclude t h a t  

t h e  s h i f t  from t h e  group 4 p r e t e s t  mean of 69.87 t o  t h e  p o s t t e s t  mean of 

60.13 (Table 6) was not  only h ighly  s i g n i f i c a n t  (2 < .001) but  a l s o  r e f l e c t e d  

a gr-d un id i rec t iona l  dec l ine  over 12 weeks. That--the l a t t e r  pact  of  

t h i s  conclusion can be shown t o  be g r o s s l y u n j u s t i f i e d  f o r t h  study high- 'k 
l i g h t s  t h e  value of the  study and tends t o  question t h e  appropriateness of 

conclusions reached i n  s t u d i e s - t h a t  have employed a simple p r e t e s t - p o s t t e s t  

design. 

An inspection of  t h e  magnitude, s igni f icance  and d i r e c t i o n  of  change 

g anxiety during t h e  practicum (Tables 6 t o  '8) and from r e t e s t  B 
(Table 6) reveals  a number of important f indings .  F i r s t l y ,  t h e  
---I 

ANCOVA and ~ d k e y  HSD analyses d i sc lose  t h a t  t h e  l e v e l  of teaching anxiety 
- - - - -  

reported a t  p o s t t e s t  declined s i g n i f i c a n t l y  fromweek 6 t o  week 9,  and from 

week 6 t o  week 12. Secondly, t h e  same form of analyses show t h a t  the  mag- 

n i tude  o f  change f r o m  week 3 t o  weeks 9 and 12 was too  small t o  be s i g n i f i c a n t ,  

having already declined from p r e t e s t  t o  week 3 .  Thirdly, and perhaps most . 
importantly, i t  should be noted t h a t  scores  from p r e t e s t  t o  p o s t t e s t  declined 

s i g n i f i c a n t l y  f o r  a l l  groups except group 2, which completed i ts  p o s t t e s t  i n  

week 6, midway through t h e  practicum (Table 6) .  A s  t h e  groups had been shown 

to  %e homogeneous at p r e t e s t ;  t%er a r e s u l t s  i r r d i c b t h a t  thrhvel-of -teaching 

t h a t  was only i n f i n i t e s i m a l l y  lower than t h e  level  reported a t  p r e t e s t .  It 

o n s i s t e n t  decl ines  and d i r e c t i o n a l  s t a b i l i t y  do not  became 

es tabl ished btil t h e  second h a l f  o f t h e  extended practicum, around week 9, 



with a f u r t he r  increase occurring i n  t he  magnitude o f  change by t h e  end of 

the  pract  icum . 
7.x' Speculations on t h e  reasons f o r  t h i s .  pa t t e rn  of change a r e  i n  order.  

In the  f i r s t  th ree  weeks student-teachers a r e  introduced gradually t o  t h e  

classroom. Depending on previous experiences they a r e  expected t o  undertake 

subs tan t ia l  observation, but only l imited teaching with small' groups of pup i l s  .. 
- - A - - - -  - - 

on a one teaching segment per day ba s i s  (Kaser-Cannon and Marsh, Note 6, s 

pp. 15 and 18) .  This i s  considered t o  be a s e t t l i ng - in  period allowing 

student-teachers t o  become fami l i a r  with t h e  classroom se t t i ng ,  the  pupi ls ,  

procedures and expectat ions.  The s ign i f i can t  decl ine  i n  teaching anxiety 

appears t o  r e f l e c t  t h i s  arrangement. The demands i n  t h e  next few 

weeks include u n i t  planning, teaching r e s p o n s i b i l i t i e s  i n  a wide range of 

curriculum areas ,  fu l l - t ime  teaching and a mid-semester "formative evaluation" 

(Kaser-Cannon and Marsh, Note 6, p. 1 3 ) .  These addi t ional  pressures  may 

account f o r  - the  reversa l  o f  t h e  previous decl ine  i n  teaching anx i e ty .  By 

t he  next pos t t e s t  period,  t he  student-teachers have received an indicat ion 
' 

from the  formative evaluation process t ha t  they a r e  l i k e l y  t o  complete t h e  

practicum successfully.  They have had a subs tan t ia l  period of fu l l - t ime  

teaching and by t h e i r  continued presence i n  t h e  program have experienced a 

s ign i f i can t  degree of achievement. The goal of becoming a "novice professional  

teacher with a bas ic  s e t  of s k i l l s "  (User-Cannon and Marsh, Note 6 ,  p. 15) 

must now appear t o  be r e a l i s t i c  and a t t a inab le .  Other s i gn i f i c an t  decl ines  
- - - - - -- - -- --- - - - -- -- - -- - - - - 

in teaching anxiety (p re tes t  - week 9, E < .001) ; week 6 - week 9, p < .01) - 
- - - - - - - -- - - -- - - - -- -- --- -- -- - - -- - 

r e f l e c t  t h i s  accomplishment, a r e  embellished by a f u r t he r  decl ine  t o  t h e  end 

of t h e  practicum (week 12), and coincide with more pos i t i ve  repor t ing by t h e  

student-teachers and with some s ign i f i can t  increases i n  profess ional  s e l f -  

concept. 
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A sampIe of  student -teachers comments exempl Tfies these specuEi€ions, 
- - - 

though it must be emphasised t h a t  t he  comments a r e  unique t o  each student- 

teacher while the  themes and s t a t i s t i c a l  changes a r e  t he  product of many 

individual responses. The d ive r s i t y  and var ie ty  of concerns is  reported 
d 

fur ther  i n  Appendix I and may be compared t o  sources of anxiety iden t i f i ed  1 

i n  other s tudies  (Table 2 ) .  
ri 

Themes iden t i f i ed  i n  t h e  supplementary data analysis may each contribute -- 
A i 

3 

t o  an increase - or  decrease i n  teaching anxiety f o r  individual student-teachers. 4 

I n i t i a l  anxiety can be detected i n  many comments, often followed by an 

indication of some amelioration : 

I was unsure exactly what I should be doing in  the  f i r s t  few 
A 

days. But it d id  not take long f o r  me t o  f ind myself and I 
s t a r t  my planning (week 3) .  3 c 

- 3 

Once the  rapport was established the  r e a l  teaching began . . . 4 
h d  speaking of miracles a f t e r  exactly 1 2  days of teaching 1 
half-time, I have not encountered any serious d i sc ip l ine  -i ? 
problms*k 3 ) .  1 

- r- Refe ences t o  self-and t o  s e l f  a-spa teacher accounted f o r  over 35% o f  
- - 3 

* 

a1 1 commenhf~able  35) . The t h i r d  most frequently mentioned theme, and 
d 
i 
g 
i 

ra ised above, was d i sc ip l ine ,  which a t t r ac t ed  12% of a l l  comments. 3 3 
Without the control of the  c l a s s  it r ea l l y  wouldntt matter how e 

many i l luminating concepts o r  ideas a person had t o  convey -- 
they would a l l  be l o s t  i n  t he  resu l t ing  chaos (week 3 ) .  

The amount of time spent dealing with classroom d isc ip l ine  
. . . has been a surpr is ingly dominant pa r t  of the  
pract  icum (week 6 )  . 
In the  f i r s t  10 minutes of the  day . . . I inevitably saw 
vaxyhg sea*& &j;so~ga&z&t ion ,-chao+ete .- Iltvari&+ 
my response was one of anger, defensiveness and open h o s t i l i t y  
as -they c 1 e a n e d d q ~ ~ d l m e d - - ~ A s - a 4 a i ~ ~ d l _ o e m e  
it was exhausting (week 9) .  

Once it ge ts  t o  the  point  where I know it has gone too f a r  
then I r e a l i z e  t h a t  I must take a stand and do, and can 
take firm control  (week 12).  



Nearly 25% of references were t o  teaching s t r a t eg i e s ,  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.  

I f  anything t y p i f i e s  my experiences it i s  the  endless 
resourcefullness and c r e a t i v i t y  required t o  motivate 
children (week 6). 

-- -- 
The importance of planning and forethought; t h e  p o s s i b i l i t y  
of l inks  and overlaps; t h e  a v a i l a b i l i t y  of resource mater ia ls ;  
I had no idea of timing and the  groups were a t o t a l  shamble 
a f t e r  two days (week 9) .  

A subs tan t ia l  number of references ,  negative and pos i t ive ,  were made 

t o  personnel i n  role-supportive posi t ions:  t h e  Faculty Associates; School 

Associates; Principals;  and other teachers i n  the  school. Included were 

references t o  the  key p a r t s  these  peo l e  played and t o  the  need f o r  ca re fu l  \ 
select ion and screening of t he  Associates. The proportion of references t o  

t he  ED. 405 course grew a s  t he  practicum progressed, a s  d id  t h e  pos i t ive  
- - - -  

nature  of t h e  comments, r e f l e c t i ng  lowered teaching anxiety and increased 
7- 

confidence : 

I ' m  glad f o r  t h e  length of t he  practicum because it allows 
f o r  t h e  novelty of  a "student-teachertr t o  wear off and t h e  
teaching atmosphere and s i t ua t i on  t o  become much more 
r e a l i s t i c  (week 12) . 

Professional self-concepts. The professional  self-concept ac tua l  r e s u l t s  

support recent research t h a t  has reported increases i n  t h i s  concept by t he  f 

end of  a practicum. But, a s  has been shown t o  be the  case with teaching 
- - - - - - -- - --- - -- - 

anxiety, t he  present study i den t i f i ed  t rends  t h a t  would have remained un- 
---- - - - - - - - 

detected i n  a simple p r e t e s t - p o z t e s t  design. 

By t he  twelfth week of the  practicum, scores on t he  dimension of order- 

' l i n e s s  had increased s u f f i c i e n t l y  t o  be s t a t i s t i c a l l y  s ign i f ican t  when com- 

pared t o  p r e t e s t  and week 3 scores.  This indicates  t h a t  a s  a group the  



- - - - - - - - 

student-teachers saw themselves t o  be more systema-tic, arranged, orderSy, 

prepared, organized and e f f i c i en t  a t  t he  end of twelve weeks of classroom 

experi'ence than a t  t he  beginning of t h e  practicum. This may a l so  help t o  

explain the  f i n a l  group's more posi t ive  comments. It must be emphasized 

tha t  it took between nine and twelve weeks of  classroom experience f o r  the  

posi t ive  movement t o  become s ign i f ican t  and t h a t  before week 9 both pos t tes t s  

showed a =KT a e c l i n e  i n  order l iness .  Although no o the r  significant-restt3-t-s- -- 

were obtained it i s  worth noting t h a t  the  scores a t  weeks 3 and 6 on t h e  

eight pos t tes t  dimensions showed a c l ea r  negative t rend.  $ ~ l y  c r ea t i v i t y  and - 
non-conformity a t  week 3 reported higher scores than a t  p r e t e s t +  The negative 

if 

t rend appears t o  have been reversed sometime a f t e r  week 6, and by week 12 only 

t he  dimension of non-conformity showed a decrement. I t  i s  l i k e l y  tha t  the  

practicum had exercised a moderating and socia l iz ing influence upon the  

student-teachers a s  t h e  f i n a l  group reported t ha t  they f e l t  s l i g h t l y  more 

conventimal,_conf orming, usual, r e s t  rained a n d  constrained. - - - - 

The professional self-concept ideal  r e s u l t s  supported f indings  from 

previous s tudies  t ha t  t h i s  concept is  r e l a t i ve ly  s tab le  (Coulter, 1974, 1976; 

Gregory, 1976; Walberg, 1967b). Mean differences were small throughout the  

study . 
ti 

The gap between perceptions of s e l f  a s  a teacher and an ideal  teacher,  

as measured by t h e  professional self-conc.epts discrepancy scores, narrowed 
- 

s ign i f ican t ly  f o r  t h e  dimensions of c r ea t i v i t y  and orderlinGss. A s  these 

creases i n  these dimensions on t h e  professional self-concept sca le .  Once 

again it should be emphasized tha t  four of the  f i v e  s ignif icant  r e s u l t s  did 

not occur u n t i l  week 12. Of pa r t i cu l a r  i n t e r e s t  is the s ignif icant  increase 



, i n  t h e  

week 9 

148 
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s i z e  of t he  discrepancy 6n t h e  c r e a t i v i t y  dimension reported a t  

It appears t ha t  t h e  student-teachers considered themselves t o  be 

s ignif icant ly '  l e s s  adaptable, imaginative and c rea t ive  than t h e i r  ideal  

teacher. A s  t h i s  response came during t h e i r  period of ful l - t ime teaching - C 

one could speculate t h a t  the  pressure of preparing a large  number of lessons 

drained t h e i r  c rea t ive  a b i l i t i e s  and represented a pressure point  i n  t h e  

- -- p r a c t i c m .  This may be canpared t o  t h e  scores a t  weeks 3 and 6 wherr t h e  -- -- - - 

Cg 

dimension of c r ea t i v i t y  was t h e  only professional  discrepancy dimension t o  

experience a s l i g h t  decrease a t  a time when student-teachers were being 
- - 

gradually int-roduced t o  t he  wider r o l e  o f  t h e  teacher and undertaking only 

i so la ted  teaching segments. 

I t  would appear t h a t  a l l  t h e  themes iden t i f i ed  i n  t he  respondents1 2, 

comments could contr ibute  t o  changes i n  t h e  assessment of t h e i r  professional  

self-image. Their performance i n  t h e  r o l e  of  ful l - t ime teachers and t h e  

react ions  of pupi ls  appears to-have been very important and prompted over 

170 references.  There is sane evidence t o  suggest t h a t  references t o  these  

sub-themes declined a s  t h e  practicum approached i ts  concluding phase and 

student-teachers overcame some of t h e i r  f e a r s  of t he  teacher ' s  r o l e  and pupil  

react ions  (Table 57) .  An increase in reported professional  confidence was 

a l so  noted. 

They don1 t see  me a s  a teacher  (week 3) . 
The extreme highs occur when t h e  s tudents  in  my c l a s se s  
react  - favorably t o  what I have planned (wqek 3) .  

- - --- - - - - -- - - - - - - 

The most rewarding and f u l f i l l i n g  experiences f o r  me a r e  
- when I-see ~ e - E a c e s o f ~ ~ & e r n ~ c h a ~ ~ t r ~ a r r t  

smiles and when I r e a l i z e  I have reached them (week 12). 

Self-concepts. No s ign i f ican t  changes occurred i n  ac tua l  self-concept 

during the  practicum, though t h e r e  were t rends  of  e a r ly  decrements and l a t e r  



a 

increments i n  the  dimensions of c r ea t i v i t y ,  orderl iness,  warmth-supportiveness, 

s a t i s f ac t i on ,  energy-enthusiasm and in  the t o t a l  sca le ,  implying t ha t  t h e  
J .  

long per iod,of  teaching may be advantageous. These movements re f lec ted  

s imilar  movements i n  t h e  professional  self-concept ac tua l  s ca l e  where t h e  same 

dimensions, plus the  dimension of c l a r i t y ,  f e l l  and rose during t h e  practicum, 

coinciding with upward and downward movements i n  teaching anxiety.  The 

trends i n  self-concept scores were probably a t t r i bu t ab l e  i n  p a r t  t o  t h e  

dominance of t h e  practicum in  t h e  student-teachers1 personal as-wel l  a s  profes-  

s iona l  l i f e ,  Many student teachers  r e f l e c t e d  on t h e  amount of time needed t o  

prepare lessons and meet t h e i r  o ther  r e spons ib i l i t i e s  a s  a fu l l - t ime  teacher ,  

a dominant theme i n  e a r l y  pos t t e s t s .  O f  t h e  56 references  t o  demands on s e l f  

- only th ree  were assessed a s  pos i t ive .  

I ' ve  never worked qu i te  so  hard on anything i n  my e n t i r e  
l i f e  (week 3) . 
I do not have any time t o  do the  th ings  I am normally used 

- - - -- - - 

t o ,  fo r  example, physical exercise ,  breakfast  . . . my day isp 
so rushed and hec t ic  (week 6 ) .  

A s  the  practicum progressed I became swamped with work and 
found myself with more than I could handle . . . I became 
absen.tminded, leaving th ings  around, fo rge t t ing  lesson plans. 
I l o s t  weight because of  poor eat ing habi ts ,  couldn' t  s l eep  
at night and was generally miserable (week 9) . 

a ,  

I ,was under a l o t  of pressure (week 12). ,- 

i 
Although other  researchers have claimed tha t  s t a b i l i t y  o r  higher scores i n  

t h i s  concept by t h e  end of p r ac t i c a  can be a t t r i bu t ed  t o  successful survival  

fCoulter-,  1974; P i ?  igh t  -am& Tuska,--f968J--i t p i ~ p o s s i B l e  m a t  tKepos11Tve . 

- - ? s l ? e n & b ~ ~ - f ~ - ~ & - ~ ~ d  aehkwemeff-er- 

a subs tan t ia l  period. 

Self-concept idea l  scores were found to  be s t ab l e ,  again supporting 

previous f indings.  Eventual decreases in self-concept discrepancy scores 



mirrored movements in self-concept. A l l  dimensions and the  t o t a l  sca le  

reported decrements by week 12. This trend was not c lear ly  established * 

before the  f i n a l  pos t t e s t .  A s ignif icant  widening of  t h e  orderliness . 
B 

dimension at the  end of t h ree  weeks may be an addit ional indication of an 

approaching pressure point i n  the  practicum. 

Some summary implications. Any inferences must be speculative a s  t h i s  
- A A - -- - - A - A -- - 

study cannot account for  individual differences o r  measure t he  degree of 

individual pacing imposed by student-teachers knowing t h a t  they have three  

months i n  which t o  achieve s e t  goals. 

What a r e  the  implications f o r  t h e  length of t he  practicum? 4 I t  does 

seem c lear  t ha t  had t h e  practicum ended a f t e r  three weeks, the  student-teachers, 

as a group, would have l e f t  the  classroom less  anxious and therefore  less 

l ik3ly t o  be suffering from "self-depreciating ruminations and ego-defensive 

avoidant  response^^^ (Sinclai r ,  1971, p. 98), though with t h e i r  ideal  of 

personal order tines s more v i s  iosary . - ~ E o r t u n a t e I y  t h e i r  lmerec t t eac lhg - -  

anxiety may have resul ted i n  f a l s e  feel ings  of securi ty  and achievement a s  

they had not yet faced t h e  challenges, traumas and attendant responsibi l i tes  

and demands of ful l - t ime teaching. Results from.this study suggest t h a t  it 

takes a minimum of approximately nine weeks f o r  student-teachers i n  t he  

ED. 405 course t o  achieve what may be durable and desirable decrements in 

teaching anxiety, and twelve weeks f o r  pos i t ive  t rends and s ign i f ican t  

changes i n  professional self-concept and self-concept t o  appear. An analysis  
- - - - - - - -- - - -- -- -- 

of t h e  open-ended statesrents adds weight t o  t h i s  argument. 

- Are there  pressure points  in the  practicum? Although f e w  s ignif icant  

undesirable decrements were reported it would seem tha t  the  relati 'vely high 

level  of anxiety a t  t h e  mid-point of t h e  practicum (week 6 ) ,  the  negative 

trends i n  t he  actual  and discrepancy scales  of professional self-concept and 
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- - - . -- - -- - 

2 .  

s e l f  -concept from p r e t e s t  t o  week 6, and t h e  more negative repor t ing and 

grea'ter concern f o r  s e l f  i n  t h e  first half of the  practicum, a l l  point  t o  t h e  
/ --. 

ea r l y  period of f u l l - t & e  teaching (appreximately weeks 4 t o  7) a s  a po ten t ia l  
- . '  

danger period. That - the majori ty of student-teachers pass through t h i s  period 

and meet t h e  prescribed goal o f  t h e  course adds credence t o  t h e  o f t - s t a ted ,  

view t h a t  t h e  Simon Fraser  Prbgram (and any other  program where self_-concepts 
- - - - - - >- -- A 

remain i n t a c t  o r  improve) contains t h e  highly appropriate elements o f :  an - 
a 

. individual ly  t i i l o i e d ,  gradual introduction t o  fu l l - t ime  reaching; expert 

guidance and support from se lec ted  and t ra ined  teaching t r i a d  members; and -- 

a time span t h a t  is long enough t o  allow t h e  development and adoption of 

appropriate teaching behaviors and an understanding of t h e  r e a l i t i e s  of a 

classroom. 

One of t h e  most f u l f i d l i n g  experiences was t o  suddenly f e e l  
everything w a s  Fal l ing in30 place and t h a t  I f e l t  p a r t  of 
the  school (week 1 2 ) .  



\ 15 2 -. 
9 - - - 

- -  - - 

/ 

Limitations of t he  Study 

- The findings reported in  t h i s  study and subsequent general izat ions  and 

appl icat ions  may be l imi ted by the  following fac tors :  

(a) Results a r e  based on group means and do not examine individual  
9 

performances. The authors of the  semantic d i f f e r e n t i a l  employed i n  t h i s  

study recommend t h a t  "at present,  t h e  s ca l e s  be used only f o r  research 
- - A  - > --- -A 

purposes i n  hypothesis t e s t i n g  and evaluation s tud ies  and no t  f o r  individual  2 

meas~re jnen t~~  (~ l s i rb r t l i  and 1977, g .sA-55) . ' 
-I 

(b) It i s  not known whether student-teachers would be ab le  t o  achieve 
. . 

the  course objectives i n  l e s s  than t h e  current  t h r ee  months without suffer ing 

bruis ing of t h e i r  profess%-onal self-concept and self-concept. The question 

~ f - t n d i v i d u a l  pacing should be examined fur thkr  . 
. - *- 

(c) The l a ~ ~  of a control  group prevents a c l e a r  statement t h a t  

maturation f ac to r s  were not responsible f o r  the  detected changes. The 

dominance of thC practicum and tEe lack of  any h i s t o r i c a l I y  si@iifici%t 

event (see below) _syggests t h a t  program fac tors  were responsible f o r  t he  
s 

changes. I t  i s  d i f f i c u l t  t o  iden t i fy  an appropriate control  group though 

invest igat ion n t o  t h i s  problem would be usefu l .  Y 
(d) A mid-term break of one week occxlrred a f t e r  11 weeks of t h e  prac- 

ticum had been completed. It is  poss ible  t h a t  same classroom teachers took ' 

over from t h e i r  student-teachefs when schools resumed thereby l imi t ing 

the  teaching *experiences of  those student -teachers . 
* ~ ~- ~ ------p------p---p-----p-p-p--pp--p-p----p--p-p---p 

I- 

(e) I t  is not known whether t h e  Simon Fraser Universi ty student-  

teachers o r  the  schools at tached t o  t he  program possess unique character iz t  i c s  .* - 
Comparative s tudies  would be of i n t e r e s t  but would be surrounded by design 

and technical  d i f f i c u l t i e s .  One should be very cautious i f  attempting t o  



apply t h e  r e s u l t s  of  t h i s  study t o  o ther  s e t t i n g s ,  p a r t i c u l a r l y  when charac- 
I 

1 

t e r i s t i c s  impinging on the  program a r e  not f u l l y  understood. 

( f )  Although t h e  sample represented a subs tan t i a l  and constant propor- 
Y I 

t i o n  o f  t h e  population i n  t h e  course it is not known if the  student-teaseers 
\ 7 :  * 

who d i d  no t  p a r t i c i p a t e  d i f f e r e d  s i g n i f i c a n t l y  from t h e  s a m p l a  However a s  
? 

a l l  respondents were volunteers and as a strong emphasis was placed on 
* d - -. - - - - - 

c o n f i d e n t i a l i t y ,  a high degree o f  confidence may be  placed i n  t h e  r e s u l t s .  

It is possible t h a t  t h e  respondents completed t h e  quest ionnaires more con- 

sc ien t ious ly  than would have been the  c a s e  had a l l  members of t h e  popwlation 

been "requiredv1 t o  p a r t i c i p a t e .  

(g) The study e x p i n e d  only one component of t h e  t o t a l  program. 

(h) The r e l a t i v e  lack of  negative r e s u l t s  may suggest t h a t  the  course 

i s  undemanding, non-threatening and weak. Further,  t h e  use of a pass/ 
0 4 

withdraw system may o f f e r  l i t t l e  challenge t o  some p a r t i c i p a n t s .  This 

notion does not appear t o  be supported by t h e  omments received during d 
L t h e  p rac t  ieum . 

-7 
B - 

( i )  A s  some student-teachers withdr from t h e  course Qefore  completing 
rt - 

a p o s t t e s t  it i s  no t  known i f  they d i f fe red  from t h e  respondents who remained 



Recommendations f o r  Future Research 

I t  i s  suggested t h a t  po ten t ia l ly  p rof i t ab le  research may be undertaken 

i n  the following areas:  

(a) A longitudinal  study of student-teachers/teachers from the  time 

of admission t o  a t  l e a s t  t he  end of t h e i r  f i r s t  year of fu l l - t ime  teaching. 
- 

As t h e  present  study has detected changes during a program component fu r the r  
- -- - -- a - 

s tudies  using randomly-f&med groups f o r  t e s t i ng  a t  regular  i n t e rva l s  may be 

benef ic ia l .  A longi&dinal study may a l s o  encourage and f a c i l i t a t e  t h e  

development of a combined preservice-induction-in&ice program, and r e -  
- 

examine the  ro le  of other practicum and course par t i c ipan ts .  

(b) A study of optimal l eve l s  of  anxiety and profess ional  self-concept.  

It i s  possible t ha t  student-teachers and teachers who saw themselves a s  very 

c l ea r ,  s a t i s f i e d ,  ordered, supportive and calm may not be recept ive  t o  con- 
/ 

# 

s t ruc t i ve  c r i t i c i sm and advice. , 

- - (c-) A comparison of t h e  two major Simon Fraser Urivers i ty  program s t ruc-  

t u r e s .  As t h e  major components appear i n  d i f fe ren t  sequences (Spring 

intake - ED.  401/2, E D .  -404 and E D .  405; Fa l l  in take - ED.  401/2, E D .  405 

and E D .  404) a comparison of student-teachers proceeding through t h e  two 

pa t te rns  may be f r u i t f u l .  I t  may be shown t o  be advantageous t o  place a - 
subs tan t ia l  break between t h e  two prac t ica ,  or  t o  schedule them.close togethe f i  
t o  allow student-teachers t o  bu i ld  upon t h e i r  i n i t i a l  experiences as soon as 

possible.  
- - - - - - - -p- - -- - - 

(d) Small group intensive  research i n  order t o  i den t i fy  individual  
- - - - - - - - - - - - - - - - 

concerns and achieve fu r the r  ins igh ts  in to  t h e  process of soc ia l i za t ion  not 

revealed by global measures. 

(e) A n  examination of changes during an open-ended practicum wbere t he  
/ 

length i s  determined so le ly  by t h e  time it takes a student-tgacher t o  achieve 



' 
spec i f ic  ob j ect ives. 

( f)  A study of changes during a progkm component using rGdomly-formed 

groups with one control led cha rac t e r i s t i c ,  f o r  example, sex or. various 

l eve l s  of academic background. Further knowledge of t h e  cha rac t e r i s t i c s  of 
1 

t he  population would f a c i l i t a t e  subsequent and broader appl icat ions  of research 

findings . 
- --< 

(g) The iden t i f i ca t ion  of su i t ab l e  control  
- - -- - -- --.-A 

groups f o r  fu tu re  research. 
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imon Fraser  Universi ty Professional Development Program 

Appendix 7 j ec t ives  

1. Admission and Withdrawal: Procedures and Obiectives 

( i )  Admission t o  t h e  Program 6 

"Objectives t o  be a t t a i n e d  p r i o r  t o  ent ry  i n t o  the  program: 
-- 

A. s tudents  s h a l l  be b a s i c a l l y  l i t e r a t e  i n  t h e  English Language. 
This means t h a t  a l l  s tudents  s h a l l  have a bas ic  command of 
English and t h a t  a l l  s tudents  s h a l l  have taken at  l e a s t  s i x  
semester hours of  course work i n  English a t  t h e  un ivers i ty  
l eve l  o r  i ts  equivalent .  

Students whose n a t i v e  language is  not English s h a l l  demonstrate 
t h e i r  *competence i n  English by s a t i s f y i n g  t h e  above 'requirement. 

' I n  addit ion,  s tudents  may be asked t o  undertake .a test such .as  
TOE FL . 

B. Students s h a l l  have completed a minimum of 60 semester hours of  
academic course work a t  t h e  un ivers i ty  o r  col lege  l eve l .  , 

Students undertaking t o  teach a t  t h e  secondary school l eve l  
s h a l l  e i t h e r  have completed an undergraduate degree o r  s h a l l  be 
ab le  t o  complete degree requirements during t h e  Professional  
yeartJ (Dobbs , O LSttll ivan an& Tomsich, Note 7, p ;  1-7') . - - - - 

( i i )  Withdrawal from the  Program 

b 
+ "A few s tudents  do not  complete t h e  they withdraw e i t h e r  

vo lun ta r i ly  o r  by reques t .  The Pass/Withdraw procedures a r e  such t h a t  
s tudents1  grade point  averages a r e  no t ' a f fec ted  by t h e i r  withdrawal 

. from the-Program. A l l  forms r e l a t e d  t o  withdrawal a r e , a v a i l a b l e  from 
t h e  coordinators.  

A. Voluntary Withdrawal: Students may withdraw vo lun ta r i ly  from t h e  
Program f o r  a v a r i e t y  of reasons including poor heal th ,  personal 
concern o r  d i s l i k e  of teaching. 

To formalize voluntary withdrawal: 

- i - ~ h e s t u d m - i n f o ~ ~ l ~ ~ ~ ~ - h i s s r h r , a l _ a s s a & t c & ~ l ' ~  
pr inc ipa l ,  h i s  f a c u l t y  associa te ,  h i s  coordi-nat& and 

- 
t h e  ~ e g i s t r a r ' s  Off ice  of h i s  in ten t ion  6 withdraw; 

ii. The s tudent  completes withdrawal forms required by 
both a coordinator  and t h e  Reg i s t ra r ' s  o f f i c e ;  

iii. A coordinator  sends the  Professional Development Program 
withdrawal form, including a statement regarding readmission 
t o  t h e  Program, t o  t h e  Faculty of Education's Admissions 
Office.  



B. Recommended Withdrawal: When a s tudent  lacks competence o r  when 
competence is i n  doubt, the  followihg procedures a r e  i n i t i a t e d :  

i. The f a c u l t y  assoc ia te  i n  conference with the  school 
a ssoc ia te  and student  informs t h e  student  t h a t  h i s  com- 
petence i s  being questioned and discusses with him t h e  
s p e c i f i c  na tu re  of t h e  de f ic ienc ies ;  -. 

ii. The f a c u l t y  assoc ia te  immediately informs t h e  coordinator  
who w i l l  arrange t o  v i s i t  t h e  student  and school a ssoc ia te  
with t h e  f a c u l t y  assoc ia te  i n  attendance; 

iii. A t  t h i s  time, i f  necessary, t h e  NOTICE TO STUDENT form i s  
completed t o  provide t h e  s tudent  with c l e d r  goals  f o r  

-- 

i improvement-,- andL t o  a s s u r ?  t h a t  everyone invorved i s  a w a r e  
of these  goals  ; 

i v .  The s tudent  i s  t o  be giyen adequate time and opportunity 
t o  overcome t h e  de f ic ienc ies  . During t h i s  time,+ second 
opinions from t h e  school and Universi ty a r e  sought, e .g . ,  
another t eacher  o r  t h e  p r inc ipa l  and another f a c u l t y  assoc ia te  
o r  the  coordinator .  

I f  t h e  de f ic ienc ies  a r e  not  remedied, s p e c i f i c  examples of 
inadequate teaching performance t o  be used i n  supporting a 
recommendation f o r  withdrawal a r e  conveyed t o  t h e  s tudent .  

v. On t h e  expiry da te  of t h e  NOTICE TO STUDENT t h e  
coordinator, f a c u l t y  and school a ssoc ia tes  convey t h e i r  
decision t o  t h e  s tudent  teacher.  I f  withdrawal is 
recommended, t h e  appropr ia te  form i s  completed and signed 

B by a l l  p a r t i e s .  
v i .  The s tudent  has  t h e  r i g h t  t o  appeal t h e  decis ion and should 

- - - - contact  t h e  admini~trative~~oordina€or t o  -clari-fy procedure- 
and set a hearing dateB1 (Kaser-Cannon and Marsh, Note 6, 
pp. 20-21). . 

2 .  Objectives f o r  Course ED. 401 

, By t h e  end of E D .  401 the  student-teacher should be ab le  t o :  
- 

"1. Observe a learning s i t u a t i o n  o r  an episode o f  teaching and 
discuss  it i n  terms of goals  o r  object ives ,  s t r a t e g i e s  used, out- 
comes a t t a ined ,  and poss ib le  changes i n  approach. The s tudent  
w i l l  have t o  become an e f f e c t i v e  and c r i t i c a l  observer; 

2 .  Observe an episode of h i s  own classroom behaviour i n  a s i m i l a r  
fashion t o  #1 above, or a t  l e a s t  he should be ab le  t o  accept 
and understand feedback from observers of  h i s  classroom behaviour. 

- - - - - - - - - - - - - - - - - - - - - - - -- -- 

3. Plan a s h o r t  sequence of teaching/learning a c t i v i t y ,  using a 
-- 

p a r t i c u l a r ,  coherent approach, whether it be individual ized 
ins t ruc t ion ,  s tudent-di rec ted  learning,  o f  d i d a c t i c  i n  nature .  

4.  Describe severa l  modes of teaching behaviour o r  s t y l e s  of 
teaching o r  of c rea t ing  oppor tuni t ies  f o r  learning.  



5. Undertake a reasonable inventory of h i s  personai needs f o r  
f u r t h e r  development of s k i l l  o r  knowledge a t  t h a t  s tage  of h i s  
experience i n  t h e  program. He should be ab le  t o  s t a t e  a s e t  of 
personal object ives  f o r  Education 402, and f o r  405" (Denos, 
Note 1, p. 12).  

3 5  Objectives f o r  Course ED. 402 

( i )  Overall ob j e c t i v e s  

By t h e  end of ED. 402 the  student  teacher should: 
- - -  - - - - 

"1. Have a t  l e a s t  an o u t l i n e  plan f o r  h i s  profess ional  development 
during Education 405 o r  404. This plan should have been d i s -  
cussed with h i s  seminar leader  and h i s  peers i f  poss ib le .  

2.  Be ab le  t o  p lan  a sequence of i n s t r u c t i o n  or a program f o r  a 
s e t  of learning experiences which i s  designed t o  achieve 
c e r t a i n  object ives .  

3, Have an i n i t i a l  f a m i l i a r i t y  with the  curriculum f o r  t h e  a rea  o r  
l eve l  i n  which he expects t o  teach. 

4 .  Have developed a first leve l  s e t  of bas ic  communication and 
process s k i l l s  and have had an opportunity t o  p r a c t i c e  these  
with h i s  peers.  . 

a t  l e a s t  one system - -- o r  s e t  of t o o l s  f o r  the  ---- analys is  - of 
s i t u a t i o n s ,  and be *are o f  some others.- 

6 .  Have an initial r e p e r t o i r e  of methods and approaches i n  some 
of t h e  key areas  f o r  the  f i e l d  i n  which he  hopes t o  teach, 
i . e . ,  a bas ic  s e t  of  reading i n s t r u c t i o n  s k i l l s  if he hopes 
t o  teach primary grades. 

7. Have had an opportunity t o  develop s k i l l  and experience i n  
a t  l e a s t  one e l e c t i v e  a rea  which he has se lec ted  f o r  h i s  
personal growth and s a t i s f a c t i o n ,  i . e . ,  a r t ,  music o r  
environmental education - some area  outs ide  h i s  normal gamut 
of experience. 

f 

( i i )  Spec i f i c  object ives  3 
4 

- -  - - -  - -- -- A l m o u i  eacWcurr1Cu~um workshop o r  s tu@-g~p=Tl-have a 
p a r t i c u l a r  focus o r  content  theme, t h e r e  w i l l  be commonality with 

- - - - - - - - - - - ~ $ s - t 0 - ~ ~ 4 v e s ~ m ~ ~ ~ n ~  
a l l  s tudy groups. 

a) Curriculum workshop . . . 1 
Students demonstrating a successful  performance i n  t h e i r  

x" 



curriculum workshops w i l l  have completed t h e  four  ob jec t ives  
common t o  each curriculum workshop a s  well a s  any s p e c i f i c  
assignments i d e n t i f i e d  by each curriculum workshop i n s t r u c t o r .  
Therefore, s tudents  successful ly  completing a curriculum 
workshop w i l l :  

- have had an opportunity t o  examine a c t i v i t i e s  and s t r a t e -  
g i e s  described f o r  r ep resen ta t ive  segments of  t h e  curriculum 
a rea .  

- be a b l e  t o  describe t h e  curriculum s t a t e d  f o r  t h e i r  sub jec t  
area/grade 1 eve1 . 

- have had contac t  with major t e x t s  and s e l e c t e d  mate r i a l s  
which apply t o  t h e  p a r t i c ~ l a r  curricuLum ar-eal- - - - - 

- be a b l e  t o  descr ibe  the  901e of  t h e  teacher  i n  t h e  
development of curriculum mater ia ls .  

b) Study Group . . . 
Students  demonstrating a successful  performance i n  t h e i r  study - 

group w i l l  have completed the  four ob jec t ives  common t o  each 
study group a s  w e l l  a s  any s p e c i f i c  assignments i d e n t i f i e d  
by each study group i n s t r u c t o r .  Therefore, a l l  s tudents  suc- 
c e s s f u l l y  completing the  study group w i l l  be a b l e  t o :  

- wri te  a procedure f o r  assess ing  s tudent  needs 
- wri te  o r  s t a t e  educational  objec t ives  
- design an, i n s t r u c t i o n a l  s t r a t e g y  
- const ruct  procedures f o r  evaluat ing  s tudent  learning 
- design a procedure t o  analyze teaching performance1' 

(Simon Fraser  Universi ty,  _Note 10, p. 41. 

Objectives f o r  Course E D .  404 

"Education 404 i s  t h e  'Academic Semestert of t h e  Profess ional  Develop- 
ment Program. I t  i s  a l s o  a semester i n  which many teachers  r e t u r n  
t o  t h e  Universi ty f o r  a f u r t h e r  profess ional  development, e i t h e r  t o  
upgrade c e r t i f i c a t i o n ,  o r  t o  complete undergiaduate degree requ i re -  
ments. This 'mix' of  s tudent  types  and needs i s  a f a c t  of  t h e  
semester.  The ob jec t ives  discussed he re  a r e  s t a t e d  f o r  s tudents  i n  t h e  
Professional  Development Program, and NOT f o r  a l l  persons who may take  - 
course work o r  programs t h a t  semester. 

1. Students  w i l l  undertake completion of  any formal course 
work requirements necessary f o r  t h e  s tudent  t o  be recombended - 

f o r  a teaching c e r t i f i c a t e .  
-- - - - - - -- - - - -- - -- - -- - - -- - - 

2. Students  w i l l  undertake any course work o r  program requirements 
--- - ~ ~ u t k n t ~  111 ~ m h ~ - s t ~ ~ ~ ~ r ; l m ~ :  -- 

f o r  example: p a r t i c u l a r  "Designs f o r  Learning Courses" 
needed f o r  t h e  s tudent  i n  t h e  a rea  o f  teaching i n  which he 
hopes t o  operate;  co re  courses i n  Minors programs, e t c .  



.=.. 
- - - - -- -- - -- -- - - -- 

m 

3. In general, Education 404 w i l l  allow students t o  complete a 
group of requirements, where these ex is t ,  while allowing 
the  student an opportunity t o  develop special  competency 
or  specia l izat ion i n  an area of h i s  choice. Each student 
w i l l  be urged t o  s e l e c t  an area  fo r  special  emphasis i r -  
404. This area may be re la ted  t o  t he  personal plan which 
he developed during 405. 

5. Student choices o r  program plans f o r  Education.404 w i l l  be 
developed in  consultat ion with: 

- ~ c u l ~ ~ v ~ r s ;  L L L - - - -  -- . -__- _ _ 
Faculty Associates; 
School Associate" ( bb , OtSullivan and Tomsich, Note 7, pp. 21-22). 

t YS 
5 .  Objectives f o r  Course ED.. 405\ 

- -  - - - - - -- -- - - - 

"By t h e  end of Education 405 the  s tudent  ( teacher)  should be able  to :  

1. Develop a plan f o r  an extended sequence of teaching and learning 
a t  the  age/grade o r  subject  area  level  i n  which he expects t o  
function. This plan should include: 

- a statement of objectives i n  terms of learning outcom s v 
T - a s e t  of a c t i v i t i e s ,  experiences, e tc .  designed t o  achieve 

t h e  objectives ; 

- a l i s t  of  needed resources, human and material  required t o  . , 
- - - - - suprt-the-teachingkarnmg pragram; -- - -- 

- an evaluation procedure which r e l a t e s  c lear ly  t o  the  s ta ted  
objectives, but which is  appropriate t o  t he  needs of the  
students and the  teacher; 

- 

- an indication of how individual differences i n  mode and r a t e  
of learning., a s  well a s  i n  past  experience, a t t i t ude ,  e t c . ,  
w i l l  be provided f o r  i n  t h e  program plan. 

I - k 
- the  re la t ionship of t h e  planned sequence t o  the  overal l  

curriculum, school program, o r  other l a rger  expectations 
of the school. 
I 

2.  Operate t he  planned program of ins t ruct ion i n  a representative c lass  
s e t t i ng  wi3hout excessive ass is tance or  supervision. 9 *. 

3. Develop a plan f o r  the  evaluation of h i s  own per fohance  i n  
-- ~ e t - * * ~ ~ ~ m o * ~ m e p r a g r ~  s e l f  - 

e v a l u a t i o w r i n g  the  teaching-learning sequence. 
1 

4.  Develop a s e t  o f l s C W i C € u r t h e r  personal and professional develop- 
ment, e i t h e r  during Education 404, o r  a f t e r  leaving P . D . P .  during 
the  f i r s t  phase of h i s  teaching career.  

By the  end of.Education 405, the  student should be judged t o  be capable 
of functioning a s  a novice professional teacher, a l b e i t  with c l ea r  needs 
f o r  fu r ther  professional development, and a c l ea r  personal sense of those 
needs" (Denos , Note 1, p. 18) . 

- 
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Appendix B: Character is t ics  of t h e  Sample - Selected Detai ls  

Table 38: Distribution of Pre tes t  Respondents by Sex 

Sex N %,P" 
*, 

Total 211 100 

Table 39: Distr ibution of Pre tes t  Respondents by Teaching Level 

Level N % 

Elementary 
Grades 1 - 4 87 41.2 
Grades 5 - 7 74 35.1 

Sub-total 161 76.3 
-? 

- -- - - _ SecondaryY - - - - ---- --- -- ppY 

~ r k d e s  8 - I0 2 1 10 
Grades 11 - 12 29 13.7 

Sub-total 5 0 23.7 
- 

Total 211 100 

Table 40: Dis t r ibut ion of Pre tes t  Respondents by Locaticin 

Locat ion N !! 

Lower mainland 111 52.6 
-- -- E W ~ % ? & ~ P + W  *- 47.4 

Total 211 100 



Table 41: Distribution of Pretest Respondents by Work ~ q e r i e k e  
(Years of Fulltime Employment) r 

Years N % Cum. % 

Totals 21 1 SO0 

* 

Table 42: Distribution of Pretest ~es~ondents By Age 

Age yrs. N % Cum, % 

Totals 211 100 
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appelldixc: XmXIStnune~tsSFmpLcyed : --- 

i n  t he  study 166 
Home phone: 294 4500 

SIMON FRASER UNIVERSITY. BURNABY, B.C , CANADA V5A IS6 

Dear 405 Student Teachers, 

FACULTY OF EDUCATION. 291-3395 

December, 1978 

Those of you who were ab le  t o  at tend a 402 meeting a t  S.F.U. i n  

December w i l l  r e c a l l  my appeal f o r  your valuable a s s i s t ance .  
-? - - A - - -- - A A 

I am a graduate s tudent  on leave from my employer, S t u i  C o i l e g e o f  

Advanced  ducati ion, South Aus t ra l ia ,  t o  study aspects  of t h e  practicum a t  

Simon ~ r a s e r  University . Your Professional  Development Program has a high 

reputat ion and is  widely c o ~ i d ~ ~ e d X I S t o  be an e f f ec t ive  and innovative form 

of  teacher preparat ion.  , .  

One of t h e  program's innovative fea tures  i s  t h e  length of tht? 405 

major practicum. My t h e s i s  study has been designed t o  measure changes, i n  ' 

your judgement of c e r t a i n  cgncepts during t h e  13 week practicum. 
* 

I am absolutely dependent upon your pa&icipat ion i n  t h i s  study! 

I would l i k e  t o  assure  you t h a t  a i l  responses e l l y e  kept s t r i c t l y  

conf ident ia l .  Your Professors,  Faculty ~ s s o c G a n d  School Associates a' 
- 

- - -- - 1  - r - - - -  + 
w i l l  never have access t o  t hese  documents and w i l l  never be  ab l e  t o  t r a c e  

responses. I have asked t h a t  you show your name only t o  enable me t o  match 

f i r s t  round and f i n a l  round responses. Once a l l  responses have been 

numerically coded f o r  ana lys is  your name w i l l  be  removed from t h e  

quest ionnaire  and no record w i l l  b e  kept. 

The f i r s t  s e t  of quest ionnaires  is at tached.  I would be g ra t e fu l  i f  

,you bould complete them on Tuesday 9th. January ( i t  should t ake  about t h i r t y  
.- 

minutes) and r e tu rn  them t o  m e  urgent ly using t h e  postage-paid addressed 

envelope enclosed. 

Once I rece ive  your first r o d  responses I w i l l  a ss ign  you randomly 

t o  a subgroup. Mabers of each subgroup wf l l  be asked t o  complete one 

Looking forward t o  receiving your help.  

\yours t r u l y ,  > 
B i l l  T a t t e r s a l l  



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 

GROUPING TECHNIQUES ONLY. 

1. Name: 

( f o r  questions 2-6 p lease  check th_e *pPrsr i@e -box.L- :- -- - - - - - - - - - - - - - 

2. What i s  your age? 

O w e r  21 years 

0 2 1 - 2 3  years 

--- - Q?4-2.*itf * 

3. What is your sex? 

0 Female 

4. A t  what l e v e l  a r e  you teaching i n  4@? 

O~1ementax-y Grades 1,2,3 o r  4 
n 

U ~ l e m e n t a r y  Grades 5,6 o r  7 

5. Where a r e  you located f o r  405? . 

Cranbrook 

D ~ a v s o n  Creek 

6. m e r e  were you located f o r  401/402? 

O ~ o w e r  Mainland/ V a n .  Is. 

D c h i  l l i r a c k  

0 Cranbrook 
, 

0 Dmson Creek --- 

' 0 27-29 years 

30-32 years 

0 3 ? = 3 5  years 

m o v e r  35 years 

u Sec. Junior  High 

0 Sec. Senior High 

- - 

K e l m a  

Nelson 

Penticton 

Prince George 

S a l m  Arm 

Vernon 

0 Nelson 

Penticton 

0 Prince George 

S a l m  

7. Date o f  c.omletion ~f t he se  ferns: 

8. How m y  years of work experience have you had before commencing the  

P.D.P.? ,(Please e n t e r  nutuber i n  box: e a r s  .) 

1 
Office 3 

use only 1 =3 

j 
- r - 2 - 3 - 4 - 7  

3 



PROSPECT1 VE TEACHER QUESTIONNAIRE 
Page 2 

YOUR RESPONSES WILL BE KEPT STRICTLY CONFIDENTIAL' \ 
\ 

\ Instruct ions:  Please read each question carefully. Answer every question, 
\ 

even i f  it seems vague t o  you o r  d i f f i c u l t  t o  answer. Place the number 

\ which bes t  represents your feel ings today on the l i n e  next t o  each \ 

rn / s*atemn+ -P-P----- - - - -  - - - -  - -  - A a - -- - ---A A 

\ 

Use the following number scale f o r  ALL questions: \, 

STATEMENTS : 

1. I 'feel calm and collected when I think about holding 

parent-teacher conferences. 

2. I f  I have trouble answering a pupi l ' s  question I f ind  

(wi l l  find) i t  d i f f i c u l t  t o  concentrate on questions 

- - 

t h a t  follow. 
- - - - - - - - - - - - - - - - - - - - - - - 

3.' I f e e l  uncomfortable when I speak before a group. 

4. I f e e l  (would fee l )  calm when I am ( i f  I were) 

p repp ing  lessons. 

5. I'm woaied  whether I can be a good teacher. 
- 

6 .  I f e e l  sure I w i l l  f i nd  teaching a sa t i s fy ing 

-\ 
- 

- - -- 

6 

RESPONSES . 

7. I would f e e l  calm and collected i f  a pupi l ' s  

parents  observed rae i n  lay classmorn, 

i n  my teacher preparation course. 
-- 

(Please go on t o  next page.) 



- - -- -- - - - -- 

169 Page 3 

Use the following number s ca l e  f o r  ALL questions: 

NEVER = 1; INFREQUENTLY = 2; OCCASIONALLY = 3; 

ALWAYS = 5 

STATEMENTS : 

FREQUENTLY = 4; 

RESPONSES 

9. I f e e l  t h a t  pupi l s  w i l l  follow my ins t ruc t ions .  

10. I f e e l  secure with regard t o  my a b i l i t y  t o  keep a 

11. I ' m  l e s s  happy teaching than I thought I ' d  be. 
\ 

12. I f e e l  nervous when I am being observed by my 
- - - - - - - - - - - - - - - - -  - - Faculty Associate. 

13. I f e e l  confident about my a b i l i t y  t o  improvise 

i n  the classroom. 

14. I f e e l  t h a t  o ther  teachers  think (wi l l  think) 

t h a t  I 'm very competent. 

15. I f e e l  (would f e e l )  panicky when a pupi l  asks 

16. I f e e l  anxious because I don't  know y e t  whether I 

r e a l l y  want t o  be a teacher.  

17, I f e e l  b e t t e r  -pared f o r  teaching than o ther  

s tudent  teachers  i n  m), t eacher  preparat ion program, 

18. Lack of  rapport  wi th  my pupi l s  is  ( w i l l  be) one 

' o f  my biggest  worries. 

19. I would f e e l  anxious if the  p r inc ipa l  informed me 

he was coining t o  my c l a s s  t o  observe me.  

(Please go on t o  t h e  next  page.) 



Use t h e  following number s ca l e  f o r  ALL questions: 

NEVER = 1; INFREQUENTLY = 2; OCCASIONALLY = 3; FREQUENTLY = 4; 
. *  

ALWAYS = 5 

STATEMENTS : RESPONSES 

20. I f ind  (would f ind)  it easy t o  speak up i n  t he  

staffroom. - 

i n t e r e s t ed  i n  what I teach (wi l l  teach) them. 

22.- I f i nd  (would f ind)  it easy t o  admit t o  t he  c l a s s  

t h a t  I don't  know the answer t o  a question a 1 
t - - - - - - - - - - -- - 

pupil .  asks. ' 

23. .Deciding how t o  present  information i n  the c lass -  

room makes (would make) me f e e l  uncertain.  

24. I f e e l  'I have (would have) good r e c a l l  of the  th ings  

I know when I am i n  f r o n t  o f  the class .  

25. I f e e l  I am (wi l l  be) as competent i n  the classroom 

preparat ion program. 

26. I ' m  concerned about how t o  use my t e s t i n g  of pup i l s  

as a useful ind ica t ion  of how e f f e c t i v e l y  I'm teaching 
1 

them. 

27. I 'm worried t h a t  d i f fe rences  i n  background between 
p7 

my pupi l s  and me prevents  me ( w i l l  prevent me) 

from teaching e f f ec t ive ly .  
i 
/' 
i 

i 

28. I am' c e r t a i n  t h a t  my own personal hang-ups do not  

(wi l l  not) hinder  my teaching effect iveness .  . . 

. pupi l s  and those who a r e  merely 'goofing-offt 

in c lass .  
1 < 

(Please go on t o  page 5.) 



Page 5 

In t h i s  questionnaire,  you a re  asked t o  judge ce r t a in  s e l f  concepts against  
e- 

a s e r i e s  of  descr ip t ive  sca les .  There a r e  f i ve  pages i n  t he  questionnaire.  

A t  the top of t he  next  four  pages you w i l l  f i nd  a d i f f e r en t  concept and 

beneath it a s e t  o f  descr ip t ive  sca les .  

You a r e  asked t o  r a t e  yourself  on the  s e v e g x o i n t  s ca l e  as indicated. - - - - -- - -- - - --- -- ---A - --- -A- & L l i I  

F i r s t l y  decide which s ide  of t he  sca l e  b e t t e r  descr ibes  you and then decide 

t o  what extent  you see  yourself  i n  t h a t  way. For example: 

< 
tense : ------ : & : relaxed 

I f  you f e e l  t h a t  you are  r a t h e r  tense you might check as  follows: 

tense : : x :  ----- : relaxed 

I f  you f e e l  t h a t  you a re  only s l i g h t l y  tense as opposed t o  relaxed 

you might check as follows: 

If you consider t h a t  you a r e  neu t r a l  on the  sca le  o r  t h a t  the sca le  k 

Like t h i s  - Not l i k e  t h i s  

i s  completely i r r e l e v a n t  t o  you, check the  middle space on the scale:  

t ense  : --- :y: --- : relaxed 

But please use t h i s  middle point  a s  infrequent ly as possible .  
, 

OTHER POINTS TO NOTE 

+ Place abr xrosses  i n  t h e  middle o f  t he  spaces 

+ Do no t  h e s i t a t e  to  use e x t r e m  ends of  the  sca le  whenever these  seem 

appropriate.  

+ Work as quickly as poss ib le  for it is your spontaneous response t h a t  fi- 

is  wanted. Do n o t  take too long on any one rating.& t h e  o t h e r  hand, please  
--.I 

do not  be. careless as it is  your true i spress ion  t h a t  is wanted. 

+ Please be su re  you -k every sca l e  f o r  each concept - do not omit any. 
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MYSELF 

warm : ------- : cool 

Page 6 

chaot ic  : ------- : orderly 

comforting : ----- : reproaching 

f r iendly  : ------- : h o s t i l e  
-- - f i ~ r  z * - --- - ---- . corrstrrairre-- 

s p i r i t e d  : ------- ++:- : apa the t i c  

luc id  : ------- : obscure 

systematic : ------- : random 
7 

- - - - - - - - - - -- - - - - - - - - - - - -- - -- - - - - - - - - - 

I i n su l t i ng  : ------- : esteeming 

crea t ive  : I ------- : uncreat ive 

disorganized : ------- : organized 

/ convention a1 : ------- : unconventional 

I i nd i f f e ren t  : ------- : eager 

1 s a t i s f i e d  : ------- : d i s s a t i s f i e d  

i vague :-:-:-:-:-:-:- : c l e a r  
i 

prepared : 4 - - - - - - - -- -- - - - ----- . --- - - -- -- - 
: unprepared - 

i jumbled : ------- : arranged 

puzzling : i ------- : informing 2 
res t ra ined  : : l i be ra t ed  ------- 

blur ry  : ------- : sharp 

f resh  : ------- : s t a l e  

mean : ------- : kind 

adaptable : ------- : r i g i d  

en thus i a s t i c  : unenthus ias t ic  --;j-;-:-;-+ i n e r t  : - - - - -  : energe t ic  

usual : . - .  ------- : unusual . 
: 

1 

e f f i c i e n t  -: ------- : i n e f f i c i e n t  
discontented : . - ------- : contented 

conforming : : $ : --- : nun-confoming 
F---- 

rewarding : - - . -  : punishing 
f u l f i l l e d  : ------- : f r u s t r a t e d  



warm 

chaot ic  

comforting 

f r iendly  

f r e e  - - - - - - -- 

s p i r i t e d  

luc id  

systematic 

i n s u h i n g  

crea t ive  

disorganized 

conventional 

i nd i f f e ren t  

s a t i s f i e d  

vague 

prepared 
-- - - - - - -- - - - - - 

jGii51eZ 

puzzling 

r e s t r a ined  

b lur ry  

f r e sh  

me an 

adaptable 

en thus i a s t i c  

i n e r t  

usual 

-- -- -- -- 
-ginative 

efficient 

&scmmst& 

confoming 

rewarding 

f u l f i  1 l ed  

MYSELF AS I WOULD LIKE TO BE 

- - -  : cool 

------ : orderly 

- - -  : reproaching 

------ : h o s t i l e  

- - -  : apathe t ic  

- - -  : obscure 

- - - -  : random 

- - - -  : uncreat ive 

- - - - -  : organized 

- - - -  : unconventional 

------- : eager 

- -  : d i s s a t i s f i e d  

. - - -  : c l e a r  

. . 
_ C _ - -  

: unprepared 

------- : informing 

------- : l i be ra t ed  

- - -  : sharp 

------- : s t a l e  

------- : kind 

- - - - -  : r i g i d  

- - - -  : unenthusiast ic  
. a  . 

- - . - . - . * - - -  
: ene rge t i c  

. "* - - - -  : unusual 
2 

: . : unimaginative - - -  
- - - -  : i n e f f f  c i en t  

- - - -  : non-conforming 

- - - -  : punishing 
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MYSELF AS A TEACHER 

wxcm :-:-:-:-:-:-:- : cool 
chaot ic  : --- ,---- : order ly  

comforting : ------- : reproaching 

f r i end ly  : ------- : h o s t i l e  
- - -  A- A 

- - - --free--. e- .-- - -t - --.- -- -.-- --I - ------- . corrstrairred-- 

s p i r i t e d  : : - : a p a t h e t i c  ------- 
luc id  : . , 

j _ - - -  
: obscure 

systematic  : ------- : random 
- - - - - - - -- - - --- - - - - - - - - - - - - - - - -- -- 

i n s u l t i n g  : ,. ------- : esteeming 

c rea t ive  : ------- : uncreat ive 

disorganized : ------- : organized 

conventional : ---- : unconventional 

i n d i f f e r e n t  : ------- : eager 

s p t i s f i e d  : ------- : d i s s a t i s f i e d  

vague : : ------ : c l e a r  

prepared : : unprepared 
- - - - -- ------ --- - ---- 

jumbled : ------- : arranged 

puzzling : ------- : informing 

r e s t r a ined  : ------- : l i be ra t ed  

b lu r ry  : ------- : sharp 

f r e sh  : ------- : s t a l e  

mean : ------- : kind 

adaptable : ------- : r i g i d  

en thus i a s t i c  : ----~--- : unenthus ias t ic  
. . i n e r t  : ------- : ene rge t i c  

usual : ------- : unusual 

e f f i c i e n t  : ------- : i n e f f i c i e n t  

discontented : ------- : contented 

conforming : - ------- : non-conforming 

rewarding : .. --- -- : punishing 

f u l f i l l e d  : . _ ------- : f r u s t r a t e d  
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THE TEA(=HER I WOULD LIKE TO BE 

warm :-:-:-:-:-:-:- : cool 
chaotic : ------- : orderly 

comforting : . - - -  : reproaching 

fr iendly : : hos t i l e  
- - - - A A - - - - 0 ------- - ---- ---A --A - ---A -- 

f ree  : 
- _ _ L - - -  

: constrained a- 

s p i r i t e d  : ---- : apathetic  

lucid : ------- : obscure 

. ~ 

. ' 
~ -~ ---- Systemti= I -  p~~ -- lpp L . - - - - - - .~ - - - , - - - - : - random - - - - - - 

insul t ing  : --- -- : esteeming 

creative : 
- _ C _ - - -  

: uncreative 

disorganized : -- --- : organized 

conventional : : unconventional - .  - - - - + 

in& f fe  rent : ---- : eager 

s a t i s f i e d  : ------- : dissa t i s f i ed  

puzzling : ------- : informing 

restrarned : ------- : l iberated 

. . adaptable : ------- : r i g i d  

enthusias t ic  : ------- : =enthusiastic 

her$: : --- : energetic 
I -*- 

usual : ------- : unusual 

e f f i c i e n t  : - -  . i .  : ineff5cient  

* discmtented : - ---- : contented 

conforming : . . .  ------- : non-conforming , 

rewarding : ------- : punishing 

f u l f i l l e d  : ------- : f rus t ra ted  



FINAL ROUND : STUDENT T E ~ ~ I N G  OUESTIONNAI RE 
(Office use) 

INDIVIDUAL RESPONSES WILL BE KEPT STRICTLY CONFIDENTIAL rrm 
1, Name ( for  matching purposes only) : '-4 

2. Date questionnaire completed: 

3. Academic Record: ( i )  Accum. hrs before P.D.P. admission 

( i i )  Degrees held ( i i i )  Majors (ilr) Univ/Coll. 

4. I am very interested i n  investigating the impact of the 405 
2L - -- 

practicum on how you view yourself as a teacher. Consequently 

I am asKing a l l  student-teachers in  t h i s  study to think about 

what has happened t o  them in the practicum. Would you please 

representative incidents that  t o  you typify your experiences in  

the practicum so far .  

I 
(Use the back of this page i f  $,ou need aore space.) 
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Appendix D 

Table 43: Dimension Key and 32 Adjectival Pairs in the Elsworth- 
Coulter Semantic Differentials 

Adjectival Pairs Item Dimension 
d Code 

*conforming .......... non-conforming 1 
-- *vague .......... clear 2 ----*---- . ; ...... ., inf33TEtkq-.-- -----4- 

lucid .......... 
*blurry - .......... 
*insulting .......... 
warm .......... 
satisfied 

-- 

comforting 
, *restrained 

systematic 
*inert 
fulfilled 

- *usual 
*indifferent 
friendly 
*jumbled 
fresh 

. enthusiastic 
-- *rBeaI---*-- 

rewarding 
*discontented 
*chaotic - 
free . 
adaptable 
imaginative 
prepared ' 

*conventional 
creative 
*disorganized 
spirited 
efficient 

obscure 
sharp 
esteeming 
cool 
dissatisfied 
reproaching 
1 iberated 
random 
energetic 
frustrated 
unusual 
eager 
hostile 
arranged 

. stale 
unenthusiastic 
k i ncl - -- 

punishing 
contented 
orderly 
constrained 
rigid 
unimaginative 
unprepared 
meonvent i ona1 
uncreative 
organized 
apathetic 
inefficient 

N 7 
CL5 - 
C L C  

CL5 
CL5 
W3 
W3 - 
S4 4 - - 

w3 
N7 
02 
E6 
S4 
N7 . 
E6 
W3 
02 4 

E6 
E6 
Y(C 

13 
S4 
02 

& !!I - -  - - 
CRI 
CR1 
02 
N7 
CRI 
02 
E6 
02 

w 

reversed items 
-ions 

I 

Key to Dimension Code: 1. Creativity (XI 3 
2. Order1 i ness 07 6 
3. Warmth-Supportiveness W3 6 
4. Satisfaction S4 3 
5. Clarity CL5 4 
6. Energy-Enthusiasm E6 5 * 

7, ?bII-confo~ty N7 5 
F 

. Total Scale 32 





Appendix E: Timetable for the Study 

. 1978 , 

November Initial planning;6 draft instruments; commence literature 
search. f 

; d 

Mid-November Submit draft of proposal to Senior Supervisor for approval. j 
- -- -- Novembefef15-- - - ~ ~ r m k s i u ~ ~  fronrBi-xw3mrof- P r o f e s s i o m - 3 - B e ~ p m e ~ y -  

P-rogram to approach ED. 405 Course student-teachers. 

November 27 Permission granted; meet with coordinators to discuss 
/study. 

- - - - -- 

November 29 "Instruments submitted for printing. . 

December 7 Attend meeting of interior Faculty Associates - outline 1 
study. 3 

j 
4 

December 8 Attend thr$e meetings of lower mainland Faculty Associates 

December 11 Address lower mainland student-teachers - outline study 
and call for volunteers. 

2 .  

December - - 12-19 - - -  Collate materials for pretest. 
- -- - -- - - - - - -  - - - - - - - - - - 

December 19 Commence preparation of enveropes for posting. 
I 

,- December 28 Post Interior pretests to individual student-teachers 
commencing Professional Development Program on January 8th, 
1979. 

1979 

Final day for obtaining Interior ED. 405 appointments - January 3 

4 eleven sites. 
/ 

January 3 Post interior pretests to individual student-teachers com- 
mencing Professional Development Program on January 15/16, 
1979 - 

- -- - - - - 
Post - lower mainland pretests to individual student-" 
teachers commencing ProfessionaiDGelopment Program on 

- - - - - - - - 

January 8/9, 1979 

January 5 Final day for obtaining lower mainland ED. 405 appointments. 

January 8 First day of ED. 405. 

January 23 Pretest returns distributed randomly to four posttest groups. 



January 23 Group One p o s t t e s t  (lower mainland and e a r l y  i n t e r i o r )  
posted f o r  completion on January 29. 

January 25 " Group One p o s t t e s t  ( l a t e  i n t e r i o r )  posted f o r  completion 
on February. 5. 

- 
February 1 Reminders s e n t  t o  Group One (lower mainland - i n t e r i o r )  

where necessary.  

February 9 -- Group Two p o s t t e s t  - - -  (lower - A  mainland A 
and - - - - - e a r l x i n t e r i o f i  - - -- - 

posted f o r  completion on February 19. 

February 10 

February 14 

' February 23 

- 
March 2 

March 4 

J 
March 9 

Reminders posted t o  Group One ( l a t e  i n t e r i o r )  where 
necessary.  

Group Two p o s t t e s t  ( l a t e  i n t e r i o r )  pps ted  f o r  completion 
on February 26. 

i n t e r io r ) ,  where necessary.  
Reminders posted t o  Group Two 

Reminders posted t o  Group Two ( l a t e  i n t e r i o r )  where 
necessary.  

Group Three p o s t t e s t  (lower mainland and e a r l y  i n t e r i o r )  
posted f o r  completion on March 12. 

Group Three p o s t t e s t  ( l a t e  i n t e r i o r )  posted f o r  completion 
on March 19. - - -  

- m 
Reminders posted t o  Group Three (lower mainland and e a r l y  
i n t e r i o r )  where necessary.  

March 26 - Reminders posted t o  Group Three ( l a t e  i n t e r i o r )  where 
necessary.  

March 27 Group Four p o s t t e s t  (lower mainland.and e a r l y  i n t e r i o r )  
posted f o r  completion on April  6 .  

March 30 Group Four p o s t t e s t  ( l a t e  i n t e r i o r )  posted f o r  completion 
on Apri l  12. 

prompt r e t u r n  of Group Four p o s t t e s t s .  
. a  - 

- - - - Pp - - 

Apri l  1 2  Last day of ED. 405. 
- 

April  20 Complete coding and recording.  Submit r e s u l t s  f o r  
punching and a n a l y s i s .  
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Appendi'x F: Analysis of  Variance Between and Within Pre tes t  Groups 

Table 44: Analysis of Variance Between and Within Pre tes t  Groups, 

/ Teaching Anxiety 
I 

% 

Sum of Mean 
Source d f squares squares 

Between soups -- 
Within groups 

Total 



! Table 45: Analysis of Variance Between and Within Pr Groups, Elsworth- 
Coulter Semantic Differential,,Ft+mkssiona Actu* 

, sumof &an 
Source df .! squares squares F - 

Dimension 1: Creativity 
Between groups 
Within groups 

LL - - 
-- - 7 o T a 7  

Dimension 2: Orderliness 
Between groups 
Within groups 
T&al 

Dimension 3 : Warmth-supp . 
Between groups 
Within groups 
Total 

Dimension-4: Satisfaction 
Between groups 
Within groups 
Total 

~imension 5:  ~iariti 
Between groups 
Within groups 
Total 

Dimension 6 :  Energy-enth. 
Between groups 
.Within groups - 

Total 

Dimension 7: Non-conform. 
Between groups 
Within groups 
Total 

Note : - 



Table 46: Analysis of Variance Between and Within Pretest Groups, Elsworth- 
Coulter Semantic Differential, Professional Sekf-concept Ideal' 

Sum of 
2 

Mean 
Source d f squzres squares - F 

Dimension 1: Creativity 
Between groups 

- lWithk&mups&mups&mups- 
Total 

Dimension 2: Orderliness 
Between groups 
Within groups. 

-- - - 

Total 

Dimension.3: Warmth-supp. 
Between groups 
Within groups 
Total 

Dimension 4: Satisfaction 
Between groups 
Within groups 

- 

Total 
- - - 

Dimension 5- Clarity 
Between groups 
Within groups , 

Total 

Dimension 6: Energy-enth. 
Between groups 
Within groups 
Total 

Dimension 7: Non-confopn. 
Between groups 
Within groups 
Total 

Scale total: 
Between groups 
Within groups 
Total 



El' . 
Table 47: m l y s i s  o f  Variance Between and wi th in  P r e t e s t  Groups, ~ l s w o r t h -  

Coul ter  Semantic D i f f e r en t i a l* ,  Profess iona l  Self-concepts  Discrepancy 

B ' Sum o f  Mean 
Source d f squares  squares  F - 

- - - -  

Dimension 1: C r e a t i v i t y  
Between groups . 3 10.46 3.49 .46 
i n  P - -  191 1 - -- a 1464.27 _ - 7 - 6 9  ---A 

Tota l  194 1474.73 

Dimension 2: Orde r l i ne s s  
Between groups 3 30.12 10.04 , -45 
Within groups 19L 4240.66 22.20 
TotaT 194  4270.78 -- 3 

Dimension 3 :. . Warmth - supp . 
Between groups ; 

Within groups 
. . Tota l  

Dimension 4:  S a t i s f a c t i o n  
Between groups . 

Within groups 
Tota l  

- - - - - - - - - - - -  - - - - - - - - - - -- - - 

Dimension 5: C l a r i t y  /- --- 
Between groups 3 43.88 14.63 1.20 
Within groups 191 2335.52 ,12.23 
Total  194 2379.40 

Dimension 6 :  Energy-enth. 
Between groups 3 33.45 11.15 ' .99 
Within groups 191 - 2148.61 11.25 .- 
Tota l  194 2182.06 ' 

Dimension 7: Non-conform. 
Between groups 3 
Within groups 191 
Tota l  194 

-- --- --- 
s c a l e  t o t a l  : 

Between groups 3 
w l t h i n  groups 1 7  

Tota l  194 

Note: - 



PC 

- * 

Table 48: Analysis of Variance Between and Within Pretest Groups, Elsworth- 
.Coulter Semantic Differential, Self-concept Actual 

, r 

Sum of Mean 
Source - d f squares . squares F - 

Dimension 1: Creativity 
d 

Between groups 3 9.93 3.31 .45 
-- ALL wit&ft-g~eups - -1-9-1- --- uo8,23 - -- -7,3&---- 

Total % 1418.66 

Dimension 2: Orderliness I 

Between groups 3 27.67 9.22 .32 
Within groups 1 91 - 5454.78 - 28.56 --- -p -- --- - 

Total 194 , 5482.45 
__._L- = 

Dimension 3: Warmth-supp. % 

3 Between groups 5.63 1.88 .14 
Within groups 191 2602.99 13.63 ,%. . 
Total 194 - 26Q8.62 I 

f '  

Dimension 4: Satisfaction 
Between groups 3 30.05 10.02 .77 
Within groups 191 2502.24 . 13.10 

194 Total 2532.29 . . 
- - - - -  - -- - - - - - - - -- - - - - - - - - - --- - -- 

Dimension 5: Clarity 
Between groups 3 ' 6 .86  2.29 .24 

1- Within groups . 191 1846.52 9.67 
Total 194 1853.58 

i Dimension 6: -Energy-enth. 
3 21.41 7.14 .64 Between groups 

Within groups 191 2129.91 11.15 
Total 194 2151.32 

/ 

Dimension 7: Non-conform. 
Between groups 3 23.46 7.82 .27 
Within groups 191 5485.72 28.72 

194 5509.18 a Total 

Scale total: 
Between groups 3 158.20 50.07 . .17 

191. . 56678.19 293.60 Within groups 
Total, 194 ' 56228.39 

Note: - 



Table 49: Analysis  of Variance Between and Within P r e t e s t  Croups, ~ l s w o r t f i -  
' Coul te r  Semantic D i f f e r e n t i a l ,  Self-concept  Idea l  - . 

- 

sum o f  9 w a n  
Source d f squares' squares  F .  - 

Dimension I: C r e a t i v i t y  
Between groups 3 .63 .21 .18 
Within froup- - _  ' 1 9 1 -  _ -- 225-91 U8 --A - - - - - - 

i 

Tota l  194 226.54 

Dimension 2 :  Order l iness  
Between groups 
Within groups 

- -- - - -  - 

Total  

Dimension 3 : Warmth-supp . 
Between groups . 
Within groups 
Tota l  

Dimension 4: S a t i s f a c t i o n  
Between groups 
Within groups 

,Tota l  
- - - -  -- - - . ' r" 

Dimension 5: C l a r i t y  
Between groups 
Within groups 
Total  

Dimension 6: Energy-enth. 
Between groups 
Within groups 
Tota l  

, , Dimension 7: Non-conform. 
Between groups' 
Within groups 
Tota l  

Note: - 
PI = 195 



Table 50: Analysis of  Variance Between and Within P r e t e s t  Groups,. 
CouAter Semantic Di f fe ren t i a l ,  Self-concepts Discrepancy 

\ 1 

S m  of . Mean 
4 
8" 

Source df squares squares F 
f - 

4". 
\ 

Dimension 1: Crea t iv i ty  
Between groups 3 11.86 3.96 ' .58 

- - - LL - - Within Soups 191____1.31----_ 
Total 194 1323.48 

Dimen'sion 2 : Orderl iness 
Between groups 
Within groups 

--- 

Dimension 3: Warmth-supp. 
Between groups 
Within groups 
Total.  

Dimension 4: S a t i s f a c t i o n  
Between groups 
Withid groups 
Total 

- - - - - - -- - - - - - - 

Dimension 5: C la r i ty  
Between groups 
Within groups 
Tat a 1 

~ imens ion '  6: Energy-enth. 
Between' groups 3 
Within groups 191 
Total 194 

Dirnensiol! 7: Non-cohform. 
Between groups 3 13.75 4.58 .25 
Within groups 191 3446.92 18.05 
Total 194 3460.67 

- -- -- - - 

Scale t o t a l !  x 

3 645.40 215.13 1.02 Between groups 
Rltnin groups 191 40422.04 211.63 

b 

Total 194 41067.44 
I 
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APPENDIX G 

t Tests on Pretests Completed . - 
On-time and Late BO 



d 

* .  - - a - -;-. ..d- 
A 5 >*- = ,-* - 

<>. 

Appendix G: t Tests on Pretests Completed on Time and Late lf 3 
"*. ,&*i* - .  - r s  f- - -+ 

Table 51: t Tests on Pretests Completed on 'Pime and Late., Teaching Anxiety - A 

4 

f S.D. - .a n Mean 
" ,  

t -value 

Completed: L- i 

Late 10.45 
d 

.10 

Note: - 



192 - - -  - - - - 

r, 

- if- 

Table 52: - t Tests on p r e t e s t s  Completed on Time and Late, Professional 
3 Self-concepts Actual and i dea l  

, . - 
. Professional Self-concepts 

Actual ' -  Ideal 

Dimens ion Mean S.D. t-value Me an S.D. t-value 

-Creativit$r 
a 

- - Q E  me- % -  - Late 
- 

. Order1 iness 
On time 
Late 

Warmth-supp. 
On time 
Late 

, Sat i s fac t ion  
, Ontime ' -  

Late ,  + 

Clar i ty  
On time 

L - 
- Law - 

Energy-enth. - 
On time 
Late , 

Non-conform. .- - 
'On time 

" Late . 

Total s c a l e  
On time 
Late 

- . z  

a . ,. 

- - -  
On time n = 168 - 
 ate n = 27 

:e < -05  
3 .  

i 



Table 53: - t Tests on Pretests Completed on Time and Late, Self-concepts, 
Actual and Ideal 

Self-concepts =, . 
Cir ~ 

Actual Ideal 

Dimension Mean S.D. t -value Mean S. D. t-value 

Creativity 
a On time8 17.16 2.70 

- - - 
Order1 iness 

On time 34.53 5.44 
Late 34.59 4.58 

Warmth-supp. 
On time 35.72 3.65 
Late' 36.33 3.81 

Satisfaction 
..On time . 16.52 
Late 16.74 

Clarity , 

, C@T time - 21-73 
Late 22.48 

Energy- enth . 
On time 29.76 
Late 30.15 

Non-conform. 
On time 22.79 

- Late 22.48 

Total 'scale 
- On time 178.19 16.83 
Late . 180.63 18.40 

Notes : 

a time rk6$----- 

Late 
N = 195 

n = 27 



Table 54: t Tests on Pretests Completed on Time and Late, Professional - - 
Self-concepts Discrepancy and Self-concepts Discrepancy 

Professional 

~imension- Mean S.D. t -value Mean S.D. t-value 

- Creativity a 
On time 

- -- 

~at~?-- 

Order1 ines s 
On time 
-Late 

Warmth-supp. 
On time 
Late 

Satisfaction 
On time 
Late 

Clarity 
On time 

-- - L a t e  
e 

Energy-enth . 
On time 
Late 

.Non-conform. 
On time 
Late .. . 

Total scale 
On time 32.01 
Late 27 .93  

a . . On time n = 168 -b- a1 
lnr - 

Late n = '  2 7  
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Appendix H: Scale '~nal~ses 
I "  

* 8 

Table 55: Scale Analysis, Parsons Teaching Anxiety Scale-* 

Pretest Posttest 

Number of items 2 9 2 9 2 9 
Number-of sub j ects _ _ u 21 1 195- _ _19_5. - _  
Mean 68.72 68.51 62.91 
Standard deviation 12.02 11.82 13.51 
Reliability -87 .88 .91 

Table 56: Scale Analysis - ~eli%bilit~ Coefficients of Seveh Dimensions of 
the Elsworth-Coulter Semantic Differential 

- Concept 

Dimensions 

6 R 1  02 -W3 S4 CL5 E6 N 7 - - -  

Professional self-concept 
Actual pretest .84 .89 .87 .92 .83 .87 .75 
Actual posttest -84- .93 .93 .96 - .86 .93 .88 

- Ideal pretest 3 .55 .67 .82 .85 .40 ..61 .73 
Ideal posttest .53 .75 .86 .86 .51 .80 .87 

Self-concept \ 
Actual pretest .80 .86 .75 .86 ' .76 .78 .76 
Actual posttest .84 .88 .86 .89 .84 .87 .86 
Ideal pretest .72 -72 .78 .71 .54 .72 .76 
Ideal posttest .52 .83 .81 .85 .60 .89 .88 
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Appendix I: Student-teachers'  Comments 
r", z 
"". 
* 8-* - 

\ 

Table 57: Freqwncy of  References by Themes, Sub-themes and Groups 

# of referencesjgroup 

Themes and sub-themes 1 2 3 4 

- - 

Self  and professional  s e l f :  
Demands on s e l f  7 14  2 8. 7 
In r o l e  of  t eacher  3 5 2 6 3 4 2 3 
Reaction of  pup i l s  t o  s e l f  a s  teacher  19 10 14 12 

Confidence and profess ional  growth 

Disc ip l ine  
Whole c l a s s  
Individuals  and groups 

Teaching s t r a t e g i e s  as/ 

Long and shor t  term planning 
Knowledge of curriculum/resources 
Teaching techniques 
Class rout ines  and organizat ions 

. -Evaluation af pup i l s -  - - 

Individual pupil  d i f ferences  

Teaching t r i a d  ' 

School Associate 
Faculty Associate 

S ign i f i can t  o thers  
, School p r inc ipa l  
Other teachers 
Parents,  school board 

Course E D .  405 
Preparat ion f o r  course - 0 0 2 0 
Value and length 2 10 8 14 
Other references  - - -- - 3 2 1 0 

- -  - - - - - - - - -- --- - --- 

Other 1 
- - --- - 

3 2 2 
- - - --- - - - - - 



- - 19$lLi - A-L--  - -  - -  - - -  - -  -- 

- Reflect ions on t h e  Practicum: Student-teachers'  Comments 

The quota t ions  t h a t  follow have been se lec ted  t o  r e f l e c t  t h e  d i v e r s i t y  

and v a r i e t y  of themes mentioned a t  various po in t s  i n  t h e  practicum. The 

s e l e c t i o n  does not  necessa r i ly  r e f l e c t  the  ac tua l  proport ions by time, value 

o r  number revealed i n  t h e  e a r l i e r  content ana lys i s .  Although t h e  quotat ions 

have been arranged themat ica l ly  some - overlap and mul t ip le  r e f e r e n c i n g  occurs. 
. . 

The number i n  brackets  a t  t h e  end of each quotat ion r e p o r t s  t h e  number of 

weeks o f  practicum t h a t  had been completed when the  coment  'was made. I t  is 

hoped t h i ~  these  comments may be use fu l  t o  supervisors  and practicum planners 

seeking a c l e a r e r  understanding of t h e  pressures and problems of s tudent-  

teaching. ,4J . 

Theme 1: Se l f  and Professional  Se l f  

Demands on s e l f  

Information overload, week 2 - information blowout; week 3 - 
information d iges t ion ,  By Jove L've got- it ! I 've  a r r i v e d .  A t  D - 

l a s t  f e e l i n g  l i k e  a competent t eacher  although t h a t  may not  be 
a r e a l i t y .  I ' m  going with t h e  f ee l ing ,  GREAT! (week 3 ) .  

The amount of prepamtion required a t  thgs  s t age  is excessive.  
e o f  t h i s  some f u l l  days go by with me almost i n  a daze 

t o  keep everything together  (week 6 ) .  

Having t.ime t o  myself is  very important t o  me and 405 t akes  
up more time than 1 f e e l  comfortable about  . . . teaching is 
forc ing me t o  be more a s s e r t i v e ,  more organized and t o  develop 
a s t ronger  presence i n  pu 

& 

J u s t  super busy! (week 6 ) .  

I am f ee l ing  p a r t i c u l a r l y  overwhelmed r i g h t  -- now with - &e -- - - --- - - --- - 

magnitude o f  t h e w o r k  i n v o l v e d  i n  b e i n g a  student- teacher . 1 
f e e l  I'm expected t o  do everything and it scares  and f r u s t r a t e s  % 

m f o r  3 d m L t  feel f k c a p a b k  ofiT @eekd'): - -  - - -  

- 

My general f e e l i n g  during t h i s  practicum has been one of  
extreme pressure (week 9) . 

0 

You a r e  l e f t  v i r t u a l l y  exhausted a f t e r  one week . . . i t ' s  a 
hard job (week 12) . ,. 



Role of teacherrand react ion of pupils  t o  s e l f  a s  a teacher 

I am not enjoying .t'he ."actu I am forced t o  assume (week 3)  . 
I 've  had a few bad lessons  where my morale jus t  hasnl t been up 
(week 3) . 
I n t e l l i g e n t  expansibn of emotions and development of my 
teaching p rac t i ces  (week 3) . 
The children i n  my c l a s s  have ,warmly received me (week 3) . 

- - 
I f e e l  t h a t  I am only h a l f L a  teacher . . . subseqvlently I 
had a ve&y f r u s t r a t i n g  i n i t i a l  405 s t a r t  [week 3 ) .  

I t  i s  d i f f i c u l t  f o r  chi ldren t o  adjus t  i n s t a n t l y  t o  a new 
>personal i ty ,  t o  accept t h e  student-teacher 's  r o l e  i n  t h e  
classroom . . . it is na tu ra l  t h a t  t h i s  problem would be more 
evident i n  405 than 401 (week 3)  . 
The kids a r e  ahead of me i n  many areas  - t h i s  is both d i s -  
couraging and .exci t ing  - I need time t o  r e f l e c t ,  study and 
organize . . . I am considering withdrawing from t h i s  semester 
(week 6 ) .  

My lows are  LOW. I t ' s  very discouraging. The most d i f f i c u l t  
problems a1 1 s t e m  from preparat ion and confidence . Preparation 
i s  easy i f  e f f o r t  is applied;  confidence is  hard t o  b u i l d  and 
one yawn o r  c u t t i n g  remark can des t roy- i t  fweek 6 ) .  - - - - 

Joe came up t o  me and s i l e n t l y  began helping. We ta lked,  and 
avoided t h e  t o p i c  o f  spe l l ing .  Later  t h a t  week Joe got 25/25 
. . . Pride shone i n  h i s  eyes and I f e l t  g rea t .  Moments l i k e  
t h i s  make al-1 t h e  f a i l u r e s  worthwhile (week 9 ) .  

I f e e l  more confident a s  a teacher than I, d id  during the  401 
practicum (week 3 ) .  

I sa id ,  Wy students can come i n  now ." One c h i l d  s a i d  !We1 r e  
not your students,  we're Mrs. P - - - I s w  (week 9 ) .  

My idealism has been sha t t e red  (week 9 ) .  

After  explaining i s  re turning t o  
h i s  s e a t  when another runs up t o  him and asks 
loudly "Did she get  

- --- -- - - - - 22 -- - -- - -- 
~ h e m e  2 : Confidence and Professional  Growth 

W r h ~ p s  T c5ilK IfsoIatFFonidenCKiZ axe g ig  ant i c  growt h e  
department f o r  me (week 3 ) .  



- - - -  -- - --- - 

Having taken over t h e  c l a s s  teaching and planning I f e e l  
confident of  myself a s  a teacher (week 6 ) .  > 

f/ 

I have developed tremendously a s  a teacher ,  thdugh t h e r e  I s  

s t i l l  a long, long way t o  go (week 9 ) .  - 
By t h i s  s t age  i n  405 I am a t  l a s t  beginning t o  f e e l  t h a t  I  
might be ab le  t o  l i v e  with teaching a f t e r  var ious  per iods  
of loathing,  depression, res ignat ion  and f lash-in-the-pan 
enthusiasm (week 9 ) .  

My confidence has been- r i s ing  t h a t  can b*e a t t r i b u t e d  t o  - - 

t h e  acqu i s i t ion  of  var ious  s t r a t e g i e s  and t h e  opportunity 
t o  develop complete u n i t s  r a t h e r  than random lessons,  a s  i n  
401 (week 12).  

I  f e e l  t h a t  I  have f i n a l l y  found my niche i n  l i f e  {week 12) . 
Theme 3: Disc ip l ine  - Whole Class,  Groups and Individuals  

' - 
They do t r y  t o  ge t  away with a l o t  but I am t r y i n g  t o  be 4 

very firm. Sometimes it i s  d i f f i c u l t  because I f e e l  l i k e - a  
beas t  (week 3) . , 

I ' v e  had k ids  t e s r i n g  me and have had t o  gain cont ro l  of t h e  
c l a s s  (week 3 ) .  

Disc ip l ine  has-been of  primary concern t o  me s o  f a r  t h i s  
semester.  Having t o  r e s o r t  t o  sending u n c o ~ p e r a t i v e  ch i ld ren  - - 

i n t o  the  h a l l  was a climax t o  my dilemma i n  t h i s  regard (week 3 ) .  

A few students  decided t h a t  tKey d idn ' t  l i k e  me, and t h e  
classroom atmosphere was t ense .  These few s tudents  (5) 
teamed up taj re fuse  cooperation, r e s i s t e d  any kind of change, 
e t c .  ~ o m e t h e s  they were "cryingt1 f o r  t h e i r  r egu la r  teacher!  
I t  was a very powerful.experience. I  r e a l l y  wanted t o  win t h e  
s tudents  and have them a l l>  (not ' j u s t  20 02 25) on vy s ide!  - 
(week 6 ) .  

I  f e e l  everything is  going g rea t  except d i s c i p l i n e  i n  t h e \  
classroom (week 6 ) .  

The only dominant incident  is t h e  constant  s t rugg le  f o r  
classroom contro l  - - between - - -- -- teacher  - - g ~ d  - s tudents  
(week 6) . 
The fir ST €iWmy F. A. o b s e x e a  X i 3  i?iSi%ssment w a s  a crossp - 
between "Animal House" and ''Monty Python" - c l a s s  cont ro l  has  
been a major foca l  point  i n  t h e  405 practicum (week 9) .  

I  have spent a l o t  of t ime with-students  who don't  cooperate 
and have deprived wi l l ing  s tudents  o f - .  . . e x t r a  he lp  and 
challenges (week 9) . 



I began d i s c i p l i n i n g  students harshly and my lessons were more 
a "mak'e work session" so  t h d t  t h e  students would be kept busy 
(week 9 ) .  

I'm learning t h a t  sometimes I jus t  have t o  take a r e a l  hard - 

l i n e ,  something t h a t  is no t  inherent  i n  my nature (week 12).  

Theme 4: Teaching S t r a t e g i e s  

I have been t ry ing  a s  many teaching s t r a t e g i e s  t o  f i n d  out which 
ones a r e  most e f f e c t i v e  f o r  me (week 3 ) .  

- - - - - - - - -- - - -- -- - - - - 

My question/response techniques need work . . . Attempts a t  
sus ta in ing and extending student  responses o f t en  f a l l  shor t  

Y of t h e  desired i n t e n t  (week 3 ) .  

/' Some s tuden t s  gobble up t h e  mater ia l  in % t h e  required time while 
others cannot even begin t h e  material  because they lack t h e  
p re requ i s i t e  s k i l l s  (week 3 ) .  

I f  organizat ional  problems were overcome more e a s i l y  t h e  job 
would be a snap (week 6 ) .  

~ r y i n ~  four  Fridays i n  a row t o  devise a r e a l l y  good weekly math 
test  and each time it was e i t h e r  far too easy o r  Ear too  d i f f i c u l t .  

. Final ly  ge t t ing  'it %ang-on" (week 9) . 
i 

Have- a hard-t ime with lesson pacing, information o v e r l d -  - 
(week 9) . 
I am more fami l i a r  with what types of a c t t v i t i e s  w i l l  i n t e r e s t  
t h e  students and how t o  present  t h e  information i n  a st imulat ing 
way (week 9 ) .  

Know more about s t rengths  and weaknesses (of children) which 
a ids  i n  teaching t h e  c l a s s  a great  deal  .(week 12).  

Theme 5: Teaching Tr iad  

School Associate 

My sponsor teacher has b u i l t  up my confidence tremendously . . . 
She always g ives  me feedback both posi t ive  and negative (week 3 ) .  

- - --- - - - - -- - - - -- - - -- - - - -- 

Many of t h e  teachers  i n  t h e  school seem very unfriendly towards 
m e  =-rt studewte- - T k ~ e e h v e F . 1 - r w a s ~ r r t - f m i i c -  - 

t h e  time of o ther  teachers (week 3 ) .  

The key is t h e  se lec t ion  of t h e  school assbcia te  . . . Her 
splendi% classroom management has enabled me t o  c a p i t a l i z e  
on t h a t  f ea tu re  and re lax  s u f f i c i e n t l y  with t h e  c lasses  t o  
grow and develop a s  a student-teacher (w'eek 9 ) .  



Worfing with my school associa te  has been a valuable experience 
(week 9) . 
I found t h e  405 practicum much more f ru s t r a t i ng  t ha t  401. (as) . . . 
I was wPth an older  woman who did nof he s i t a t e  t o  l e t  her super ior i ty  
(be) known-and who never made m e  f e e l  welcome in  her - c l a s s  (week 12) . 
I think there  should be sane sor t  of-screening of t h e  B.A. 'S . . . 
Quite often my S:A. would not be available f o r  discussions . . . 
When a problem occurred she went t o  my F. A .  (week 12). 

I f eftvery- lucky t o r h a v e  beerrp3 ace& in such * posi-tkve .school----- -------- 
environment with an excellent  school associate t o  guide me , 

(week 12). 

Faculty Associate 

The extreme lows occur when I am evaluat$d by my F. A .  (week 3 ) .  

F . A .  is very encouraging (week 6) . 
The thoroughly professional approach of t he  F .  A . ,  h i s  advice 
ane encouragement (week 9) . . % 

My rela t ionship  with S. A.  and F .  A .  i s  A 1  . . . (They) have been 
very helpful  . . . and r e a l l y  considerate (week 9 ) .  

The day the  pr incipal  ar r ived on f i v e  minutes not ice  f o r  h i s  
f i r s t  observations the students chose t o  ac t  twice a s  bad a s  
usual .  Seventy-five percent of my energy was expended i n  an 
attempt a t  control l ing them and as  a resu l t  my lesson-lacked 
coherence and I appeared very uneasy (week 3 ) .  

The s t a f f  a t  the  school t r e a t  me very well except t he  pr incipal ,  G 
who doesn't seem t o  care  I ' m  there  (week 3).  

I don't f e e l  I have much i n  common with them (other teachers)  
other t h m  i n  a professional  level .  I so r t  of resent  t h e  f a c t  
t ha t  most teachers a r e  so conservative and see  themselves a s -  
p i l l a r s  of socie ty  (week 6) .  

S ta f f  r o e  - I s e y h e E b t o - a  few-peepf e-Fknow-mi3e~ B u t - - n o  
def in i te  f r i end ly  responses from other teachers (week 6 ) .  

- -- --- 

The s t a f f  i s  the  f r i end l i e s t  I 've ever met. They made my s t ay  
a t  t h e i r  school a f an t a s t i c  and fun learning experiefice (week 12).  - 



Theme 7: Course ED 405 

, (Including sub-themes of value, length, placement and preparation.) 
# 

The most important thing about t h i s  practicum is  tha t  it is a 
perfect  .placement (week 3) . 

,= My placement was Anappropriate and therefore somewlfat f rus t ra t ing .  
It would appear t ha t  t h e  p o l i t i c s  of personali ty and the  p o l i t i c s  
of. t he  system have more t o  do with the  placement of student- 

- teachers -- - than - -- any scheme # ra t iona l  a&location (week-3). , - 
402 not, Iong enough (week 3).  

I now fee l  confident t ha t  I can be creat ive  and st imulate 
. learning which never r ea l l y  took place i n  401/2., This is a 

- - -  

reTuIt  3einfiXbI3 T o  cZFF am3 t t o  mmpl e€i%n, tcj be a 
full-t ime teacher f o r  a long period (week 6 ) .  

I f e e l  -some of t he  pressure was caused by t h e  Univ. approach i . e . ,  
teach f i r s t ,  study methods l a t e r .  I f ee l  401/402 d id  not adequately 
preps* me f o r  such a -prolonged practicum (week 9 ) .  

F 
I f e e l  t ha t  t h e  major advantage of a long p rac t i cm l i ke  405 as 
opposed t o  a four weeks practicum . . . ( i s  t ha t )  expe@ences, 
reactions and feel ings  towards teaching, students and education 
vary radical ly-  throughout the  practicum (week 9) . 

- -  - - - - - - - - - - - -- -- - - -- - - - - - 

My 405 experience i s  a t o t a l l y  d i f fe ren t  one from 401 . . . is 
much more r e a l i s t i c  and thus  a more challenging teaching 
experience (week 9) .  

Having a practicum f o r  3 or 4 months gives you a r e a l  idea of 
teaching and can be much more f u l f i l l i n g  than a shor t  practicum 
i n  which you never get  t o  know the kids, the school o r  your 
own a b i l i t i e s  (week 12) . 
A f an t a s t i c  learning experience. I know f o r  ce r ta in  tha t  

r 2  teaching is f o r  me (week 12) . 
The 405 practicum exposed me  t o  the  r e a l i t i e s  of the da i ly  
mechanics of teaching . . . I t - fo rced  me t o  do a l o t  of re-  

- - - - - - - , evaluating p- i n  terms o f  expectations and idea l s  . . . I have an 
inkling t h a t  beingin- ~ ~ c & a s ~ r n ~ ~ ~ ~ e a r  1 d of 
difference . . . The practicum givks one time t o  know the  

-- - -- - - cki-3mzn and -L -- es tab l i sh  a rapport, develop-some sense of routine and 
s t a r t  t o  s e t  a tone i n  the classroom (week 12). - d 

2 



Theme 8: Other Cerements 

I became most aware thqt  the standards of teaching which I . . 
hope t o  a t t a i n  w i l l  be motivated by the children and not the  
system as  estabrished by the administrator& (week 3). 

Teaching is a very conservative and unrea l i s t ic  f i e l d  fo r  
teachers [week 6). a .  

* 
Insufficient time given f o r  preparation of resume and 

L-L~latedxareel-t+&eekA)-..--L - L-L-2--- 
B .  

Wondering whether I would get a job at.tlie end of a l l  
t h i s  hard work and t rying not: t o  get  depresses at  t h e  
poss ib i l i ty  of not - get t ing one (week 9) .  ' 

-- - - - - -- ---- - - - - - - - - - - - 

I am always comparing my own grade 8-and-9 years and I am 
constantly shocked by t h e  drop' i n  the  standard of 
education (week 12) . 



t - - 
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