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ABSTRACT 

I t  w a s  t h e  p u r p o s e  o f  t h i s  s t u d y  t o  i n v e s t i g a t e  t h e  p e r -  
-_- --- 

c e i v e d  e f f e c t s  o f  t r a i n i n g  o f  t h e  Open E d u c a t i o n  

t e a c h e r  p r e p a r a t i o n  module. Program g r a d u a t e s  from e l e v e n  

i n t a k e  g r o u p s ,  t r a i n e d  from 1976 t o  1983,  r e sponded  t o  a m a i l e d  

q u e s t i o n n a i r e .  Of t h e  158 g r a d u a t e s ,  a d d r e s s e s  c o u l d  b e  l o c a t e d  

f o r  69. Three  m a i l i n g s  b r o u g h t  4 4  u s e a b l e  r e p l i e s ,  a  6 4 %  re- 

s p o n s e  r a t e ,  r e p r e s e n t i n g  a l m o s t  3 0 %  of  a l l  g r a d u a t e s .  

The h s t r u m e n t  used  f o r  d a t a  c o l l e c t i o n  w a s  d e v e l o p e d  from 

Wassermann and E g g e r t ' s  ( 1 9 7 3 )  P r o f i l e s  o f  Teach ing  Competency. 
h 

The g r a d u a t e s  r a t e d  19  p r o f e s s i o n a l  growth  d i m e n s i o n s  from two 

p e r s p e c t i v e s :  

- p e r c e i v e d ' c o n t r i b u t i o n  o f  t r a i n i n g  t o  growth 

- p e r c e i v e d  i m p o r t a n c e  i n  c l a s s r q o m  p r a c t i c e .  

A f o u r - p o i n t  L i k e r t  s c a l e  was used .  I n  a d d i t i o n ,  g r a d u a t e s  p ro -  

v i d e d  a n e c d o t a l  r e s p o n s e s  t o  t h r e e  open-ended q u e s t i o n s .  

The d a t a  were p r e s e n t e d  from t h r e e  v i e w p o i n t s :  

- from t h e  p e r s p e c t i v e  o f  e a c h  o f  t h e  1 1  i n t a k e  g r o u p s  

- from t h e  p e r s p e c t i v e  o f  t h e  " e a r l y "  and t h e  " l a t e r "  i n t a k e  

g r o u p s  

\ - from t h e  p e r s p e c t i v e  o f ,  t h e  t o t a l  g r o u p  o f  G r a d u a t e s .  

~ e a n  s c o r e s  i n  r a t i n g s  were c a l c u l a t e d  f o r  e a c h  growth  d imension .  . 

Trends  i n  r a t i n g  s c o r e s  a n d  congruence  i n  r a t i n g s  between 

t r a i n i n g  g o a l s  and  p e r c e i v e d  growth  were n o t e d .  Anecdo ta l  

comments were c a t e g o r i z e d  and t a l l i e d .  Dominant themes were 

i d e n t i f i e d .  

iii 



Results were reported from a varieby of perspectives, 

including program strengths, program weaknesses, and effects of 

student placements. Findings indicated that overall, graduates 

perceived the training in a positive light, and that training inm 

interpersonal skills was consistently viewed as a program 

strength. In particular, graduates appeared to prize effects 

from clarifying and teaching for thinking skills training. 

There was a trend to rate those items related to cu.rriculum and 
1 

evaluation practices at scores below 2.5. Anecdotal comments 
e 

revealed a! c nnecti n between unsatisfactory student practica " "L- /"\ 
and later difficulty tn teaching practice. 

Implications were drawn regarding the importance of an 

interpersonal skills training element, the importance of a 

curriculum for thinking/ and the importance of appropriate 

. placements in teaching education programs. The implications for 
-4 

J 

4 further study included the following: an investigation of the 

extent to which training effects from the Open Education Al- 

ternative translate to effective teaching practice, the develop- 

ment of a training component which helps teachers address. 

repercussions from innovating within the public school sys,tem, 

and an investigation of the post-hoc effects of other teac.her 

education modules at Simon Fraser 
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Chapter One 

i 

The preparation which teachers receive in their pre-service 

years sets the stage for their lifelong teachi d g performance in 
e classroom. While the common goal of teacher education 

- programs is to prepare students to be effective classroom 

teachers, the routes and means to accomplish this goal vary 

substantially from inskitution to institution, and within insti- 
J 

tutions, from program to program, . 
P 

The Professional Development Program, a year-long teacher 

education program at Simon Fraser Uniqersity in Burnaby, British 

Columbia, seeks to prepare teachers for the classroom via the 

foilowing stated goals: 
c-- , 

1. By providing students with opportunities to develop 

teaching skills in a variety of instructional mod&B in response 

to student characteristic&, and objectives sought. 

2. By offering students opportunities to learn to define 
<- 

instructional objectives and to identify learning experiences, 

'-.- resources and assessmenth-wc+ures appropriate to these ob- 
- 1  - ' a '-LL 

j ectives. . 
/ . - ./> 

3'. By offering s t u d k s  scope in learning to recognize and 

respond to individu fferences among pupils. 

4. By providing opportunities for students to become 

familiar with and apply a variety of evaluation procedures to 

pupil learning. 



I 

5. By providing scope for students to become familiar 

with major issues, programs, and goals pertinent to their par- 

ticular interest area and age level in teaching and to develop a 

\ 
repertoire of teaching skills pertinent to that interest level. 

6. By offering opportunities for students to become 

familiar with foundational issues in education. 

7 .  By providing students with opportunities to become 

familiar with legal and professional responsibilities as well as 

to become awa?e of socio-political contexts of public education. 

(The above list is abridged from the Simon Fraser University 

Professional Development Program Handbook, 1983. A full 
. - 

statement of the program goals is found in  appendix'^.) 

In order to fulfill these goals, the Professional Develop- 

ment Program employs a'three-semester training period, empha- 

sizing integrakion of theory and practice as well as intensive 

experience in student teaching practica. During the 18 years of 

its existence, a number of sub-programs, called modules, have 

been developed and implemented under the Professional Development 

Program umbrella. Each of these modules reflects a common 

concern; that of providing quality pre-service training experi- 

ence to ensure later successful teaching practice. Many differ- 

ent kinds of programs have been tried, each based upon quite 

. different theoretical bases, and each incorporating quite 

different instructional strategies and training experiences. 

The Open Education Alternative, developed and supervised by 

Dr. S. Wassermann, is one such module of the Professional De- 

velopment Program. It takes an innovative approach to the 



preparation of teachers by providing training experiences with 

a distinct orientation toward Open Education. The Open  ducati ion 
Alternative interprets the seven Prdessional Development Program 

objectives in terms of training emphasis in four areas of 

professional functioning: ~nQ$ractions Skills Development, 
.% - 
.-'v .<; 

Curriculum Studies, Teacher as peon Studies, and Child Growth 

. 
4 and Development. 

In Interactions Skills Development, students are offered 

opportunities to study and practice the interpersonal skills of 

1 )  clarifying, 2) empathy, and 3 )  teaching for thinking. 

Students examine educational literature in the areas of teaching 

as a helping profession, values development, the role of affect 

in learning, and the nature and process of thinking. They 

receive training in the three interactive skills and are offered 

4 
opportunities'to become moreraware of their own interactive style 

by videotaping and evaluating their interactions with students'. 

The Curriculum Studies component of the Open Education 

Alternative training offegs students scope to identify and 

develop a clear system of beliefs about education as the- 

groundstone in their design of a learning environment and in the 
... 

creation and implementation of curriculum and learning experi- 

ences. Students are offered many opportunities to express and 

explore their views about education in the presence of clarifying 

responses, and are encouraged and helped to develop curriculum 

experiences for children which reflect these articulated beliefs. 

The Teacher as Person Studies aspect of the preparation 

offers students opportunities to reflect upon their expectations, 



attitudes, feelings and beliefs about teaching., ~m~hasi; is 
1 

placed on the Transactional Analysis model as a means of 

understanding one's own behaviour in the classroom, studentsx 

are invitednto examine the dynamics of dependency and autonomy 

/ in thei own teaching behaviour, and to consider the relationship 

of self-as-model to teaching practices and pupil learning. 

In the area of Child Growth and Development, students study 

theories of emotional needs as frameworks for analyzing and 

understanding children's behaviour. Students are offered oppor- 

tunities to implement these theories in practice teaching 

- situations, to diagnose needs-related behaviour contributing to 

learning difficulties in children, and to investigate remediative 

ways of addressing these learning difficulties within thq 

classroom environment. 

The theoretical study in the Open Education Alternative 

Program is closely interwoven with applications--and this occurs 

in micro-teaching situations as well as in classroom practice. 

Students spend six of the twelve months of the program in a 

study-practice-evaluate-study-practice cycle. Supervision is 

provided from t university by an experienced open education 
. 

teacher (Faculty Ass ciate) on leave from his or her school x 
district. In practice teaching situations, students are placed 

in class-rooms emphasizing open education practices, under the 

supervision of an experienced teacher (School Associate). Many 

School Associates are former students and graduates of the Open 

Education Alternative module. The student teacher, Faculty 

Associate, and School Associate take a team approach to the 



,, 
student's preparation, and meet as a trio to focus, examine, and 

evaluate the student teacher's growth. 
* 

The Open Education Alternative program.-places a high 
8 

emphasis on the student teachers' self-evaluation of their 
9.. 

teaching and learning. The assumption i; made that 
sel-f-monitoring, self-directing, self-evaluating beginning 

teachers are better equipped to continue learning about and im- 
i' 

proving their teaching. To this end, stuQqts use Profiles of 
3 - 

Teaching Competency (Wassermann & Eggert, 1973), an evaluation 

instrument which identifies 19 professional growth dimensions 
2 

related to competent classroom performance. Students focus on 

one growth dimension per week in their teaching practice, and 

evaluate their behaviour in that area on a seven-point scale. 

School and Faculty Associates also use the Profiles to provide 

the student with their perspectives on the student's performance. 
u 

Anecdotal comments augment the ratings, and the data accumulat 

from the Profiles are used in examining the student's progress 

at mid-term and final evaluation caerences. Grading is made 

on a ~ass/~ithdraw system to encourage a focus on the process of 

learning to teach rather then on a final mark. 

The Open Educational Alternative embraces ,a humanistic ap- 

proach to the preparation of teachers. The assumption is made 

that teachers who consider themselves capqble, responsible, and 

worthy will be better equipped to provide healthy learning ex- 

periences for children than will teachers who see themselves as 

incapable and unworthy. It is also assumed that beginning 

teachers will be better able to examine their behaviour and take - - 



. . 6 

the risks and bumps associated with learning to teach in inno- 

vatre .1 ways if they are free from negative judgement and fear 
3 

.faalure. To this, end, Open Education Alternative faculty # + 

embers and sqpervisors seek to establish a secure and accepting 
- 

f 

ff  P+ 

environment in which,: studenps can learn to teach. Central to 

this theme is tGe creation of a strong unified seminar group 
'b 

where students can feel safe enough to risk examination of 

.n&.# 
themselves and their difficulties. Faculty Associates work$ng in 

the program are trained in counselling skills, and interact with 

students in nurturing, supportive ways. This thread of human- 

istic interaction links the many aspects and experiences in the 

Open Education Alternative. 
i 

Though the ~ ~ C ~ d u c a t i o n  ~ q i v e  shares the objectives 
\ 

? - k 

of the mainstream Professional Development Program at $i.mon 

Fraser University, there are major differences in the ways each 

program interprets the goals and translates them into teaching 

training practice. While the Professional Development Program 

seeks to provide students with opportunities to develop teaching 
4 

skills in a number of instructional modes reflecting a variety of 
r L '  

philosophies and techniques, the Open Alternative offers students 

% training in kills which reflect a clearly humanistic approach. 

Because of this specific focus, the Open Education Alternative 

manifests a closer relationship between theory and practice in 

teacher preparation ,than does the more generalized Professional 

Development Program. Th,e Open Education Alternative emphasis on 

self-study as a means of understanding the dynamics of teaching, 

and the focus upon study of theory and development of skills in 



clarifying, empathic, an&" thinking interactions in the classro6ms 
C 

are congruent with humanistic education theory, and are not 

highlighted ln the mainsteam Professional Development Program. 

There are differences in both process and content foci in 

the two programs. The Professional Development Program inputs 

information on major issues, programs, and objectives pertinent 

to a student's grade level and interest area through workshops, 

study groups, and education coursework. In contrast, the Open 

values issues, and encourages students to consider imp,lications 

and consequences of these issues for educational practice. While 

the Professional Development Program offers specific training in 

identifying and defining clear instructional objectives, the Open 

Education Alternatives preludes such training with opportunities 

for students to consider and clarify their beliefs about edu- 

cational philosophy, theory and practice: While both programs 

offer information and experience with a variety of evaluation 

practices, and provide opportunities for student self-evaluation 

in weekly, mid-term, and final evaluation conferences, the Open 

Education Alternative emphasizes self-evaluation practices, and 

encourages a more focused approach to self-monitoring, self-as- 

sessing, self-evaluating skills via tKe student's daily, inde- 

pendent use of Profiles of Teaching Competency (Wassermann & 

Eggert, 1973). Both programs introduce students to the theory 

and practice of individualized instruction, but the Professional 

Program offers exposure to such theory in workshops and courses 



such as Psychological Issues in Education and Classroom 

~anagement. In comparison, the Open Education Alternative 

focuses the study of individualized instruction on Louis Raths' 

theory of emotional needs, and offers students opportunities to 
'J 

apply the theory in classroom practice and accordingly evaluate 

the usefulness of this approach. In addition, the Open Education 
'9 

Alternative makes intensive and continuous use of microteaching 

technigues to help students prepare for classroom duties, while 

the Professional Development Program does not regularly include 

this emphasis. 

Other differences between the two programs rest in the area 
1 

of faculty and student selection, student supervision and 

grouping. While the Faculty Associates in the Professional 
t 

Development Program are selected on the basis of their skill and 

s@cess in public-school classrooms, Faculty Associates in the 
\ 

Open Education Alternative are chosen on the basis of their 
-4 

expertise and skill in the realm of Open Education. While both . 
the Professional Development Program and the Open Education 

Alternative accept students into training on the basis of their 

self-selection, the completion of two years of undergraduate 

work, and a satisfactory grade point average, training candidates 

for the Open Education Alternative also attend a lengthy personal 
, 

interview wi'8the Faculty ~sgociate. Of the candidates inter- 

viewed, 10 to 15 students whose educational interests, philoso- 
L _ - -.% 

phies, experience, and futuie goals seem most in keeping with a 

humanistic Open Education approach are sel,ected for training. 

The mainstream ~rofessio$al Development Program does not 



* A 

typically conduc't such 
, 

Education ~ltein&tive, 

the supervision of one 

of their training. In - 

i 

interviews. Additionally, in the Open 
. +- 

students stay together. as a group undg: 

Faculty Associate throughout 
c 

the duration 

contrast, the Professional Development 

6 Program students are aced in one seminar group for the first 

semester of training, pursue individu 1 studies im various 7 
courses during the second semester, *- are placed in a different 

seminar group under the supervision of a different Faculty 
5 

b 
Asso,c.iate during'the third semester. The Professional Develop- 

ment Program thus does not typically provide the same opportuni A 
for continuity of supervision as does the Open Education Alter- 

''native final difference between the two programs, the design and 

implementation of the Open Education Alternative pr6gram itself 

presents students with a prototype of a humanistic education 

program which can be used as an example in the students' creation 

of their own classrbom program. The Professional Development 

. Progi-am, in its diversity, does not provide such a model. 

Need For The Study 

Over the years, numerous attempts have been made to gather L- 

data about the effects of the training modul-es and of the Pro- 
" 

/ 
,J \ .  

fessional Development Program itself. To datepehowever, most 
-2 - 

data collections investigating the effects of traiming have,oc- 
2- 

curred only during the peri* of program implementation. Conse- 

quently, little data have been collected which indicate the 

effects of the preparation programs on actual teaching practice. 

In short, inquiries about the nature and effectiveness of 



t r a i n i n g  f a l l  f a r  s h o r t  o f  a n y  a t t e m p t  t o  d e t e r m i n e  t h e  e f f 6 k i  o f  
c 

t r a i n i n g  on  l a t e r  t e a c h i n g  p r a c t i c e  -- a  c u r i o u s  o v e r s i g h t ;  
*3; 

+ -+ 
J 1  

x. 

Is i t  p o s s i b l e  t o  examine g r a d u a t e s '  p e r c e p t i o n s  o f  t h e i r  k 

t e a c h e r  p r e p a r a t i o n  programs a s  a  s o u r c e  o f  i n f o r m a t i o n  on  t h e  
.$ 

e f f e c t s  o f  t r a i n i n g  o n  p o s t - h o c  t e a c h i n g  p r a c t i c e ?  Moreover,  

what might  b e  t h e  p e r c e p t i o n s  o f  g r a d u a t e s , f r o m  t h e  Open Edu- 

c a t i o n  A l t e r n a t i v e  program r e g a r d i n g  t h e  e f f e c t s  o f  t h i s  inno-  

v a t i v e  t e a c h e r  e d u c a t i o n  program o n  c l a s s r o o m  p r a c t i c e ?  

Purpose  Of The S tudy  

The purpose  o f  t h i s  s t u d y  was t o  examine t h e  p e r s e v e r e n c e 2 0 f  

t r a i n i n g  e f f e c t s  o f  t h e  Open E d u c a t i o n  A l t e r n a t i v e  Program on t h e  

p o s t - h o c  p e r s o q a l  and  p r o f e s s i o n a l  f u n c t i o n i n g  o f  program 

g r a d u a t e s .  Such a  s t u d y  would h e l p  t o  a s s e s s  t h e  e f f e c t i v e n e s s  

o f  t h i s  P r o f e s s i o n a l  Development Program module i n  r e a l i z i n g  i t s  

g o a l s .  
$ - - + a  . 

9 -t, 
S t a t e m e n t  Of The Problem Lb 

'r The problem a d d r e s s e d  i n  t h i s  s t u d y  w a s  a n  i n v e s t i g a t i o n  o f  

t h e  p e r c e p t i o n s  o f  g r a d u a t e s  o f  , the Open E d u c a t i o n  A l t e r n a t i v e  

t e a c h e r  e d u c a t i o n  program on t h e  e f f e c t s  o f  t r a i n i n g  on  4& 

p o s t - h o c  p e r s o n a l  and  p r o f e s s i o n a l  f u n c t i o n i n g .  The s t u d y  a l ' s o  

examined t h e  e x t e n t  t o  which t h e  Open E d u c a t i o n  A l t e r n a t i v e  

program was s e e n  t o  be  e f f e c t i v e  i n  c a r r y i n g  o u t  i t s  t r a i n i n g  
,-' 

g o a l s .  

O b j e c t i v e s  Of The S tudy  

The o b j e c t i v e s  of t h i s  r e s e a r c h  were t h r e e :  

1 .  To examine t h e  g r a d u a t e s '  p e r c e p t i o n s  o f  t h e  d e g r e e  t o  

5- 



;& - 

which t h e  program i s  seen t o  b e  e f f e c t i v e  i n  c a r r y i n g  o u t  i t s  * 
iP 

g o a l  o f  p r e p a r i n g  t e a c h e r s  f o r  e f f e c t i v e  c>assroorn f u n c t i o n i n g .  t 

2. To examine  t h e  d i f f e r e n c e s  i n  p e r c e p t i o n s  a n d  t o  i d e n t i -  

f y  t h e  f a c t o r s  which a p p e a r  t o  c o n t r i b u t e  t o  t h e s e  d i f f e r e n c e s .  
' 7 -  

7 

3. To examine  t h e  g r a d u a t e s '  s u g g e s t i o n s  f o r  p r a g r a h  i m -  

provement .  

Def i n i ' t i o n s  Of Terms 

The f o l l o w i n g  t e r m s  h a v e  been  d e f i n e d  f o r  u s e  i n  t h i s  

s t u d y :  \ 
P r o f e s s i o n a l  Development Proqram. A one-yea r  t e a c h e r  

p r e p a r a t i o n  program f o r  s t u d e n t s  who have  comple ted  a t  l eas t  two . 

y e a r s  o f  u n d e r g r a d u a t e  work i n  A r t s  o r  S c i e n c e ,  o f f e r e d  a t  Simon 

F r a s e r  U n i v e r s i t y  i n  B r i t i s h  ~ o l u m b i a ,  The t r a i n i n g  i s  d i v i d e d  

i n t o  two s t a g e s :  

S t a g e  1  : 401-402 
9 

: S t u d e n t s  a r e  i n t r o d u c e d  t o  t h e  t h e o r y  o f  tea-ch ing  

i n  workshops and  m i n i - c o u r s e s  two d a y s  a week a t  

t h e  u n i v e r s i t y .  They are  g r a d u a l l y  i n t r o d u c e d  t o  

t h e  p r a c t i c e  o f  t e a c h i n g  t h r e e  d a y s  a week i n  

p u b l i c  s c h o o l  c l a s s r o o m s .  

S t a g e  2: 404 

: S t u d e n t s  u n d e r t a k e  a  semester. o f  u n i v e r s i t y  

cour sework  i n  e d u c a t i o n  o r  r e l a t e d  s u b j e c t s .  

: 4'05 

: S t u d e n t s  u n d e r t a k e  a n  e x t e n d e d  p r a c t i c u m  i n  

t e a c h i n g ;  i n  o n e  c l a s s r o o m  f o r  o n e  f u l l  semester 
B 
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A module is defined as a sub-group of the Pro- 

fessional Development Program. Modules are generally designed 

I and- supervised by a faculty member who has a specialty area 
$ - , 

interest which is offered as the focus of the module work. 
% 

C 

Students who choose a particular module are likely themselves to 
.a 
have interests related to the specialty are "+ . Some examples of 

I 1 
modules at Simon Fraser University include the Early Childhood 

education module, th& Multictiltural module, and the Secondary 

module. 

Open Education Alternative Proqram. A module of the Pro- 

fessional Development Prog~am which focuses teacher preparation 

on the philosophy, concepts, and practices of Open Education. 

The Open Education Alternative was previously known a> the 

Vancouver External program and Alternative #9. 

Open Education. A humanistic approach to education which 

emphasizes a response to the unique perceptions, agilities , 
feelings, and needs of the individual learner. It could be 

stated that a goal of Open Education is to increase student au- 

tonomy, and that some methods of ,approaching this goal are to 

focus on the process rather than the product of learning and to 

provide students with many opportunities to choose, direct, be 

*Cptllsponsible for, and evaluate their own learning. 

"A definition which may provide the identity - 

statement we need is that used by Charles Siberman 
I in Crisis in the Classroom: Open education is a set 

of shared attitudes and convictions about the nature of 
childhood, learning and schooling.' If shared by even a 
small number of staff, these attitudes and convictions 
encourage different approaches to the teaching act, 
curriculum planning, and evaluation. They make a differ- 
ence in what happens to teachers and children in terms of 

1 



P general atmosphere, use of space, materials provided, 
activities experienced, scheduling, and general 
administrative patterns. A brief overview of the three, 
categories may contribute to a- clearer-identification. 

To begin, the attitude toward childhood which 
characterizes open education is one of respect aqd 

. valuing. The conviction is that childhood is important 
in all aspects of growth and should be capitalized on, 
not hurried through or minimized as a mere prelu.de to 
the real business of living. The attributes of childhood 
which are valued as assets to education are: 

vigorous activity, both physical and'mental 
curiosity 
egocentricity 
individuality 
emotional volatility 
a tremendous drive and determination to learn. 
The convictions andAattitudes about learning relate 

to a process view as: 
individual in rate and style 
social as it is enhanced by sharing with others 
continuous within the total life environment 
most significant when self-initiated and 
self-directed I 

I ecstatic, not to be separated from 'play' or work'. 
The attitudes and convictions about schooling in 

the open education mode relate to school as an environ- 
ment in which the student interacts directly with the 
real world (which includes knowledge) through the facili- 
tati'ng action of a teacher. This contrasts with the 
notion of schooling which sees education as an adult- 
centered body of knowledge translated into curriculum - 
packages which are transmitted through a teacher to the 
student." (Open Education Alternative Curriculum Centre . 
Readings, Vol. I, 1973). 

Interactions Skills Development. InteractiQns Skills De- 

velopment is defined as training in the skills of attending, 
L/ 
accurately perceiving and accurately responding to another 

person's statements of va&ue and/or feelings. Training in Inter- - 

actions Skills in the Open Education Alternative is divided into 

three areas: 

1. Training in the understanding and use of Clarifyinq 

Responses (used in acknowledgement of beliefs ,$attitudes, 

expectations, and ideas.) Training in the use of clarifying 



responses emphasizes attending to and accepting the student's 

viewpoink and raising questions which reflect the-student's view, 

ask about assumptions, alternatives, or consequences, ask about 

the origin of beliefs, and/or asks the student to examine other 

aspects of his or her beliefs. 

2. Training in the understanding and use of Empathic 

Responses (used in acknowledgement of feelings.) Training in 

empathic responses involves learning to accurately perceive and 

accurately respond to a'student's feelings and the situation 

which gives rise to feelings. 

3. Training in the understanding and use of Teachinq for 

Thinking Responses (used to promote thoughtful reflection and 

analysis of ideas, activities, and concepts.) Training in 

Teaching for Thinking responses involves an introduction to the 

thinking operations of observing, comparing, classifying, imagin- 

ing I hypothesizing, criticizing, looking for assumptions, 

collecting and organizing data, summarizing, interpreting, 

decision-making, and probly solving (Raths, Jonas, Rothstein, 
/ 

& Wassermann, 1966). In Teaching for Thinking, student teachers 

learn to interact with pupils in ways which promote reasoned, 

thoughtful inquiry. 

A Theory of Emotional Needs. A theory related to child 

growth and development developed by Louis ~ a k h s  (1972), which 
x 

identifies eight basic needs in children: 

1. The need for belonging 

2. The need for achievement 

3. The need for economic security 



4 .  The need'for freedom from guilt 

5. The need for love and affection 

6. The need for freedom from fear 

7, The need for self-respect 

8. The need for self-understanding 

The frustration of one or more of these needs can give rise to 

certain patterns of behaviour, such as: 

1. Psychosomatic illness 

2. Withdrawing or self-isxating behaviour 

3. Submissive behaviour 

4. Regressive behaviour 

5. Aggressive behaviour 

These needs-related behaviours can result in learning difficul- 

ties within the classroom, In his theory, Raths describes ways 

( in which teachers ca? learn to diagnose and remediate needs- 
related behaviours. 

Faculty Associate. Experienced and successful classroom 

teachers on leave from their school districts to assist pro- 

fessors with instruction and to supervise teacher education 
B 

students in the Professional Development Program at Simon Fraser 

University. 

School Associate. Experienced public school teachers who 

accept student teachers into their classroom during a training 

practicum, The School Associate cooperates with the Faculty 

Associate in instructing and supervising student teachers and in 

evaluating their progress. 



Limitations of The Study 

1. The target population for the study was the full group 

of teachers who had graduated from the Open Education Alternative 

during the years 1976 to 1983. However, only 69 of the 158 

graduates were able to be located. 

2. Of the 158 graduates contacted, only 48 or 64% responded 

to the questionnaire survey. 

Y 
3. The questionnaire instrument used to collect the data 

D 

was based upon the Wassermann and Eggert Profiles of Teachinq 

Competency (1973). 

4. Data collected on training effects are based upon self- 

report. Consequently the investigation is of graduate# per- 

ceptions of the effects of their Open Education Alternative 

training onitheir performance as teachers, and not the effects of 

Jtraining per\e on classroom performance. 

5. The inquiry was limited to subjects who had graduated 

from the Open Education Alternative program during the period 
- f 

from 1976 to 1983. Results, therefore, cannot be generalized to 

students from other programs. 

Chapter One has included background information, statement 

of the problem, objectives, definition of terms, and limitations 
d 

of the study. Chapter Two provides a review of the related 

lit 
re. Chapter Three describes the sample group and the 

instrumht and methods used to collect the data. Chapter Four 

presents results of the data, and Chapter Five presents con- 

clusions and implications. 



Chapter Two 

Review of the Literature 

This literature will examine teacher education from several 

perspectives in an'attempt to shed light on some of the histori- 

cal and current issues in the field. The review will conse- 

quently be presented in three sections as follows: 

1. A brief historical overview of teacher education in 

North America. 

2. Innovative approaches-to teacher education. 

3. Effectiveness of teacher education programs. 

A Brief Historical Perspective Of TeacheY Education In North 

America 
i 

In the early 18001s, teacher education in North America 

existed by right of "Tappan's Law" -- "a teacher should be 

educated in an institution of a higher grade than the one in 

which he teaches" (Monroe, 1952, p. 186). Local community 

ministers or district school superintendents granted teaching 

licenses to applicants after examining their "capacity, purity, 

morals,. and fitness" (Monroe, 1952). Would-be teachers often 

served an apprenticeship with a county school-master, sometimes 

for as long as ten years, in order to learn the skills of 

teaching (Woodring, 1963). i 

The increasing availability of free public education to all 

classes of children along with mass immigration and population 

growth caused a marked rise in enrollment in the common schools 

of the day. This increase brought a high demand for teachers in 

a time when virtually no schools for the preparation of teachers 



existed in Nort%h America. The inevitable result was poor 

teaching ant3 a general decline in the quality of public school 

educationi4Harper, ... 1 9 3 9 ;  Lazerte, 1950 ;  Richardson, Brule & 
, . , - 

Snyder, 1 ~ 9 5 3 ) .  In the U.S. statesmen such as ~harles .ropkes 
, * 

and Horace Mann identified a fundamental relationship between the 

quality of schooling and the education of teachers (Harper, 

1 9 3 9 ) .  Inspired by the European "normal school" model, where 

would-be teachers were trained in new theories and methodologies 

of teaching and learning, these men and many others began a long 

and arduous campaign for the creation of governme$t-supported 
21, 

normal schools in the New World. 

North ~merica's first normal school, under the direction of 

Reverend Samuel Hall, opened its doors in 1 8 2 7  in Concord, 

Vermont. Since in both Canada and the U.S. each province or 

state was responsible for the organization and management of its 

own public and teacher education system, the numbers and kind of 

public-supported normal schools across the continent varied con- 

siderably. By the end of the century, however, normal schools 

had become established institutions for teacher preparation in 

major settlements in both countries (Woodring, 1 9 6 3 ) .  

Normal schools differed substantially from one another from 

the outset. In varying degrees, most included instruction and , 

I I review" of elementary subject matters, exposure to philosophies 
i 

of education and methodologies of instruction,, and opportunities 

to gain teaching experience in the "model classrooms" which were 

invariably a part of the normal school organization (Haberman & 

Stinnett, 1 9 7 3 ) .  High school graduation was generally the 



e n t r a n c e  r e q u i r e m e n t ,  b u t  b e c a u s e  o f  t h e  s h o r t a g e  o f  t e a c h e r s ,  

\ " 

t h i s  w a s  o f t e n  i g n o r e d .  A l though  t h e  t r a k n i n g  w a s  d e s i g n e d  f o r  a 

one -  o r  two-yea r  p e r i o d ,  many s t u d e n t s  l e f t  f o r  t e a c h i n g  j o b s  

a f t e r  o n l y  a few m o n t h s 1  s t u d y .  P u b l i c  s u s p i c i o n  t h a t  n o r m a l  

s c h o o l  s t u d e n t s  s o u g h t  h i g h e r  e d u c a t i o n  a t  p u b l i c  e x p e n s e  meant  

t h a t  c a n d i d a t e s  had  t o  s w e a r  a "p romise  t o  t e a c h "  upon c o m p l e t i o n  

o f  t h e i r  t r a i n i n g  (Haberman & S t i n n e t t ,  1973 ;  Monroe, 1 9 5 2 ) .  

O t h e r  f a c t o r s  i n f l u e n c e d  t h e  q u a l i t y  a h d  k i n d s  o f  t r a i n i n g  

t h a t  t e a c h e r s  r e c e i v e d .  F o r  example ,  normal  s c h o o l  g r a d u a t e s  

were l i c e n s e d  t o  t e a c h  o n l y  i n  e l e m e n t a r y  s c h o o l s ,  w h i l e  c o l l e g e s  

a n d  u n i v e r s i t i e s  h e l d  r e s p o n s i b i l i t y  f o r  t h e  p r e p a r a t i o n  o f  

e c o n d a r y  s c h o o l  t e a c h e r s  (Haberman & S t i n n e t t ,  197~3 ;  Monroe, 

1 9 5 2 ) .  I n  a d d i t i o n ,  t h e  low s a l a r i e s  p a i d  t o  t e a c h e r s  m i l i t a t e d  
1 
\ 

a g a i n $ f  male h e a d s - o f - h o u s e h o l d s  c h o o s i n g  t e a c h i n g  a s  a p r o -  

f e s s i o n ,  w i t h  t h e  r e s u l t  t h a t  l a r g e  numbers  o f  women e n t e r e d  

t r a i n i n g  p rog rams  ( L o r t i e ,  1975 ;  Woodring,  1 9 6 3 ) .  

Towards  t h e  t u r n  o f  t h e  c e n t u r y ,  a s  f r e e  p u b l i c  e d u c a t i o n  

became a v a i l a b l e  a t  t h e  sec n d a r y  l e v e l ,  h i g h  s c h o o l  e n r o l l m e n t s  k, 
a c r o s s  t h e  c o n t i n e n t  r o s e  s u b s t a n t i a l l y .  A c c o r d i n g l y ,  t h e  demand 

f o r  h i g h  s c h o o l  t e a c h e r s  i n c r e a s e d  ( R i c h a r d s o n ,  B r u l e ,  & S n y d e r ,  

1953 ;  S i l b e r m a n ,  1 9 7 0 ) .  Whi le  un t i . 1  t h a t  t i m e ,  common o p i n i o n  

h e l d  t h a t  n o  s p e c i a l  p r e p a r a t i o n  w a s  r e q u i r e d  f o r  h i g h  s c h o o l  

t e a c h e r s - - " t h e y  need  o n l y  t o  know t h e i r  s u b j e c t  matter  a n d  t o  

h a v e  a modicum o f  common s e n s e "  (Woodring,  1963 ,  p .  5 2 0 ) ,  t h e  

e a r l y  1 9 0 0 ' s  saw t h e  b e g i n n i n g  o f  a s t r u g g l e  be tween  normal  

s c h o o l s  a n d  u n i v e r s i t i e s  f o r  t o  e d u c a t e  h i g h  s c h o o l  

t e a c h e r s .  The p r i m a r y  s o u r c e  r e v o l v e d  a r 6 u n d  t h e  



issue of a perceived need for high school teachers to be exposed 

to the growing body of pedagogical theory and knowledge ghich 

normal schools had helped to collect and organize (Harper, 1939; 

Richardson, Brule & Snyder, 1953). The outcome of the struggle 

saw normal schools,increasing their curricular offerings, raising 

their academic standards, and growing into llte&her ' s colleges" . 

which now offered four-year training programs and conferred a 

baccalaureate degree upon high school teacher graduates. 

As teacher's colleges across the continent assumed major 

responsibility for the education of both elementary and secondary 

school teachers, responsibility for teacher certification shifted 

from the community to the province or state. While certification , 

had formerly hinged upon an applicant's successful completion of 

a battery of provincial or state examinations, the new century 
-. 

saw teacher certification become linked with the completion of a 

course of study at a provincial or state-accredited teacher's 

college (Lortie, 1975). 

In the 1950ts, when the baby boom associated with World 

War I1 reached college age, a burgeoning of enrollments at 

colleges and universities occurred. This situation placed de- 

mands on both teacher's colleges and universities to expand their 

functions. While many teachers' colleges increased their aca- 

demic offerings beyond the single purpose of teacher training, 

liberal arts colleges and universities began to implement their 

own teacher education programs (Haberman & Stinnett, 1973;- 

/ Harper, 1939; Richardson, Brule & Snyder, 1953). 
2 4  



This was a time of great proliferation in teacher-education 

P course o-ffeflngs. Monroe (1952) estimated that courses in the 
\ 

history, philosophy, and psychology of education, classroom - 
management, specialized subject matter, and methodologies of 

B 

teaching increased by l o o % ,  w$eh "great variation in title for 
I 

the same course, and even greater variation in content for 
\ . r 

courses of the same titie" (konroe, 1952, p. 389). Debates among 

teacher educators focused npt only on the importance of subject 

matter versus gogical coursework, but also on the importance < 
of historical and philosophical movements versus the newer ideas 

of child study and scientific-statistical approaches to edu- 

cation. There was little agreement on the form and content of 

professional coursework, and a growing dissatisfaction with the 

heavily employed lecture method for training beginning teachers 

(Stone, 1968). 

According to Koerner (1963) the succesful launching of the 

Russian spacecraft sputnik in 1957 had resounding effects on, 
I 

education in the West. The:implication underlying this event was 

that Americans were not being well-educated. It was at this time 
$ 

that not only schools, colleges, and universities, but also those 

responsible for the education of teachers came under heavy 
,L4 

scrutiny and attack. Koerner echoed the conclusions of Holmes 

and Brookes a century earlier when he suggested that if the edu- 

cation of Americans was in need of improvement, the logical place 

to begin was with the education of American teachers (Koerner, 
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In response to this widespread criticism, James B. Conant 

in 1961 undertook a two-year study investigating 77 teacher 

education programs in the 16 most populous U.S. states. Conant's 

study helped to pinpoint a number of problem areas in teacher 
P 

education, one of which was the extreme diversity of training 

programs. For example, within 'the 16 states, no two had the same 
,' 

requirements for teacher certif/lcation. There was little \ 
agreement among the 77 institutions about the number of hours of 

educational coursework, liberal arts coursework, or practice 

teaching time required. In addition, there was little agreement 
I 

regarding the nature and- scope of required courses. Conant de- 

scribed methods courses as "unnecessary", evaluated theduality 

of education courses, especHly survey and introductory courses, 
/ -- 

as "low1', and ca*d the academic preparation of teachers "gener- 

illy worthless". He concl d that there was little correlation P 
between the completion of required courses in teacher preparation 

programs and a student's increased ability to teach, He found 

only aspect of teacher education programs which partici- 

pants agreed contributed to increased teaching skill was the 

training practicum (Conant,'1963)'. 

Conant made a number of recommendations for the improvement 
* 

- 
of teacher education programs. Foremost among these was the 

suggestion that "clinical professors of teaching", with demon- 

strated abilities and experience in teaching children and 

expertise in liason between public school and university person- 
r 

nel be employe@ by teacher education programs. In addition, he 

recommended that only the best teachers be chosen as cooperating 
-% 



teachers, and that education courses developed from academic 
~7! 

disciplines be taught by persons fully qualifiedfto teach in 

their own academic departments." Conant consistently and re- 

peatedly emphasized the need for all courses in teacher education 

programs to be accompanied by laboratory experience providing for 

the observation and teaching of children (Conant, 1963). 

Koerner (1963) conducted a similar large 

teacher preparation programs, Teacher education, as he*-viewed 

it, was based on the assumption that people became better 

teachers by being exposed to a series of pedagogical courses; yet 

his -jnvestigation revealed little indication that such training 

had any direct bearing on the learning of teaching skills. 

Moreover, 70% of the students Koerner contacted by questionnaire 

rated their teacher preparation as unfavorable, He suggested 

that a ore direct relationship between professional prepa- 

ration and te &' ching rj'erformance was required if the education of 
teachers was to be improved. 

Koerner made recommendations for the improvement of teacher 
.r 

educati6n pro9rams which echoed thosetof Conant. He suggested 

that training in professional education coursework be reduced and 
% 

that methods coursework be incorporated into the teaching practi- 
I 

cum. In addition, he stressed that final certification.should 

only be granted following an extended teaching apprenticeship, 

where student teachers had repeatedly demonstrated their 
- 

2 

knowledge of subject matter and ability to teach (Koerner, 1963). 
C 

Koerner and Conant, serving as the advance guard, opened up - 

a host of reports and research investigations which examinedc 



t e a c h e r  e d u c a t i o n  f rom a v a r i e t y  o f  p e r s p e c t i v e s .  I n  f a c t ,  i t  
T 

w a s  a s  i f  a  f l o o d g a t e  o f  c r i t i c i sm was l e t  loose upon t e a c h e r  
S .i 

e d u c a t i o n  i n  which  almost n o t h i n g  was c i t e d  a s - w o r t h w h i l e  a n d  

e v e r y t h i n g  w a s  c o n s i d e r e d  i n a d e q u a t e .  F o r  example ,  me thods  

c o u r s e s  came u n d e r  a t t a c k  as  b e i n g  v a s t l y  o v e r r a t e d  i n  terms o f  

t h e i r  e f f e c t i v e n e s s .  S i l b e r m a n  ( 1 9 7 0 )  s t a t e d  t h a t  n o t  o n l y  i s  
w 

t o o  much t i m e  i n  t e a c h e r  e d u c a t i o n  d e v o t e d  t o  "how to" c o u r s e s ,  
- 

b u t  t h a t ,  +4.n f a c t ,  " t h e y  d o n ' t  t e a c h  anyone  a n y t h i n g " .  C l a r k  a n d  
1 6. 

Marker  ( 1  97b )  a l s o  c i t e d  t h e  p o o r  pedagogy o f  t h e  l e c t u r e  

method -- a method p o o r l y  c o r r e l a t e d  w i t h  , l e a r n i n g  how t o  t e a c h .  

They d e s c r i b e d  i t  as  a p r o c e s s  where  " s t u d e n t s  a r e  t a u g h . t  how t o  

t e a c h  by  b e i n g  t o l d  how t o  t e a c h "  ( C l a r k  & Marke r ,  1975 ,  p. 5 7 )  

a n d  s u g g e s t e d  t h a t  t h e  60% t o  8 0 %  o f  t h e  t r a i n i n g  p e r i o d  s t u d e n t s  
'E 

spend  i n  l v T - u r e s  ma-y c o n t r i b u t e  t o  t h e  numbers  o f  t e a c h e r  edu -  
I 

c a t i o n  g r a d u a t e s  who leave t r a i n i n g  i l l - p r e p a r e d  f o r  t h e  

classroom. / 

4 i 

R N o t  o n l y  t h e  methods  c o u r s e s ,  b u t  t h e  o r g a n i z a t i o n  a n d - i n -  

s t r y c t i o n  i n  t e a c h e r  e d u c a t i o n  programs  w e r e  c a l l e d  i n t o  

q u e s t i o n .  The p r a c t i c e  o f  i s o l a t i n g  t e a c h i n g  f rom what  s t u d e n t s  

may p r e v i o u s l y  h a v e  l e a r n e d  i n  a r t s ,  s c i e n c e ,  or  soc ia l  s c i e n c e  

c o u r s e s  w a s  c r i t i c i s e d  by  S i l b e r m a n  ( 1 9 7 0 ) ,  who f a v o r e d  a more 

i n t e g r a t e d  a p p r o a c h .  Brown & F u l l e r  ( 1 9 7 5 )  b r o u g h t  i n t o  q u e s t i o n  

t h e  v e r y  q u a l i t y  o f  i n s t r u c t i o n  i n  t e a c h e r  e d u c a t i o n  p rog rams  

when t h e y  found  s t u d e n t  t e a c h e r s  r e p o r t i n g  t h e  " t h a t  p a r t  o f  

t e a c h e r  e d u c a t i o n  a d m i n i s t e r e d  by t h e  f a c u l t y  o f  e d u c a t i o n  i s  

t h e  l e a s t  e f f e c t i v e  p a r t  o f  t h e i r  t r a i n i n g "  (Brown & F u l l e r ,  

1975 ,  p. 3 0 . )  
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Another main target of criticism was the criteria used to 

select,applicants into teacher education programs. The use of 

student self-selection, standardized tests, and grade point 

average all became subjects of criticism, Both Haberman L1974) 

and Koerner ( 1 9 6 3 )  questioned the bases on which students decided 

to enter the field of teaching. While Koerner suggesz'd that - 

"vacations, prestige, and sheer accident" play too large a part 

in students' decisions, Haberman suggested that students sel% 
% 

select on the basis of their own school experience. He pointed 
' 3 

out the resulting dangers of teacher education students bringing 

outmoded expectations and "built-in, almost irrevsrsible rigidi- 
" 

ties" with them into the classroom, The use of grade point 

averages and standardized tests as criteria for selection was 

questioned by Conant ( 1 9 6 3 )  who early pointed out that grade 

point averages had not been correlated to teaching aptitude. 

Haberman and Stinnett ( 1 9 7 3 )  suggested the same of commonly used 

standardized tests such as the National Teacher's Examination. 

In addition, the process used to select teacher educators and 

cooperating teachers was criticised as inefficient. Taylor, 

Doyle, and Link ( 1 9 7 4 )  found student teachers, cooperating 

teachers, and university superdisors agreeing that inadequate at- 

tention is given to the selection of all personnel involved in 

teacher education. 

All of these studies stressed'the need for a thorough-in- 

vestigation of selection criteria as they related to teaching 

aptitude and ability. Most researchers agreed that selection 

processes could be improved by including a consideration of the 



student's past experiences, observations of the student at 

work with children, and a personal interview with the potential 

candidate ( Conan3 , 1 963 ; Haberman & S tinnett, 1 973 ; Koerner , 

s were also identified with the supervision of - 

stud-eat teachers, Cogan (1975) stressed the. need for "intense, 
-xe 

systematic, professional supervision" during the "frustrating, 

risk-laden process" of student teachyng, and pointed with dismay 

to the lack of quality training for those who supervise student 

teachers in the field. 

Many criticised the unaddressed difficulties in 
k 

cation and cooperation between public school systems a # teacher 
-? 

education programs, Conflict described in this realm seemed to 

result from confusion regarding each system's expectations of the 

other. Several studies reported that as a consequence of the 

conflict, student teachers during their practica find themselves 
0 

in an atmosphere of hostility which detracts from their abilkty 

to concentrate on learning to teach (Hazard and Chandler, 1977; 

McPhie, 1977; Woodring, 1975). 

Although early investigators found agreement regarding the 

value of the training practicum, later studies indicated. 

shortcomings with even this component of teacher education 

programs, McDonald and Zaret (1974), for example, found that 

- 
over half the problems student teachers identified in their 

training concerned conditions of their pratica experiences. The 

strong influence which coop$rating teachers can have in the 

training process was identified as a major area of concern 



(Haberman, 1974).. Some researchers even suggested a link between 

the cooperating teacher's influence and teacher conformity. 

Nelson and Kaltsounis (1974) for example, indicated that con- 

formity is encouraged by the very structure of the training 

practicum, which places students in a position of subordination 

to their cooperating teachers. Sorensen (1974) found that many 

student teachers perceive grades to be linked to their relati&- 

ship with cooperating teachers, and as a result, feel they must 

conform to their demands, Criticism also focused on the inade- 

quate attention given to the placement of students with cooper- 

ating .teachers. Yee (1974) found that students who are 

"mismatched" with cooperating teachers will-likely have subordi- 

nate or competitive relationships with them. He described the 

methods used to'match students with cooperating teachers as 

"random and uninformed". Horton (1974) stated that since "the 
i 
\ 

L 
quality of a student teaching experience is determined by cooper- 

ating teachers more than by any other experience" (Horten, 1974, 

p. 175), much more attention is needed to th& careful matching of 

students with cooperating teachers. 

As is evident from the studies cited, criticism of the vast 

enterprise into which teacher education had grown was weighty and 

extensive. Teacher education, by the 1 960 's "enjoyed" the- repu- 

tation of being poorly organized, ineffective, and inadequate on 

almost every front. In response to this criticism, a variety of 

innovative teacher preparation programs sprang up across the 

continent in the 1970's. "Alternate schools" became well-known 

phenomena in both public and private school systems and in 



u n i v e r s i t y  p rog rams  ( S m i t h ,  1 9 7 4 ) .  T e a c h e r  E d u c a t i o n  F a c u l t i e s  

w e r e  v i s i t e d  b y  t h e  Open E d u c a t i o n  Concep t ,  t h e .  inquiry Approach 

t o  L e a r n i n g ,  A f f e c t i v e  E d u c a t i o n ,  Per formance-Based  T e a c h e r  
L. 

Competency,  a n d  2 h o s t  o f  - o t h e r  r e f o r m  movements. Y e t  f o r  a l l  

t h i s  v a r i e t y  a n d  e x p e r i m e n t a t i o n ,  a 19-83 n a t i o n w i d e  s t u d y  b y .  - 
Goodlad d e s c r i b e d  t h e  e d u c a t i o n  s c e n e  i n  t h e  U . S .  a s  s t r i k i n g l y  

s i m i l a r  t o  t h e  o n e  a t t a c k e d  by c r i t i c s  o f  e d u c a t i o n  t w e n t y  y e a r s  
-=. 

e a r l i e r .  
d 

Goodlad f o u n d  t h a t  t e a c h e r  e d u c a t o r s  were s t i l l  l e c t u r i n g  

f o r  much o f  t h e  s c h o o l  d a y ,  s t i l l  i n s t r u c t i n g  t h e  c lass  i n  t h e  

t o t a l  g roup , '  a n d  s t i l l  i n t e r a c t i n g  w i t h  s t u d e n t s  i n  ways " a l m o s t  

t o t a l l y  d e v o i d  o f  e m o t i o n " ,  r a t h e r  t h a n  i m p l e m e n t i n g  t e a c h i n g  
B 

p r a c t i c e s  known t o  e n h a n c e  s t u d e n t  l e a r n i n g .  ( H e  c i t e d ,  f o r  

example ,  s m a l l - g r o u p  i n t e r a c t i o n ,  p r o v i s i o n  f o r  a v a r i e t y  o f  a p -  

p r o a c h e s  t o  s t u d e n t  l e a r n i n g ,  a n d  n u r t u r i n g  c o r r e c t i v e  f e e d b a c k  

a n d  s u p p o r t  f rom t e a c h e r s . )  H e  d e s c r i b e d  mos t  t e a c h e r  e d u c a t i o n  

p rog rams  a s  " d i s t u r b i n g l y  a l i k e  a n d  a l m o s t  u n i v e r s a l l y  i n a d e -  

+ate" (Good lad ,  1 983 ,  p. 31 5 )  . H e '  f o u n d  a "marked d i s c r e d e n c y  

be tween  t h e  ' p r o g r e s s i v e '  v a l u e s  dominan t  i n  e d u c a t i o n  
Y 

cour sework"  a n d  t h o s e  " p e r t a i n i n g  more t o  c o n t r o l  a n d  o r d e r  f o u n d  

among p r a c t i c i n g '  t e ache r s ' . '  ( p .  9 1 ) .  F u r t h e r m o r e ,  h e  s u g g e s t e d  

t h a t  t e a c h e r  e - d u c a t i o n  p rog rams  d o  n o t  p r e p a r e  t e a c h e r s  f o r  " t h e  

many r e a l i t i e s  n o t  c o n d u c i v e  t o  p r o f e s s i o n a l  g rowth"  ( p .  1 9 4 )  

f o u n d  i n  p u b l i c  s c h o o l  s y s t e m s .  

I n  s u g g e s t i n g  ways t o  improve  t h e  e d u c a t i o n  o f  t e a c h e r s ,  

Goodlad i n s i s t e d  t h a t  " t e a c h e r  e d u c a t i o n  mus t  s e p a r a t e  p r e p a -  

r a t i o n  p rog rams  f rom t h e  c u s t o m a r y  ways o f  k e e p i n g  s c h o o l "  



* 

(p. 319). He advised teaser educators to train beginning 
7 

teachers only in environments where superior teachers are imple- 
9 

menting known and effective teaching practices. He emphasized 

the value of Conant's suggestion for "clinical professors of edu- 

cation" to work in both public school and university settings so 

that communication between these systems be ens&ed.. In closing 

his report, Goodlad suggested that in order to improve education 
t 

in America, educators in all factions must come together with 

parents to consolidate their knowledge and pool their energies 
' 

and resources. 
,- 

The history of teacher education in North America, if 

critics are to be believed, is characterized by the perpetuation 

of approaches and methodologies which have been identified as 

ineffective, the teaching of theory in isolation from practice, 

and a lack of communication and cooperation among the various 

systems and organizations involved. While the above study is not 

exhaustive, it at least points to areas of agreement regarding 

shortcomings of teacher preparation programs. 

This section of the literature review has briefly examined 

the growth of teacher education programs in North America, and 

has outlined some commonly agree-up+n vje6s regarding 
L/ 

shortcomings of training until present times. The next section 

looks at innovative programs which sought to address some of the . 

criticisms of teacher education programs. 

~nnovative Approaches to Teacher Education 

The traditional teacher education program typically employs 
1 

a model where students work through a sequence of education 



c o u r s e w o r k  i n c l u d i n g  f o u n d a t i o n s  c o u r s e s  s u c h  as I 1 T h e " ~ i s t o r y  

o f   ducati ion", s u r v e y  c o u r s e s ~ s u c h  a s  " S o c i o l o g i c a l  I s s u e s  i n  

 ducati ion" a n d  me thodo logy  c o u r s e s  s u c h  a s  "Teach ing  Read ing .  II  

G e n e r a l l y  s p e a k i n g  t h e s e  c o u r s e s  a re  t a u g h t  i n  i s o l a t i o n  f rom 

e a c h  o t h e r ,  w i t h  l i t t l e  o r  n o  comrnunicat,ion among p r o f e s s o r s  

t e a c h i n g  t h e  s u b j e c t .  F o l l p w i n g  s u c , c e s s f u l  c o u r s e w o r k  com- 

p l e t i o n ,  s t u d e n t s  i n  t r a d i t i o n a l  p rog rams  u n d e r t a k e  a t e a c h i n g  

p r a c t i c u m  i n  a p u b l i c  s c h o o l  classroom. The p r a c t i c u m  i s  t y p i -  

c a l l y  r e g a r d e d  as  t h e  f i n a l  p h a s e  i n  t h e  t r a i n i n g ,  a n  o p p o r t u n i t y .  

f o r  s t u d e n t s  t o  p u t  t o  u s e  what  h a s  been  l e a r n e d  i n  t h e  e d u c a t i o n  

c o u r s e s  ( C o n a n t ,  1 9 6 3 ;  Haberman, 1 9 7 4 ;  K o e r n e r ,  1963 ;  Woodring,  

I n n o v a t i v e  t e a c h e r  e d u c a t i o n  p r o g r a m s ,  i n  c o n t r a s t ,  employ 

d i v e r s e  v a r i a t i o n s  o f  t h i s  a p p r o a c h ,  Courses  may b e  i n t e g r a t e d ,  

t a u g h t  by  a  team, o r  d i s p e n s e d  w i t h  e n t i r e l y .  S p e c i ' a l i s t s  f rom 

o t h e r  f a c u l t i e s  o f  t h e  u n i v e r s i t y  may t e a c h  i n  t h e  E d u c a t i o n  D e -  

p a r t m e n t .  P r a c t i c u m  e x p e r i e n c e s  may b e  i n c r e a s e d  i n  number,  f a l l  

e a r l y  i n  t r a i n i n g ,  o r  b e  u n d e r t a k e n  i n  a n  e x t e n d e d  p e r i o d  o f  

i n t e r n s h i p .  T h i s  s e c t i o n  o f  t h e  l i t e r a t u r e  review h v e s t i g a t e s  

some i n n o v a t i v e  t e a c h e r  e d u c a t i o n  models  which  h a v e  b e e n  p u t  t o  

p r a c t i c e  i n  N o r t h  A m e r i c a ,  

I n n o v a t i v e  movements h a v e  i n f l u e n c e d  t h e  g o a l s ,  s t r u c t u r e  ' 

a n d  c o n t e n t  o f  t e a c h e r  e d u c a t i o n  p rog rams  s i n c e  t h e  g r o w t h  o f  
4 

P r o g r e s s i v i s m  i n  t h e  1 9 2 0 ' s  (Cremin ,  1 9 6 2 ) .  The p r o g r e s s i v e  v i e w  

o f  e d u c a t i o n  c a u s e d  a s h i f t  i n  t h e  n a t u r e  a n d  s c o p e  o f  



coursework, and the function and duration of trainingpractica in 

teacher preparation programs across the continent, 

The training at Teacher's College, Columbia University, 

might be considered typical of the restructured approach. Since 

Progressivism in public school classrooms focused on the needs, 

nature, and development of the child, more coursework in child 

psychology and child development were included in the Columbia 

program. Since progressive philosophy emphasized the importance 

of the democratic process, more courses were offered in the 

general culture and structure of society, and within these 

courses, the dynamics of social change and the skills of demo- 

cratic group leadership were highlighted. Courses which empha- 

sized theories and principles of learning increased. In 

addition, would-be teachers were expected to undertake concen- 

trated coursework in a particular subject area so that they would 

bring to the classroom specialized skill and knowledge. The 

focus of courses in curriculum and methodology shifted to include 

concern for health, fapily, and community issues. Within the 

scope of these courses, progressive teacher educators encouraged 

beginning teachers to think of themselves as "guides rather than 

taskmakers", and to teach the children "how to think, not what to 

think" (Cremin, 1962). Finally, in practicum situations, more 

focus was placed on observation of a variety of teaching styles, 

and students spent longer periods of time practice teac'hing in 

the model school associated with the university or in the public 

schools ( Cremin, 1962 ) . 



.==j I The program at Columbia became a paradigm for teacher edu- 
J .  

cation programs in the 1930's. The "progressive" approach, in 

fact, became the typical teacher education program at this time 

(Cremin, 1962; Woodring, 1975). Although it receded to the 2' 
background in teacher education in the 19401s, there is general 

I' agreement that teachers trained in. progressive" methods brought 

to education more individualization of instruction, greater 

variation in instructional materials and strategies, and more 

active, less formal teacher-student relationships (Cremin, 1962; 

Joyce, 1975; Monroe, 1952; Woodring, 1975). 

Teacher education in North America enjoyed an increase in 

funding from both public and private sources in the 1950's and 

1960's (Noodring, 1975). In 1958,.the Ford Foundation sought to 

improve teacher education by funding the development and imple- 

mentation of experimmtal teacher education programs in 42 U.S. 

institutions. The 42 toll-eges participating in the program were 

diverse, but most of those funded were eastern "IVY ~eague" 

colleges such as Harva d, Stanford and Yale, whose influence was 9 
expected to sway education in favor of innovative teacher edu- 

cation'practice (Stone, 1968). 

The experimental programs saw a greater emphasis on the 

integration of theory and practice, with observation and labora- 

tory teach '1 ng eAperiences falling earlier in the training, 
extending for longer periods of time, and being offered,in con- 

junction with investigation and analysis of learning theory. 

Generally speaking, coursework in "Breakthrough Programs" empha- 

sized in-depth training in a particular area, exposure to 

', 



theories of child psychology, and an introduction to innovative 

theories, methodologies, and curriculum materials. In most 

institutions, seminar discussion groups and extensive apprentice- 

i 
ship or paid internship periods were central aspects of the 

training experience., The efforts of "Breakthrough Program" edu- 
3 - 
1 

cators to win increased-university support for teacher education 

brought cooperation from professors in other w u l t i e s  in the 

design and implementation of arts and science-related education 

coursework. Greater involvement in the teacher training process 

was solicited and gained from the public schools. Many of the 

"~reakthrough Programs" followed Conant's suggestion in employing 

clinical professors -- master teachers who worked half-time 

supervising beginning teachers at the college *level. Greater 

care was also given to the selection of students. Candidates 

were now required'tc. have'a strong liberal arts background, and 

entrance criteria were expanded beyond the simple grade point 

average to include consideration of personality traits and past 

experience. Personal interviews were introduced into the se- 

lection process (Stone, 1968). Most of the experimental 

"Breakthrough Programs" were taken over by the sponsoring insti- 

tutions in the 1960's The new programs became the standard 3 
curriculum, and "the conventional patterns of teacher education 

were abandoned" (Stone, 1968, p. 163). 

Information gleaned from the "Breakthrough Programs", as 

well as the mountain of information accumulating as a result of 

increased funding to research and development in education, were 

to have a sound impact on teacher education practices in the 



1970's (Woodring, 1975). Studies investigating the nature and 

process of learning, (Piaget, 1952) the relationship between 

environmental characteristics and learning, (Combs, 1969) and the 

influence of various teacher characteristics on student learning 

S (Hamachek, 1975) yielded data which was used to redesign and 

restructure teacher education programs across.the country. As a 

result, a number of innovative teacher education models were de- 

veloped whose characteristics differed markedly f-rom those of 
& 

early programs. In order to appreciate the degree of change in 

the philosophhand approach of such innovative programs, it may 

be helpful to take an in-depth look at four innovative models: 

1) the Childhood Education Program at Fiorida statesuniversity 

2) the Teacher-Innovat Program at Coumbia University 7 
3) Project MEET at McGill University and 4) the Professional De- 

'L '- 
velopment Program at Sinon Fraser University-. 

The Childhood Education Proqram. In the late 1 9 6 0 ' ~ ~  at 

the University of Florida, Combs, Wass, Blume and Hedges designed 

and implemented an innovative teacher education program based on 

theories of humanistic-perceptual psychology. The Childhood Edu- 
-- 

cation Program was one product of 12 years of research conducted 

by the Florida Studies in the Helping Professions to investigate 

the characteristics of good and poor helpers. The data indicated 

that 

"good teachers, as professional helpers, were empathic 
individuals who perceived both themselves and others 
in positive ways, whose purposes in the classroom were 
freeing rather than controlling, and who seemed to have 
forged highly personal ways of teaching (Combs et al. 
1974, p.3)." 



The Childhood Education Program sought to offer beginning 

teachers opportunities to grow in the%characteristics. I 
The program was first mplemented oh an experimental basis 

/ t 
in 1969. Data from the Studies in the Helping Professions had 

indicated that success in teaching was closely ated to how 

well a teacher had learned "to use his or her self as an instru- 

ment to assist other people to learn" (Combs, 1956). conse- 

quently Combs and his colleagues theorized that "good" teacher 

i 
education would be a process of helping koung teachers discover 

i 

"how to use their selves effectively to-carry out their purposes 

in teaching" (Combs, 1965, p. 9). 

I I The education of an effective teacher was seen as a process 

of becomingff, which must focus on the meaning a student teacher 

made of his or her perceptions, rather than on the student 

teacher's behaviour. Moreover, such a process by nature was seen 

as highly individualistic, Students were offered many opportuni- 

ties to explore and refine personal perceptions and beliefs 

through early and constant exposure to a wide variety of teaching 

styles and classroom models. In addition, curriculum input by 

specialists from various faculties within the university provided 

the substance which students used to consider and shape their 

beliefs. 

~ h e y p c e s s  of becoming", it was theorized, would be best 
\ 

begun and nhtured in an atmosphere of acceptance and security 

(Combs, 1965). Accordingly, students were placed in seminar 
d 

groups of about thirty, under the leadership of a faculty member 

trained as a group facilitator. The seminar leader's role wcs 
.J ( 



to guide the group in establishing a'supportive community, 
i( 

counsel individual students within it on matters of both 

personal and professional concern, and guide the group in making 

collaborative decisions about the nature, content, and process 

of seminar meetings. To provide for the continuous support 

required by the CEP model, students remained with their seminar 

group throughout the duration of their training. Within the 

group, students who completed their training were eplaced by 

neophytes to the program. This constant flow of Jldl and 'new" 

trainees allowed for a further supportive element of peer 

teaching and counseling. 

In combs' view, any program which sought to facilitate a 

beginning teacher's "process of becoming" must offer experience 

and activities responsive to student needs, allow for the 
w 

progress of students at different rates, 
&. 

tunities for student self-direction and In re- 

sponse to the first condition, students chose required coursework 

from among alternatives, selected freely from elective 

! 
coursework, and identified strong interest areas to explore in 

depth. The decision-making element in this process was 

highlighted: students were encouraged to examine and articulate 

the criteria for choice in study focus. To meet the second con- 

dition, provision was made for students to progress though the 

program at their own rate. The Field Experience component of the 

program took as its slogan "the classroom is not the place to 

apply what has been learned, but the place to learn" (Combs et 

a1 1974, p, 15). Accordingly, s.tudents worked in classrooms 



from the onset of the training, and moved'at their own pace 

through stages from Teacher Initiate (four hours per work ob- 

serving and tutoring), to Teacher Assistant (half days spent 

teaching small groups), to Teacher Associate (teaching the entire 

class full time). Tho e students who felt skillful and confident B 
completed the training stages in the minimum four quarters; those 

ones who required more time to prepare themselves took from four - 

to eight quarters. Experienced classroom teachers supervised 

students in exchange for a stipend or a tuition fee waiver for 

coursework at the University of Florida. To address the thlrd 
,;* 

condition, students were encourage to contribute their inter- % 
ests, needs, and skills as focusi6; influences to seminar 

6 
meetings and on-going study group. In addition, student repre- 

sentatives participated in weekly faculty meetings to define and 

address problems, plan upcoming events, and implement changes 

required in the program. 

2 Studgnt evaluation was reconceptualized and restructured in 
J 

-the childhood Education Program. The humanistic theory upon 

which the program was based held that continual feedback, rein- 

forcement, and recognition to participants was vital. As a 

result, evaluation was conducted on a continuous, individual, 

on-going basis. Students were encouraged to develop self-obser- - - 
vation and self-evaluation skills. Descriptive comments 

regarding the &ality of students' work were collected from the 

students themselves, seminar leaders, course instructors, and 

supervising teachers. Mid-point and final evaluation conferences 

were held with each student, the goal of each session being to 



highlight student strengths and pinpoint areas for needed im- 

provement. Since competition for grades and scholarships was 

seen to have a possibly undermining effect on a sense of cooper- 

ation and supportiveness among students, the Childhood Education 

Program implemented a Satisfactory/~nsatisfactory grading system. 

Since the Childhood Education Program was conducted on an 

experimental basis, research was conducted to evaluate the s u c ~  

cess of the program in,carrying out its goals. Unlike a control 

from the regular teacher training program at the University of 

Florida, data indicated that graduates from CEP experienced 

growth in the development of personal values and a positive view 

of self, to a statistically significant degree. In addition, ' 

there was no statistically significant difference bekween the 
I 

+- 

science content knowledge of graduates from the CEP and graduates 

from the regular program, although CEP graduates had not received 

the content-oriented science methods courses to which the regular 

program graduates had been exposed. Furthermore, means from the 

experimental group were consistently higher than means from the 

control group in the areas of knowledge of subjects, sensitivity 

to students' self-concepts, understanding of newer educational 

methodology, self-confidence, skill in organizing classroom 

activities, and skill in working with problem children. On the 

basis of these data, the Childhood Education Program was of- ---- 9 

ficially adopted by the University of Florida in 1973 (Combs - et 

&., 1 9 7 4 ) .  1 

--I 

The Teacher-Innovator Proqram. Joyce (1968) developed a 

program at Teacher's College, Columbia University, to prepare 



teachers to be innovators of educational practice within the 

public school system, Joyce suggested that although there is 

common agreement about the need for change in teaching practice 

and school organization, diverse conditions in both university 

and school environments militate against a beginning teacher's 

acting "to accomplish this change, 'In his view, beginning. 
lyr d 

teachers are vulnerable to a variety of conditions in the school 

system which can (and seemingly do) influence them to behave in 

ways which conform to existing school practices. As Joyce per- 

ceived it, beginning teachers who seek to teach in innovative 

ways within the school system face social and professional ostra- 

cism which can cause them overwhelming feelings of alienation. 
4 

He su~ggests that teachers who succumb to pressure to conform do 

this in order to avoid the experience of alienation, as it were, 

to survive as a member of a group within they must work daily, on 
r-" 

a year-round basis, The Teacher-Innovator program seeks to pre- 

pare teachers to carry out their innovative purposes despite the 
1 

socializing factors of the public school environment (Joyce, 

The assumption is made in the Teacher-Innovator Program that J" 
d 

it is as important to prepare teacher's emotionally to understand 

I w' 

the alienation which may result from-their work as "agents of 

change" within the system as it is to equip them with the "com- 

mitment and technology" for educational innovation itself. As a' 

result, beginning experiences in this program involve the 

students' participation as innovative teachers in a simulated 

"conformist" teaching environment. After a number of days 



experiencing resistance, rejection, and even hostility to their 

ideas and behaviour, students are removed from*the situation and a 

encouraged to examine the events, attitudes, and behaviours which 

contributed to their feelings of alienation. Thus begins the 

process of learning to teach in innovative ways while simultane- 

ously learning to identify, understand, and address the process 

of alienation which can occur from using innovative teach 

practices within an entrenched school environment. This focus 

continues throughout the duration of the training period. 

The program was designed to operate in "a spirit of cooper- 

, ative inquiry." Students are placed in small seminar groups of 

1 1  or 12, and with'in the seminars, are further grouped' in 

2 "feedback teams" of th ee or four. Feedback teams work together 
< 

in analyzing teaching theory, experimenting with new skills or 
0 

ideas'and, observing and 'coaching each other in practice teaching 

situations. , 

Central to the Teacher Innovator Program is the creation or 

existence of a "~chool of Inquiry" within which innovative 

teachers work to demonstrate progressive teaching practices. The 

"School of Inquiry" may be simulated or may be a real school 
i 

within the public system where innovative teaching practices are - 

carried out. The point, in Joyce's view, is that teachers be 

trained in environments where they have many opportunities to 

observe and practice innovative teaching strate9ie.s and skills, 

and not in schools where they will find resistance to their ideas 

and strong socializing pressure to conform (Joyce, 1968; Joyce &- 

Weil, 1972). 
; 
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Exposure 

gradual. The 

to teaching and to the environment of the school is 

student moves through six stages, beginning first 

by experiencing the school as an unpaid teacher's aide. In the 

i 
0 

second phase the student works as a tutor with individuals and 

small groups, ankin the third, collects and organizes materials 

to create a complete unit of work for pupils. In the fourth 

phase of training, the students observe a variety of teachers at 

work, and experiment in the "school of Inquiry" with a variety of 

teaching models: In the fifth phase, students again focus on 

planning: they conceptualize and create an educational program 
% 

for an entire school year. The final year of training involves 

team teaching as a paid intern with an experienced innovative 

teacher. -. 

The process occurs over two years, during which time the 

student is exposed, in workshops, study groups, seminars, and 

organized coursework, to theory from the four components of the 
- 

training program. The first, the Teacher as Innovator component, 

offers students opportunities to familiarize themselve 

bureaucracy of the school system and t learn ways to create P A 

authentic roles for (themselves within that system. The second, 

the Interactive Teaching component, offers students opportunities 

to devklop a repetoire of basic "teaching movesl'sdconsidered es- 

sential to the creation of a healthy social system in the 

classroom. Here, students receive training in interpersonal and 

group-dynamic skills. In Instructional Decision Making, the 

third component of the program, students examin individual case "\, 
studies to gain analytical and diagnostic skills for use in 



understanding the learner's point of view. The emphasis. in this 

component is on the students' development of an ability to 

flexibly accomodate their teaching strategies'to the learner's 

, needs. The fourth component of the program, Teacher as Scholar, 

was created from the theoretical perspective that an informed 

viewpoint is necessary for innovative action, \ Hence, students 
4 

work in this area to familiarize themselves with a wide variety 

of literature on teaching, learning, the structure and develop- 

ment of cognitive skill, the nature, purpose, and philosophy of 

education, and the organization and dynamics of bureaucrati-c 

systems (.Joyce, 1968; Joyce & Weil, 1972)- 

The Teacher Innovator program has not been implemented in 

its entirety. All aspects and elements of it have been-tested 

and employed in a variety of institutional settings, ipcluding 

~eacher's College at Columbia University in New York, and t-he 
b 

University of Chicago. Since the program has not been imple- 

mented in its entirety, comprehensive studies.on the overall 

effectiveness of training teachers -in this manner have not been 

- undertaken. 

Project MEET. Horowitz, in 1967, created a small scale 

teacher education program which he hoped would reduce the ad- 

justment problems many first year teachers have described in the 

trans.ition from student to full-Pledged teacher. ~ccordingl~, 

Project MEET --  McGill Elementary Education Teaching Teams -- was 

a program where students were treated from the outset as re- 

sponsible professionals, capable of participating fully in the 

activities of the classroom and the school, The project took an 



internship approach to training. Students kre teamed with r 
master teacher for the duration of their ye r-long training, and 

i,' 
\ 

received a bursary from the school distrkct\in which they were 
. 

placed. Personnel at the training school we& encouraged to 
\ 

t 
regard the intern as a full staff member and Yo involve the 

I1 intern in classroom and school affairs as a mature, responsible,< 
9 

equal professional." The master teacher worked to allow students 

to assume teaching responsibilities as the intern saw'fit. In 

this way, students were offered opportunities to develop self- 

study skills' for use in assessing their own skill level and 

confidence in progressing from classroom observer to classroom 

- teacher (Horowitz, 1974, 1967). 

The project sought to emphasize the close relationship 

between theory and practice, and to equip beginning teachers with 

curriculum development skills. Consequently, students were 
- 

in their public school team teaching situations early in 

the training and were simultaneously offered opportunities to 

explore a variety of teaching ideologies, strategies, and materi- 

als in coursework at the university. Three days a week were 

spent in the practice teaching environment, and two days a week 

on campus. The intern's progress in the classroom was observed 

and monitored by the master teacher and by a college supervisor 

who visited each intern's classroom weekly. 

Horowitz considered it important that beginning teachers be . 
provided with a strong, supportive environment in which to learn 

to teach. As a result, students at the outset were assigned to a 

small seminar group under the leadership of a trained group 
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f a c i l i t a t o r  a n d  human r e l a t i o n s  e x p e r t .  The s e m i n a r  l e a d e r  w a s  

a l s o  r e s p o n s i b l e  f o r  s u p e r v i s i n g  e a c h  s t u d e n t ' s  f i e l d w o r k .  Semi- 

n a r  g r o u p s  m e t  o n c e  e a c h  week f o r  a h a l f  d a y  o f  d i s c u s s i o n ,  

a n a l y s i s ,  a n d  p rob lem s o l v i n g .  

The p r o j e c t  c o n t i n u e d  f o r  f o u r  y e a r s ,  f rom 1967  t o  1971 .  A t  

4 

t h e  e n d  o f  t h e  f i r s t  y e a r ,  a f o l l o w - u p  s t u d y  w a s  c o n d u c t e d  t o  

measu re  c h a n g e s  t h a t  had  o c c u r r e d  i n  t h e  f i r s t  g r o u p  o f  g r a d u -  

a t e s  ' a t t i t u d e s  a n d  e x p e c t a t i o n s  t o w a r d s  t e a c h i n g .  R e s u l t s  f rom 

, t h e  M i n n e s o t a  T e a c h e r  A t t i t u d e  I n v e n t o r y  a n d  t h e  T e a c h e r  Role 

D e s c r i p t i o n ,  a s  w e l l  a s  a n e c d o t a l  r e c o r d s  made by s u p e r k i s o r s  a n d  

i n t e r v i e w  comments r e v e a l e d  t h a t  g r a d u a t e s '  a t t i t u d e s  t o w a r d  LI 

t e a c h i n g  were more p o s i t i v e  a f t e r  t h e i r  t r a i n i n g .  G r a d u a t e s  

i n d i c a t e d  t h a t  t h e  " a d u l t "  way i n  which  t h e y  w e r e  t r e a t e d  by  b o t h  

c o l l e g e  a n d  p u b l i c  s c h o o l  p e r s o n n e l  h e l p e d  them t o  p e r c e i v e  

t h e m s e l v e s  a s  r e s p o n s i b l e  t e a c h e r s  r a t h e r  t h a n  s t u d e n t s .  Some 

c r i t ic i sms were made o f  t h e  " i n f l e x i b l e "  c o u r s e w o r k  r e q u i r e m e n t s  

a t  t h e  c o l l e g e .  G r a d u a t e s  t e n d e d  t o  c o n t r a s t  t h e s e  c h a r a c t e r -  

i s t i c s  o f  t h e i r  on-campus t r a i n i n g  w i t h  t h e  t e a c h i n g  e x p e c t a t i o n s  

i n  t h e  s c h o o l ,  which s t u d e n t s  d e s c r i b e d  a s  " r e a s o n a b l e ,  f l e x i b l e ,  

a n d  s e l f 4 m p o s e d "  ( H o r o w i t z ,  1 9 7 9 ,  p. 8 5 ) .  

A f u r t h e r  s t u d y  w a s  c o n d u c t e d  o n e  y e a r  a f t e r  t h e  f i r s t  

g r a d u a t e s  had  b e e n  t e a c h i n g .  I n  r e s p o n s e  t o  a q u e s t i o n n a i r e  a n d  

a n  i n t e r v i e w ,  s t u d e n t s  s p o k e  w i t h  clear p r a i s e  a b o u t  t h e  i m -  

p o r t a n c e  o f  p e r s o n a l  r e l a t i o n s h i p s  a n d  t h e  small s e m i n a r  g r o u p  

d i s c u s s i o n s  o f  P r o j e c t  MEET. 

F i n a l l y ,  t h r e e  y e a r s  a f t e r  t h e  f i r s t  g r a d u a t e s  had  b e e n  

t e a c h i n g ,  t h e  l a s t  p h a s e  o f  f o l l o w - u p  was c o n d u c t e d .  R e s p o n s e s  



to questionnaire items echoed earlier results: graduates 

remained positive about the "healthy, adult" ways in which they 

were treated, and emphasized yet again the significance of the - 

close-knit seminar group in providing them an arena for 

discussion and a supportive network of' relationships. This col- 

lection of data, however, revealed graduates' perceptions that 

perhaps a one-year training period was not long enough to help 

them adjust to the first year of teaching and to view themselves 

as teachers rather than students. Several graduates suggested a 

two or three-yeax long training program (Horowitz, 1974). 

Data from another point of view we& &llqcted from princi- 
- \ .  

pals in schools where the 1970-71 interns had been' hlaced, 

Principals consistently identified the Project MEET interns-as 
I 

"interested, involved" student teachers, and associated their 

success in the classroom with the training they had received, 

In noting the contrast identified by in the 

"inflexible" college course requirements and the "fluid" intern- 

ship experi'ence, Horowitz suggested that if a teacher education 

program is to be reshaped, it must be reshaped in its entitety. 

On the basis of the other data collected, he concluded that an 

internship approach to teacher education which places responsi- 

bility for self-pacing on the student, emphasizes that students 

be treated as mature, responsible professionals, and includes 

the supportive environment of a small interactive seminar may 

help to ease the transition from student to,teacher. He noted, 

however, that major adjustments will still be required of 



t 

graduatetinterns when the,y assume full time teaching positions 

(Horowitz, 1974). 

The Pz.b&ssional Development Proqram. The innovative 
, 

teacher education program at Simon Fra.ser University first opened 

its doors in 1966. Originally conceived as a program which would 

emphasize the teaching practicum as the most valuable experience 

in training, the structure of the Professional Development 

Program (PDP) has changed and evolved over its 18-year life. The 

three-semester program is implemented in two major stages, ,and 

places students in practice teaching situations for six of the 

twelve months they are is training (Wassermann, 1973). Stage One 

of the program, one semester long, introduces students to bofh 

theory and practice, and provides students with an opportunity 

to quickly assess their aptitude and commitment to teaching 
1 

( ~ e ~ e v k ,  1974). Staqe Two involves one full semester of student 

t e a w a n d  - one semester of on-campus study. 
1 

# L- 
I 

The PDP seeks to highlight the close relationship between 

theory and practice. Accordingly, students, as soon as they 

begin training, spend three days per week in public school 

classrooms and two days per week on campus. In the classroom, 

they spend a semester observing both teachers and students, 
* 

tutoring individual pupils, instructing small groups, and--event;- 

ally teaching the whole class for at least one full day. At the 
1 

university, they attend and participate in a variety of2 
P 

workshops, study groups, and seminar discussions designed to 

introduce and orientate them to the theories, methods, and 



materials of the field. ~ h e s e  experiences constitute Stage One 

of the training. 

Stage Two involves a more in-depth mexposure to theory and 

practice in teaching, A three-month practicum experience allows 

students to pace themselves'through a variety of tasks in roles 

from classroom observer to full-time teacher for at least a two- 

week period. During the semester on campus, students freely 

select coursework from any faculty in order to "fill in the gaps" 

in their knowledge and/or specialize in a particular subject 

area, With the freedom from required education coursework, 

e students have opportunities to expose themselves to experts in a 

variety of fields. Since various departments cooperate to o f f y  

special courses for teachers, faculty members from Arts and 

Science as well as from Education make contributions to the 

training of teachers (DeNevi, 1974). 

The Professional Development Program provides ~tudents~with 

opportunities to build supportive professional relationships 

among their peers. During Stage One, students are placed in 

small seminar groups and within the seminar groups, are further 

paired with "buddies" who share the same classroom placement. 

"~uddies" stay together for the duration of Stage One-to observe 

and coach one another through beginning experiences in classroom 

teaching. Students are also placed in seminar groups during the 

practicum semester of Stage Two. Both the "buddy" system and the 

'small seminar group meetings allow students to establish sup- 

portive environments within which to explore ideas, feelings, and 



experiences which are important to them during the training 

process ( DeNevi, 1  979 ; Gregory, 1  976 ) . 
In an attempt to build strong cooperative relationships 

between university educators and teachers and administrators in 

the public school system, the Professional Development Program 

employs public school teachers to supervise the progress of \ 

students. Faculty Associates are experienced and successful 

teachers seconded from their school districts for a one or two 

year period for the purpose of training beginning teachers. They 
- 

are responsible'for leading seminar groups, teaching workshops 

and courses in their specialty subj.ect area, cooperating with 

classroom teachers in the supervision of students, and guiding 

and counselling individuals in their seminar groups through the 

semester. At the end of the one or two year period, Faculty 

Associates return to their positions within the public schools, 

presumably with an enlarged perspective on education and an in- 

creased repertoire of teaching skills (Muir, 1 9 6 9 ) .  

The Faculty Associate appointment allows for close-range 

contact between members of the Faculty of Education and public 

school teachers. University and public school educators are also 

brought into contact by an arrangement through which classroom 

teachers, called School Associates, shoulder major responsibility 

for the supervision of beginning teachers. Through a variety of 

university-sponsored in-service workshops, School Associates 

become familiar with the goals and objectives of the Professional 

Development Program. School associates orient student teachers 

to classroom procedures, aid them in collecting materials and 



planning, introduce them to curriculum requirements and method- 

ologies, and supervise their classroom teaching endeavors. In 

cooperation with the Faculty Associates, they observe, monitor, 

and evaluate the student's progregs throughout the practicum. 

In return for these duties, School Associates are offered tuition 

fee waivers for continuing studies at the university. The em- 

ployment of both7Faculty Associates and School Associates is seen 

as an important step'in the building of informed, cooperative 

relationships between university and public school educators 

(DeNevi, 1974; Gregory, 1976). 

A final major emphasis in the Professional Development 

Program is on the student teacher's development of self-evalu- 

ation skills. The Professionzl Development Program seeks to 
\ 

engage the student in a variety of self-evaluation practices, 
< 

including self-pacin~, journal tasks, analyses of lessons pre- 

sented to the class, and major mid-term and final self-evaluation 

reports. Grading is done on a ~ass/~ithdraw basis to encourage 

a focus on teaching skills rather than grade achievement (DeNevi, 

Although Simon Fraser University regularly collects the 

opinions and views of students, School Associates, and Faculty 

Associates in order to undertake evaluation studies of the Pro- 

fessional Development Program, assessments to date have been . 
d 

conducted during the operation of the program. Few studies have 

been undertaken to measure the perseverence of training effects, 

and as a result, little data are available from practicing 
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teachers to identify the strong or weak characteristic 

program as seen from post-training perspectives. J 

The innovative teacher education programs described above 
I 

have a number of characteristics in common, 1 )  There is a strong 
m - % 

pphasis - on a cooperative approach to learning among students, 
y.v 
teacher educators and public school teachers involved in the 

programs. 2) Students are encouraged to coach and support each 

other through their training. 3) Members of various faculties 

at the univer-sities cooperate in the design and teaching of 

courses for teacher education students, 4) Public school 

. teachers cooperate with university personnel in the instruction 

and supervision of student teachers during their practica. 
9 

5) Opportunities'are presented for students to relate theory to 

practice by placing them in practicum situations early in their 

training. 6 ) self-pacing and self -evaluation are. encouraged. 

7) Finally, there is formal emphasis among the innovative 

programs described on helping students regard themselves as 

capable, mature, responsible professionals. 

A comprehensive search of the literature in the area of 

innovative practices in teacher education turned up far more pro- 

posals for innovative practices that it did programs .which were 

implemented in training institutions. The above descriptions of 

innovations in programs, although not exhaustive in number, 

indicate some general trends and some specific strategies which 
d 

were undertaken by a number of training improve 



their teacher preparation programs. The next section of the 

review 4ooks at some issues and methods involved in evaluating 

the effectiveness of teacher education programs. 

Effectiveness Of Teacher Education Proqrams 

This section of the literature review examines the data that 

exist to indicate the effectiveness of teacher education programs 

in preparing teachers for classroom teaching. A look at evalu- 

ation practices in teacher education programs reveals that 

attempts to gather data indicative of program effectiveness fall 

into four categories: 1 )  logistical studies 2) on-the-job- 
w 

performance ratings 3) studies relating pupil learning to 

teacher behaviour 4) studies investigating the perceptions of 

students, faculty, and school personnel, 

&Logistical studies examine student characteristics such as 

grade point average, previous experience, and age, as well a3 

graduates' later career-line data such as number of promotions, 

number of publications, etc. (Sandefur & Adams, 1973). The 

relationship between these data and a teacherrs success in com- 

pleting the program is then investigated. For the most part, 

logistical studies produce limited information of use to teacher 

educators seeking feedback which will help them evaluate program 

effectiveness. This practice is more functional, perhaps, in 
"i 

identifying the characteristics of students who succeed $in the 
/ 

teacher educ<ation program. I 

On-the-job teacher performance ratings and reports are 

another source of data on effectiveness of training. In this 

approach, pupils, peers, principals and administrators are asked 



to consider the teacher's work in the classroom environment and 

rate his or her performance, Data are then tallied and analyzed 

in order to identify the teacher's strengths and weaknesses. 

From the ratings, strengths and weaknesses in the teacher edu- 

cation program are inferred. Since it is questionable how much 

teacher behaviour is a result of the teacher training program, 

this method of program assessment and evaluation may fall short 

as an accurate indicator of effectiveness of training. 
\s 

The third source of data, one product of the Performance- 
2 

Based-Teacher-Competency movement, seeks to measure the learning *, 

of classroom pupils as an indicator of teacher effectiveness. 

Teacher effectiveness, then is assumed to be an indicator of what 

was learned in teacher training, While this procedure emphasizes 

the examination of pupil learning, the theoretical product of 

teacher education, it relies, again, upon ratings of teacher be- - 

haviour as a data source, and as a consequence, is subject to the 

same shortcornin@. By assuming that the teacher behaviour being 
'\ 

examined is a reSylt of training received in teacher education 

programs, evaluators of PBTC program effectiveness do not ac- 

knowledge the influence of previous school and life experience, 
# 

attitudes, beliefs, .and values in teaching practice (Horton, 

The follow-up approach provides a fourth source of data. 

The perceptions of people involved in teacher education programs 

-- t'eacher educators, supervisory personne1,'and students who 

undertake the training itself -- are collected, most commonly by 

use of the questionnaire survey, and results are analyzed. 



Burton ( 1 9 7 7 )  states that "recommendations of teacher edu- 

cation graduates are the best source of information for program - 
alterations." While the opinions of people involved in the 

training may F be biased as a result of loyalties, contributions to 
i 

program design, commitment to a particblar philosophy of 

teaching, or a variety of other factors, this source of data 

often produces results which can help to accurately pinpoint 
b 

specific program strengths and weaknesses. 

Follow-up studies in teacher education programs are rela- 

tively few in number, Many teachef education programs, like the 

~ i m o n d a s e r  Professional Development Program, do undertake to 
, 

collect the opinions of students regarding effectiveness of 

training, but conduct such studies concurrently with the training 

itself,   he rationale for such an approach likely involves 

savings in time, effort, and expense, since students on-campus 

are readily contactable for their views. Data collected from 

pre-service teachers, however, may not shed light on the effect 

of the training upon teaching performance, since the data are 
C 

collected prior to the student's application of training in 

C- classroom settings. Gaede ( 1 9 7 9 )  suggests that "pre-service 

teachers can only accurately evaluate their.preparation by having 

an accurate conceptk/on of the skills and knowledge that are re- 

quired for successful teaching." He further suggests that 

teachers gain accurate conceptions of what is required for suc- 

cessful teaching only as a result of extended classroom experi- 

ence. Ryan ( 1 9 7 9 )  in a longitudinal follow-up study of teacher 

education graduates, noted a trend among beginning teachets to 



rate their training more favorably at the beginning of their 

first year tding than at the end. Such data suggest that 
( --?: 

students' pekceptions on the effectiveness of their training 
r 

programs change as a result of actual classroom teaching, If - 

this is so, the practice of surveying students-in-training in 

order to determine their views of effectiveness may 

produce data of limited use to program evaluators. Classroom 

teachers, experienced in daily teaching practices, may contribute 

a more reliable perspective on effectiveness of teacher education 
\ 

programs. - 

The search for examples of programs which collect data from 

practicing teachers' on their views of the effectiveness of their 

training yielded very few studies. Among'those, only a limited 

number undertake an extensive longitudinal investigation of the 

graduates' views of tzaining. Furthermore, many follow-up 

studies are subject to major flaws in research design. What 

follows is a critical examination of a number of follow-up 

studies of teacher training programs. 

Krajewski, Mayfield, and Walden (1982), at the University of 

Auburn, und,ertook a follow-up study to gather data for use in the 

revision of the university's teacher education program. Their 

approach was to consult beginning teachers, their supervisors, 

and public school-administrators to define areas of training in 

which they believ d improvement was needed. This was ac- 7 
complished in three phases. 

In the first phase, 641 first year teachers from the 

University of Auburn were contacted. During a structured 



interview, 

considered 

. 
teachers identified aspects of training which they 

needed improvement. In the secqnd phase, three-person 

support teams, made up of an experienced teacher, a clinical 
i 

professor of Education, and a specialist from the State De- 

partment of Education were assigned the task of assisting and 

supervising the 6 4 1  teacde throughout their second year of s, 
teaching. Near the end of their assignment, support team members 

were asked in an interview to describe those aspects of teaching 

with which the 6 4 1  teachers needed most help. Data from this 
f 

round of interviews, when tabulated and analyzed, reinforced the 

views expressed by the first year teachers.. In the third phase 

of the study, Krajewski et al., used the data collected from 

both groups to prepare a questionnaire asking public school ad- 

ministrators about their view on the deficiencies of the training 

program. When all three sources of data were considered,' 

emerging common knowledge and skill deficiencies were identified 

in the d e a s  of interpersonal skills training, classroom manage- 

ment, human growth and devlopment, and the structure and oper- 

ation of public school systems. Krajewski et al., used this 

data to revise and restructure the training program at the 
F 

University of Auburn. 

This large-sample follow-up sthdy solicited information from 

the perspectives of members of three different groups,. There 

was no description of sampling procedures employed for selection 

of the group participants. Although the large size of the first- 
-- 

year teacher group may not have required a random sample, neither 
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' \ 
the Aize nor the sampling procedures for selection of support 

team members of public school administrators were reported. As 

a result, it is not possible to determine whether the opinions 

expressed by members of these groups are representative of larger 

poqulations of supervisors or administrators. In addition, no 

report was made on the reliability or validity of the interview 

and questionnaire instruments developed for use in the data col- 

lection pr,ocedures. If validity and reliability tests were 

overlooked, it is likel? that the data collected from this large- 

scale undertaking are subject to question. 

Middleton and Cohen in 1979 undertook a study which investi- 

gated deficiencies in a teacher education program in Florida. 

This study examined areas of weakness in training as perceived 
9 

by two groups, graduates of th? ram and members of the 

faculty teaching various program components. A random selection 

of 200 graduates <from the years 1974-1976 was asked to respond 

to a questionnaire composed of two sections. In the first 
b 

section, graduates rated 25 items to indicate the degree to which 
B' 

they felt training had helped them acquire skills ,in teaching 

methodology and curriculum implementation. In the second, they 

responded to two open-ended questions asking them to describe the 

most helpful aspect of- training, and the aspect of training most 

in need of improvement. In addition, a small random sample of 

the 200 students waseselected for in-depth interviews designed - - 
td solicit their views on specific areas of deficiency In the 

training. Data from all three sources -- the two questionnaires, 



and the interviews -- were then combined and analyzed. Results 

were not reported. 

Like the University of Auburn study, this investigation 
I 

sought feedback from two persgectives, but failed to report 

criteria and procedures for selection of one sample the 

faculty members. It was not reported how much weight the views 

of this group was given, nor was information presented on relia- 

bility and validity of any of the three data-collection instru- 

ments 'used. Consequently, information collected from this study 

is of limited use to those in search of "empirical data" on 

effectiveness of the training program described. 

Combs and Hannelore (1974) undertook a follow-up study of 

graduates from the-Childhood Education Program at Florida State 

University. They employed an experimental research design, 

comparing a group of 35 graduates from the CEP with a group of 

30 graduates from the regular Florida State teacher education 

pr-ogram, in order to investigate how well the CEP was - meeting its 

objective of helping teachers develop "appropriate and congruent 

perceptions and ways of working with children" (Combs & 

Hannelore, 1974, p. 125). The groups were selected, on a non- 

random basis, from arrf;g those graduates who could be located, 

who were currentQ&'eaching, and whose principAls agreed to their 

participation in th study. Although anecdotal accounts of the f 
teachers' percept ons of the training were collected, the main f 
source of data u ed in the experiment was observations of the / 
teachers at wo;k in the classroom. Seven observers, each trained 

for 55 hours, observed teachers and collected data using three 



instruments:. The Perceptual ~imensions Scale, the Teacher 

Practices Observation Record, and the Recrprocal Category System, 

Observers worked in teams of two, with a floater shifting from 
P 

team to team, and with periodic remixings of team members, in 

b order to avoid set team perceptions. Observers worked in a blind 

situation, unaware of grouping differentiation in teachers they 
P 

were observing. In additipn, observer teams were assigned 

randomly to experimental or control group classrooms. Infor- 

mati-the observations, when statistically analyzed, indi- 

cated that CEP graduates scored more postively on the Perceptual 

Dimensions Scale; and engaged to a significantly higher degree in 

experimental teaching practices. 

This is the only study found in the follow-up literature in - 

teacher education that employedvan experimental design. Combs 

and his colleagues used three instruments of known and tested 

reliability and validity to gather data. Observers were trained, 

and precautions were taken to control for interobserver relia- 

bility, Although random selection procedures were not used, 

sample size was substantial, and data were subjected to statisti- 

cal scrutiny. Student perceptions in the form of anecdotal 

comments augment the statistical data. As a result of these 
v 

procedures, data collected from this study are likely valid and 

reliable indicators of the degree to which the CEP is meeting its 

objectives. 

Bush and Davis ( 1 9 8 2 ) ,  in seeking-to evaluate the ef- 

b fectiveness of a program for the education of secondary mathe- 
matics teachers, conducted a follow-up study of graduates from 



the University of Georgia. A non-random sample of 80 teachers 

who had graduated sometime in the six years prior to the study 
. .. 

was surveyed. In response to a questionnaire, the teachers rated 

program training components according to their perceived 

usefulness in classroom teaching and answered two open-ended 

questions asking them to identify the most and least useful 

aspect of the training. Forty-five?-rcent of the teachers re- 
? 

sponded, Results found teachers most satisfied with field-based 

practicum experiences which had been closely supervised, and 

least appreciative of general education coursework -- particu- 

larly work in foundations courses such as the history or philoso- 

phy of education. 

In a follow-up study which seeks to survey graduates over an 

extended period of time, one of $he difficulties involved would 

appear to be contacting graduates. This has"imp1ications for 

randomness of the sample, and will in turn aff4ct general- 

izability of results. In this particular study, not only were 

the 80 graduates selected on the simple basis of their known 

whereabouts, but less than half of the 80 responded to the 

survey. This indicates a strong possibili.ty of bias, In 

addition, no data on the reliability and validity of the survey 

instrument were presented. The data, as a ,result, may not indi- 

cate the viewpoint of the group which the study sought to survey. 

Funk, Hoffman, Keithy, and Long (1982) conducted a study to 
t 4 

collect supervising teachers' perceptions of the adequacy of a 

teacher.training program, The 571 supervising teachers associ- 

ated with the Faculty of Education at the University of Florida . 



were asked to rate the effectiveness of the training program, 

the adequacy of the supervision by university field personnel, 

and the adequacy of liaison between public school teachers and 

university educators. No indication is given of criteria for 

selection of ~artici~ants. The questionnaire used was developed 

after examination of a number of other instruments of know 

validity and reliability. The instrument was field-tested and 

revised before being put to official use. Results of the study 

show supervising teachers rating the University of Florida 

program as very good to excellent in training teachers to have 

good rapport with students and teachers, and poor to fair in 

training teachers in the areas of classroom control and planning. 

Supervision was rated very good to excellent and liaison rated 

poor.. The investigators report a known tendency for supervising 

teachers to overrate those student teachers with whom they are 

familiar, and therefore suggest that ratings on program ef- 

fectiveness be scaled down. 

Funk et al., took precaution to ensure validity and relia- 

bility in the development of their instrument, employed a large 

sample, and used information collected by previous researchers 
J" 

to deii-ne limitations of their data. Consequently, data from 

their study likely provide a valid, unbiased source of feedback 

on the supervisors' perceptions of the adequacy of the University 

of Florida program. 

Ryan (1978) investigated first-year teachers' views on the 

effectiveness of their teacher training programs, and the extent 

to which the training had influenced their views on education. 



~yan's study is unique in the literature on follow-up in teacher 

education in that it investigates the views of teachers from a 

variety of teacher education programs, Nine observers observed 

and interv-iewed 18 different teachers from 1 1  different colleges 

J 
throughout their _first year's teaching experience, Teachers were 

interviewed five times during the year, using a prepared inter- 

"I view form, As issues and themes emerged from previous inter- 

views, new questions were added to the form. Teachers were also 

observed extensively: once weekly for the first four weeks, and 

then two to four times per month for the mainder of the school 

year. .In addition, teachers participate n telephone interviews 
4 

in the evening after they had been observed, and responded to a 

number of questionnaires. Ryan reports that views of training 

were for the most part diverse and inconsistent from teacher to 

teacher. However, he did find two themes emerging consistently 

in the teaclersl experiences: "a realization.of the limitations 

of the training programst' and "a valuing of firsthand experiencef' 

(Ryan 1 9 7 8 ) .  

Ryan gives no indication of methods used to select his 

sample, and does not describe the processes for selection or 

training of his observers. Although he employed a variety of 

data collecting tools and procedures, he offers little de- 

scription of his instruments, and gives no report of their 

reliability or validity, Moreover, his sample size is relatively 

small, he does not report specific results of his data col- 

lection, and he gives no indication that data were analyzed 

statistically. Finally, in his closing statement, he speaks as 
'v 

I 



a fiewhat beleagured teacher educator of the numerous and 

s$athing criticisms which those in the profession have had to 
, '. . 

tolerate. This perspective may indicate that Ryan had an axe to 

grind in undertaking this project, and it is possible that his 

viewpoint contaminates the research report. 

O'Rourke (1983) conducted a phenomenological follow-up study 

of graduates trained to be teachers of secondaryEnglish. In 

seeking information on aspects of teaching for which the gradu- 

ates felt unprepared, O'Rourke invited 17 first-year teachers to 

an-informal group interview where they would be asked to share 

their views on deficiencies in their training. At the first 

meeting, held in October of the school year, six of the 17 

teachers attended. The group interview was tape recorded, later 

transcribed, and comments were categorized. Students commented 

most on their inability to handle discipline problems and their 

unfamiliarity with the public school curriculum, At the second 

meeting, held in the spring of the graduates' first year, 15 of 

the 17 attended. Major themes at'this meeting focused again on 

problems with discipline and unfamiliarity with curriculum, 

especially grammar. In addition, students identified as a core 

deficiency in their English teacher training a lack of oppor- 

tunity 'to learn about the classroom and school environment in 

which English would be taught (O'Rourke, 1983). 

This study has a variety of flaws which immediately become 

evident to the researcher. To begin with, the investigator 

himself had taught all 17 of the participants in the program 

which they were evaluating. Both his interpretation of the data 
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and ?Re student's willingness to reveal their opinions are likely 

to have been influenced by this situation, The sample size is 

small, and at the first meeting only six members, less than a 

third of the group, parkicipated. Moreover, the informal group 

interview setting lends itself to the element of peer pressure, 

Strong personalities within the group may have influenced the 

nature and scope of the feedback teachers were willing to 

provide, Given these considerations, itC~?ls likely that the data 

collected, though interesting, may be strongly biased. 

In reviewing the literature in the area of follow-up in 

teacher education, the researcher is-struck first by the flaws 

in research design or procedures used in those reports which have 

been made. Of the studies investigatedere, only four reported 

careful observation of such basic research.techniques as se- 

lection of sample groups representative of the population from 

which results may be generalized. In two of tPhe seven cases, 

sample size is extremely small. Only three of the seven 

studies report subjecting the data to rigorous statisti,cal 

analyses, and in two of the seven studies the principal investi- 

gators' concerns may have biased the research design and/or the 

research procedures and/or interpretation of the data. 

If, as Burton suggests, the perceptions of those involved 

in teacher training programs, and especially the perceptions of 

graduates from teacher education programs, are "the best source 

of information for program alternations," then it may be a matter 

of no small cause for concern that studies which investigate 
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graduates views are so limited in number and so poor in quality. '\ 

- 

This situation points to the need for more well-designed, well- 

implemen,;ted studies in the are.a of follow-up in teacher education 

programs. 

As was the case with the search for information on.inno- 

vative programs in teacher education, a search of the literature 

on the effectiveness of teacher education programs has turned up 

far more proposals for means of determining program effectiveness 

than it has actaal studies. This final section of the review of 

the literature has investigated some methods 05 evaluating 
n 

program effectiveness, and has examined a number of follow-up 
/ 

studies in teacher education programs. 

In Chapter Two, a review of the literature in teacher edu- 
$hi .. 

cation programs has been undertaken in three sections. Section 

One presented a brief historical perspective of teacher education 

in North America. Section Two examined some innovative ap- 

proaches to teacher education. Section Three investigated a 

number of follow-u studies as indicators of effectiveness of S 
teacher education programs. Chapter Three outlines research 

methodology and procedures used in the study. 



Chapter Three 

This chapte? presents descriptions of the design of the' 

study and the methods and procedures which were employed in 

carrying out the investigation. The chapter includes discussions 

of the sample group, instruments used for data collection, 

description of the pilot study, data collection procedures, and 

data analysis procedures. 

The study was designed to investigate graduates' perceptions' 

of the effects of training from the Open Education Alternative, 

an innovative teacher education program at Simon Fraser 

University. Its purpose was twofold: 

-to survey graduates regarding their perception of the 

effects of training on their later classroom practice 

-to use the graduates' perceptions of the effects of 

training as a source of data with which to evaluate the 

effectiveness of the program in carrying out its goals. 

The following objectives were addressed: 

1. To examine the graduates' ,p-erceptions of the degree to 

which the program is seen to be effective in carrying out its 
, 

goal of prepar'ng teachers for effective classroom functioning t 
2 .  To examine differences in perceptions and to identify 

the factors which appear to contributes to these differences 

3. To examine the graduates' suggestions for program im- 

provement. 

Development of the Research Project 

Graduates of the Open Education Alternative module were 



contacted for their views on their teacher education program. 

Altogether, 12 groups of students participated in training 

between 1976 and 1983. Until 1980, students were accepted into 

training on a bi-annual basis, in January and in September, 

After 1980, there was only one intake of students per year. 

Numbers of graduates in each intdke group varied from seven 

7 19. Data were collected and examined within the organizing 

framework of these intake groups. 

Description of the Sample 

The population for this study consisted of all program 

graduates from the Open Education Alternative module who had 

completed the training program and who could be located. Of the 

158 students who completed training between 1976 and 1983, 

current addresses could be found for 79. Of these 79, a further w 
10 proved to be subsequently unlocateable. Sixty-nine of the 

original 158 trainees were contacted and asked to respond to the 

stud9 questionnaire. Forty-eight, of those requests resulted in 

responses to the questionnaire. Twenty-one did not respond. Of 

the completed questionnaires, four were unuseable due to incom- 

plete or incorrectly-filled-out forms. Therefore, 44 of the 69 

subjects contacted provided the information discussed in this 

study. This indicates a useable response rate of 6 4 % ,  and a 

sample representing almost 30% of the total group of graduates, ' 

Table I presents a more detailed description of the response 

patterns within the population. 

Of the 44 graduates from the Open Education Alternative 

module who psrticipated in the study, 27 were employed as* 
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7 teachers in some capacity at the time of the study. Twenty of 

these 27 were full-time teachers within the public school system, 
1 C 

six were substitute teachers within the public schools, and one 

was a Teaching Assistant at a university. Five of the 44 gradu- 

ates were employed in the field of social services, and 12 were 

involved in other activities or occupations. Table I1 presents 

the occupa$ional demographics of the entire sample group in more 

detailed fo . T 
Development of the Questionnaire 

The questionnaire used to collect data for the study was 
V 

developed after an examination of a number of instruments used 

in follow-up studies. The questionnaire was designed using 

Wassermann and Eggert ' s ( 1 973 ) Profiles in ~eaching Competency. 

(The 19 professional growth dimensions described in Profiles of 

Teaching Competency are used as a focus for self-assessment and 

self-evaluation of student growth during their trai ng period. ) ?"-. 
In addition, the 19 growth dimensions described rkpresent the 

Open Education Alternative program objectives,kand therefore were 

seen as an appropriate framework within which to gather data on 

perceived effects of training. A copy of the Profiles of 

Teaching Competency appears in Appendix I. 

Each of the 19 items in the Profiles of Teaching 

Competency was examined and reworded for the purpose of the 

study. A four-point Likert Scale was devqloped, so that gradu- 

ates could rate the program in terms of 

% 





a) perceived effectiveness of the progr in contributing 

to graduates' growth on the grbwth dimen J 
b) perceived importance of the growth dimensions in 

classroom teaching 
, I  

Provision was also made for students to make open-ended responses 

regarding'the effects'of training on classroom performance and 

other aspects of their lives. Space was allotted for additional 

comments and suggestions. 

The questionnaire went through several drafts. Colleagues 

,and faculty members of Simon Fraser University were asked to 

ex-amine each draft and to comment on the' appropriateness and 
i 

clarity of instruction vis a -vis the objectives of the study. 

suggestions for improvement were incorporated into subsequent 

The .Pilot Study , . 

- The questionnaire was field-tested in a pilot study prior 

to its final draft'and subsequent distribution using as a sample 

the 15 students enrolled in theAOpen Education ~lteinative 

~ r ~ g r a m  at the time of the study. In addition to being asked 
I 

for thefr responses, trainees were asked to indicate aspects of 

the questionnaire which were unclear to them, and to make sug- 

, gestions for improvement of the instrument. On the basis of 

,their responses, the final version of the questionnaire was 

designed, and it was mailed to the sample group. A copy of the 
# .  

&estionnaire is-,.included in ~phendix 11; 
1 

Procedures Used in Data Colection 

, ,  ,The first mailing of the questionnaire occurred on April 1 ,  



1984. Seventy-nine program graduates for whom current addresses 

were available were sent a questionnaire packet including: 

- a letter of transmittal = 

- a greeting from Professor S. Wasserqann, program designer 

and supervisor, inviting graduates to participake in the 

study 

- the survey . 
- a stamped envelope addressed t,o the investigator. 

By June 1, 1984, 33 completed questionnaires had been returned. 

On Jqne 3 ,  1984, a second set of materials was mailed to those 

46 graduates who had not'yet returned the questionnaire. This 

second mailing resulted in 12 more returns. On July 3, 1984, a 

third and final mailing was sent out, This brought three more 

returns. In total, 48 of the 79 graduates responded to the 

questionnaire. Twenty-one graduates did not respond, and 10 

questionnaire packets were returned due to "address unknown. II 

Copies of the transmittal in Appendix 111. 

Data Analysis 

This study examined the perceived effects of training of 

graduates from the Open Education Alternative teacher education 

program at Simon Fraser University. The data collected represent 

the graduates' perceptions of the extent to which training con- 

tributed to their growth on 19 performance criteria related to 

classroom functioning, and the perceived importance of these 

training dimensions in classroom practice,, Graduates' views of 

training are influenced by a number of.variables which are diffi- 

cult to isolate and measure. First among these are the 



perceptual tendencies of the graduates themselves. Bateson 

( 1  973 j, Combs ( 1 9 6 5 ) ,  Rogers ( 1951  ) and others have described 

the influencing. factors- of perception on judgement and interpre- 
'\ 

tation of experience, Age, Inkelligence, and'personal and 

professional experiences both before and after completion of 

training in the Open Education Alternative module form the atti- 

tudes, beliefs, knowledge base, and values which give shape to 

each graduate's way of seeing the program. Identifying, 

quantifying, and controlling for the influence of these charac- 

teristics in itself presents a formidable task. The influence of 

these perceptual tendencies in the interplay among experiences$ 

and personalities involved in the Open Education Alternative 

program further complicates the situation, The many dynamic and 

evolving characteristics of a teacher education program -- 

changes in program emphasis from year to year, differences in the 

personalities and teaching styl~es of each Faculty Associate who 
. .. 

supervises students, differing alassroom contexts in the school 

settings within which students undertake training practica, the 

varying nature of trainees' relationships with their School 

Associates, and the differing compositions and interpersonal 
- 1 . - 

dynamics within intake groups -- present such a variable and 

complex array of factors and processes that attempts at quanti- 

fication seem inappropriate. Von Foerster ( 1 9 7 2 )  has labelled 

the application of quantitative measures to functional properties 

of abstract and unpredictable entities (such as human eings and .p 
4' 

the organizatiins they create ) as "trivialization. " and describes 

I t  it as a dangerous panacea when man applies it to himself" ( p . 3 3 )  



because it limits the perception of complex systems and 

processes. Sc'hwartzman (1984) refutes the validity of such an 

approach to the study of human organizations because "to create 

data amenable to,measurement, a linear approach (must be taken 

which) assumes entities separate from the system of which they 

are a part ... and endows (these entities) with qualities (such as 
measureable beginnings and endings)'independent of their 

context" (p. 42). "1n its attempts to eliminate the 'facts' of 

self-reflexiveness," Schwartzman argues, research "paradoxically 

I I incorporates them. 

These views suggest that since teacher education programs 

are developed and implem-ented in the presence *of so numerous and 

such inter-connected variables, data collected about the programs 

might better reflect such variability and complexity if it is 

descriptive in nature. Furthermore, a qualitative analysis of 

follow-up data could'be more helpful in pointing to specific 

areas of program strengths a6d weaknesses, and these perspectives 

are not available from a statistical design, It is for these 

reasons that descriptive means of data analyses were used in this 

, study. 

Nethods Used in Data Analysis 

Data were examined from three perspectives: 

- from the perspective of each intake group 
11 - from the perspective of the early" and the "later" 

intake groups 

- from the perspective of the total group of 44 graduates 



Questionnaire rating categories were weighted In the following 

6" way : 
* .  

- 1 = "not at all':, Ratings at,a score of 1 indicate that 

graduates vieyed the growth dimension as not at all 
b 

important in classroom pEactice or viewed t3e training as 

having contributed not growth that dimension, 

- 2 = "somewhat". qatings at a score of 2 indicate that 

graduates viewed the growth dimension as somewhat 

important in classroom practice or viewed the training as 

having contributed somewhat to their growth on that di- 

mension, 

- 3 = "considerably", Ra'tings at a score of 3 indicate that 

graduates-viewed the growth dimension as considerably 

important in classroom practice or viewed the training as 

having contributed considerably to their growth on that, 

dimension, 

(Since no graduates indicated that a growth dimension was "not 

applicable"' from either perspective, this category was dispensed 

with in the data analysis.) Within groups, ratings for each 

growth dimension were tallied .and the mean rating score for each 

was calculated., In order to identify trends, arbitrary cate- 

gories were establishes in -25 graduations between ratings 'of . 
If 1 If and " 3 11 A separate category of "3",was set up to indicate 

those growth dimensions rated at the highest possible'score, a 

Results for each growth dimension were tabulated from two per- 

spectives: 

- perceived contribution of training to growth 



3 

- perceived importance in classroom practice 

Those growth dimensions rated highest and lowest from both per- 
i 

spections were identified. In addition, rating scores between 

the two persepectives were compared, with an eye towards 

identifying the graduates' perceptions of congruence between 

training goals and perceived growth, 

Anecdotal.comments were analyzed and organized in the 

following way. A comment was recorded and weighted with one 
< 

point each time it appeared. Categories emerging from the data 

were as follows: 

General Comments 

a) overall view 
b) personal 
C) relationships 
d) occupation/employment 
e) teaching 
f) aspects of 

Interpersonal 

training 

Skills Development 

a) Clarifying 
b) empathy 
c) thinking 

Teacher as Person Studies 
1 

child Growth an4 Development 
+' 

Curriculum Studies 

Difficulties Experienced/Perceived Weaknesses in 

Training 

repercussions in personal life 
implementation of open education practices 
placements 
duration of training 
instructors 
curriculum 
other 



VII Suggestions for Improvement 

a ) curriculum 
b j implementation of open education practices 
'c) duration of training 
d) prActica 
e) instructors 

Categories 11, 111, IV, and V correspond to the trainin.9 

components of the Open Education Alternative Program. Categories 

I, V1,-arid VII emerged as consistent themes frqm the data. 

Category VI, "Difficulties ~xperienced/Perceived-Weaknesses in 

1 1  Training, emerged as a dual category because many graduates 

described personal difficulties experienced during haining as 

reflections of weakness in the program, without identifying 

specific causes for the difficulties within the program itself. 

The title of this category represents this tendency among re- 

spondents to describe personal negative experiences'as weaknesses 

of the training program. Points for each comment were tallied 

and comments were ranked from most to least number of points 

within categories. - Consistent .themes were identified. The 

Anecdotal Comments appear in Appendix VI. 

The procedures described above illustrate the methods used 

to analyze data collected from 44 graduates of the Open Education 

Alternative Program. These analyses allowed for the examination 

of a group's perceptions of the training with respect to a single 
+ 1 - 

year's work, as well as allowing for comparison between' groups. 

It also allowed for the examination of general trends and con- 

sistent themes as seen from the full group's response. 



Summary 

This chapter has reviewed the 

in. the study. The methods of data 

4 

research methodology employed 

analysis have been presented. 

Results-of the data are presented in Chapter Four. Findings, 

conclusions and implications are outlined in Chapter Five. 



Chapter Four 

This chapter presents results of the data collected from 

44 graduates of the Open Education Alternative teacher education 

program at Simon Fraser University. The graduates provided 

perceptions of their training in response to a two-part question- 

naire. In Part One of the questionnaire, graduates used a four- 

point Likert scale to rate 19 growth dimensions related to 

classroom teaching in terms of two perspectives: 
? 

a) perceived contribution of training to growth on each - 
dimension 

b) perceived importance of each dimension in classroom 

practice 

The 19 growth dimensions were as follows: 

Identifying educational beliefs which inform classroom 
J' 

practice 

Taking the initiative and risking new things in the 

classroom 

Acting in ways consistent with educational beliefs 

Defining problems in the classroom and finding creative and 
t 

appropriate solutions 

Translating new ideas into practice 

Acting in reliable and dependable ways 

Approaching classroom teaching with a positive outlook 

Genuinely prizing students' ideas, opinions, beliefs and 

feelings 



9. Making thoughtful diagnoses of pupil difficulty and planning 

teaching strategies which are appropriate to individual 

learning needs 

10. Using clarif ing responses skillfully when they are i" 
appropyiate to provide students with opportunities to think 

more deeply about ideas, attitudes and beliefs 

1 1 ,  Asking questions which promote and extend student thinking 

12. Encouraging a lot of interaction among pupils in the 

classroom 

13. Interacting with pupils in honest, open and authentic ways 

14. Implementing teaching strategies appropriate to teaching 
w 

objectives 

15.  Keeping well-informed about new curriculum ideas and other 

educationally relevant issues 

16. Using a variety of evaluation practices primarily to 

diagnose learning difficulties and point the way for student 

improvement 

17. Making the classroom a vital, alive and dynamic place for 

student learning 

18. Using a wide variety of teaching materials 

19. Creating a harmonious, active and purposeful group'spirit 

among pupils, 

Mean scores in ratings for each growth dimension were calculated - 
and tabulated in .2~&aduations between 1 ("not at all") and 3 

("considerably") in order to identify the trends. A separate 

category of 3 was established to indicate those growth dimensions 

rated at the highest possible score. rn 



In Part Two of th L, e qu stionnaire graduates respondec 

open-ended questions asking for additional comments about the 

training itself, e.g. how it had affected their classroom 

' 
teaching performance, and how it had affected other aspects of 

their lives, Anecdotal comments were tallied and categorized 

according to themes which emerged from the data, Each time a 

comment appea ed, it was assigned one point, Comments were k 
ranked from most to least number of points within the categories. 

The data are presented from three points of view: 

- from the perspective of each intake group of graduates 

- from the perspective of the "early" and the ."laterf' intake 

groups 

- from the perspective of the total group of 44 graduates 

Results from the study are first reported from the per- 
4 

spective dr each individual intake group. Those growth di- 

' . 
mensions with the highest and lowest mean ratings are 

rlr t 

highlighted. For the purposes of discussion, trends in rating 

are described using the following terms: 

I - 3.00 -- highest rating 

- 2.50-2.99 -- high rating 

- 2.00-2.49 -- moderately high rating 
* 

- 1.50-1.99 -- moderately low rating 

- 1,OO-1.49 -- low rating . 

In describing the discrepancies in ratings between training goals 

(perceived importance of the growth dimension in classroom 

practice) and brceived growth (perceived contribution of 

training to growth), the following terms are used: 
4 



- encirely congruent -- there are no discrepancies in 
c .. 

ratings between the two perspectives 
,' 

- highly congruent -- the ratinLg discrepancies between the 
7 7 

two perspectives are less thaS .5 on the Likert scale 

oderately congruent -- on the Likert scale,' there are 

iating discrepancies of from .5 to 1.5 points between the 

two perspectives 

- low congruence -- rating discrepancies exceed'.l..5 points - 

on the Likert' scale 

In examining the comments to the open-ended questions, consistent 

, themes are noted. 
I 

Table IIIA through IIIK show mean ratings of each intake 

group for 'each growth dimension, For the purpose qf conciseness, 

only those growth dimensions rated at higher and lower extremes 
Q 

are identified in full. As can be seen in Table IIIA, graduates 

from intake group #I (n=6) rated the 19 growth dimensions in thg 

following ways. 

In perceived importance in classroom practice, ten di- 

mensions were given the highest rating (3.0) and the other nine 
- 

d&rnensions were given high ratings (2.50-2.99). In perceived 

contribution of training to growth, one dimension (#I0 -- I! using 
i 

9 

clarifying responses") was given the highest rating (3.00), 

thirteen dimensions were given high ratings (2.50-2-99), four 

(#5 -- 11 translating new ideas into practice," #6 -- t I acting in 

reli-able and dependable ways", #15 -- "keeping well-informed 

about new curriculum," and #16 -- I I using a variety of evaluation, 
1 

. . 

practices;') were given moderately high ratings (2.00-2-49), and 
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one (#I4 '-- "implementing teaching strategies appropriate to 

teaching odjecti~ves") was given a moderately low rating (1.50 - 
- 4 

- 1.99). i* 
u 

- 

In examining the cong;uence' in ratings, two items (#4--- 
i /- 

/- 

"defining problem classroom" and # I 7  --- <aking the 

classroom a vital b~ace") were given entirely congruent ratings 

with a score-of 3.00, thirteen items received highly congruent 

ratings above a score of 2.50, and four (#5 -- "translating new 

II ideas into practice, # 6  -- "acting inereliable and dependable 

II 
ways, #I4 -- "impkkehting teaching strategies appropriate to 

teaching objectives" and- #I 6 -- II using a variety of evaluation 

practices") were. given moderately congruent ratings indicating 

-5 to 1.5 points difference in ratings between the two per*- 
P 

spectives. , - 

t 

On Part 11'of'the questionnaire, intake group #1 made a 

total of 72 anecdotal comments. ~hese are found in Append,ik IV. 

The comments were distrib~t~d in the following manner. Twenty- 

four were general comments, twenty-four .were in reference to 

Interpersonal' Skills Development, two 'were in reference to Cur- 
* -- x .  

riculum studies, -three were in reference to.~eache; as Person 

Studies,,three were in reference to Child Growth and Development, 

eight described-&iff icul;iess e. eriencLdr perceived' weaknesses. Y' 
- d Q in training, and nine o-ffered suggestions for improvement. 

"e . . 
The-nature of the comGnts was q% follows. 03 .the 24 gener- ? .  . , 'r 

a% comments, all were positive, and 12 indicated that training 
A 

* 

fiad .. been "extremely valuable overall. " Of the 24 comments about 

Interpersonal- Skills Development, 1 1  noted improved interpersonal 



C 

% 

y skills and qine described positive effectslfrom- clarifying skills 

* .  training. F o w  comments described grbwth in t-he area of teaching 

for thinking. This echoes the high ratings (above'2.75, seqn.in 

Table IIIA) for growth dimensions #lo, #11 , and '#I 3, which emgha- 
8 

size Interpersonal Skills Development. While •’:ewer 'cdmrnents were 
, 

made about the program components of curriculum Studies, 'Teacher A 

'as Person Studies, and Child Growth and Development, they.were 

nevertheless 0 g  the eight comments describing diffi- . 
Y- 

, culties or weaknesses percezved in training, foyr identified a 

"let-down" feeli6g after the intensity of,trainlng. Of the nine 

suggestions for improvement, five advised a longer training 

period .orF follow-up course, and four suggested a stronger or more 
n I.' 

'C 

ecific emphasis on ~~yriculum. 
* L  v , 

<- .c 
' F 1 

No data were available from graduates of intake group #2. ' 
. . -' - C  r 

Only one graddate prov$ded the data nl%r intake group #3. (See 
- - 

Table '1,IIB) He rated the 19 growth dimensions in, the following' 
r' 

ways. . . 
+ In perceived importance in cla'ssroom practjce,<sixteen items 

, .were given highest rating? (3.00). and three' items (#2 1- "taking 

the initiative and risking new things," # 5  -- I# translating. new 
0' d 

ideas into practice," and #15 -- "keeping- weil -in•’ ormed about new 
- 

curriculum" ) were gtven mdderately h;gh rat.ings ( 2.00-2.49 j . '1n 
. ,.. 

perceived~contribution of training of groqh, ten items were . . 

f 9 given hlghest' ratings and the other n i w e m s  were given moder- - 
/ 

/ atel high ratings (2.00-2.49). 

In examining congruence in ratings,-ten items rekeived 

/' 

a i r e l y  congruent ratings above 3.00, three item's (#2 --  ."taking 
' .  

. 
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t h e  i n i t i a t i v e  and. r i s k i n g  new t h i n g s , "  $5 -- " t r a n s l a t i n g  new 

i d e a s  i n t o  p r a c t i c e , "  and # I 5  -- "keeping  wel l - in formed abLut  

c u r r i c u l u m " )  r e c e i v e d  e n t i r e l y  congruen t  r a t i n g s  between t h e  

scores 6 f  2.00 and 2.24, and s i x  items ( # 4  -- " d e f i n i n g  problems 
0 

i n  t h e  c l a s s room,"  # 6  -- " a c t i n g  i n  r e l i a b l e  and  dependable  - 
\ 

I 1  
ways, # 7 - -  "approaching cla$room. t e a c h i n g  w i t h  a  p o s i t i v e  

I 

I I o u t l o o k ,  #8 -- "genu ine ly  p r i z i n g  s t u d e n t s '  i d e a s ,  op in ions ,+  

b e l i e f s  and  f e e l i n g s , "  #12 -- I I  e ncourag ing  a  l o t  o f  i n t e r a c t i o n  

among pupils-," and  #18 -- " u s i n g  a y a r i e t y  o f  t e a c h i n g  methods") 

Pece ived  modera t e ly  c o n g r u e n t  r a t i n g s  above a  score o f  2.24. 
2 

The g r a d u a t e  from i n t a k e  g roup  # 3  made a  t o t a l  o f  t e n  anec -  

d o t a l  comments. Two were g e n e r a l  comments and  e i g h t  were i n  
% 

r e f e r e n c e  t o  I n t e r p e r s o n a l  S k i l l s  Development. ,  A l l  comments were 
I" - 

p o s i t i v e .  Of t h e  - e igh t  comments a b o u t  I n t e r p e r s o n a l  S k i l l s  D e -  
8 

* 
velopment ,  f i v e  d e s c r i b e d  g e n e r a l  growth and t h r e e  s p e c i f i e d  

. . 

2 f a v h r a b l e  e f f e c t s  from c l a r i f y i n g  s k i l l s  t r a i n i n g .  
F 

R a t i n g s  from t h e  f o u r  g r a d u a t e s  from i n t a k e  g roup  # 4  were 

a s  f o l l o w s  (see T a b l e  I I I C ) .  I n  p e r c e i v e d  impor t ance  i n  

c l a s s room p r a c t i c e ,  t h i r t e e n  i t e m s  w e r e  g i v e n , h i g h e s t  r a t i n g s  

( 3 . 0 0 )  and s i x  i t e m s  were g i v e n  h i g h  r a t i n g s  (2 .50-2.99) .  I n  
4 

p e r c e i v e d  c o n t r i b u t i o n  o f  t r a i n i n g  t o  g rowth ,  t e n  i t e m s  w e r e  

g i v e n  h i g h e s t  r a t i n g s  ( 3 . 0 0 )  and  seven  i t e m s  w e r e  g i v e n  h i g h  

r a t i n g s  (2 .50-2.99) .  The, o t h e r  two i t e m s  ( # 5  -- "keeping  w e l l -  

informed a b o u t  new c u r r i c u l u m  i d e a s "  and  #16 -- II u s i n g  a v a r i e t y  

o f  e v a l u a t i o n  p r a c t i c e s " )  were g i v e n  low r a t i n g s  (1.00-1.49);  
3 - 

I n  n o t i n g  congruence  i n  r a t i n g s ,  t e n  i t e m s  r e c e i v e d  e n t i r e l y  
> 

c o n g r u e n t  r a t i n g s  a t  a  s c o r e  o f  3.00, f o u r  items r e c e i v e d  + 





entirely congruent ratings at high scores (above 2.75), and 

7, J 

three items received highly congruent ratings dt scores above 

2.75. The other two items ( #1<5 1- "keeping well-'informed .about 

new curriculym ideas" and # I 6  -- I1 using a variety of evaluation 

practices" )' received ratings of low congruence. *.Items $1 5 and . . * .  
1 #16, in fact, were rated in the lowest possible category from the , 

perspective of perceived conkribution of training to growth -- 

1.00-1.24 -- but were rated above 2.75 from the perspective of 

- perceived importance in classroom practice. 

A total of 48 anecdotal comments were qmde by the graduates - - 
from intake group # 4 .  They occurr&d as follows. Thirteen were 

general comments, thirteen were. in reference to Interpersonal 

Skills Develgpment, two were about ~urricul;m~~tudies, four were 

in reference to Teacher as Person Studies, seven described diffi- 

culties experienced or weaknesses perceibed in training,, and nine 
8 * 

offered suggestions for improvement. , 

The 'natur'e of the comments was a& follows. The 1.3 general 

comments made positive reference to various aspects of overall 

training. Of 'the 13 cobents .about ~nterpersonal Skills Dexelop- 

ment, seven' describe improved listening, communicating, and . 

counselling skills. Five speci.fy positive effects firbm c~lari- .. , 

fying skills train~ing. Although the comments about Curriculum 

and Teacher as Person Studies were few, they describe positive 

growth and leirning experiences. O f  the'seven difficulties/ , 

weaknesses described, four were in reference to the trainers and 

two echqed comments from earlier groups to the effect-khat 
' i 

training was too short. All nine suggestions for improvement 



/' 
advised either a longer training' period or a stronger or more 

T-A 

specific curr-iculum emphasis. These suggestions reflect the low 
Q 

ratings for perceived growth on itqm #15 -- "keeping well - 

informed about curriculbm ideas" (see Table X I I C ) .  . , 

The three graduates from intake group 15 rates the 19,growth 
4 * -., " 

i+ . 
dimensions as follows ( see ~abl& IIID) . In perceived importance I 

4 

in classroom practices, fifteen item's received highest ratings 
/ 

(3.00) , three items received high .ratings ( 2..50-2.99,) and one 

item (#I4 - 2  "implemenking teaching strategies appropriate to 
. . 

teachidg objectives").received moderately high ratings (2;OO- ) '  ' 

I 

2.49). In perceived contribution of training to growth, seven. 
'I 

-- items were given highest rabings (3.00), four items were given 

-. - high ratirigs ( 2.50-2.99) , and four items were given moderately 
high ratings (2.00-2.49). In addi'tion, four items (#6 -- "acting 

ir 

in reliable and dependable ways,:' #I3 :- "interacting with 

students in honest, open, and auth,entic wao," #I 4 -- I I imple- 

enting teaching strategies appropriate to teaching objedtives" 

$ . 9 *  1 1  and #16 -- using a variety of evaluation practices") were given 

moderately low ratiLgs ( 1 .50-1,. 99). 

In examining congruence in ratings, seven items-were given 
/ 

entirely congruent ratingsat a score of 3.00, one item was given 

entirely congruent ratings at scores between 2.50 and 2.74, and 

three items were given hi-ghly congruent ratings above a score of 

2.50. In addition, seven items (#2 -- "taking the initiative 

and risking new things in the classroom," #4 -- "defining 

problems in the classroom," # 9  -- "making thoughtful diagnoses 

of pup,il hifiicultytU #13 --  "interacting with students in an. 
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open, honest, and avthentic way," #14.-- "implementing teaching . 

strategies appropriate to teaching objectives," and #16 -- 
11 using a variety of teaching materials") wkre given moderately 

, 
congruent ratings. There was low congruence in ratings for item 

#6 ("acting in reliable 3nd.dependable ways"). . 
I ' .  L 

Intake group #5 madya total of 21 anebcdotal comments. They 

were distributed as  follow^^^ Six were general comments, eight 

were in reference to Interpersonal Skills Development, one was 

about Curriculum Studies, one was in reference to child Growth 

and Development, and five described difficulties experienced or 

=vi, * perceived weaknesses in training. 

The following themes yerq nded. The six general comments - 
P. 

I 

described positive effects from-overall training. Seven of the 

comments about Interperso-nal Skills Development described im- 

/-- 
proved listening and interpersonal skills, and one described 

positive effects from teaching for thinking training. Although 

only one comment wqs made about CurYiculum Studies,- and one about 

,Child Growth and Development, both were favourable. All five 
0 . . 

comments about difficulties/weaknesses in training were made by 
. ,  

the' same graduate. Three of these comments stated "gave me 

unrealistic expectations for self, students, and teaching." 

Ratings from intake group #6 with an n of 5 were more widely 
I '  

distributed, as can be seen from Table IIIE. The following 

trends appear. Ip perceived importance in c.lassroom practice, 
/ 

ten items were given the highest posible rating (3.00) and the 

K Y '  
other nine items were given high ratings (2.50-2.99). In per- 

ceived contribution of training to growth, three items ( # 3  - -  
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( 3 . 0 0 ) .  With i t e m s  #15 and #16 ,  a l l  o t h e r  

grow& r a t i n g s  between 2.50 and 2.99. 
t , 

I 

I t e m s  ( #15 -- "keeping  wel l - informed.  a b o u t  new c u r r i c u l u m  i d e a s "  
i+ 

and #16 -- "using.  a v a r i e t y  of  e v a l u a t i o 6 -  prae'kices"') w e r e  g i v e n  
/ 

modera t e ly  h i g h  r a t i n b s  between 2.00 and 2.49. $h i s  was t h e  
' I  - -9 

, f o u r t h  g roup  t o  r a t e  t h e s e  two items- a t  r e l a t i v ' e l y  - loweru  score&.;&- 

I n  n o t i n g  congruence  i n  r a t i n g s ,  one i t e m  -- # 8 - ( " c ~ e n u i n e l y  ; 
r .  

# 
p r i z i n g  s t u d e n t s '  i d e a s ,  op in ion ' s ,  b e l i e f s  and f e e l  

g i v e n  e n t i r e l y  c o n g r u e n t  r a t i n g s  a t  t h e  h i g h e s t  p o s s i b l e  s c o r e  
<+ . , 

( 3 . 0 0 ) ,  and seven  i t e m s  w e r e  g i v e n  e n t i r e l y  congruen t  r a t i n g s  a t  

h i g h  s c o r e s  ( i n  f a c t ,  a t  s c o r e s  above 2 . 7 5 ) .  With t h e  e x c e p t i o n  
1 

o f  i t e m s  #15 and #16,  a1-l _ o t h e r  i t e m s  r e c e i v e d  h i g h l y  congruen t  , 

. - 
r a t i n g s  a t  s c o r e s  above 2 . 5 0 .  I t e m s  #15 and  #16 r e c e i v e d  moder- 

a t e l y  congruen t  g a t i n g s , a t  s c o r e s  above 2.00: 

I n t a k e  group  #7  prov ided  more a n e c d o t a l  comments t h a n  d i d  

any o f  t h e  o t h e r  g roups .  One r e a s o n  f o r  t h i s  may be  t h e  l a r g e r  
. - 

number .of  r e s p o n d e n t s  (n=€3).. Another  r e a s o n  may b e  t h a t  t h e  
r - 

r e s e a r c h e r  h e r s e l f  w a s  ' t r a i n e d  i n  t h i s  g roup ,  and t h e r e f  6re knew 

, " 
t h e  g r a d u a t e s  w e l l :  It  may be  s p e c u l a t e d  t H a t  t h e  n a t u r e  and 

- 

e x t e n t  o f  r e s p o n s e s  from i n t a k e  g roup  #7 is a  r e f l e c t i d n  o f  t h i s  , 
s i t u a t i o n .  The 199 remarks  were d i s t r i b u t e d  a s  f o l l o w s .  Fo r ty -  

f o u r  were g e n e r a l  comments, t h i r t y ' - s i x  were in' r e f e r e n c e  t o = '  

I n t e r p e r s o n a l  S k i l l s  Development, t%en ty -one  w e r e  a b o u t  C u r r i c u -  . 

lum S t u d i e s ,  s i x  were i n  r e f e r e n c e  t o  Teacher  a s  Pe r son  S t u d i e s ,  

one w a s  i n  r e f e r e n c e  t o  Ch i ld  Growth and 

d e s c r i b e d  d i f f i c u l t i e s  a n d / o r  weaknesses 

one o f f e r  s u g g e s t i o n s  f o r  improvement. 

< 

Development, s i x t y  

i n  t r a i n i n g ,  and t h i r t y -  



The n a t u r e  o f  t h e  comments w a s  a s  f o l l o w s .  The 4 4  g e n e r a l  

aomments were f a v o r a b l e .  For  example,  s s e n  s t a t e m e n t s  i n d i c a t e d  

t h a t  t r a i n i n g  w a s  "one o f  t h e  h o s t  s ign. i f  i c a n t  e x p e r i e n c e s  of -my-  

I t  l i f e . ,  s i x  d e s c r i b e  t h e  f r i e n d s h i p s  and s u p p o r t  g roup  a s  "very  

v a l u a b l e , "  s i x  s t a t e  t h a t  " t r a i n i n g  h e l p e d  m e  t o  t e a c h  and l i v e  

i n  h e a l t h i e r . w a y s N  and f o u r  d e s c r i b e d  t h e  i n s t r u c t o r s  a s  
b. 

" e x c e l l e n t  r o l e  models."  Of t h e  36 comment$ a b o u t  I n t e r p e r s o n a l  

S k i l l s  Development, 14 d e s c r i b e  o v e r a l l  f a v o r a b l e  outcomes.  1 

nine remarks-identify s p e c i f i c  f a v o r a b l e  e f f e c t s  from t r a i n i n g  
p " 

i n  c l a r i f y i n g ,  f o u r  from work i n  empathy t r a i n i n g ,  and  n i n e  from 

t r a i n i n g  i n  t e a c h i n g  f o r  t h i n k i n g .  I t  shou ld  be  n o t e d  t h , a t  

tbese 'comments  augment t h e  h i g h  r a t i n g s . o n  - p e r c e i v e d  growth f o r  
3 * 

i t e m s  #I., #3,  #8 ,  ' # I  0 ,  #11,  #12,  #13,  a l l *  of  which i n v o l v e  

I n t e r p e r s o n a l  S k i l l s  Developmerit. Of t h e  21 comments a b o u t  Cur- 

r i cu lum S t u d i e s ,  f i v e  s t a t e d  "helpeg 'me i n d i v i d u a l i z e  programs'! 
4 

and f i v e  d e s c r i b e d  s k i l l s  g a i n e d  i n  " t e a c h i n g  i n  a l t e r n a t e  ways." 

The remainder  o f  t h e  c o k e n t s  i n  t h i s  c a t e g o r y  s p e a k  f a v o r a b l y  of  

l e a r n i n g s  a b o u t  s e l f  - concep t ,  cur%iculum m a t e r . i a l s ,  c e n t e r s ;  and 

a  v a r i e t y  of ,  o t h e r  a s p e c t s  o f  cur r idu lum.  AS ~ i t h ' ~ r e v i o u s  

groups', fewer  comments were made i n  r e f e r e n c e  t o  Teacher  a s  

Person  s t u d i e s  and c h i l d  Growth and ~ e v e l o $ m e n t ,  b u t  a l l  were 

p o s i t i v e .  J .  

I n t a k e  g r o u p  #7  prov ided  a  l a r g e r  p o r t i o n  o f  comments d e -  

s c r i b i n g  d i f f i c u l t i e s  e x p e r i e n c e d  o r  weaknesses  p e r c e i v e d  i n  

t r a i n i n g  t h a n  d i d  any  o t h e r  grQup.  The m a j o r i t y - o f  t h e  comments 

were made by t h r e e  g r a d u a t e s ,  and r e f l e c t e d  e x p e r i e n c e s  o f  

t u r m o i l  and d i s r u p t i o n  i n  p e r s o n a l  l i f e  p e , r c e i v e d . t o  have 



B 

occurred as a result of training. df the 60 comments, ll'stated 
t 

that training "didn't equip me to deal with the real constraints 
\ 

of - ' the ~ystem"', eight st&?ed "extremely &iff icult* and painful 

to implement Open Practices in 'the sys.t'emk".and seven stated 
.s d 

"gave me unrealistic expectations for self, students, and ' 

, teaching." Such comments were made by six of the eight gradu- 

ates., although two 4raduates provided about half of them. Five 

identified the training period as "too short' and a n h t i o n a l  

five describe traini%g as "overwhelmingly time and.energy con- 
w 

suming." Other comments describe disruptive efgects on marrkage 

and fam=ly life, difficulties with 405 School Associates, and 
i 

difficulties with practice teaching placements. Of the 31 sug-. . , 
gestions for improvement, eight advised that more input be, 

included on "how to deal with the real constraints of 'the 
;- . 

, -, system1"+ and four suggested that input be included on "how to .A: 

I. 
>,a * 

-!+--I 
deal with criticism o@?"bpen Education." -% Other comments ad?ised 
,%7 #>-, \, ,; 

-- :- : -'&&t w trainees be offered more practice in learning to implement 
i"~p 'w- - , '  

a variety of open education practices such as individualized in- 

struction, "the Organic ~ a y "  and "Math Their Way." 

Only one graduate from intake #8 responded to the question- 

naire. As can be' seen from ~ a b l b  IIIG, he rated the growth 

dimension as folldws. In perceived impprtance in classroom 

practice, all 19 growth dimensions were given,high.est ratings 

(3.00). In perceived contribution of training to growth, * 

eighteen growth dimensions were given highest ratings and one -- 

item #19 ("creating a harmonious group spirit") was given moder- , 

ately high ratings (2.00-2.49). In examining congruence in 
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i 5U- 

r a t i n g + ,  i t e m s  # I  t h r o u g h  #I 8 i n c l u s i v e  w e r e  e n t i r e l y  
r 
I c o n g r u e n t  r a t i n g s  a t  t h e  h i g h e g t  score ( 3 . 0 0 )  and  i t e m  #19 w a s  . 
I I 
I 1 gi tqn d -ode ra t e ly  c o n g r u e n t  r a t  n g s  a t  a score above  2.00. 

'f 
" =+!, 

I 

-. &e i n t a k e  #8  cjraduafe mabe a  t o t a l  o f  1 3  comments. They 
' I. ', .'?. ' I 

o c c u r r e d  a s  f o l l o w s .  T h r e e  % e r e  g e n e r a l  comments, f o u r  were i n  

r e f e r e n c e  t o  I n t e r p e r s o n a l  Sk 1 Development,  o n e  w a s  i n  r e f e r -  * 
i 

e n c e  t o  Curric@Aum S t u d i e s ,  one  was a b o u t  C h i l d  Growth and  D e -  
i 

ve lopmen t ,  t h r e e "  d e s c r i b e d  d i f f  i ~ u l t i e s  e -xpe r i enced  o r  weaknesses  , 

p e r c e i v e d  i n  t r a i n i n g ,  a n d  o n e  o f f e r e d  a  s u g g e s t i o n  f o r  

improvement.  

The f o l l o w i n g  themes were noted,  The t h r e e  g e n e r a l  comments 

d e s c r i b e  p o s i t i v e  e f f e c t s  f rom o v e r a l l  t r a i n i n g ' ,  and  t h e  i o u r  

comments a b o u t  I n t e r p e r s o n a l  S k i l l s  Development d e s c r i b e - i m -  

provement  i n  i n t e r p e r s o n a l  s k i l l s ,  s p e c i f i c a l l y  t e a c h i n g  f o r  

t h i n k i n g .  Of t h e  t h r e e  comments a b o u t  difficulties/weaknesses, 

two s t a t e d  t h a t  t r a i n i n g  was t o o  s h o r t  and  o n e  s t a t e d  t h a t  t h e r e .  

was . "not  enough c u r r i c u l u m  i n p u t . "  The s i n g l e  s u g g e s t i o n  f o r  

improvement a d v i s e d ,  a s  d i d  comments f rom g r a d u a t e s  h i n  t h r e e  

o t h e r . i n t a k e  g r o u p s ,  t h a t  a fo l l ow-up  c o u r s e  b e  o f f e r e d  f o r  i n -  

s e r v i c e  t e a c h e r s .  

The s i n g l e  r e s p o n d e n t  from i n t a k e  #9 r a t e d  a l l  g rowth  d i -  
n 

mens ions  rat t h e  h i g h e s t  p o s s i b l e  s c o r e  f rom b o t h  p e r s p e c t i v e s  

(see T a b l e  I I I H ) .  Meed less  t o  s a y ,  s c o r e s  f o r  a l l  1 9  i t e m s  were 

e n t i r e l y  c o n g r u e n t  a t  a  s c o r e  o f  "3.00. 

The i n t a k e  #9 g r a d u a t e  made a  t o t a . 1  o f  1 2  a n e c d o t a l  

comments. One was a  g e n e r a l  comment, n i n e  were i n  r e f e r e n c e  t o  

A 





Interpersonal Skills ~evelopment, one was in reference to Child 
i , 

-4 

Growth and Development, and one was a suggestion for improvem~nt. 
+ &. 

Ten of the 12 comments describe favorable effecfs from . %k 
9 Y' '> training. Tb.e following themes occur. 0E the nine comments 
P 

about Interpersonal Skills Development, three describe this 

aspect of training as "very important and valuable," and three 

describe improvement in interpersonal -Skills. Two comments de- 

""4l : 
scribe impro&tSnt skikls. Two comments describe positive 

+- 1 ceffects from. training in clarifying, and one from training in 
-f 
'4 empathy. The ooe suggestion for improvement echoes the comments 

fsom graduates from four other intake groups, thatla follow-up 

course be offered-for in-service teachers. 

Responses from intake group #lo, also with a single re- 

spondent,,-showed more variation. As can be seen in Table I11 I, @ ..> 
: *. 

the following trends occur. In perceived importance in 'classroom 
.. . 

U 

practice, si-xteen items were given highest ratings (3.00). The 
.,---- 

other three items (#5 - -  "translating new ideas into practice," 

#15 -- "keeping well-informed about new curriculum ideas" and 

#18 - -  "using a wide variety of teachir$g materials") were given 
. , 

moderately high ratings ( 2.00-2.49). In perceived contribution 

of training to growth, nine items were given highest ratings 

(3.*00), and the other ten items were given moderately high 

ratings (2.00-'2.49). Cl 

In examining congruence in ratings, nine items were given 

entirely congruent ratings at the highest possiple score (3.00), 

three items were given entirely congruent ratings at a score of 
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6' .. 
h 0 0 ,  and seven  i t e m s  were g i v e n  modera t e ly  c o n g r u e n t  r a t i n g s  a t  

.r I 

u .? : 
s c o r g s  above 2.002 

The i n t a k e  g roup  # I @ q r a d u a t e  made a toka.1 o f  e i g h t  anec-  ' 

d o t a l  comments. Three  w e r e  g e n e r a l  comments, and  f i v e  were i n '  

r e f e r e n c e  t o  I n t e r p e r s o n a l  S k i l l s  Development. A l l  t h r e e  g e n e r a l  

comments were f a v o r a b l e .  Of, t h e  f i v e  comments a b o u t  I n t e r -  
-. 

p e r s o n a l  S k i l l s  ~ e v e l o p m e n t ,  f o u r  d e s c r i b e d  g e n e r a l  p o s i t h e  
b 

e f f e c t s  and  one d e s c r i b e d  i n c r e a s e d  c l a r i t y  o f  b e l i e f s  a s  a  

r e s u l t  of t r a i n i n g  i n  clarifying s k i l l s .  
i 

- 
z*. 

R a t i n g s  f o r  ;;take group  # 1 1 ,  wi-the l a r g e s t  number o f  

r e s p o n d e n t s  ( n = 9 )  c a n  be  s e e n  i n  Tab le  IIIJ. The fo ' l lowing 

t r e n d s  were no ted .  I n  p e r c e i v e d  impor t ance  i n  c l a s s room 

p r a c t i c e ,  t e n  i t e m s  were g i v e n  r a t i n g s  a t  t h e  h i g h e s t  s c o r e  - 
. 

( 3 . 0 0 )  and t h e  o t h g r  ni,ne i t e m s  w e r e  g i v e n  hi-gh r a t i n g s  a t  s c o r e s  -5 5.. 

, a b o v e  2.75. I n  p e r c e i v e d  k o n t r i b u t i o n  o f  t r a i n i n g  t o ' g r o w t h ;  two 

. items ( #1 - -  " i d e n t i f y i n g  e d u c a t i o n a l -  b e l i e f s  which imfdrm 

c lass room p r a c t i c e "  and # I 1  -- I I  a sk ing .  q u e s t i o n s  which promote . 
-5 . 

,- * - and e x t e n d  s t u d e n t  t h i n k i n g " )  w e r e  g i v e n  t h e  h i g h e s t  p o s s i b l e  

r a t i n g  ( 3 . 0 0 ) ,  and  t h i r t e e n  i t e m s  w e r e  g i v e n  h i g h  r a t i n g s  between 
n ". 

2.50 and 2.99. The o t h e r  f o u r  i t e m s  ( # 7  -- "approaching  
. . C 

" c lass room t e a c h i n g  w i t h  a  p o s i t i v e  o u t l o o k , "  #14 -- "implement ing 

t e a c h i n g  s t r a t e g i e s  a p p r o p r i a t e  t w t e a c h i n g  o b j e c t i v e s , "  #16 -- 
C 

"us ing  a  v a r i e t y  o f  e v a l u a t i o n  p r a c t i c e s , "  and 118 -- 11 u s i n g  a  

wide v a r i e t y  o f  t e a c h i n g  m a t e r i a l s " )  were giv'en modera t e ly  h i g h  

r a t i n g s  ( 2.. 00-2.49 1.  
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Ratings in the, moderate categor$es f$ items #14 and #16 emerge 
b 

as consistent .'trends and moderate ratings for items #2, #7 and 

#18 begin to ,emerge as-weak--trends. 

In examining congruence in -ratings, ohe item ( #11 -- (1 asking 
C 

questions - which promote' and extend student thinking" )  was^ given 
m, 

+ entirely congruent ratings at a score of 3.00 and four items ' 

(#4 -- "defining problems in the clas$room" # 9  - -  "making 

11 thoughtful diagnoses of pupil difficultjY1' #10 -- using clari- 

II fying re~~onses~killfully" and #12 -- encouraging a lot of 

interaction among pupils") were given entirely congruent ratings 

at scores above 2.75. Ten items were given highly congruent o 

ratings above 2.50 and the other four items ( # 7  -- "approaching 

classroom teaching with a positive outlook," #14 -- "implementing 

teaching strategies appropriate to teaching objectives,'' #16 -- 

11 using. a >ariety of evaluation practices" and #18 -- "using a 

wide variety of teaching materials") were given moderately 

congruent ratings at scores above 2.25. 

A total of 96 anecdotal comments were made by the intake 

group #11  graduates. They were categorized as follows. Thirty- 

two were general comments, twenty-two were in reference to 

Interpersonal Skills Development, seven were in reference to 

Curriculum Studies, sixteen were about Teacher as Person Studies, 

six were in reference to Child Growth and ~evelo~ment, five 

E describe difficult&+s experienced or weaknesses perce?~ed in 
,.I 

training and eight offered suggestions for improvement. 
* 3  

The 32Gneral comments were all positive. For example, six 

described training as "extremely valuable overall" six called it 

Z 



* 
"a'time df great personal growth" and five identified the 

.'friendships formed during .the training period as "very valuable. " 

Other general comments identify improved self-concept, enthusiasm 

and sense of purposefulness as effects of overall training. 
w 

., Of the'22 commeflts about Interpergq a1 Skills Development, 
% % i \ $..$ 44 

f'ive describe improved'listening skiLls,kCen make specific refer- 
* I g  , i 

ence to training in cl-a~ifying, and seve'n of the nine graduates . - 

stated that this training "increased the clarity of my beliefs." 

This correlates with the 3.00 ratings -- the highest possible -- 
I 

•’or growth dimension # 1  ("identifying educational beliefs which 

inform classroom practice"). Five comments were also made aboutH 

training in Teaching for ~hinking. ,All identified increased 

skill- levels and appreciation for the importance of this skilr. 

The seven commepts about Curriculum Studies described favorable 

effects, both concrete and abstract, from training 4n this area. 
. 7 

This group made more comments about Teacher as Person Studies 

than did other g r o u p S f m h e  sixteen comments, five siated 

"helped me accept and understand myself better,'' four stated. 

"provided a framework.to analyze and evaluate my own behaviour," 

two described a realization about "my own needs as factors which 

influence my teaching," and one described increase awareness of 

"the power of personal responsibility." Of the seven.comments 

about Child Growth and Development, four stated "helped me look 

for emotional need5 behind behaviour." Two of the •’ive comments 

describing difficulties or weaknesses stated "overwhelmingly 

time and energy consuming," two stated "placements made it very 

difficult t~'~ractice open education" and one stated "I was 



u n a b l e  t o  implement  t h i s  w o n d e r f u l  p h i l o s o p h y . "  Two'of t h e  I' 

e i g h t  s u g g e s t i o n s  f o r  improvement  s t a t e d  " t r a i n i n g  mus t  b e  

1 0 n g e . r ~ "  t w o  s t a t e d  " e n s u r e  p lacemenks  i n  o p e n  c l a s s r o o m "  a n d  t w o  

. *  s u g g e s t e d  " p r o v i d e  more informa-tJon on  c u r r e n t  B.C. c u r r i c u l u m .  11 

- The f i v e  g r a d u a t e s  f rom i n t a k e  g r o u p  # I 2  r a t e d  t h e  1 9  g r o w t h  

d i m e n s i o n s  i n  t h e  f o l l b w i n g  ways (see T a b l e  I I I K ) .  I n  p e r c e i v e d  
'i. 

i m p o r t a n c e  i n  c l a s s r o o m  p r a c t i c e ,  s e v e n t e e n  i t e m s  were g i v e n  
- 

h i g h e s t  r a t i n g s  ( 3 . 0 0 )  a n d  t h e  o t h e r  t w o  i t e m s  w e r e  r a t e d  h i g h .  4 

B o t h ,  i n  f a c t ,  were r a t e d  a b o v e  2.75. I n  p e r c e i v e d  c o n t r i b u t i o n  
& .  

' o f  t r a i n i n g  t o  g r o w t h ,  t h r e e  items ( # 1  -- " i d e n t i f y i n g  b e l i e f s  
+ 

*hich  i n f o r m  c l a s s r o o m  p r a c t i c e , "  # I 1  --  " a s k i n g  q u e s t i o n s  which - 
promote  a n d  e x t e n d  i t u d e n t  t h i n k i n g , "  and  #I  8 -- 11 u s i n g  a  v a r i e t y  

. o f  ' t e a c h i n g  m a t e r i a l s " )  w e r e  g i v e n  t h e  h i f i e s t  p o s s i b l e  r a t i n g  

(3.00,):  T h i r t e e n  g r o w t h  d i m e n s i o n s  were g i v e n  h i g h  r a - t i n g s  = 

( a b o v e  2 .501,  two i t e m s  ( # 5  --  " t r a n s l a t i n g  new i d e a s  i n t o  

I 1  p r a c t i c e ,  and #15 -- " k e e p i n g  w e l l - i n f o r m e d  a b o u t  new c u r r i c u l u m  

i d e a . s u )  were g i v e n  m o d e r a t e l y  h i g h  r a t i n g s  ( 2 . 0 0 - 2 . 4 9 ) ,  a n d  o n e  
5 

. i t e m  ( # 6  -- I I  l i a b l e  a n d  d e p e n d a b l e  ways")  was g i v e n  

m o d e r a t e  r a t i n g  ( 2 . 0 0 - 2 . 2 4 ) .  

I n  e x a m i n i n g  c o n g r u e n c e  i n  r a t i n g s ,  t h r e e  i t e m s  ( # I  -- 

" i d e n ' t i f y i n g  b e l i e f s  which  i n f o r m  c l a s s r o o m  p r a c t i c e ,  I '  # I  1 -- . - 

" a s k i n g  q u e s t i o n s  which  p r o m o t e , a n d  e x t e n d  s t u d e n t  t h i n k i n g , "  a n d  

# 1 8  - -  1 t u s i n g  a  wide  v a r i e t y  o f  t e a c h i n g  m a t e r i a l s " )  were g i v e n  

e n t i r e l y  c o n g r u e n t  r a t i n g s  a t  t h e  h i g h e s t  p o s s i b l e  score ( 3 . 0 0 ) .  
d 

T h i r t e e n  items w e r e  g i v e n  h i g h l y  c o n g r u e n t  r a t i n g s  a t  s c o r e s  . 
a b o v e  2 .50 ,  t w o  i t e m s  ( # 5  -- " t r a n s l a t i n g  new i d e a s  i n t o  

i n  t h e  c l a s s r o o m  " -,and #I  5  --  " k e e p i n g  w e l l - i n f o r m e d  a b o u t  new 
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curriculum ideas") were given moderately congruent rating4 at 

@ scores above 2.49, and one item (#6 -- "acting in reliable and 

dependable ways") was given ratings of;lower congruence above a 

score of 2.24, 

Graduates from intake group #12 made a total of 30 anecdotal - 

comments. Nineteen were general comments, twenty were about 

Interpersonal Skills Development, one was in reference to curl t *  

riculum Studies, seven were in reference to Teacher as Person 

Studies, two were in reference to Child ~>owth and Development, 

seven described difficulties experienced or weaknesses in . ' 

training, and five offered suggestions for improvement. , 

The nature of the comments was as follows. Of the 19 

general comments, six stated "affected ail1 areas of my life very . 
4 

positively," three stated "extremely valuable. trglning overall," 

" and fhree stated "made me aware of how powerful education could 
-., G 

be." Other general comments describe positive effects from over- 
s. 

all training. Of the,20 comments about Interpersonal skills 

Development, 1 1 describe improved interaction, relationships, and 

communication skills, Eight comments describe favorable effects 6 

from training in clarifyjng skills -- in fact, four of the five 

graduates from this group stated "increased the clarity of my 

beliefs." ~hi'sechoes a sim=lar response from intake groups #I, 

# 7  and #11. Although fewer comments were made in reference to 

Curriculum Studies and Child Growth and Development, all re- 

flected a theme 0.f the importance of individualization in 

teaching. This group also made more comments in reference to 

Teacher as Person Studies than did other groups. Four of the 



f i v e  g r a d u a t e s  s t a t e d  "he lped  m e  a c c e p t  and u n d e r s t a n d  myself  ' 

- 

F - 
b e t t e r . "  Of t h e  Seven comments d e ~ c r i b ~ i n g  d i f f i c u l t i e s  o r  

weaknesses ,  t h r e e  s t a t e d  "p lacements  made it v e r y  d i f f i c u l t  t o  

p r a c t i c e  t eac l i i ng  i d p e n '  ways," and t h r e e  s t a t e d  :'sets u p  a 

v e r y , p a i n f u l  d i s s o n a n c e  between b e l i e f  and p r a c t i c e . "  . Two o f  t h e  

f i v e  s u g g e s t i o n s  f o r  improvement a d v i s e d  "set up a -model  s c h o o l  
. , 

f on campus f o r  p r a c t i c a , "  a n d - o n e  suggegted  t h a t  t r a i n i n g  be 

11 l o n g e r .  -The o t h e r  t w o  comments s 6 g g e s t e d  t h a t  p lacements  i n  

open c l a s s rooms  be  ensu red"  and t h a t  i n p u t  b e  i n c l u d e d  on "how 

k o  d e a l - w i t h  t h e  r ea l  c o n s t r a i n t s  o f  t h e  system." -v 

. T a b l e  I V  i n d i c a t e s  mean r a t i n g s  of  a l l  1 1  i n t a k e  g roups  o f  

pe 'rceivgd c o n t r i b u t i o n  o f  t r a i n i n g  t o  grpwth and p e r c e i v e d  i m -  
1 ,  

p o r t a n c e  i n  c ~ a s s r o o r n  p r a c t i c e .  Fo r  t h e  pu rposes  o f  d i s c u s s i o n ,  
r 9 .  

t h e  fol lodk.ng &t .egor ies  have been e s t a b l i s h e d :  
- 8 

- 2.50-3.00 -- h i g h  r a t i n g .  
0 

- 1.59-2.49 -- modera te  r a t i n g  

- 1 -00-,1.4% 7 -  low r a t i n g  
Y 

a 

S i n c e  f-ive o f  t h e  i n t a k e  gro,pps had fewer  t h a n  t h r e e  re- 

b s p o n d e n t s ,  i t  i s  n o t  p o s s i b l e  t o ,  e n e r a l i z e  a b o u t  t he -  g roups  from 

t h e  l i r n l t e d  sample. However, a n  examina t ion  o f  t h e  ex t r e rn f lb  
/ 

r a t i n g  p a t t e r n s  from a l l  i n t a k e  g roups  may g i v e  a n  i n d i c a t i o n  o f  
I 

p e r c e i v e d  s t r e n g t h s  and  p e r c e i v e d  weaknesses of  t r a i n i n g  i n  t h e  

Open   ducat ion A l t e r n a t i v e  o v e r  t h e  seven-year  p e r i o d  s t u d i e d .  ' -  

An examina t ion  o f  t h e  p a t t e r n s  r e v e a l 3  t h e  f o l l o w i n g  t r e n d s .  

I n  r a t i n g  t h o s e  p e r c e i v e d  t o  b e  importank \% 

i n  c l a s s room c a n s i s t e n t l y  h i g h  - --. 





- 

r a t i n g s  ( a b o v e  Z.50) by  a l l  i n t a k e  g r o u p s .  I n  t h i s  h i g h  c a t e g o r y  

werei tems # I ,  2 ,  3 ,  4 ,  6 ,  7 ,  8 ,  9 ,  1 0 ,  1 1 ,  1 2 ,  1 3 ,  1 6 ,  1 7 , a r ; d  

1 9 ,  N o  c o n s i s t e n t  p a t t e r n s  emerged i n  t h e  r a t i n g s  o n  t h e  o t h e r  
7 

f o u r  d i m e n s i o n s .  

I n  r a t i n g  p e r c e i v e d  c o n t r i b u t i o n  o f  t r a i n i n g  t o  g r o w t h  on  

e a c h  i t e m ,  two were g i v e n  c o n s i s t e n t l y  h i g h  r a t i n g s  ( a b o v e  2 . 5 0 )  

by a l l  i n t a k e  g r o u p s .  These  were i t e m s  # 3  ( " a c t i n g  i n  ways con-  

s i s t e n t  w i t h  e d u c a t i o n a l  b e l i e f  s" ) a n d  #11 ( " a s k i n g  q u e s t i o n s  

which p romote  a n d  e x t e n d  s t u d e n t  t h i n k i n g t ' ) .  F o u r t e e n  g r o w t h  

d i m e n s i o n s  were g i v e n  r a t i n g s  a b o v e  2 .5  b y  .: a t  l e a s t  s e v e n  o f  t h e  

11 i n t a k e  g r o u p s .  These  w e r e  i t e m s  # I ,  2 ,  4 ,  5 ,  6 ,  7 ,  8 ,  9 ,  1 0 ,  
. . 

12; 13 ,  1 4 ,  1 7  a n d  19.  I t e m  #15 ( " k e e p i n g  w e l l - i n f o r m e d  a b o u t  

new c u r r i c u l u m " )  was g i v e n  r a t i n g s  below 2.50 by s i x  o f  t h e  11 

i n t a k e  g r o u p s ;  i t e m  #16 ( " u s i n g  a  v a r i e t y  o f  e v a l u a t i o n  

p r a c t i c e s " )  was g i v e ?  r a t i n g s  be low 2.50 by  s e v e n  o f  t h e  e l e v e n  

i n t a k e  g r o u p s ;  a n d  items #18 ( " u s i n g  a  wide  v a r i e t y  o f  t e a c h i n g  

m a t e r i a l s " )  was g i v e n  r a t i n g s  be low 2.50 by f i v e  o f  t h e  e l e v e n  

i n t a k e  g r o u p s .  

I n  e x a m i n i n g  c o n g r u e n c e  i n  r a t i n g s ,  t h e  f o l l o w i n g  e x t r e m e s  

a r e  n o t e d :  Two i t e m s  -- #3  a n d  #11 w e r e  g i v e n  e n t i r e l y  c o n g r u e n t  

r a t i n g s  a b o v e  a score o f  2.50 by a l l  e l e v e n  i n t a k e  g i o u p s  a n d  , 

f i v e  i t e m s  ( # 1  - -  " i d e n t i f y i n g  e d u c a t i o n a l  b e l i e f s  which  i n f o r m  

c l a s s r o o m  p r a c t i c e , "  # 8  -- " g e n u i n e l y  p r i z i n g  s t u d e n t s '  i d e a s ,  5 

o p i n i o n s ,  b e l i e f s ,  a n d  - f e e l i n g s , "  #10 -- I I  u s i n g  c l a r i f y i n g  re- 

s p o n s e s  s k i l l f u l l y , "  #17 -- "making t h e  c l a s s r o o m  a  v i t a l ,  a l i v e ,  

a n d  d y n w i c  p l a c e  f o r  s t u d e n t  l e a r n i n g , "  a n d  #19 -- " c r e a t i n g  a  18' 

harmonious ,  a c t i v e  a n d  p u r p o s e f u l  g r o u p  s p i r i t  among p u p i l s " )  
8 



w e r e  g i v e n  e n t i r e l y  congruen t  r a t i n g s  abo;e a  score o f  2 .50  by 

1 0 - o f  t h e  1 1  i n t a k e  groups .  I t e m  # I  6 .was g i v e n  r a t i n g s  o f  less 
I 

congruence.  Al though a l l  11 i n t a k e  g roups  gave t h i s  growth 

dimension r a t i n g s  above 2.50 from t h e  p e r s p e c t i v e  o f  p e r c e i v e d  

impor t ance ,  seven  g rqups  r a t e d  i t  below 2 .50  from t H e  p e r s p e c t i v e  

of p e r c e i v e d  a o n t r i b u t i o R  o f  t r a i n i n g  t o  growth.  There  'is a l s o  
\ -f 

less  congruence  f o r  i t e m s  #4 ,  #15 ,  and #18, a l t h o u g h  t h e s e  e b  

L 

p a t t e r n s  a r e  less c l e a r .  No o t h e r  s t r o n g  t r e n d s  were e v i d e n t .  

An overview o f  anecdota1,comrnents from t h e  1 1  i n t a k e  g roups  
1 

p r o v i d e s  t h e  f o l l o w i n g  o b s e r v a t i o n s .  The maj .o r i ty  o f  t h e  

?comments from e a c h  g roup  w e r e  p o s i t i v e  and  f e l l  i n  t h e  c a t e g o r i e s  

of  g e n e r a l  comments and I n t e r p e r s o n a l  S k i l l s  Development. I n  

l n t e r p & r s p n a l  S k i l l s  bevklopment ,  most comments make f a v o r a b l e  

r e f e r e n c e  t.o c l a r i f y i n g  and  t e a c h i n g  f o r  t h i n k i n g  s k i l l s  
i 

t r a i n i n g .  Few g roups  made r e f e r e n c e  t o  work i n  empathy t r a i n i n g ,  

Curr iculum S tud ie s , .  Teacher  a s  Pe on S t u d i e s ,  o r  C h i l d  Growth Y 
and Development. Most comments by t h e  g roups  a b o u t  d i f f i c u l t i e s  

I 

o r  weaknesses  i n  t r a i n i n g  r e f e r r e d  t o  d u r a t i o n  o f  t r a i n i n g  ( " t o o  

s h o r t " )  o r  t o  d i f f i c u l t i e s  e x p e r i e n c e d  implementingoopen edu- 

c a t i o n  p r a c t i c e s .  Seven o f  t h e  1 1  i n t a k e  g roups  s u g g e s t e d  t h a t  

t r a i n i n g  be l e n g t h e n e d  o r  t h a t  a  fo l low-up  c o u r s e  b e  o f f e r e d .  

Examined t o g e t h e r ,  t h e s e  d a t a  i n d i c a t e  t h a t  g r a d u a t e s  from 
'4 

a l l  i n t a k e  g roups  p l a c e  a h i g h  v a l u e  on most growth d imens ions  
% 

emphasized i n  t h e  Open Educa t ion  A l t e r n a t i v e s  as  t h e y  r e l a t e  t o  

c l a s s room p r a c t i c e .  I n  a d d i t i o n ,  g r a d d a t e s  from a l l  g roups  p e r -  

c e i y e  t r a i n i n g  t o  have c o n t r i b u t e d  s u b s t a n t i a l l y  t o  t h e i r  growth 

i n  most t r a i n i n g  d imens ions  emphasized.  I n  p a r t i c u l a r ,  g r a d u a t e s  



from all intake groups perceive training in those dimensions 

related to identifying educational beliefs and interpersonal 

skills development, notably clarifying and teaching for thi&i 

to have contributed markedly to their growth. Finally, gradu tes 3. 
from some intake groups perceive training in those dimensipns re- 

lated to curriculum and evaluation practices to be less adequate. 

In 'order to exami'ne the developing Open Education Alterna- 

tive program, the data werg.also examined from the perspective 

of the "early" and the."later" intake groups. The "early" Woup 

was cate &zed as intakes one through six inclusive, and the 

"later" group was categorized as intakes seven through twelve. 

To examine the rating data, the mean of the means from the pooled 

groups were calculated. 

As can be seen from Table IIIL and IIIM, the following 

trends occur. The early group (n=19) gave' 1 1  items ratings above 

a mean of 2.50 from both perspectives. From the perspective of 
0 

perceived growth, the early group gave three items (#2, 61 4 and 
\s* 

#I 8),ratings above a mean of 2.25. There wele discrepancies i n  

ratings between training goals and perceived growth for items #6, 

#15 and #16. Anecdotal comments from the early group were gener- 

ally favorable., Most described effects from overall training and 

Interpersonal Skills Development, notably clarifying. Sug- 

gestions for improvement emphasized a need for a longer training 

period, a follow-up course, and a stronger emphasis on cur- e 

riculum. 

The later group (groups seven through 12 inclusive) (n=26) 

gave a-11 growth dimensions ratings above a mean score of 2.50 
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from both perspectives. As can be seen, there was congruence 

in ratings within . 25  of a point for all items. ~necdotal 
A. 

4 

comments from the later group were also favorable. Most 

described effects from overall training and-from work'in Inter- 

personal Skills Development. Improved listening and interperson- 

al skills, as well as improved relationships were described as 

- outcomes of training in this are . Favorable effects from work \ 
in Curriculum and Teacher as Person Studies were also described. 

References were made to difficulties experienced in implementing 

Open Education practices in the public school system. Sug- 

gestions for improvement advised that more input be included on 

how to implement open education practices, and that more care be . - 
taken with placements. It was also advised that the training 

period be longer and that a follow~up course be offered for in- 

service teachers. '5 

Examined together, these data indicate that graduates from 

both the early and the later.groups perceive those training 

dimensions emphasized in the Open Education Alternative to be 

highly important in classroom practice. The early group per- 

ceived training to have contributed substantially to their growth 

on most dimensions emphasize'd in training. The exceptions were 
r 

those dimensions related to.dependability in the classroom, 

curriculum, and evaluation practices. In comparison, the later 

group perceived training to have contributed substantially to 

their growth in all dimensions. 
0 

The data are next presented from the perspective of the 

total group of 44 graduates. As with individual intake groups, 



mean r a t i n g  scores f o r  e a c h  growth d imens ion  are r e p o r t e d .  Com- 

p a r i s o n  between r a t i n g s  f o r  p e r c e i v e d  con t r i -bu t ion  o f  t r a i n i n g  

t o  growth and p e r c e i v e d  impor tance  i n  c l a s s room p r a c t i c e  are 
C 

made. Anecdota l  comments from t h e  e n t i r e  g roup  a r e  r e p o r t e d  

a c c o r d i n g  t o  c o n s i s t e n t  themes which-emerged from t h e  d a t a .  

T a b l e  I I I N  g i v e s  t h e  mean r a t i n g s  f o r  e a c h  o f  t h e  19 growth 
+ 

dimens ions  by a l l  program g r a d u a t e s .  The d a t a  r e v e a l  t h e  
r 

f o l l o w i n g  t r e n d s .  I n  j udg ing  t h e  percei%ed impor t ance  t o  
T 5 .  

c l a s s room p r a c t i c e ,  i t em # I 1  ( " a s k i n g  q u e s t i o n s  which promote and 

ex t end  s t u d e n t  t h i n k i n g " )  r e c e i v e d  t h e  h i g h e s t  mean r a t i n g s .  
\ 

, 4 

With t h e  e x c e p t i o n  o f  i t e m  # I 5  ( "keep ing  we l l - i n fo rmed  a b o ~ t  new 

c u r r i c u l u m  i d e a s " ) ,  a l l  t h e  o t h e r  17 growth d imens ions  r e c e i v e d  

mean s c o r e s  of  above 2.75. Item # I 5  r e c e i v e d  a  mean s c o r e  of  

o v e r  2.50. The mean r a t i n g s  show t h a t  a l l  r e s p o n d e n t s  p l a c e  a 

h i g h  v a l u e  on a l l  o f  t h e  growth d imens ions  emphasized i n  t h e  Open 

Educa t ion  A l t e r n a t i v e  module a s  r e l a t e d  t o  c l a s s room p r a c t i c e .  

I n  j udg ing  t h e  p e r c e i v e d  c o n t r i b u t i o n  o f  t h e  t r a i n i n g  t o  
b 

t h e i r  g rowth ,  t h e  program g r a d u a t e s  showed t h e  f o l l o w i n g  t r e n d s  
. i 

i n  t h e i r  r a t i n g s  o f  t h e  t r a i n i n g  d imens ions .  F i f t e e n  i t e m s . w e r e  

g i v e n  r a t i n g s  above a  mean s c o r e  o f  2.50. T h e r e m a i n i n g  f o u r  
s 

* 

i t e m s  ( # 6  - -  " a c t i n g  i n  r e l i a b l e  a-nd dependable  ways,"  # I  4 -- 

"implement ing t e a c h i n g  s t r a t e g f e s  a p p r o p r i a t e  t o  t e a c h i n g  ob- 

j e c t i v e s , "  #15 --  "keeping  wel l - in formed a b o u t  new c u r r i c u l u m  

i d e a s ,  I '  and # I  6 -- " u s i n g  a  v a r i e t y  of  e v a l u a t i o n  p r a c t i c e s "  ) 

were g i v e n  r a t i n g s  between 2.00 and 2.49. These  mean' r a t i n g s  

show t h a t  t h e  4 4  g r a d u a t e s  p e r c e i v e  t r a i n i n g  i n  most growth 
. . 

dimens ions  emphasized i-n t h e  Open Educa t ion  A l t e r n a t i v e  t o  have 





c o n t r i b u t e d  s u b s t a n t i a l l y  t o  t h e l r  growth.  T r a i n i n g  i n  t h e  f o u r  

growth d imens ions  r e l a t e d  t o  d e p e n d a b i l i t y ,  " b r i d g i n g  t h e  ga,p" 

between t h e o r y  and  p r a c t i c e ,  c u r r i c u l u m ,  and e v a l u a t i o n  p r a c t i c e s .  

was viewed a s  'less a d e q u a t e ,  b u t  was n e v e r t h e l e s s  

c o n t r i b u t i n g  t o  growth a t  mode ra t e ly  h i g h  l e v e l s .  

p e r c e i v e d  as  

I n  examining congruence  i n  t h e  mean r a t i n g s  between p e r -  
5 

c e i v e d  impor tance  i n  c l a s s room p r a c t i c e  and pepce ived  c o n t r i -  
0 

b u t i o n  of  t r a i n i n g  t o  grdwth f o r  each  i t e m ,  t h e  f o l l o w i n g  t r e n d s  

were obse rved .  F i v e  i t e m s  ( # I  - -  " i d e n t i f y i m g  e d u c a t i o n  b e l i e f s  
I- 

11 which in form c l a s s room p r a c t i c e , "  #3  -- a c t i n g  i n  ways con- . 
s i s t e n t  w i t h  e d u c a t i o n a l  b e l i e f s , "  #8 - -  "genu ine ly  p r i z i n g  . 

A 
11 s t u d e n t s 1  i d e a s ,  #10 -- " u s i n g  c l a r i f y i n g  r e s p o n s e s  s k i l l f u " l l y , "  

and #17 -- "making t h e  c l a s s room a  v i t a l  p l a c e " )  w e r e  g i v e n  

e n t i r e l y  congruen t  r a t i n g s  a t  s c o r e s  above 2.75. Ten i t e m s  were 
C 

g i v e n  h i g h l y  congruen t  r a t i n g s  a t  s c o r e s  above 2.50,  and f o u r  

i t e m s  ( # 6 ,  # 1 4 ,  # I 5  and #16)  were g i v e n  h i g h l y  congruen t  r a t i i g s  

' a t  s c o r e s  above 2.00. 

- T a b l e s  I V  and V I  shows d i s c r e p a n c y  s c o r e s  i n  mean r a t i n g s  
J 

between t h e  p e r s p e c t i v e s  o f  p e r c e i v e d  c o n t r i b u t i o n  b f  t r a i n i n g  t o  

'growth and p e r c e i v e d  impor t ance  i n  c l a s s r w m  f o r  t h e  t o t a l  group.  
2 4 

A s  can  be  s e e n ,  t h e r e  i s  less  t h a n  -05  d i s c r e p a n c y  i n  r a t i n g s  

m e t w e e n  t r a i n i n g  g o a l s  and p e r c e i v e d  growth on t h r e e  i t e m s  ( # I ,  

# I  0  and # I  1 ) , less t h a n . .  25 d i s c r e p a n c y  i n  r a t i n g s  f o r  e i g h t  

i t e m s  ( # a ,  # 3 ,  # 4 ,  #5 ,  #8, #9, #12, # 1 3 ) ,  less t h a n  .35 d i s -  

c r epancy  f o r  f i v e  items ( # 7 ,  # I  4 ,  # I  5 ,  #1 8  and '#I 9 )  and less t h a n  

.5  d i s c r e p a n c y  i n  r a t i n g s  f o r  i t e m s  #6 and '# I  6. I n  c o n c e r t ,  

t h e s e  d a t a  i n d i c a t e  t h a t  t h e  4 4  g r a d u a t e s  p e r c e i v e  b o t h  t-he 
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training goals and the effects of training from those growth 
. . 

dimensions emphasized in the Open Education Alternative to be 

highly valuable. In addition, the graduates perceive training 
* < 

to have contributed substantially'to their groweh on most 
* 

training dimensions. 

I 
A total of 594 comments regarding training in the open Edu- 

cation Alternative, how it had affected classroom teachirig ' 

performance, and how it had affected other 

ates' lives, were made by the 44 graduates 

aspects of the gradu- 

partickpating in the 

study. These can be found in Appendix IV. The comments were 

distributed as follows. One hundred and seventy-two were general 

comments, one hundred ans sixty:fr>wrmade reference to Inter- 

personal Ski 11s Development, thirty-eight made reference -io' Cur- 
< 

.- 
riculum Studies, thirty-five were sbout Teacher as Person 

2 I 

Studies, seventeen'referred to Child Growth and Development, 

ninety-eight described dif•’=iculties experienced or weaknesses 
, - 

perceived in training, and seventy offered suggestions for 

improvement. 

- Most general comments indicated a very?positive view. 

Statements such as "extremely valuable ove.ral1," "affected all 
, , 

aspects of my life very positively" and "ignited a fire &f 

enthusiasm and purpose in my life" were common from many of the 

-- intake groups. The following themes also appear in this cate- 

gory. Forty-seven of the comments spoke of the overall training 

in favorable terms, and fifty-eight comments described effects 

of training in the personal lives of graduates. For example, 

eight comments indicated that the training had improved 
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skills in "teaching in alternative ways." A number of single 

u statements described effects from specific aspects of work in 

Curriculum St~dies~involving centres, innovative classroom 
I 

: .- 
practices anCi self-concept as a curriculum emphasis. 

Of the 35 comments describing work in Teacher as Person 

Studies, nine stated, "helped me accept and understand myself 
i i ,  

better" and seven indicated that training had "provided a 

framework to help me analyze/evaluate my own behavior." 

Of the,l7 comments made in reference to ~hifd Growth and 
'tU 

% 

Development, the following statements appeared more frequently 

(each was. made four times) : "helped me see and treat kids as 
a-t 

unique individuals", "helped me appreciate the emotional needs 

of children", and "helped me 1ook.for emotional needs behind 

, behaviour. " 

Of the 99 comments describing difficulties experienced or 
rJ 

weaknesses perceived in training, 58 were made by graduates from 

intake group # 7 .  The other 30 comments.were scattered among 

intake groups. The following themes appeared more consistently. 

Thirty-nine of the comments describe repercussions~occurring in 

the personal lives of graduates as a perceived result of 

training. Most common among these were "gave me unrealistic 

expectations for self/students/training" (10 comments) "over- 

whelmingly time and energy consuming" (eight comments) and "put 

me in turmoil as never before" (five comments). Twenty-nine 
-Ir. 

comments describe difficulties experienced with the implemen- 

tatiqn of open education practices within the public school 

sy&+m. Twenty-four of these were made by graduates from intake 



group #7. The most common remarks were "extremely difficult to 

implement open education practices  in^ - 'the system"' ( 1  1 comments ) 

ana "didn't equip me to deal with the real constraints of 'the 

system"' ( 1 1  comments). Ten remarks described difficulties, 

experienced during 405 placements and nine comments indicated 
\ 

that the training period was\too short. 

Of the 70 comment suggestions for improvement, 31 

were made by intake following themes were noted. 

Twenty comments offered suggestions regarding Curriculum Studies, 

seven of which stated "needs a stronger curriculum emphasis." 

Eight suggested a need for more practice implementing practices i 

such as "~ath Their Way," "The Organic D$ andindividualized 

programs. Nineteen comments suggested a longer training period 

and/or a follow-up for in-service teachers. 

. 
> - 

Examined together, the anecdotal comments reveal a varied 

experience among graduates. While it appears that different 

graduates gained greater benefits from different programs com- 

ponents, the trends in comments support those patterns occurring 

in the rating scores. Graduates perceive effects from training 

in Interpersonal Skills Development, notable clarifying and 

teaching for thinking skills, to be highly valuable. In par- 

ticular, graduates view training to have substantially contri- 

buted to a clearer definition of their own beliefs. F,inally, 

training appears to have had benefits in the graduates' personal 

as well as their professional lives. 



Chapter Four has presented results of the data collected from 

the study. A discussio~ of. results, as well as conclusions 

and implications, is presented in Chapter Five. 



Chapter Five 

It was the purpwe of this study to examine the perceived 

training effects of the Open Education Alternative Teacher 
. . 

Education Program on the post-hoc functioning of program gradu- 

ates. To this end, three objectives wePe developed: 
CI 

1. To examine the graduates' perceptions of the degree to 

which the program was seen to be effective in preparing teachers 

for effective classroom functioning. 

2. To examine the difference in perceptions and to id-entify 

the factors which appear to contribute to these differences. 

3. To examine the graduates' suggestions for program 

improvement. 

Early chapters have described the Open ~d;cation Alternative 

module and reviewed the literature in the field of teacher edu- 

cation. Chapter Three identifie'd the sample group, methods of 

data collection, and means of data analysis. Chapter Four 

presented the data collected. This chapter concludes the study 

with a d'scussion and interpretation of the data gathered. Con- a. 
clusions and implications are drawn. 

As a focus, it may be helpful to identify clearly the 

context,of the investigation and some factors at play in a study 

of this nature. To begin, there is the nature and size of the 

Z sample group. As can be recalled from Chapter Three, 158 

trainees graduated from the Open Education ~lternative program. 

Of these, addresses could be located for 69. Of those -contacted, 

48 responded. Forty-four of the 48 responses were useable. This 



there be training-associated variables which affected partici- 

pation or non-participation in the study? Such consid9rations 

must be kept in mind as the data is examined and interpreted. 
, 

The arena of teacher training itself presentswumerous 

influencing factors. As was described in Chapter Three, a 

teacher education program is a varied and complex system. There 

are'a number of Q-nportant variables which shift from year to year 

f- 
and from intake group to intake grdup. A variety of conditions 

interact and change within the intake groups themselves. In a 

1 post-hoc study like this, it is extremely difficult to factor 

out and control variables and conditions such as the backgrounds 

of the students themselves, the changing areas 2;f program empha- 
i 
i 

sis, the experience and skill level of supervisory personnel, 

the environments of the student teaching practica, and th4e socio- 

poLitica1 climate (which affects both student. teachers and school 

Associates) in the field of education itself. 

In additidn, a number of factors unique to research of this 

nature influence the study. Foremost among these is the system 



of measurement. As was indicated in Chapter Three, attempts to 

objectively delineate and measure human experience in themselves 

can have an intrinsic aspect of subjectivity and artificiality 

'- about them (Schwartzman, 1984). The gross and pseudo-accurate 

way number systems are qften used to describe very profound and 

cbmplicated dynamics can- trivialize human experience (Von 

Foerqter, 19721. For example, different graduates may mean very 

. different things when the,y rate a growth dimension such as 
0 . * 

11 approaching classroom teaching with a positive outlook" at a 

score of 3, Morebver, it is very difficult to quantify anec- 

dotal comments such as "one of the most significant experiences 

of my life," The depth, interpretation, and meaning behind such 

responses are difficult to surmise, let alone measure con- 
? 

sistently from respondent to respondent. 

The number and variety of such variables and conditions; 

influence not only the graduates' perceptions of training.and 

responses to the study, but also the conditions of training 

itself, and the analysis and interpretation of res'ults. The data 

must be examined bearing these factors in mind. While it would 

be unwise to make sweeping generalizations based on results of 
- --; 

the study, and while a great many issues will remain ambiguous, 

some conclusions may nevertheless be drawn, and some implications 

. may be considered, 

Discussion of Results 

Chapter Four provided a comprehensive view of rating trends 
C 

and themes in the anecdotal comments. In this chapter, an 

analysis and interpretation of the results are made from the 



following perspectives: (1) the nature of the training experi- 

ence, (2) the perceived program strengths, (3) the perceived 
I 

program weaknesses, (4) the developing Open Education Alternative 

modul6, (5) the effects of placements, and (6) innovations in 

education. 

1 )  The Nature of the Traininq Experience 

Overall, the data indicate that graduates perceive their 

training in the Open Education Alternative module as a positive 

experience. In terms of both perceived growth and perceived 

importance, most ratings for the 19 growth dimensions fell con- 
3 

sistently above a score 2.50. Even those growth dimensions rated 

at lower sc res seldom fell below 2 ("somewhat") on the rating - 3  - 

scale. ~ d e  nature of the anecdotal comments also suggest that 

most graduates consider their training a positive experience. 

This perception is consistent from the perspective of the 1 1  

intake groups, from the perspective of the "early" and the 

"later" intake groups, and from the perspective of the total r 
group of 44 graduates. , .; 

-. 

Discussion 

Curiously, this- showing is in direct contrast to the views . 
, ... 

of teacher training found in the literature. Koerner (1963), 

McPhie (1974), ~ ' ~ o u r k e  (1984) and others all found graduates 

reporting negative responses to their teacher educatfin programs. 

It might be considered that training in the Open Education Alter- 

nat2ive is regarded in a positive ight because it meets the & 
graduates criteria for a heanincfful and functional educational 

experience. The critical ingredients of such an experience 



appear to include opportunities for graduates to examine and 

develop their own beliefs, opportunities for thoughtful analysi~ 

of profound educational issues, and opportunities for full so-cia1 

participation. 
t 

2) Perceived Proqram Strenqths 

+. The data indicate that six growth dimensions (#1 -- II . - identi - 

.fying educational beliefs," #3 --  "acting in ways consistent with 

educat'ional beliefs," #lo.-- "using clarifing responses 

skillfully,"- #11 - -  '"asking questions which -promote and extend . 
J 

students thinking," #17 -- "making the classroom a vital, alive, 

I1 and dynamic place, and #I 9 -- "creating a harmonious group") 
- 

were consistently rated at scores above 2.50. The anecdotal 

comments also support the high ratings for items #I, # 3 ,  #lo, 

and #Ill and consistently specify training in interpersonal 

skills, notably clarifying and teaching for thinking skills, as 

both e4fective and valuable. Examined together, these data, 

indicate that perceived program strengths in the Open Education 

Alternative lie in the area of Interpersonal Skills ~euelo~m&nt, 

notably in the areas of clarifying and_teaching for thinking - .  

training, and in the area of identifying educational beliefs.. 

Discussion - 

Interpersonal Skills Development appears to be the strong 

component of the Open Education Alternative module. Since inter- 

personal skills are learned in interpersonal encounters, it would 

follow that instructor role model would have an impact on student 

learning in this area. Data in the aneqdotal comments, in fact, 

suggest that instructors in the Open Education Alternative 
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evaluation, and "confidence building." Some considerations are 

appropriate h.ere. As was mentioned in Chapter One, training in 

the Open Education Alternative emphasizes the exploration and 

development of students' beliefs about education as the corner- 

stone of their work in curriculum. It might be surmised from 
. , 

the. low ratings for item # I  5,. "keeping informed about curriculum,- 

ideas", that the process of clarifying one's' own beliefs.about, 

education in the 'Open Education Alternative pre-empts the 

thorough exploration of the public school curriculum content. 

Likewise, in the Open Education Alternative, there is a strong 

emphasis on-self-evaluation practices. Low. ratings for item 

#16 -- "using a variety of evaluation practices" may indicate 
. .  

that in the training program students spend significantly more 

time examining self-evaluation practices than'they do other forms * 

of evaluations used i~ public schools. As result of such 

emphases, it appears that deficiencies occur in the graduates' 

abilities to implement a wide variety of curriculum and evalu- 

ation practices. One outcome of the program emphases on th$ 2- r 
exploration of beliefs and the examination of self-evaluat-ion 

practices, therefore, appears to be graduates' perceptions of 

unsufficient skills in implementing a wide variety of curriculum 

and evaluation practices. 

4) The Developing Open Education Alternative Module 

A comparison of the data from the early intake groups (one 

through six) and the later intake groups (seven through 12) 

reveals consistently high ratings from both groups for most 

items. However, the early groups rated items # 2  ("taking the 



i n i t i a t i v e  and  r i s k i n g  new t h i n g s " ) ,  # 6  ( " a c t i n g  i n  r e l i a b l e  and  
i 

depend&le ways" ), #la ( "im$lementqd$ t e a c h i n g  s t r a t e g i e s  ap-  

e/- 
p r o p r i a t e  t o  e d u c a t i o n a l  Qe-liefs") , # ?  5 ( "keep ing  we l l - i n fo rmed  

gbou t  new c u r r i c u l u m  ideas") #I-6, ( " u s i n g  a  v a r i e t y  o f  e v a l u a t i o n .  . 

p r a c t i c e s " )  and  # I 8  ( " u s i n g  -a wide  v a r i e t y  o f  t e a c h i n g  materi- A . . 
a l s " )  a t  s c o r e s  below 2.56 grom t h e  p e r s p e c t i v e  o f  p e r c e i v e d  

2 - 
,' - 

growth.  I n  c o m p a ~ i s o n ,  a l l  t h e s e  items w e r e  r a t e d  above  a  s- 
.- 

of  2 . 5 0  from t h i s  same p e r s p e c t i v e  . by , - t he  l a t e r  g r o u p .  I t e m s  # 2  

and #14 ,  i n  f a c t ,  w e r e  ra* above  2 . 7 5  by t h e  later group:  
' + P 

Anecdo ta l  comments f rom t h e  e a r l ?  dnd t h e  la ter  g r o u p s - s h o w  t h a t  

b o t h  made numerous conunenss a b o u t  e f f e c t s  f r o m  t r a i n i n g  
1- $ 1. - 

i n  I n t e r p e r s o n a l  S k i l l s  Development,  n d t a b l y  c l a r i f y i n g  and  

f 
t e a c h i n g  f o r  t h i n k i n $  "skills. t he la ter  g r o u p  made . r e l a f ' i v e l y  

more f a v o r a b l e  comments a b o u t  CurricuLum S t u d i e s  and  Teache r  as 
, 
p e r s o n  s t u d i e s '  t h a n  d i d  t h e  e a r l y  gxoup. Both  g r o u p s  d e s c r i b e d  

d i f f i c u l t i e s  expe ryenced  ' i n  implement ing  Open E d u c a t i o n  p r a c t i c e s  

i n  t h e  sy s t em and  b o t h  s u g g e s t e d  t h a t  t h e  t r a i n i n g  p e r i o d  be  

l e n g t h e n e d .  The e a r l y  g r o u p  made f i v e  s u g g e s t i o n s  t a . t h e  e f f e c t  
- II. 

t h a t  "a  s t r o n g e r  c u r r i c u l u m  emphasis"  wqs r e q u i r e d ,  w h i l e  t h e  
r Y A  

l a t e r  g r o u p  made t h i s  s u g g e s t i o n  o n l y  once .  - 
, - 

Because  of t h e  v a r y i n g  i n .  t h e  grdup*, it i s  n o t  

p o s s i b l e  t o  e x t r a p o l a t e  from t h e s e  d a t a ,  -Hawever, t h e y  d o  i n d i t  
\ 

c a t e  a  p e r c e p t i o n  o f  c o n s i s t e n t -  program s t r e n g t h s  o v e r  t h e  y e a r s  

i n  t h e  a r e a  o f  I n t e r p e r s o n a l  s k i l l s  Development. I n  a d d i t i o n ,  . . 

t h e y  a p p e a r  t o  i n d i c a t e  p e r c e i v e d  program growth  a n d  development  
* 

i n  t h e  a r e a s  o f  Teacher  a s  p e r s o n  S t u d i e s  and  Cur r icu lum S t u d i e s .  

- 



Discussion 

?de Open Education Alternative is an evolving teacher prepa- 

ration module. In response to student input both the content Y A% ." 
and the methods of delivery have been refocused and reshaped over 

k- the years. This study dld not attempt to identify changes 

implemented in the training- over the s e w n  years of graduates 
f' 

studied. However, it might be considered that differences in 

responses between the early and the later intake groups may 

reflect changes in prdgram emphasis and/or the evolution and de- 

velopment of the program components over the'years. 

5) Effects of Placements 

As was reported in Chapter Two, the literature in teacher 

education identifies the student teaching practicum as pivotal 
L 

in determining the success or failure of a student teacher's 

pre-servic'e training (McDonald and Zaret, 1974; Haberman 1974). . 

Accordingly, an analysis of the data from the perspective of 
d 

perceived effects of placements is warranted. The qualitative 

data were first consulted as a source of feedback. 

In three intake groups -- #I, #11, and #12 -- diffi-culties 

with 405 placements were described. Graduates from all three 

intake groups stated that "placements made it very difficult to 

practice teaching in 'open' ways." One stated, more specifi- 

cally, "my school associate did not respect the beliefs I had 

struggled so hard to shape." Graduates from these same intake 
P \ 

groups also identified difficulties experienced in translating , 

open education beliefs to practice. For example, the three 
L 

d? 
graduates from intake #7  who stated "extremely difficult and 



painful to implement Open Education practice? in the system," 

and the graduates from intake #1 who stated "I wa; unable to 

implement this wonderful ph~losophy" all described difficulties 

experienced during their practica. In addition, the three 

graduates from intake #7 who identifies difficulties with 

practica together provided 45 of the 61 comments describing 

difficulties in that group. This response in fact had an impact ' 

on the data results from the entire study. Furthermore, all a 

graduates who identified difficulties with practica suggested 

that the training period be lengthen 
r p r ,  

Ratings of growth dimensions from those intake groups de- 

scribing with 405 placements provided additional 

information. rom the perspective of perceived growth, ratings e 
were as follows. Intake group #7 rated items #15 and #I6 at 

scores below 2.50 (see Table IIIF), intake group #11 rated,items 

# 7 ,  #14-, #1 6, and #18 at scores below 2.50 (Table IIIJ), and 

' intake group #12 rated items #5 and #6 and #15 below 2.50 (see 

rated a m c o r e s  below 2.50 by all 1 1  intake 

( "translating new ideas into practice1' ) and 

teaching strategies appropriatedto teaching 

not. 

These data suggest that unsatisfactory 

allow student teachers to gain skill in the 

Table IIIK). While items #6, #15, #16 and #18 were consistently 

transfer of open education practices in teaching. In additioa, ' 

groups, items #5 

#14 ("implementing 

objectives" ) were 

placements do not 
I 

application and 

on-campus (seminar) experiences do not apRar to be sufficient'. - 

to mitigate these inadequate practicum classroom experiences. 



I n  t h e 3 0 p e n  ~ d u c a t ' i o n  A l t e r n ' a t i v e  Module, one  outcome o f  t h i s  
< 
, , w 

s i t u a t i o n  a p p e a r s  t o  b e  a  g r e a t  d e a l  o f  p a i n ,  c o n f u s i o n ,  and 

t u r m o i l  f o r  t h o s e  g r a d u a t e s  i nvo lved .  

D i s c u s s i o n  

A s  c a n  b e  r e c a l l e d ' f r o m  Chapter  Two, a  number o f  i n v e s t i -  

g a t o r s  (Koerne r ,  1963; Cogan, 1963; Goodlad,  1983; Haberman, 
,' 

1974; ~ l a n d e r s ,  1980)  have i d e n t i f i e d  d i f f i c u l t i e s  i n  communi- 

c a t i o n  and c o o p e r a t i o n  between t h e  p u b l i c  s c h o o l  sys tem and 

t e a c h e r  e d u c a t i o n  programs.  A s  one e d u c a t o r  s t a t e s ,  " t e a c h e r  

e d u c a t i o n  programs a r e  caugh t  up  i n a  dilemma: t h e y  are a sked  t o  

p r e p a r e  s t u d e n t s  f o r  what i s  now g o i n g  on i n  s c h  w h i l e  many 

f a c u l t i e s  o f  e d u c a t i o n  view what i s  now g o i n g  on  scho  1s a s  
0 ? 

q u e s t i o n a b l e ,  o r  even  d y s f u n c t i b n a l "  ( M .  'McClaren, p e r s o  a 1  com- 
C ' i 

m u n i c a t i o n ,  November 1 9 8 4 ) .  R e s u l t s  from t h i s  s t u d y  i n d i c a t e  

t h a t  when s t u d e n t s  are  "caught  i n  t h e  crunch ' '  between i n n o v a t i v e  

t e a c h e r  e d u c a t i o n  app roaches  and  t h e  e d u c a t i o n a l  p r a c t i c e s  

c u r r e n t l y  employed i n  p u b l i c  s c h o o l  env i ronmen t s ,  c a s u a l t i e s  

r e s u l t .  

6 )  "The L a r g e r  ~icture"--innovative Teaching  i n  P u b l i c  

School  System 

S t u d i e s  by Joyce  ( l 9 6 8 ) ,  Combs ( 1979)  and  Goodlad ( 1983 )' 

c a l l e d  f o r  n o t  o n l y  t h e  r e d e s i g n  of  t e a c h e r  e d u c a t i o n  p r a c t i c e s  

b u t  als30 f o r  t h e  revamping of  t h e  p u b l i c  e d u c a t i o n  system i t s e l f .  

I t  i s  i n  r e s p o n s e  t o  such  a  need t h a t  i n n o v a t i v e  t e a c h e r  edu- 

c a t i o n  programs l i k e  t h e  Open Educa t ion  A l t e r n a t i v e  were c r e a t e d .  
b- -< 

I t  might  p rove  h e l p f u l  t o  exami,ne t h e  d a t a  from t h e  l a r g e r  p e r -  

s p e c t i v e  o f  t e a c h i n g  i t s e l f ,  and  e s p e c i a l l y  i n n o v a t i v e  t e a c h i n g ,  



,' 
w i t h i n  t h e  p u b l i c  sys tem.  While it must b e  acknowledged t h a t  t h e  

d a t a  may i n d i c a t e  t r u e  program d e f i c i t s ,  a c o n s i d e r a t i o n  o f  o t h e r  

f a c t o r s  p l a c e s  t h e  d a t a  i n  a b r o a d e r  c o n t e x t . .  The f o l l o w i n g  

p o i n t s  are s p e c u l a t i v e  i n , n a t u r e ,  and  may f a l l  i n  t h e  c a t e g o r y  

o f  c o n j e c t u r e .  N e v e r t h e l e s s ,  t h e y  r a i s e  q u e s t i o n s  which are 

r e l a t e d  t o  t h e  s t u d y .  
+- - -. 

The d a t a  from t h i s  s t u d y  may i l l u s t r a t e  a number o f  p o i n t s  

a b o u t  t h e  n a t u r e  o f  " b e g i n n i n g  t o  t e ach . " . '  S t u d i e s  by F l a n d e r s  

@4 
c a t e d  a d i f f i c u l t  p e r i o d  o f  t r a n s i t i o n  f rom s t u d e n t ' t o  f u l l -  

f l e d g e d  t e a c h e r  d u r i n g  t h e  e a r l y  p r o f e s s i o n a l  y e a r s .  Low r a t i n g s  + 
f o r  i t e m  #6 may r e f l e c t  f e e l i n g s  o f  i n s e c u r i t y  and  inadequacy  

a p p a r e n t l y  s o  common among g r e e n h o r n s  i 

f e e l i n g s  migh t  b e  f u r t h e r  augmented 

t o  i n n o v a t e  i n  t h e  p u b l i c  s c h o o l  

Lower r a t i n g s  f o r  t h o s e  a s p e c t s  o f  t r a i n i n g  r e l a t e d  t o  

Cur r i cu lum S t u d i e s  migh t  i n d i c a t e  a  d i s c r e p a n c y  b d w e e n  t h e  c u r -  

r i c u l u m  m a ; t e r i a l s  i n  p u b l i c  s c h o o l s  and t h a t  c u r r i c u l u m  r e g a r d e d  

a s  i m p o r t a n t  i n  t h e  Open E d u c a t i o n  A l t e r n a t i v e .  Lower r a t i n g s  

f o r  stems # I 6  may a l s o  i n v o l v e  a " l a r g e r  p i c t u r e . "  Many re- 

s e a r c h e r s ,  i n  many f i e l d s ,  have  d e s c r i b e d  t h e  d i f f i c u l t y  and  

c o m p l e x i t y  i n v o l v e d  i n  t h e  e v a l u a t i o n  p r o c e s s .  A s  was i n d i c a t e d  

i n  Chap te r  Two, many r e s e a r c h e r s  seem t o  e n c o u n t e r  d i f f i c u l t y  

w i t h  e v a l u a t i o n  p r a c t i c e s  i n  t h e  f i e l d  o f  t e a c h e r  e d u c a t i o n  

i t s e l f .  I t  may b e  t h a t  g r a d u a t e s ,  i n  r a t i n g  i t e m  #16 a t  lower  

s c o r e s ,  a r e  i d e n t i f y i n v d i f f  i c u l t i e s  i n  u n d e r s t a n d i n g  a  p r o c e s s  

which i s  i t s e l f  many- face ted ,  complex and f r a u g h t  w i t h  



implications, Alternatively, low ratings for .item #16 may indi- 
9 C 

cate discrepancy between those evaluation practices considered 

important in the Open Education Alternative and those currently 

public school system, 

13. 

b 
This study has investigated perceived effects of training 

from the Open Education Albernative teacher education program. 

The data collected have been examined and discussed at length 

above and in Chapter Four, It must be reiterated that these data $ 

represent the views of 44 graduates who responded to the mailed 

/questionnaire. Because the sample was non-random, results m3y 

not validly be generalized to the entire group of 158 program 

graduates. Nevertheless, the following conclusions are drawn. 

1. The graduates perceive training in the Open EdGcation 

Alternative to be a highly positive experience. 

2. The graduates affirm the training goals emphasized in 

the Open Education Alternative as highly important in classroom 

teaching practice. 

3 .  The graduates perceive training to contribute sub- 
* 

stantially to their'growth in interpersonal skills. 
#' 

4. The graduates perceive training to help them sub- 

stantially in developing and shaping their beliefs about edu- 

cation. 

5. The graduates perceive training to conpribute sub- 

stantially to their gr8wth in thinking and teaching for thinking 

skills. 6 

6. The graduates perceive'the training to be less adequate 



at preparing them to implement a variety of curriculum and 

evaluation practices within the public school system. 

7, Difficulties for trainees seem to occur when there is a 

conflict between program and public school philosophy, In 

addition to causing trauma for the graduates involved, this seems 
,.. 

to contribute to graduates' insufficient skill in later implel 
b 

menting open education practices in the classroom, 

8. It appears t-hat training may have been more effectively 

delivered during the later years of program graduates studied. 
P 

Implications 
t L  

Results from this study indicate that the training di- 

mensions emphasized in the Open Education Alternative* are per- 

ceived to be highly important in classroom practice. In 

addition, when elements of training such as interpersona 

identifying educational beliefs, teaching for thinking, and 

i clarifying skills are emphasized, then benefits in these areas 

can be delivered. Without such an emphasis, students may gradu- 

ate largely lacking these skills. The following implications 

are seen to be related: 

Interpersonal skills and teacher traininq. This study 

indicates that a teacher education program can provide training 

to improve beginning teachers ' interpersonal skills. ' substantial 

evidence (Carkhuff, 1983) indicates that pupil gain in the areas 

of self-concept, bevavior, reading, and math skills is, associated 

with high levels of teacher interpersonal skills. In addition, - 

substantial evidence suggests that "interpersonally trained - 

8 -  

people, understanding each other effectively, can accomplish 95% 
\i 



of their endeavors" (Carkhuff, 1 9 8 3 ) .  Accordingly, it would seem 

appropriate to emphasize interpersonal skills training as a core 

element in the preparation of teachers. 

The place of beliefs in teacher education. This study 
* - 0 

indicates that a teacher education program can help students to 

develop and shape their beliefs about.education. Since numerous 
* 

Z D  

studies (Coombs, 1 9 7 4 ;  Sarason & Blatt, 1962 ;  Flanders, 1 9 8 0 )  

have identified the beginning teacher ' s "meaning-making" as a 

crucial factor in determining their sense of adequacy, under- 

standing, and subsequent skill development, it would seem ap- 

I1 apropriate to emphasize an element of values development1' 

training in teacher.education programs. 

Teaching fo nking and teacher education. ~esufts from ' 

this study indicate that a teacher education program can improve 

both the graduates' own thinking skills and their skill at using 

teaching for thinking responses in the classroom. The importance 

of a curriculum for thinking. in education has long been con- 

sidered of highest value (Bloom, 1958 ;  Raths, Wassermann, 

Rothstein & Jonas, 1 9 6 7 ;  Wassermann, 1 9 8 4 ) .  Recent studkes 

(Berensen, 1984 ;  Carkhuff 1 9 8 3 )  stress the'importance of the 

human ability to think in the " ~ g e  of Information," and identify 

dire consequences for both teachers and students who do not 

develop this ability. Accordingly, it would seem appro~riate to 

emphasize an element of training in teaching for thinking skills 

in teacher education. 

In additiod, the following implications are considered. 

The Student teaching practica. The study, indicates that 
0 
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difficulties experienced in implement jng .open education practices 

may be traceable to unsatisfacto'ry' student teaching practica; 

Specifically, difficulty seems tb arise "hen there is a .-lack of 
2, > 

congruence between program philbsophyhy and :the philosophy in' the . -' 

placement~nvironment. The data indicate that difficult -. 

practicum experiences can have a 'profoundly traumatic impact* oq . 

the lives of those invloved, and ghat such experiences appear -- 
leave a lasting m d  pofentially atrophying impression. - ~ h i ?  . ' V  

information is not new to the field. Many educators (~oerne?, 

1 963 ; Conant, 1 963 ; Goodlad, 1 983 ; Silberman, 1 970 ) havk stre~sed 
_ 

the need for improvement in education. Some (~oodlad.,~ 1 983 ;- 
1 - .  "% 

Joyce 1.968 ; Combs, 1 974 ) consider' improvement impossiblet if 
\ >  

I. . 

teachers .are trained in classroom environments where the status 

quo in public education is defended. It would seem appropriate . , . - 

that in order to maximize application and transfer of innovqtiue- 

theory, and in order to minimize potentially crippli 
, B 

students undertake 'pract icum experiences in environmenks: where 
- 

they are encouraged and rewarded for practicing innouabive 
- -- 

teaching strategies. 
I 

coktinued instruction. Anecdotal comments= f ;dm the gradu- 
l i 

ates in this study consistently suggested that the trainifig 
, 3  

period be extended or that a follow-up course for teachers be 
e .  

offered. It would appear from both .the literature (Hor'o itz, 
/ <r L- 4 

1974; Flanders, 1980) and from these results, that graduates 

perceive a need for continued study to develop arid reinforce 

their teaching skills. Given such feedback it would seem 



- 1 4 5  

appropriate to offer further triining opportunities to program 
* * 

graduates from'the Open Education Alternative. 

Implications .for Further Study 
t 

Interpersonal skills development and teaching ef- 

fectiveness. Open Education Alternatiye graduates perceive the 

most valuable effects of their training to be the increased 

levels of their interpersonal'skills, the increased clarity of 

.their beliefs, and their improved thinking and teaching for 

thinking skills. To what extent do these skills translate to 

effective teaching practice? Moreover, Bhat are the critical. 

factors at play in the relationships among beleifs, thinking, 

interpersonal skills, and effective teaching? Further studies 

investigating the interaction and relationships among these 

variables seem warranted. 

Selection procedures. -- Selection procedures in the Open 
v 

Education Alternative are more rigorous than those typically- 

employed in the main-stream Professional Development Program. 

In addition, students who appear to be ill-equipped to succeed 

as teachers are urged to withdraw from the module. As a result, 

more students withdraw from the Open Education Alternative than 

from other modules, or from the mainstream, of the ProEessional 

Development Program. To what extent does this account for the 

substantially positive view of training expressed by program 
m 

graduates? Studies investigating the effects of selection pro- 

cedures may yield helpful information. 

Effects of placements. Since casualties when there 

are discrepancies between the innovative of the Open 



Education Alternative module and the more traditio 

philosophy in some placement environments, it may be 

to develop and implement a training component to h 

recognize and address the difficulties which may arise as they 

attempt tp implement innovative,,tqching - practices in the public 

school system. 

The effect of supervisory personnel. Horton (1974), 

Sorensen (1 974), Haberman ( 1  974.), Kaltsounis (1 974) and Yee 

(1974) all described the potent effect which' supervising person- 

nel can have on preservice teacher training experiences. In 

this study, several factors militated against an examination of 

School and Faculty Associate influence on the training process. 

It may prove fruitful to investigate the factors and dynamics at 

play in Open  ducati ion Alternative student-supervisor relation- 

sfiips. In addition, it may prove helpful to investigate the 

effects of such relationships on'later innovative teaching 

practices. 

Comparative studies. Finally, what are the effects of 

training from teacher education programs with similar goals, but 4 

different approaches? In particular, how do effects of training 

from the Open Education Alternative compare with effects of 
. . 

training from other modules of the ,Professional Development 1 

Program? Studies of the perceived effects of training from other 

teacher education modules at Simon Fraser University are 

suggested. 
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-7 
Program Goals of t h e  P r o f e s s i o n a l  

Development Program 

The Facu l ty  of Education adopted t h e  fo l lowing set o f  g o a l s  f o r  t h e  Professional  Deuelopment 
Program. These g o a l s  provide  t h e  conceptual  framework f o r  t h e  program objec t ives  addressed i n  
both t h e  cour se  work and p r a c t i c a  o f  t h e  P r o f e s s i o n a l  Development.Program. 

GOAL 1 

GOAL 2 

(0 

GOAL 3 

GOAL 4 

GOAL 5 

GOAL 6 

GOAL 7 

The s t u d e n t  t e a c h e r  w i l l  b e  a b l e ' t o  d e a l  wi th  t h e  i n d i v i d u a l  d i f ferences  
s tuden t s .  /i 
The s t u d e n t  t e a c h e r  w i l l  b e  a b l e  t o  d e f i n e  i n s t r u c t i o n a l  ob jec t ives  i n  
language precise enough t o  inform t h e  s e l e c t i o n  and a p p l i c a t i o n  of 
i n s t r u c t i o n a l  s t r a t e g i e s ,  t h e  cho ice  of l e a r n i n g  exper iences ,  t h e  in-  
s t r u c t i o n a l  r e s o u r c e s  and t h e  t y p e  o f  s t u d e n t  assessment. 

The s t u d e n t  t e a c h e r  w i l l  b e  a b l e  t 6  i n p l o y  a number o f  d i f f e r e n t  
i n s t r u c t i o n a l  s t r a t e g i e s  and/or  models of  t each ing  and w i l l  be a b l e  t o  
r e l a t e  them t o  i n d i v i d u a l  student'characteristics, o b j e c t i v e s  sought,  and 
t h e  pe r sona l  competencies o f  t h e  teacher .  

The s t u d e n t  t eache r  w i l l  b e  a b l e  t o  demonstrate knowledge of foundational 
i s s u e s  i'n education.  

The s t u d e n t  t eache r  w i l l  be  a b l e  t o  desc r ibe ,  f o r  a p a r t i c u l a r  teaching 
f ie ld /age/grade  l e v e l ,  the' major i s s u e s ,  main programs o r  approaches i n  
comnon use ,  t h e  p r i n c i p a l  o b j e c t i v e s  f o r  t h e  a r e a  o r  l e v e l ;  each stwlent 
w i l l  d e s c r i b e  and be a b l e  t o  perform a b a s i c  set o f  t each ing  s k i l l s  or 
approaches c u r r e n t  i n  h i s / h e r  age/grade l e v e l  o r  s u b j e c t  a t e a  s p e c i a l -  
i z a t i o n .  

The s t u d e n t  t e a c h e r  w i l l  be  a b l e  t o  p l a n  and implement appropr i a t e  instru- 
ments and procedures  t o  e v a l u a t e  s t u d e n t  l e a r n i n g ,  i n s t r u c t i o n a l  programs, 

a 

h i s / h e r  own pe r f  ormance a s  a n  i n s t r u c t o r ,  and i n s t r u c t i o n a l  mater ia ls f  
resources .  

The s t u d e n t  t e a c h e r  w i l l  b e  a b l e  t o  r e l a t e  pub l i c  educat ion  t o  i ts socio- 
p o l i t i c a l  con tex t ,  and w i l l  be  a b l e  t o  d e s c r i b e  t h e  l e g a l  r e s p o n s i b i l i t i e s  
of p u b l i c  s c h o o l s  and of t eache r s .  (?he s t u d e n t  t e a c h e r  w i l l  a l s o  be aware 

:I'- 
bf h i s /he r  p r o f e s s i o n a l  r e ~ ~ o n s i b i l f i t i e s .  - L., 
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PROFILES OF TEACHING COMPETENCY 

Selma Wassermann, Sirmon Frase r  u n i v e r s i t y  
J 

Wallace Egger t ,  Un ive r s i ty  of B r i t i s h  Columbia . 
4 

What k i n d s  of t e a c h e r  behav io r s  a r e  r e l a t e d  t o  s u c c e s s f u l  t ing?  What k inds  o f  "Sp c h a r a c t e r i s t i c s  do we s e e  a s  impor t an t  i n  t h e  competent, e f f e c t i v e ,  h igh ly  p r o f e s s i o n a l  t eache r?  

Th i s  ins t rument  i d e n t i f i e s  n ine t een  'behavioral  p r o f i l e s  which a r e  seen  a s  r e l a t e d  t o  
$competent  performance i n  classroom teaching.  They a r e  no t  a l l  t h e  competencies t h a t  can  be  

i d e n t i f i e d .  The a r e ,  however, t h o s e  competencies which we see a s  t h e  most impor tant  
f  a c i l i b t o r s  o f  s t u d e n t s '  l ea rn ing .  

 his ins t rument ,  p rope r ly  used,  shou ld  b e  h e i p f u l  i n  i d e n t i f y i n g  weaknesses and determining 
d i r e c t i o n s  f o r  p o s s i b l e  p r o f e s s i o n a l  growth. 

Direc t ions :  

There a r e  19 p a i r s  of  behav io ra l  p r o f i l e s  i n  t h i s  ins t rument .  Each p a i r  c o n t a i n s  two views 
of a s p a r t i c u l a r  kind o f  behavior  -- a  " p o s i ~ v e "  view and a  "negat,ive" view. 

Read each p a 9  of b e h a v i s r a l  d e s c r i p t i o n s  and r a t e  t h e  s t u d e n t  t e a c h e r  according t o  t h e  
fo l lowing  sca l e :  

"Pos i t ive"  view: 

- I f  you b e l i e v e  t h a t  t h e s e  c h a r a c t e r i s t i c s  a r e  c l e a r l y  ev iden t  i n  t h i s  s t u d e n t ' s  
behavior  almost  a l l  of t h e  t ime (i.e.,  t h i s  s t u d e n t  is a n  ou t s t and ing  example 
o f  t h i s  behav io ra l  p r o f i l e ) ,  r a t e  him +3. - 

- I f  you b e l i e v e  t h a t  t h e s e  s t i c s  are f r e q u e n t l y  ev iden t  i n  t h i s  s t u d e n t ' s  
behavior ( i .e . ,  t h i s  r y  good example o f  t h i s  behav io ra l  p r o f i l e ) ,  r a t e  
him a  +2. 

- I f  you b e l i e v e  t h a t  t h e s e  c h a r a c t  istics a r e  ev iden t  some of the .  time (i.e., 
t h i s  s t u d e n t ' s  behavior  canes  up t h e s e  s t a n d a r d s  sane  of t h e  t ime) ,  r a t e  him + I .  

Copyright  1973 by Wassermhnn and Eggert 



"Negative" view: . . 

- I f  you b e l i e v e  t h a t  tHese c h a r a c t e r i s t i c s  a r e  c l e a r l y  ev iden t  i n  t h i s  s t u d e n t ' s  
behavior  h lmos t  a l l  o f  t h e  t ime (i.e., t h i s  s t u d e n t  is an  ou t s t and ing  
example of t h i s  behav io ra l  p r o f i l e ) ,  r a t e  him -3. 

d 

- I f - ,you b e l e i v e  t h a t  t h e s e  c h a r a c t e r i s t i c s  are f r e q u e n t l y  ev iden t  i n  t h i s  s t u d e n t ' s  
behavior  ( i . e ,  t h i s  s t u d e n t  is a ve ry  good examp3e o f  t h i s  behav io ra l  p r o f i l e ) ,  r a t e  
him -2. 

- I f  you b e l i e v e  t h a t  t h e s e  c h a r a c t e r i s t i c s  a r e  ev iden t  some of t h e  time (i.e.,  
t h i s  s t u d e n t ' s  behavior  r e f l e c t s  t h e s e  s t anda rds  some o f  t h e  t ime) ,  r a t e  him -1. 

"No dp" Ratinqs:  

It is extremely l i k e l y  t h a t  s t u d e n t s  w i l l  n o t  have had t h e  oppor tun i ty  t o  p u t  some 
d e s i r a b l e  t each ing  behav io r s  i n t o  p r a c t i c e .  I n  t h e s e  i n s t a n c e s ,  a  No Op r a t i n g  should  b e  used. 
No Op r a t i n g s  a r e  n o t  p e n a l t i e s .  I f  a  s t u d e n t  f e e l 3  he  might have behaved i n  t h e  way 
s p e c i f i e d  by t h e  p r o f i l e ,  b u t  d i d  n o t  g e t  a chance t o  do so, t h e  a p p r o p r i a t e  r a t i n g  is No Op. 
Rat ings  a r e  made on t h e  b a s i s  of  performance, no t  on i n t e n t .  

P l u s  3 Rat ings  

The p o s i t i v e  p r o f i l e s  i n  t h i s  competency ins t rument  show what is cons ide red  t o  be  t h e  
h i g h e s t  l e v e l  of  t each ing  a b i l i t y .  Consequently, +3 r a t i n g s  would be  t h o s e  t o  which most 
s t u d e n t  t e a c h e r s  would hope t c  a s p i r e  t o  i n  t h e i r  t each ing  ca ree r s .  P lus  3 r a t i n g s  should  be  
g iven when t h e  s t u d e n t  t e a c h e r  is seen  t o  have a t t a i n e d  t h e  h i g h e s t ' l e v e l  of  conpetency . 
i n  t h a t  p a r t i c u l a r  s k i l l .  

1 

4 '\ 
Dif fe rences  i n  e x p e c t a t i o n s  o f  401 and 405 s tuden t s :  

I t  i s  a cjredt t empta t ion  f o r  beginning s t u d e n t s  (401 ) who f a c e  such a formidable  ins t rument  
a s  t h i s  t o  r a t e  themselves a s  t hey  hope t o  be, r a t h e r  t han  a s  they  a re .  I t  may be somewhat 
r e a s s u r i n g  t o  401 s t u d e n t s  t o  be  aware t h a t  -1, +I and No Op r a t i n g s  a r e  expected  t o  be h igh ly  
p reva len t  a t  t h i s  l e v e l  of  t h e i r  p r o f e s s i o n a l  development. A t  t h e  401 l e v e l ,  t h e  ins t rument  
should  r e v e a l  t o  t h e  s t u d e n t  the d i r e c t i o n s  i n  which he  is expected  t o  grow a s  a developing 
p r o f e s s i o n a l .  

A t  t h e  405 l e v e l ,  t h e  e x p e c t a t i o n s  a r e  n a t u r a l l y  higher.  While few +3 r a t i n g s  a r e  
a n t i c i p a t e d ,  it should  be  u n l i k e l y  t o  f i n d  a g r e a t  many -3 r a t i n g s  a m n g  groups  of s t u d e n t s  who 
had comni t ted  themselves t o  work i n  a h e l p i n g  p ro fes s ion  such a s  teaching.  



What then do t h e  r a t i n g s  t e l l  us? 
- .. 

Rat ings  which a r e  c o n s i s t e n t l y  a t  t h e  -3 l e v e l  would r & d  behavior  cons ide red  t o  b e  
"negative" and consequent ly  d e s t r u c t i v e  to- classroom lea rn ing .  S tuden t s  who c o n s i s t e n t l y  , 
obkain numerous -3 and -2 r a t i n g s  w i l l  l i k e l y  be  r equ i r ed  t o  r econs ide r  t h e i r  c'hoice o f  
t each ing  a s  a profess ion .  

Ra t ings  a t  t h e  -1 l e v e l  w i l l  i d e n t i f y  those  a r e a s  o f  competency i n  which much growth 
is  needed i n  o r d e r  t o  promote e f f e c t i v e  classroom learning.  -- 

Rat ings  a t  t h e  +1 l e v e l  w i l l  i d e n t i f y  those  a r e a s  of. competency i n  &ich @.itional growth . ' 
is  needed i n  o rde r  t o  promote more e f f e c t i v e  classroom lea rn ing .  

R a t i n g s - a t  t h e  +2 l e v e l  shou ld  i n d i c a t e  t o . t h e  s t u d e n t  t h a t  h i s  c lassroom behavior  a 

mani fe s t s  corrpetence i n  t h a t  a rea .  

\& 

The s e l f - s c r u t i n y  r e q u i r e d  by t h e s e  competency p r o f i l e s  shbuld  p rov ide  a means o f  he lp ing  
s t u d e n t  t e a c h e r s  a s s e s s  t h e i r  s t r e n g t h s  and weaknesses a s  f a c i l i - t a t o r s  of  classroom l e a r n i ~ g :  
The most impor tant  u s e  t o  be made o f  t h i s  ins t rument  is t h e  providing o f  gu id&l ines  t o  enhance 
each s t u d e n t  t e a c h e r ' s  p r o f e s s i o n a l  developnent  towards e x c e l l e n c e  i n  classroom tea$ing. 
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SECTION I : THE TEACHER 

% .  - * 
.* , I 

. 
1 -  

R . . - 1. ' H i s  behavior i s  thoughtful .  Rating: , r 
i* - 

. - 

"- A t  t h e  h ighest  l e ve l ,  you w w l d  say 
t h a t  t h i s  penson's behavior i s  
thought fu l ;  t ha t  he ac t s  o u t  o f  

. , *  , having considered a l te rna t i ves ;  
I t h a t  h i s  choice fpr a+on i s  a 

' reasoned choice; t h a t  h i s  ac t ions  
a rg  appropr ia te  t o  h i s  expressed - 

'a goals. He seems t o  have a 

- ' b u i l t - i n  moni tor ing system which 
. a ids  him i n  analyzing h i s  act ions 

and t h i s  ana lys is  i s  based upon , 

ob j ec t i ve  c c i t e r i a  r a t he r  than 
on personal bias., You would be 
a p t  t o  conclude about him t h a t  he 
i s  " i n  touch" w i t h  what he i s  do ing 
and what he does seems t o  have been 
considered and r e f l e c t e d  upon i n  . 
respect  t o  h i s  goals. 

The & t i t h e s i s  o f  t h e  t hough t f u l  P' 
person i s  one whose ac t ions  seem 
generated ou t  o f  whim oqcap r i ce ;  ' 

h i s  behav io r  i s  c l e a r l y  incon- 
s i s t e r k  w i t h .  expressed gdals. This . 
p e r ~ o n  has no t  considered what t o  .2 

* # 
do before he does it'; he does no t  

. appear t o  ha te  considered a l t e r -  
, c 

nat ives; the re  seems t o  be a gap 
I ,  between what he says and'what he 

does, When confronted w i t h  h i s  

, f .  
actions, he may deny t he  (I & e i -  didn'  t " do; t h a t  ! ) , beco + ,  

tremely defensive. The impYeasion , - he g ives  i s  t h a t  he has not  thought 
a l o t  about what he v y s  or. does. - 





THE TEACHER 

+ 7. He has a c lea r  idea 6 f  what he 
I 

be l ieves  and h i s  b e l i e f s  gu ide 
. I  h i s  behcvior. 

i , A t  _the h ighest  l e ve l ,  you would f i n d  
1 a person who has a c l ea r  i dea  o f  

'\ what he be l ieves and whose ac t ions  

/ ,are cons is tent  w i t h  those be l i e f s .  
I n  speaking w i t h  him, he g ives  you 

I t he  impression t h a t  he has thought 
/ a l o t  about h i s  ideas; t h a t  h i s  
i 

b e l i e f s  have been chosen' a f t e r  
r e f l e c t i on .  You can see t h a t  what 
he does i s  a r e f l e c t i o n  o f  those 
be l ie fs .  T h p e  i s  a c l a r i t y  about 
h i s  purposes, about what he stands 
for. He comes across as a person 
w i t h  c l ea r  values, knowing where he - 

\ 

i s  going and why. 

Rating: 

The a n t i t h e s i s  o f  t h e  person w i t h  
c l ea r  values i s  t h e  one whose ac t ions  
are c l e a r l y  incons is ten t  w i t h  h i s  
s ta ted  be l ie fs .  He may say he be l ieves 
i n  democracy i n  t h e  classroom, b u t  he 
i s  &&class ic  example o f  the  
author i t \ar ian teacher. He may say 
he be l ieves i n  students having a vo ice 
i n  u n i v e r s i t y  goverrment, b u t  he does 
no t  p a r t i c i p a t e  i n  student comnittees, 
o r  bother t o  exerc ise h i s  vote, c la im ing  
t h a t  "what one person does, doesn't 

r e a l l y  make a difference." H i s  ac t ions  
and h i s  expressed ' ideas are o f  t e n  .so far 
apar t  t h a t  you have,a ha rd  t ime dec id ing 
what i t  i s  he r e a l l y  bel ieves. Sometimes. 
he r a t i o n a l i z e s  what he does by saying 
"They won't l e t  me do tbat," or  "They 
makedoe do t ha t "  r- t o  exdus'e ac t ions  
which a re  incons is ten t  w i t h  h i s  expressed 
be l ie fs .  However, when you ask him 
c l a r i f y i n g  questions, h i s  answers are 
evasive, o r  defensive, -or incons is tent .  
You might wonder, "does he r e a l l y '  stand 
f o r  anything?" - 

. - 



.( 

THE TEACHER 

4. He i s  a "problem-solver". . 

A t  the highest level ,  you would see 
a person who, i n  the face o f ,  a d i f f  i- 
c u l t  pmblem, would be able t o  
i d e n t i f y  the probfem, suggest a l t e r -  
nat ive courses o f  action, examine 
underlying assumptions and propose 
workable strategies. I n  the face o f  
dissonant kinds -of  data, t h i s  teacher 
would "open h i s  mind" t o  them and 
examine them w i th  ob jec t iv i ty .  You 
might say o f  him tha t  i n  the  presence 
o f  some new and complex problem, "he 
takes the  lead i n  planning the  strategy." 
He i s  seen as an inquir ing, open-minded 
person, able t o  funct ion e f f e c t i v e l y  
i n  the face o f  new and complex problems. 

. .I 

Rating: t 

The ant i tces is  o f  the problem-solving 
persod" i s  a person who, i n  the face 
o f  a problem, seems t o  go t o  pieces. 
He doesn't know what t o  do, or  how 
s tar t .  I n  the  absence o f  some d i r  ? c t i o n  
o r  leadership frpm others, he doesn't 
know where o r  hdw t o  begin. He seems 
unable t o  make a decision. He waits fo r  - 

others t o  s ta r t ,  and then follows. He 

has much d i f f i c u l t y  i n  enter ta in ing 
dissonant kinds o f  data; h i s  mind seems 
t o  be closed t o  them. Once embarked 
upon a course o f  action, he i s  hard t o  
budge. When new a l te rnat ives  are 

introduced, he may say, "We already have 
a plan. ~ e t ' s  not  waste any more time 

by foo l ing  around w i th  new ideas." 
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5. He can put  new i d e a s  i n t o  
p rac t i ce .  

L 

A t  the h ighes t  l e v e l ,  t h i s  person 
can t ake  a new idpa and put  it i n t o  
p rac t i ce ,  He is a b l e  t o  make assess-  
ments of group needs, come up with 
an idea  t h a t  i s  appropr ia te  t o  those  
needs and c r e a t e  a scheme f o r  imple- 
menting h i s  idea.  He is not .thwarted 
by l i m i t e d  resources;  he seems t o  be 
a b l e  t o  do a l o t  with a l i t t l e .  He 
genera tes  excitement about what he  is 
doing. What he does is new and f r e s h  
and t h e r e  is a sense  of l i f e  and 
v i t a l i t y  i n  h i s  work. 2 

1 ~ 

3 

Rating: 

A n t i t h e t i c a l l y ,  we f i n d  a person who 
has  a r i g i d , l o r r n u l a  approach t o  most 
new s i t u a t i o n s .  He seems t o  do t h e  same 
th ings  again and again  and,he seems t o  
do them i n  t h e  same ways. He has 
d i f f i c u l t y  i n  seeing t h a t  a formula - 
approach may be inappropr ia te  t o  new 
s i t u a t i o n s ;  and h e  is unable t o  c ~ e a t e  

- a new approach t h a t  is more re levan t  t o  
a new s i t u a t i o n .  He uses  what he a l ready 
knows and t r i e s  t o  make it s t i c k .  He 
wants s p e c i f i c  and p r a c t i c a l  and "how to"  

-kinds  of help ,  and has  considerable  d i f f  i- 
c u l t y  i n  taking an educat ional  p r i n c i p l e  
and applying it i n  h i s  classroom. There 
is a s t a l e n e s s  and a l a c k  of zesk i n  what 
he does. 



6. You can r e l y  on him. 

A t  t h e  h ighest  l e ve l ,  you would 
*nd a person t h a t  you know you 

, can depend upon. I f  he says he 
i s  going t o  do sanething you can 
depend on him t o  do it. I f  he 
i s  unable t o  f u l f i l l  a task, he 
f i n d s  a way o f  c o k u n i c a t i n g  t h i s  
i n  advance, so t h a t  o ther  arrange- 
ments may be made. I t  i s  r a r e  
t h a t  he reneges, You f e e l  a sense 
o f  t r u s t  i n  him, comfortable i n  
t he  assurance t h a t  he w i l l  do what 
he says he i s  going t o  do. 

THE TEACHER 

Rating: 

The a n t i t h e s i s  o f  t h e ' r e l i a b l e  person 
i s  t he  one who c a o t  be counted on. 
Again and again he has offered t o  take 
on a task; and f o r  one rdason o r  another 

' 

he has no t  completed it. You have 
l i t t l e  f a i t h  i n  h i s  a b i l i t y  t o  f o l l o w  
through, t o  do what he says he i s  going 
t o  do. I n  short ,  you know i f  you needed 
a job  t o  be done, you cou ld  no t  depend 
upon him t o  do it. 



7. He has a p o s i t i v e  outlook.' - Rating: 

A t  t h e  h ighest  l e ve l ,  you would 
f 

f i n d  a person who has a chee r f u l  
p o s i t i v e  out look o; l i f e .  When 
th ings  go wrong, he i s  n o t  ap t  t o  
a t t r i b u t e  i t  t o  some mani fest  
dest iny. He takes th ings  i n  h i s  
s t r ide .  He smiles and laughs a 
l o t  and seems t o  genuinely enjoy 
what he i s  doing. He has t h e  
capaci ty  o f  l ook ing  a t  the  
"b r igh te r  s i de  o f  l i f e "  and c m -  
municates t h i s  p o s i t i v e  a t t i t u d e  
t o  those who come i n  contact  w i t h  
him. 

The a n t i t h e s i s  o f  t h e  person w i t h  t h e  
p o s i t i v e  out look i s  t he  one who tends 
t o  see l i f e  i n  terms o f  b lacks  and 
shades o f  gray. He b i t ches  and nags a 
l o t  about t h i ngs  t h a t  "never go r i g h t "  
and expends an unusual amount o f  t ime 
and energy complaining, Sanetimes, 

a 
even a f t e r  a s i t u a t i o n  i s  r e c t i f i e d ,  
he wants t o  t a l k  about "how bad i t  was", 
"What's t he  use" i s  t y p i c a l  o f  h i s  
negat ive a t t i t ude ;  he seems t o  i n f e c t  
o thers  w i t h  h i s  pessimism and w i t h  h i s  
bleak out look on l i f e .  

Comments: 
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8. He pr izes,  cares about each ind iv idua l .  Rating: 

A t  t h e  h ighest  l e ve l ,  you w i l l  f i n d  
the person who a l lows h i s  p u p i l s  t o  
express t h e i r  ideas, opinions, be l i e f s ,  
f ee l i ngs  and who accepts these.. Not 
on ly  i s  he sens i t i ve  and cons iderate 
o f  h i s  .studentst fee l ings,  bu t  he 
comriunicates h i s  s e n s i t i v i t y  i n  ways 
they can understand. "I am w i t h  you" 
i s  what i s  communicated t o  hi% students. 
I n  h i s  i n t e rac t i ons  w i t h  them, h i s  . , 

f a c i a l  expressions, t he  tone o f  h i s  
vo ice and h i s  language g ive  e x p l i c i t  
evidence o f  warmth, p ra ise  and encourage- 
ment. H i s  i n t e rac t i ons  revea l  h i s  c lose  
r e l a t i onsh ip  w i t h  h i s  students, f r e e  o f  
attempts t o  dominate them. A f t e r  a  b r i e f  
i n t e r a c t i o n  w i t h  him, one us l ra l l y  comes 
away f e e l i n g  a l i t t l e  b e t t e r  about 
himself .  

+ 

Ant i th 'e t ica l ly ,  you w i l l  f i n d  a person 
who shows a l a c k  o f  s e n s i t i v i t y  t o  h i s  
students. I n  h i s  in te rac t ions ,  he may 
appear passive r a t h e r  than warm, d is -  
i n t e res ted  r a t he r  t han  encouraqing, 
mechanical r a t he r  than s incere i n  h i s  
praise. He f requen t l y  r e j e c t s  t h e  ideas 
and opin ions o f  h i s  students. H i s  
c r i t i c i s m s  are c u t t i n g  and devaluing 
and seem t o  be made w i thou t  regard t o  
the-students ' fee l ings.  He doesn't 
seem t o  be ab le  t o  understand hoQ h i s  
students f ee l ;  indeed he seems hard ly  
aware t h a t  they have-ahy f ee l i ngs  a t  

6 

a l l .  
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9. He knows how t o  observe, diagnose and deal 
w i t h  p u p i l s  w i t h  behaviora l  d i f f i c u l t i e s .  

. - 
A t  t he  h ighest  l e v e l  i s  the  person 
who recognizes t h a t  behavior i s  t h e  
outward mani festat ion o f  i nne r  f ee l i ngs '  
and though'ts and uses h i s  observat ions 
of p u p i l  behavior t o  make dcagnoses o f  

3 
l ea rn i ng  d i f f i c u l t i e s  and t o  p l a n  
appropr ia te  teaching strategies, Th is  
person makes as tu te  observat ions o f  
classroom behavior and records these i n  
non-judgmental fashion. You a re  more 
l i k e l y  t o  hear him repo r t  t h a t  " B i l l y  
k icked Paul and threw t he  sc issors  
across t he  roan," as he observes B i l l y ' s  
aggressive behavio?, r a t he r  than h i g h l y  
judgmental remarks such as "B iL ly  acted 
i r r espons ib l y  again; obv ious ly  he 
doesn't kmw how t o  behave i n  t he  

4 - classroom. Oh, wel l ,  what can you expect 
from a boy l i k e  that!" He makes 
informed diagAoses o f  l ea rn i hg  d i f f  i- 
c u l t i e s  based upon h i s  observat ions o f  
behaviok as w e l l  as h i s  knbwledge o f  t he  

l i t e f b t u r e  o f  human growth and develop- , 

ment. Moreover, he uses teaching - 
s t r a t eg i es  which are appropr ia te  t o  t he  
diagnoses, t o  he lp  b r i n g  about des i rab le  
behaviora l  change. phen a p u p i l  needs 
spec ia l i zed  help, h d  r e f e r s  him t o  t h e  
appropr ia te  agency; he recagnizes the 
l i m i t s  o f  h i s  own a b i l i t y .  I n  short ,  

. t h i s  person "readst', i n t e r p r e t s  and deals  
w i t h  t he  p u p i l  behavior i n  t h e  most 
p ro fess iona l  ways. 

Rating: 

I .  

An t i t he t i ca l l y ,  you w i l l  f i n d  t he  * 

person who sees classroom behavior 
which deviates from what he considers 
normal' as "bad". Rather than attempting 
toqunearth t he  causat ive f ac to r s  behind 
such behavior, he i s  ap t  t o  a t t r i b u t e  
convenient motives t o  the  youngsters 
(He's j u s t  lazy;" or  "He's no t  t r y i ng "  
o r  "H; doesn't want t.o le&ntt) ;  o r  he 
may t r y  t o  exp la in  t he  behavior i n  terms C 

of h i s  wn a r b i t r a r y  standards ("He a 

&haves t h a t  way because he 's  an under- 
achiever" o r  "That's t he  way m ~ s t  o f  the  \ 
nbn-academics act " ) .  Once having "ex- 
plained" t h e  behavior be l a r g e l y  w r i t es  
the  youngster o f f  i n  terms o f  h i sn  awn 
expectations. He uses punishment and- . 
o ther  coerc ive t a c t i c s  as t h e  c h i e f  t o o l s  
f o r  b r i ng i ng  about behav io ra l  changes 

I 

and advocates t h e i r  use f o r  b r i ng i ng  - 
p u p i l s  i n t o  l i n e .  
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10. He u s e s  c l a r i f y i n g  r e sponses  i n  h i s  
classroom i n t e r a c t i o n s .  

0 

A t  t h e  h i g h e s t  l e v e l  is t h e  person 
who is s k i l l e d  i% us ing  c l a r i f y i n g  
responkes and who knows when t o  use  ,, 
them. To h e l p  p u p i l s  c l a r i f y  f o r  
themselves what t h e y  a r e  th ink ing ,  h e  
f r e q u e n t l y  r e f l e c t s  back t o  
s t u d e n t  t h e  expressed  a t t i t u d e ,  \ 
o r  i d e a  through non-judgmental 
ques t ioning.  "Where d i d  you g e t  t h a t  
idea?" and "Is t h i s  s ane th ing  you've 
thought a  l o t  about?" and "Can you 
g i v e  me a n  example o f  what you mean?" a r e  
examples of h i s  c l a r i f y i n g  s t r a t e g y .  Yet, 
he  d o e s n ' t  u se  c l a r i f y i n g  r e sponses  when 
it i s  more a p p r o p r i a t e  t o  be  d i r e c t i v e .  

' 

He knows when and how t o  c l a r i f y ;  h e  is 
t h o u g h t f u l l y  d i r e c t i v e  when t h a t  response  
is  c a l l e d  f o r  i n  t h e  c l a s s r ~ m ,  hhether 
c l a r i f y i n g  o r  d i r e c t i n g ,  h i s  s t r a t e g y  is 
c a r e f u l l y  chosen and r e f l e c t s  h i s  . 
purposes. 

Comnents : 

Rating: 

. . 

One a n t e t h e s i s  of  -the c l a r i f y i n g  per-son 
is  the. one who is  o v e r l y  d i r e c t i v e  wi th  , , 
h i s  pup i l s .  His p r a c t i c e s  i n c l u d e  

J maneuvering h i s  p u p i l s  t o  ag ree  wi th  h i s  
om '  ideas .  He i s ' e x p e r t  a t  manipula t ing  
them t o  produce t h e  " r igh t "  response. 
"Wouldn't you l i k e  t o  errpty t h e  
wagtebasket  , Peter?" and ' q s n ' t  t h a t  
r i g h t ,  boys and g i r l s ? "  a r e  t y p i c a l  o f  
h i s  r e sponses  t o  t h e  s tudents .  I n s t e a d  * 

of c l a r i f y i n g ,  he  is given t o  arguing;  
h i s , i n t e n t i o n  is n o t  t a  c l a r i f y  p u p i l s '  
t h ink ing ,  bu t  r a t h e r  t o  b r i n g  it more 
i n t o  l i n e  wi th  h i s  own. 

 isu use o f  c l a r i f y i n g  is ano the r  form of 
a n t i t h e t i c a l  behavior.  I n  h i s  a t t empt s  
t o  be  non-au thor i t a r i an ,  t h i s  person 
w i l l  a lmost  never  be d i r e c t i v e ,  even 
when t h e  s i t u a t i o n  c l e a r l y  c a l l s  f o r  a  
d i r e c t i v e  response.  I n  t h e  extreme, t h i s .  
person would a sk  a c l a r i f y i r l g  ques t ion  ;'x en l i f e  and l imb ' a re  a t  s t a k e ,  . r a t h e r  
than  t o  t a k e  a  d i r e c t i v e  s tance .  He u s e s  
c l a r i f y i n g  s t r a t e g i e s  a s  an i n d i s c r i m i n a t e  , 

- way of responding t o  p u p i l s ,   ath her than  

determining whether c l a r i f y i n g  o r  
d i r e c t i n g  is more s u i t a b l e  f o r  a  g iven 5 

s i t u a t i o n .  + .  
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11. He promotes p p p i l ' s  th ipking.  Rating: 
L 

A t  tqe ,  highes_t l ~ v e l  #pu w i i l l '  f i n d  a The a n t i t h e s i s  of t h e  person who promotLs' . , 
+h 9 ,  pe_rsG who is s k i l l e d  i n  promoting and * p u p i l ' s  t h ink ing  is  t h e  one who p l a c e s  ,* 

- extending t h e  th ink ing  o f  h i s  pupi ls .  t h e  h i g h e s t  premium on t h e  a c q u i s i t i o n  
.The  q u e s t i o n s  he  chooses  t o  ask  p u p i l s  ormation f o r  t h e  purpose o f  

ape concerned wi th  t h e  h ighe r  c o g n i t i v e  . i n g  a t  t h e  s i n g l e ,  l o r r e c t  answer. 
kills of i n t e r p r e t i n g  d b t a ,  problem 

- -3 
His q u e s t i o n s  t o  p u p i l s  a r e  p r i m a r i l y  o f  

- s d v i n g ,  2pplying p r i n c i p l e s  and t h e  reca l l -of - informat ion  type. He 
- _ ' - gene ra t ing  new prin 'ciples,  r a t h e r  than  b e l i e v e s  t h a t  h i s  main job i s  t o  f i l l  

wi th  t h e  r ~ d a l l  of f a c t u a l  informat ion .  t h e  p u p i l ' s  heads  wi,th t h e  r e q u i r e d  
You w i I l  h ea r  him ask  more que&ions l i k e ,  informat ion  and t h i n k i n g  w i l l  auto- 
','-@ you have  an^ i d e a  w$,fhat i's so?" m a t i c a l l y  occur. I n  h i s  i n t e r a c t i o n s  t 

,- and Irbha& might'be ano the r  e p l a n a t i o n ? "  wi th  p u p i l s ,  he  r a r e l y  c$ves them t ime 
and ,"H;W cQn we go about d c i d i r t q  which t o  t h i n k  t h i n g s  through; he  seems t o  be  

- of these i s  ~ o r ~ e e t ' ? "  r a t h e r  thqp i n  a r a c e  wi th  t h e  c lock  t o  g e t  a c r o s s  a s  
.suestipn&ike, "In what y<ar was meta l  much c o n t e n t  a s  poss ib l e .  He giYes* t h e  
f Sst- discav@rec?" and "What were t h e  impression t h a t  he  is t h e  one who is 

. t h r e e  causes -o f  t h e  French Revolution?" doing most"o'f t h e  t h i n k i n g  i n  h i s  c l a s s  - 

~ e ' w a i t s  f o r  t h e  p u p i l s  t o  respond t o  h i s  and maybe t h a t ' s  t h e  way h e  r e a l l y  wants 
q u e s t i o n s ;  h e  g i v e s  t h &  time t o .  th ink .  it, 
It i s  c l e a r  t h a t  h s z s  interested i n  many 
p o s s i b l e  explanat ion;  and answers,  r a t h e r  
than i n  f i n d i n g  t h e  s i n g l e ,  c o r f e c t  answer, 

' I  - I n s t e a d  of  doing t h e  pupi ls f .  th i&ing f o r  ' 
* 

them (e.g,, "htu s h a l l  I 'do t h i s ,  Nr, 
Joqes?" -; "Do it t h i s  way, Henry."), he  
i n v i t #  t h e  p 6 ~ l s  t o  t h i n k - f o r  themselves. 
He va lues  t h e  cfevelopment of i n q u i r y  i n  

- h i s  pup-ils and t h i s  emfiasis  permeates h i s '  
classroom. 

1 I 



12. There ' s  a  l o t  of  i n t e rac tTon  
among p u p i l s  i n  h i s  c l a s s .  

- ,; 
THE TEACHER AND THE KIDS : INTERACTIONS 

A t ,  t h e  h i g h e s t  l e v e l  you w i l l  f i n d  
t h e  t e a c h e r  who encourages and i n v i t e s  
much i n t e r a c t i o n  among h i s  pup i l s .  H i s  
classroom seems t o  be a beehive,  where 
t h e r e  i s  almost  a c o n s t a n t  f low o f  pup i l -  
to-pupi l  conversa t ion ,  a s  t h e  s t u d e n t s  
engage i n  l ea rn ing .  He may i n t e r j e c t  
q u e s t i o n s  such a s  "What do you t h i n k  
about t h a t ,  Harlow?" and "What a r e  some 
o f  your i d e a s ,  Perry?" t o  promote 
f u r t h e r  i n q u i r y  and t o e i n c r e a s e  p u p i l  
responses.  You g e t  t h e  impress ion  t h a t  
t h e  f o c u s  i n  t h i s  c l a s s  is on t h e  p;pils. 
There ' s  a  l o t  o f  purposeful  p u p i l  
a c t i v i t y ,  p u p i l  i n q u i r y  and exchange o f  
i deas .  The t eache r  p rov ides  many k inds  
of curr iculum expe r i ences  i n  which p u p i l s  
d i a logue  and l e a r n  from each o the r .  This  
t e a c h e r  does  not  c a s t  himself  i n  t h e  r o l e  
of d i spense r  of i n fo rma t ion  t o  "empty 
vessels ."  He f ecogh izes  t h a t  p u p i l  
i n t e r a c t i o n  is a va luab le  source  of 
l ea rn ing .  

Rating: 

A n t i t h e t i c a l l y ,  you w i l l  f i n d  t h e  person 
who t a l k s  " a l l  t h e  time". He b e l i e v e s  
t h a t  eve ry th ing  h e  s a y s  is impor tant  and 
i n s i s t s  on q u i e t  i n  h i s  classroom f o r  
most c l a s s  s e s s ions .  He sees h i s  main 
r o l e  a s  one who impar t s  informat ion  and 
!follows through by ques t ion ing  p u p i l s  t o  
s e e  i f  they  have been l i s t e n i n g .  He is 
t h e  dominant person i n  t h g  classroom; i f  
he were t o  s t e p  o u t  f o r  a moment, t h e  
c l a s s  would f a l l  a p a r t .  He may permi t  
h i s  p u p i l s  t o  t a l k  wi th  each o t h e r  
occa i sona l ly ,  a s  a r e c r e a t i o n a l  a c t i v i t y ,  
but  r a r e l y  i n  t h e  c o n t e x t  o f  what he  
cons ide r s  a l e a r n i n g  experience.  
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13. He i s  a r e a l  person t o  h i s  students. 

A t  t he  h ighes t  l e v e l  you w i l l  f i n d  a 
person who responds t o  students w i t h  
genuineness. He i s  f r e e l y  and 
spontaneously himself. There i s  no 

doubt t h a t  he r e a l l y  means what he says. 
When a student approaches him w i t h  a 

. problem, he doesn't i n t e l l e c t u a l i z e  o r  
r e t r e a t  i n t o  a r o l e  o f  "professional" .  
When confronted w i t h  p u p i l s 1  d i f f i c u l t  
behavior, he responds w i thou t  t races  o f  
defensiveness. H i s  reac t ions  are conest 
and open. The message conveyed by him 
i n  h i s  i n t e rac t i ons  w i t h  students i s  
t h a t  he i s  authentic. 

Rating: 

An t i t he t i ca l l y ,  you w i l l  f i n d  t h e  person 
who pu ts  on a p ro fess iona l  facade i n  h i s  
i n t e rac t i ons  w i t h  h i s  students. When 
students.discuss concerns which a f f e c t  
them deeply, he becomes uncomfortable. 
He responds by i n t e l l e c t u a l i z i n g ;  h i s  
reac t ions  come across as phony. He - 
becanes extremely defensive i n  the 
presence o f  cha l leng ing  behavior 
mani fest  by h i s  students. The message 
conveyed by him i s  t h a t  you don ' t  r e a l l y  

'$ know t h e  r e a l  person behind t he  fatade. 

C m e n t  s : 



* 
i_ 

14.  He knows what he i s  doing i n  + the  
classroom and i t  makes sense. Rating: 

A t  the h ighest  l e v e l  i s  the  person who 
i s  s k i l l f u l  i n  what he i s  doing i n  t h e  
classroom. H i s  teaching s t r a t eg i es  and 
t he  cy r r i cu lum mate r ia l s  he uses a re  
a p p ~ o p r i a t e  t o  h i s  educat ional  ob ject ives.  

.T He i s  ab le  t o  descr ibe what he i s  doing 
a c l ea r  and 

A n t i t h e t i c a l l y ,  you w i l l  f i n d  the persoh 
who seems t o  b e  teaching " o f f  t he  c u f f  ". 
You ge t  the  impression about him t h a t  he 
i s  making i t - u p  as he goes along; t h a t  he 
r e a l l y  h a s n ' t  thought about what he i s  
d ' ing. When questioned about what i s  
happening i n  h i s  c lass rom,  he may bec'me 
extremely defensive and t r y  t o  r a t i o n a l i z e  
what he i s  doing by making up ob jec t i ves  
t o  j u s t i f y  what he has done. A l t e r -  

n a t i v e l y  t h i s  may be a person who works 

I hard, b u t  can ' t  seem t o  "get i t  r igh t " .  
There doesnb  seem t o  be a c lose con- 
nec t ion  between h i s  teaching strategy, , 
h i s  choice o f  curr icu lum mate r ia l s  and 
h i s  s t a t ed  goals. What happens i n  h i s  
classroom doesn' t  seem t o  make sense i n  
terms o f  what i s  educa t iona l l y  sound. 



IS. He is kk?wledgeable i n  h i s  f i k l d .  
\ 

Rating: 

A t  t h e  h i g h e s t  l-eVTET&@s person 
e x h i b i t s  a broad and deep knowledge o f  
t h e  curr iculum,  of p r i n c i p l e s  of  
l e a r n i n g  and o f  human growth and de- 
velopment a s  t h e y  r e l a t e  t o  h i s  l e v e l  
of teaching.  If he s p e c i a l i z e s  i n  a 
c u r r i c u l a r  a r e a ,  h e , i s  a t  home i n  it. 
He is  w e l l  informed and seems t o  have 
read  ex tens ive ly .  There is an  i n t e l -  
l e c t u a l  dep th  t o  h i s  d i s c u s s i o n s  wi th  
h i s  c o l l e a g u e s  and h i s  work i n  t h e  
classroom r e f l e c t s  h i s  knowledge o f  h i s  
f i e l d .  When he  e x p l a i n s  sane th ing  t o  a 
pup i l ,  o r  t o  a col league ,  he  does  s o  
making h imsel f  c l e a r l y  understood. He 
recogn izes  t h e  limits of h i s  knowledge 
and where he is uninformed, a d n i t s  i t ,  
H i s  knowledge e a r n s  ou r  r e spec t .  

The a n t i t h e s i s  o f  t h e  knowledgeable. 
person i s  t h e  one  who is  uninformed; who 
l a c k s  know-how i n  h i s  f i e l d .  I f  h e  has  
r ead  t h e  l i t e r a t u r e  i n  h i s  f i e l d ,  h e  does  
not  i n d i c a t e  it, e i t h e r  i n  t h e  d i s c u s s i o n s  , . 
with  h i s  c o l l e a g u e s  o r  i n  t h e  q u a l i t y  o f  
h i s  teaching.  H i s  e x p l a n a t i o n s  t o  p u p i l s  
a r e  unc lea r ;  you wonder i f  he  h imsel f  
r e a l l y  unders tands  what he' is  saying.  
H i s  i ncons i s t ency ,  t h e  shal lowness  o f  h i s  
p r e s e n t a t i o n s  and h i s  a t t e m p t s  t o  d i s g u i s e  
h i s  l i m i t e d  unders tanding i n d i c a t e  h i s  
l a c k  of knowledge i n  h i s  f i e l d .  

C m e n t s :  



16. H e u s e s  eva lua t ion  t o  promote l ea rn ing .  Rating: - j 
I 

A t  t h e  h fghes t  l e v e l  i s  t h e  person who 
u s e s  e v a l u a t i o n  t o  o b t a i n  d a t a  f o r  
promoting f u r t h e r  learning.  He recog- 
n i z e s  t h a t  eva lua t ion  is highly  
s u b j e c t i v e  and h e  is undogmatic and 
open-minded about us ing t h e  r e s u l t s .  
He recognizes  t h e  d i f f e r e n c e  between 0 

e v a l u a t i o n  and grading and emphasize& 
t h e  former a s  a way o f  helping s t d e n t s  
t o  l e a r n .  Th i s  person uses  many d i f f e r -  
e n t  -k inds  of  e v a l u a t i v e  p r ~ c e d u r e s , ~ b u t  
whatever procedure he  uses  is c a r e f u l l y  
chosen and is  appropr i a t e  t o  h i s  goals .  
moreover, when h e  engages i n  e v a l u a t i o n  
of h i s  p u p i l s '  work, t h e r e  is a sound 
purpo-se f o r  t h e  evaluat ion.  H i s  methods ' 

of e v a l u a t i o n  do not ,  i n  any Jay ,  devalue  
t h e  l e a r n e r ' s  s ense  of  s e l f .  H i s  evalu- 
a t i o n s  inc lude  sugges t ions  f o r  i m -  
provement and h e  c m u n i c a t e s  t h e s e  t o  
h i s  pupi ls .  He e x h i b i t s  a concern about  
promoting se l f - eva lua t ion  i n  h i s  p u p i l s  
and provides  f o r  s e l f - e v a l u a t i v e  exper i -  
ences  i n  h i s  classroom. 

A n t i t h e t i c a l l y ,  you w i l l  f i n d  \he person 
who is p r imar i ly  concenned wi th  how much 
h i s  p u p i l s  have l ea rned  i n  t h e  p a s t  and 
wi th  grading them accordingly.  He . 
b e l i e v e s  t h a t  g rad ing  is o b j e c t i v e  and 
t h a t  p u p i l s '  l e a r n i n g  can be  a s sessed  
ob jec t ive ly .  Frequent ly ,  h e  is dogmatic 
about t e s t  r e s u l t s  and u s e s  t h e s e  and 
grades  i n  3 p u n i t i v e  way: He o p e r a t e s  on 
t h e  theory . ' tha t  p u p i l s  a k  motivated t o  
l e a r n  by f a i l u r e  and he  may use  t h e  t h r e a t  
of f a i l u r e  a s  a dev ice  t o  promote i, 

learning.  H i s  e v a l u a t i v e  procedures 
u s u a l l y  t a k e  t h e  form of  short-answer o r  
essay-type t e s t s  and he  r a r e l y  c m u n i -  
c a t e s  t o  p u p i l s  conc re te  i d e a s  f o r  i m -  
provement. Catch-phrases l i k e  "ca re l e s s  
s p e l l i n g "  and " t r y  harder" and "good" pass  
f o r  sugges t ions  t o  promote . fu ture  
learning.  H i s  main purpose f o r  eva lua t ion  
is t o  a r r i v e  a t  a grade;  i f  p u p i l s  f a i l ,  
it is because "they a r e  j u s t  n o t  capable  
of doing t h e  work". 
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17. His classroom is a v i t a l ,  a l i v e  
and z e s t p l  place.  

A t  t h e  h i g h e s t  . l eve l  you w i l l  f i n d  a 
person who h a s  made h i s  classroom an 
a l i v e  and v i t a l  p l ace  f o r  l h r n i r q .  
There seems t o  b e  a l o t  of  a c t i v i t y  
going on and i t  i s  purpose fu l  a c t i v i t y .  
There is  evidence  around the room of 
p u p i l s '  work and you can see t h a t  p u p i l s  
have been and a r e  engaged i n  cha l l ang ing  
t a sks .  This  person c o n t i n u a l l y  b r i n g s  
f r e s h  i d e a s  i n t o  t h e  c lassroom and he  
i n i t i a t e s  curr iculum expe r i ences  which 
have meaning and re leuance  f o r  t h e  l i v e s  
of h i s  s tuden t s .  He p rov ides  f o r  i n d i -  
v i d u a l  choice ,  pacing and exchange of 
i d e a s  i n  most curr iculum exper iences .  
The t ime i n  h i s  c l a s s  p a s s e s  q u i c k l y  and 
t h e  p u p i l s  a r e  s o r r y  t o  hea r  t h ?  b e l l  go. 
H i s  c l a s s  is  an  i n t e n s e ,  s t i m u l a t i n g  
and v i t a l  p l a c e  and it is e x c i t i n g  t o  be  
i n  it. 

Rating: 

A n t i t h e t i c a l l y ,  you w i l l  f i n d  a person 
whose classroom is  a bo r ing  and t e d i o u s  
place. More o f t e n  t h a n  n o t ,  a l l  t h e  
p u p i l s  a r e  doing t h e  same work a t  t h e  
same time.' When one p u p i l  f i n i s h e s  
e a r l y ,  he  must wa i t  f o r  t h e  r e s t  of t h e  - 

c l a s s  t o  f i n i s h .  Much emphasis is  placed 
oh r ead ing  from t h e  t e x t ,  doing work- 
sheet* answering q u e s t i o n s  from t h e  
blackboard. When t h e r e  is group d i s -  . 

cuss ion ,  t h e  t o p i c  may be  unimaginat ive  
o r  t r i v i a l ,  and t h e  p u p i l s  seem t o o  bored 
t o  p a r t i c i p a t e .  The apathy i n  h i s  
classroom is  u s u a l l y  a t t r i b u t e d  t o  p u p i l s  
who "dont t care". He.Voesnlt  r ecogn ize  
t h a t  i t  is he  dm is u n i n s p i r i n g  a n d  
humdrum. When t h e  recess o r  lunch b e l l  
sounds, p u p i l s  explode o u t  o f  h i s  c l a s s .  
One hour i n  t h i s  room seems l i k e  a year. 
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18. His teach ing  m a t e r i a l s  are .  var ied ,  
imaginat ive and re levant .  

A t  t h e  h ighes t  l e v e l ,  you w i l l  f i n d  a 
person who uses  a wide v a r i e t y  of 
resources  f o r  t each ing  m a t e r i . 6  I n  an 
elementary classroom, you wiA f i n d  
a good supply of  a r t s  and c r a f t s  
ma t e r i a l s ,  l i b r a r y  books, paperbacks, 
magazines, photographs, s c i ence  

fF?&uipnent, concrete  mathematical ma- 

I 
t e r i a l s ,  newspapers. I n  a secondary 
classroom, a wide v a r i e t y  of  m a t e r i a l s  
is a v a i l a b l e  which a r e  r e l e v a n t  t o  t h e  
s u b j e c t  mat te r  of t h e  c l a s s .  He may 
use f i e l d  t r i p s ,  f i lm  s t r i p s ,  f i l m s  and 
t ape  record ings  a s  p a r t  of  t h e  c u r r i -  
culum. V i s i t o r s  a r e  i n v i t e d  t o  t h e  
classroom a s  resource people. Pup i l s  
use l e a rn ing  m a t e r i a l s  f r e e l y  and 
purposeful ly .  Ma te r i a l s  c r ea t ed  and 
developed by t h e  t e a c h r  c o n t r i b u t e  t o  
pup i l s '  l e a r n i n g  and do considerably 
more than  express  banal  sen t iments  i n  
j i n g l e s  with Walt Disney-type i l l u s -  
t r a t i o n s .  This  person has  c r ea t ed  a 
r i c h  l e a rn ing  environment i n  h i s  
classroom through h i s  s e l e c t i o n  ?i%,and 
development of a wide v a r i e t y  of 
l e a rn ing  mater ia l s .  

Rating: 

P 
C 

/-' 
\ 

A n t i t h e t i c a l l y ,  you wikl  f i n d  a person 
who u s e s  a very l i m i t e d  range of 
classroom mater ia l s .  Major emphasis i s  
placed on t h e  use  of textbooks,  l i b r a r y  
r e f e r ence  books and workbooks. Classroom 
wa l l s  may provide no s t imu lus  t o  thought;  
they may be ernpty o r  may be'adorned with 
o ld  posi%rs express ing  meaningless 
sent iments  and pa t t e rned  a r t  work. Very 
l i t t l e  use is made of curr iculum ma te r i a l s  
i n  t h e  a r t s ,  o r  t h e  r i c h  " s t u f f "  of o t h e r  
curriculum areas .  P u p i l s  have l i t t l e  . 
opportuni ty  t o  t uch o r  handle mate r ia l s .  % Curriculum exper iences  i n  t h i s  classroom 
a r e  mostly of  t h e  paper-and-pencil and 
textbook type. 
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19. He u n i f i e s  the group. 

A t  t he  highest l e v e l  t h i s  person has 
succeeded i n  the  development o f  a 
harmonious, working group i n  h i s  
classroom. The pup i l s  seem t o  
appreciate each other; they have 

. respect  f o r  each other and the morale 
i n  the  c lass  seems unusually high. 
The c lass  seems t o  have p r i d e  i n  
i t s h f  as a group; what's more, they 
seem t o  be extremely productive, w i t h  
the p u p i l s  working together l i k e  a team. 
This person has contr ibuted t o  the 
development o f  group u n i t y  by assuring 
tha t  each p u p i l  has had an opportuni ty  
t o  earn s ta tus  and respect i n  the group; 
by prov id ing the opportuni ty  f o r  pup i l s  
t o  get  t o  know each other; by p r i z i n g  the  
d i f f e ren t  s k i l l s  t h a t  d i f f e r e n t  p u p i l s  
have t o  o f f e r ;  by c reat ing  a c l imate  i n  
the classroom which helps p u p i l s  t o  f e e l  
secure, prized, cared about, accepted. 

6 

Rating: 

An t i t he t i ca l l y ,  you w i l l  f i n d  a person 
who may not  be concerned w i t h  group 
morale. I f  he i s  concerned, he does not  * 

seem t o  know how t o  he lp  b r i n g  i t  about. 
I n  h i s  classroom the  p u p i l s  may seem 
down-right rude t o  each other; there i s  a 
l o t  o f  b icker ing  and nagging and carping 
and f i gh t i ng .  This c lass  does no t  seem 
t o  be- a "group" a t  a l l ;  there i s  no sense 
o f  camaraderie, no e s p r i t  de corps, no 
r e a l  f e e l i n g  o f  respect o f  one p u p i l  f o r  
another. The teacher contr ibutes t o  t h i s  
discontent by openly c r i t i c i z i n g  h i s  

pupi ls ,  by being i n t o l e r a n t  o f  other than 
academic s k i l l s ,  by having " favor i tes"  
and "victims"; by "picking" on c e r t a i n  
pupi ls ;  by general ly  showing a l ack  o f  
respect f o r  h i s  students. This classroom 
i s  not  secur i ty -g iv ing  bu t  in t imidat ing ;  
the teacher generates fea r  ra the r  than : 
acceptance. His p u p i l s  d i s l i k e  school 
and t h e i r  i n te rac t i ons  w i th  each other 
are h o s t i l e  and destruct ive. 

Comnents : 
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APPENDIX I11 



OPEN EDUCATION ALTERNATIVE 
FOLLOW-UP ,STUDY 

PLEASE FILL I N  THE FOLLOWING INFORMATION: 

1 .  Completed t h e  Open E d u c a t i o n  ~ l ~ r n a t i v e / ~ l t e r n a t i v e  # 9  
i n  19  , 

2.  C u r r e n t  Occupat ion:  . 
U 

3. Years o f  t e a c h i n g  e x p e r i e n c e :  . 
4.  When d i d  t h i s  t e a c h i n g  e x p e r i e n c e  o c c u r ?  Between 1 9  and 

1 9  
- - 

5. Years o f  r e l a t e d  p r o f e s s i o n a l  e x p e r i e n c e :  . 
6. What w a s  t h e  n a t u r e  of t h i s  p r o f e s s i o n a l  e x p e r i e n c e ?  

p r o f e s s i o n a l  e x p e r i e n c e  o c c u r ?  Between 1 9- 
and 19  

THIS SURVEY CONTAINS A LIST OF STATEMENTS DESCRIBING 19 
PROFESSIONAL TASKS OF THE TEACHER. EACH STATEMENT I S  TO BE 
RATED TWO TIMES, 

FIRST, RATE THE STATEMENT ACCORDING TO WHAT EXTENT YOUR TRAINING 
CONTRIBUTED TO YOUR GROWTH I N  THIS TASK (COLUMN A ) .  

SECOND, RATE THE STATEMENT ACCORDING TO HOW IMPORTANT YOU 
BELIEVE THIS TASK TO BE I N  CLASSROOM PRACTICE (COLUMN B ) .  

RATING SCALE: 

1 2 3 4 
n o t  a t  somewhat c o n s i d e r a b l y  n o t  
a l l  a p p l i c a b l e  

EXAMPLE : 

STATEMENT: 

d' 

1 .  P l a n n i n g  l e a r n i n g  e x p e r i e n c e s  
which r e f l e c t  s t u d e n t s '  
i n d i v i d u a l  l e a r n i n g  needs .  

COLUMN A I COLUMN B 
,. E x t e n t  t o  

which your  
t r a i n i n g  
c o n t r i b u t e  
t o  your  
growth ,  

How i m p o r t a n t  
t h i s  t a s k  is 
i n  classroam 
p r a c t i c e .  



STATEMENT: 

1 .  I d e n t i f y i n g  e d u c a t i o n a l  
b e l i e f s  which i n f o r m  
c l a s s r o o m  p r a c t i c e .  

2. Tak ing  t h e  i n i t i a t i v e  and 
r i s k i n g  new t h i n g s  i n  t h e  
classroom. 

.s 

3. A c t i n g  i n  ways c o n s i s t e n t  
w i t h  e d u c a t i o n a l  b e l i e f s .  

4. D e f i n i n g  problems i n  t h e  
c l a s s r o o m  a n d  f i n d i n g  
c r e a t i v e  and  a p p r o p r i a t e  
s o l u t i o n s  t o  them. l 

5. T r a n s l a t i n g  new i d e a s  i n t o  
p r a c t i c e  i n  t h e  c l a s s room.  

A c t i n g  i n  r e l i a b l e  and  
d e p e n d a b l e  ways i n  t h e  
c l a s s r o o m .  

Approaching c l a s s r o o m  
t e a c h i n g  w i t h  a p o s i t i v e  
o u t l o o k .  

8. Genu ine ly  p r i z i n g  s t u d e n t s '  
i d e a s ,  o p i n i o n s ,  b e l i e f s  and  
f e e l i n g s .  

9. Making t h o u g h t f u l  d i a g n o s e s  
o f  p u p i l  d i f f i c u l t y  and 
p l a n n i n g  t e a c h i n g  s t r a t e g i e s  
which are a p p r o p r i a t e  t o  
i n d i v i d u a l  l e a r n i n g  n e e d s ,  

10.  Using c l a r i f y i n g  r e s p o n s e s  
s k i l f u l l y  when t h e y  are 
a p p r o p r i a t e  t o  p r o v i d e  
s t u d e n t s  w i t h  o p p o r t u n i t i e s  
t o  t h i n k  more d e e p l y  a b o u t  
i d e a s ,  a t t i t u d e  and  b e l i e f s .  

COLUMN A 
E x t e n t  t o  
which your  
t r a i n i n g  
c o n t r i b u t e d  
t o  y o u r  
growth.  

COLUMN B 
H o w  i m p o r t a n t  
t h i s  t a s k  i s  
i n  class~oom 
p r a c t i c e .  



STATEMENT: 

11. Asking questions which 
promote and extend student 
thinking. 

12. Encouraging a lot of 
interaction among pupils 
in the classroom. 

13. interacting with pupils 
in an honest, open and 
authentic way. 

14. Implementing teaching 
strategies appropriate to 
teaching objectives. 

15. Keeping well-informed 
about new curriculum ideas 
and other educationally 
relevant issues. 

16. Using a variety of 
evaluation practices 
primarily to diagnose 
learning difficulties and 
point the way for student 
improvement. 

17. Making the classroom a 
vital, alive and dynamic 
place for learning. 

18. Using a wide variety of 
teaching materials. 

19. Creating a harmonious, 
active, and purposeful 
group spirit among pupils. 



YOUR PAGE 

A. FACULTY ASSOCIATE'S NAME: 
. ,r . 

d 
" ,A 

B. PLEASE MAKE WHATEVER ADDITIONAL:~OMMENTS YOU FEEL h U L D  ' 
HELP US TO UNDERSTAND HOW YOUR TRAINING AFFECTED YOUR 
CLASSROOM TEACHING PERFORMANCE. 

C. PLEASE MAKE WHATEVER ADDITIONAL COMMENTS YOU FEEL WOULD 
HELP U S  TO U N D E R S T A ~  HOW YOUR TRAINING AFFECTED OTHER 
ASPECTS OF YOUR L I F E .  

. ., 
D. PLEASE MAKE WHATEVER ADDITIONAL COMMENTS YOU FEEL YOU 

WOULD L I K E  US TO KNOW AB-OUT THE TRAINING. 



w 

A P P E N D I X  IV 



March 2 9 ,  1984.  

Dear  P e o p l e ,  

Some t ' h e  i n  t h e  p a s t ,  f$ou p a r t i c i p a t g d  i n  t h e  Open 1 
- 

E d u c a t i o n  A t e r n a t i v e  t e a c h e e e d u c a t i o n  program a t  Simon F r a s e r  
U n i v e r s i t y .  ( I n  t h e  d i s t a d k  Gast you may h a v e  known i t  a s  
A l t e r n a t i v e  9 ,  a n d  i n  t h e  f a r - o f f  l ong-ago  you may h a v e  c a l l e d  
it t h e  Vancouver  E x t e r n a l . )  

- 
A t  t h e  p r e s e n t  t i m e  I a m  u n d e r t a k i n g  a s t u d y  d e s i g n e d  t o  

col lec t  y o u r  v i e w s  o n  t h e  t r a i n i n g  you r e c e i v e d .  Your f e e d b a c k  
w i l l  b e  u s e d  t o  i d e n t i f y  t h e  more a n d  less h e l p f u l -  a s p e c t s  o f  
t h e  t r a i n i n g  so t h a t  t h e  c u r r e n t  p r o g r a m , c a n  be s t r e n g t h e n e d ,  

I ' m  v e r y  e a g e r  t o  h e a r  what  a l l  o f  you o u t  t h e r e ' h a v e  t o  
s a y  a b o u t  t h e  0 . E - A .  I ' d  a p p r e c i a t e  i t  i f  y o u ' d  t a k e  a b o u t  30 
m i n u t e s  a n d  g i v e  t h e  e n c l o s e d  fo rm y o u r  t h o u g h t f u l  c o n s i d e r -  
a t i o n ,  (Maybe y o u ' l l  wan t  t o  make y o u r s e l f  a  c u p  o f  tea  t o  s i p  
w h i l e  you d o  t h i s . )  The f i r s t  s e c t i o n  o f  t h e  fo rm i s  q u i t e  
s t r u c t u r e d ;  t h e  s e c o n d  s e c t i o n  more open.  R e s t A a s s u r e d  t h a t  
y o u r  r e s p o n s e s  w i l l  b e  k e p t  anonymous. P l e a s e  c o m p l e t e  t h e  fo rm 
a n d  r e t u r n  i t ,  u s i n g  t h e  s t amped ,  a d d r e s s e d  e n v e l o p e  p r o v i d e d ,  a s  
soon  a s  p o s s i b l e .  

Your v i e w s  a r e  v e r y  i m p o r t a n t  t o  u s .  

Thanks a  l o t  •’'or y o u r  c o o p e r a t i o n .  

Yours t r u l y ,  

L i n  L a n g l e y  



26 March 1 9 8 4  
+ 

H e l l o  t o  ~ f l  o f  Yeu Out  T h e r e ,  
"i 

I hope you w i l l  f o r g i v e '  t h i s *  more i n f o r m a l  way I 
a m  t a k i n g  o f  r e a c h i n g  e a c h  o f  you. I w i s h  t h a t  t h e r e  w a s  t i m e  
f o r  m e  t o  w r i t e  e a c h  o f  you p e r s o n a l l y  -- t o  f i n d  o u t  how you 
a re  a n d  t o  l e a r n  a b o u t  what  you a r e / h a v e  been  do ing .  You must 
know t h a t  I have  t h o u g h t  many t i m e s  a b o u t  t h e  g rad ,ua te s  o f  o u r  
program a n d  wondered how o u r  O.E.A. (Vancouver  E x t e r n a l / A l t e r -  
n a t e  # 9 )  program h a s  h e l p e d  y  u  i n  y o u r  p r o f e s s i o n a l  l i f e .  Some 
o f  you h a v e  been  i n  t o u c h  w i t h  \ m d i r e c t l y ,  g i v i n g  m e  i n f o r m a l  
f e e d b a c k .  O t h e r s  h a v e  s e n t  messaggs  v i a  t h i r d  p a r t i e s .  S t i l l  
o t h e r s  h a v e  remained  s i l e n t .  U n t i l  now, t h e r e  h a s  b e e n  no 
f o r m a l  a t t e m p t  t o  c o l l e c t  d a t a  a b o b t  t h e  O.E.A. program -- and 
w e  t h o u g h t  i t  migh t  b e  a b o u t  t i m e  $0 d o  j u s t  t h a t .  

\ 

L i n  L a n g l e y ,  h e r s e l f  ~ ~ o . E . A .  g r a d h a t e  a n d  now a  
g r a d u a t e  s t u d e n t  u n d e r  my s u p e r v ' i s i o n ,  h a s  u n d e r t a k e n  t h i s  q u e s t  
a s  h e r  thesis t o p i c .  W e  a r e  i n t e r e s t e d  i n  d e t e r m i n i n g  how t h e  a 

t r a i n i n g  i n  t h e  O.E.A. h a s  h e l p e d  you bBth p e r s o n a l l y  and  p r o -  4 

f e s s i o n a l l y .  You may n o t  b e  t e a c h i n g  -- and  n e v e r t h e l e s s  f e e l  
t h a t  you h a v e  s t i l l  b e n e f i t t e d .  ~ e ' d ' l i k e  t o  know a b o u t  i t .  ' 
Yournay b e  i n  a d i f f e r e n t  p r o f e s s i o n  and  u s i n g  some o f  y o u r  
t r a i n i n g .  We'd l i k e  t o  know a b o u t  t h a t ,  t o o .  You may f e e l  t h a t  
your  t r a i n i n g  was -not v e r y  h e l p f u l .  And we 'd  e v e n  l i k e  t o  know 
a b o u t  t h a t .  ' 

, *x 
N a t u r a l l y ,  t h e  anonymity  o f  y o u r  r e s p o n s e s  w i l l  b e  

p r o t e c t e d  a n d  w e ' d - l i k e  you t o  t e l l  u s  j u s t  how you assess t h e  
e f f e c t s  o f  y o u r  t r a i n i n g .  N e e d l e s s  t o  s a y ,  t h e  d a t a  from t h i s  
more f o r m a l  s t u d y  w i l l  c o n t i n u e  t o  i n f o r m  o u r  e f f o r t s  t o  improve ,  
and  t o  p r o v i d e  t h e  b e s t  q u a l i t y  t r a i n i n g  t h a t  w e  c a n  o f f e r  f o r  

_, 
f u t u r e  s t u d e n t s .  

I h a v e  a l w a y s  f e l t  v e r y  c l o s e  t o  a l l  o f  you o u t  t h e r e  
and  b e l i e v e d ,  d e e p  i n  my h e a r t ,  t h a t  e a c h  o f  youX,.has been  
h e l p i n g ,  i n  wha teve r  c a p a c i t y ,  t o  move o u r  d i n o s a u r  e d u c a t i o n a l  
s y s t e m  f o r w a r d ,  i n c h  by p a i n f u l  h a l f - i n c h .  I want  t o  t h a n k  you 
f o r  l e t t i n g  m e  s h a r e  i n  y o u r  gr0wing  d a y s  and  f o r  y o u r  h e l p  w i t h  
t h i s  s u r v e y .  

With my v e r y  b e s t  w i s h e s ,  a 

~ e ' l m a .  Wassermann 'dB 



J u n e  3 ,  1984 t 

H u l l o  o u t  t h e r e ,  

I t ' s  m e  a g a i n ,  t h a t  g r a d u a t e  s t u d e n t  from SFU c h a s i n g  
u p  your  v iews  o f  t h e  t e a c h e r  t r a i n i n g  you r e c e i v e d + , l n  t h e  
Open E d u c a t i o n  A l t e r n a t i v e  - nee  t h e  A l t e r n a t e  #9 & n e e  t h e  
Vancouver E x t e r n a l  P r o j e c t ,  

Remember t h a t  q u e s t i o n n a i r e  you r e c e i v e d  i n  t h e  m a i l  a  
month ago?  About 50% o f  you f i l l e d  i t  i n  and  r e t u r n e d  i t ,  I 
am s e n d i n g  o u t  a  g e n e r a l  r e q u e s t  ( a  p l e a !  a n  a p p e a l ! )  t o  a l l  
o f  you o u t  t h e r e  who may n o t  have  g o t t e n  a round  t o  i t  yet,.  I 
know you may be  v e r y  busy!  I know you may f i n d  q u e s t i o n n a i r e s  
k i n d  o f  b o r i n g !  B u t ,  oh d e a r !  I d o  need your  f e e d b a c k  i n  o r d e r  
t o  c a r r y  o u t  t h i s  s t u d y !  

And s o . . . e n c l o s e d  y o u ' l l  f i n d , , . a  f r e s h  q u e s t i o n n a i r e !  
P l e a s e  d o  make y o u r s e l f  t h a t  c u p  o f  t ea ,  s i t  down, pen  i n  hand,  
and g i v e  t h e  form y o u r  t h o u g h t f u l  c o n s i d e r a t i o n .  Then, p u t  it 
i n  t h e  s tamped,  a d d r e s s e d  e n v e l o p e ,  and  pop, i ' t  i n  t h e  m a i l  t o  
m e .  

' (Some d a t a ,  h o t  o f f  t h e  t a l l y  s h e e t ,  from p e o p l e  who h a v e  
a l r e a d y  f i l l e d  i n  t h e  q u e s t i o n n a i r e :  a l a r g e  p e r  c e n t  o f  them 
were v i s i t e d  b y ' f o n d  memories a s  a  r e s u l t . )  (Could  you u s e  a  
v i s i t  from a fond  memory?) 

W e  d o  need your  v iews  a b o u t  t h e  t r a i n i n g  i n  o r d e r  t o  
improve t h e  program f o r  t h o s e t e a c h e r s  who w i l l  o n e  day  j o i n  
you o u t  t h e r e .  P l e a s e  h e l p  by r e t u r n i n g  t h e  form by J u n e  21.,  
Your c o o p e r a t i o n  i s  q r e a t l y  a p p r e c i a t e d .  Oh, y e s  i t  is! 

Yours t r u l y ,  

< 

L i n  Langley  



kello, folks, 

I'm afraid it's me once more, seeking your views on your 
teacher training program. Oh yes. I am writing to request you 
to provide me with your perspective on the training you received 
in the Vancouver External ~roject/~lternative #9/the Open 
Education Alternative teacher education program at Simon Fr 
University. Perhaps the "end-of school-year-busies" 

from fillinpin questionnaires I sent you a short time ago. 
R e  enclosed another questionnaire for you to f 1 in and lh, another stamped, addressed envelope for your return.) Would you - 
please give the form thoughtful attention and then put it 
in the mails? 

This is the first time a study has been undertaken to 
collect information on how the innovative training f6u received 
prepared you for life in classrooms. Your views are the most 
important source data we can collect on the effects of 
!training. We our perspective in order to understand how 
we might are students for classroom teaching in the 
future. 

Again, I appeal, implore, press, urge, a'nd entreat you to 
11 in the form and return it to me by ~ u l f  25. I promise I 
11 stop bothering you tKereafter! i 

\d 

? Yours persistently, 

Lin Langley 

CF 
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er cu

rricu
lu

m
 em

phasis 
need m

ore in-depth 
w

ork in
 ev

alu
atio

n
 

need m
ore p

ractice im
plem

enting th
e "O

rganic 
D

ay" 
need m

ore p
ractice w

ith
 "m

ath 
T

heir w
ayf' 

T
o

tal 

1
 

1
 



- 
In

tak
e C

roup #
8
 (n

 =
 1 ) 

T
o

tal c
m

e
n

t = 1
3

 

I G
eneral C

m
e

n
ts

 (3) 

extrem
ely v

alu
ab

le o
v

erall 
ig

n
ited

 a fire
 of 

enthusiasm/purposefulness 
in

 my 
life

 
expanded my 

id
ea of 

"w
hat 

is
 teach

in
g

" 

I1
 In

terp
erso

n
al S

k
ills D

evelopm
ent 

(4
) 

, 

a
) G

eneral C
m

e
n

ts
 (1

 ) 
im

proved my 
in

terp
erso

n
al s

k
ills

 

b
) C

larify
in

g
 (1

) 
a

lte
re

d
 m

y philosophy 

d
) T

eaching fo
r T

hinking (2
) 

helped m
e 

u
se T

eaching fo
r T

hinking to
 prom

ote co
g

n
itiv

e 
grow

th 
im

proved m
y 

o
w

n
,th

in
k

in
g

 -- helped m
e 

re
fin

e
 m

y,ideology 

I11 C
urriculum

 S
tu

d
ies (1 ) 

,
 

I use ev
ery

th
in

g
 I w

as tau
g

h
t atlout cu

rricu
lu

m
 

V C
hild G

row
th and D

evelopm
ent (1

) 

helped me 
id

en
tify

 developm
ent le

v
e

ls 

VI 
D

iffic
u

ltie
s E

xperienced/P
erceiued W

eaknesses in
 T

rain
in

g
 (3

) 

n
. 

train
in

g
 is

 to
o

 sh
o

rt 
/ 

n
o

t enough cu
rricu

lu
m

 in
p

u
t 

V
II 

S
u

g
g

estio
n

s fo
r Im

provem
ent 

( 1 ) 
o

ffer a ,follow
-up 

co
u

rse fo
r in

-seru
ice teach

ers 



1nt!bke G
L'oup #9 (n

 =
 1

) T
o

tal com
nents =

 1
2

 

I G
eheral C

m
e

n
ts

 

4
4

 

th
e

 teain
in

g
 boggles my 

m
ind 

I1 In
terp

erso
h

a1
 S

k
ills D

evelopm
ent 

a
) G

eneral C
om

m
ents 

a very im
p

o
rtan

t and v
alu

 b
le

 fo
cu

s 
1
 

im
proved my 

in
terp

erso
n

al s
k

ills
 

m
ade me 

aw
are of 

le
v

e
ls of com

m
unication 

b
) C

l
a

r
i

f
v

 
h

elp
ed

 
e exam

ine my 
b

e
lie

fs and b
eh

av
io

u
r 

m
ade m

e 
le

ss o
p

in
io

n
ated

 

c
) Em

patH
y 

helped me 
le

a
rn

 to
 d

eal w
ith

 "m
isbehaviour" 

in
 carin

g
 w

ays 

I
 

V C
hild G

row
th and D

evelopm
ent 

helped me 
b

e aw
are how

 
em

otional needs re
la

te
 to

 learn
in

g
 

d
iffic

u
ltie

s 

V
II 

S
u

g
g

estio
n

s fo
r Im

provem
ent 

o
ffe

r a follow
-up 

co
u

rse fo
r in

-serv
ice 

teach
ers 



In
tak

e G
roup #

I0
 (n

 = 1 ) 
T

o
tal C

om
nents 

= 8 

I G
eneral C

om
m

ents (3
) 

extrem
ely v

alu
ab

le tra
in

in
g

 o
v

erall 
im

proved my 
self-co

n
cep

t 
b

e
st learn

in
g

 ex
p

erien
ce of my 

u
n

iv
ersity

 life
 

I1 In
terp

ersjo
n

al S
k

ills D
evelopm

ent 
(3

) 

a
) G

eneral C
om

m
ents (4

) 

im
proved my 

relatio
n

sh
ip

s 
helped me 

m
onitor, 

ev
alu

ate my 
ow

n in
te

ra
c

tio
n

s 
m

ade me 
aw

are o
t le

v
e

ls o
f com

m
unications 

m
ost 

im
p

o
rtan

t s
k

ill ev
er learn

ed
 

b) C
larify

in
g

 (1
 ) 

in
creased

 th
e

 c
la

rity
 of 

m
y b

e
lie

fs 



In
ta

k
e

 G
roup #I1 

(n
 =

 9
) T

o
tal C

om
m

ents = 36 

I G
eneral C

om
nents 

(3
2

) 

ex
trem

ely
 v

alu
ab

le tra
in

in
g

 o
v

e
ra

ll 
a tim

e.o
f g

re
a

t p
erso

n
al grow

th 
frien

d
sh

ip
s, 

su
p

p
o

rt group v
ery

 v
alu

ab
le 

open up new
 

academ
ic/occupationa1 

o
p

p
o

rtu
n

ities 
im

proved my 
self-co

n
cep

t 
tau

g
h

t m
e 

to
 q

u
estio

n
 ev

ery
th

in
g

 
a tim

e o
f g

re
a

t p
ro

fessio
n

al grow
th 

ig
n

ite
d

 a f
ir

e
 of 

enthusiasm/purposefulness in
 my 

lif
e

 
th

e
 h

ap
p

iest tim
e of my 

lif
e

 
tau

g
h

t me 
th

a
t p

erso
n

al grow
th is

 in
te

g
ra

l to
 so

c
ie

ta
l 

grow
th 

in
d

iv
id

u
alized

 to
 f

it my 
n

eed
s 

I1
 In

terp
erso

n
al S

k
ills D

evelopm
ent 

(2
2

) 

a
) G

eneral C
om

m
ents (5

) 
p

ro
fo

u
n

d
ly

 u
se

fu
l s

k
ills

 
im

proved my 
liste

n
in

g
 s

k
ills

 
honed my 

h
elp

in
g

 s
k

ills
 

b
b

) C
larify

in
g

 (1
0

) 
in

creased
 th

e
 c

la
rity

 o
f my 

b
e

lie
fs 

v
alu

es d
ev

elo
p

n
en

t is
 v

ery
 im

p
o

rtan
t 

in
creased

 my 
s

k
ill a

t u
sin

g
 c

la
rify

in
g

 resp
o

n
ses 

c
)

 E
m

pathy 
(2

) 
h

elp
ed

 me 
le

a
rn

 to
 d

e
a

l w
ith

 "m
isbehaviour" 

in
 c

a
rin

g
 

w
ays 

in
creased

 my 
s

k
ill a

t u
sin

g
 em

pathic resp
o

n
ses 

T
o

tal 



m
 
0
 

N
 

In
tak

e G
roup #

I1
 

(co
n

t'd
) 

6 
7

 
8 

9 
T

o
tal 

d
) T

eaching fo
r T

hinking (5
) 

h
elp

ed
 m

e 
ap

p
reciate th

e
 im

p
o

rtan
ce o

f T
eaching fo

r 
T

hinking 
h

elp
ed

 m
e 

u
se T

eaching fo
r T

hinking to
 prom

ote co
g

n
itiv

e 
grow

th 
im

proved my 
ow

n 
th

in
k

in
g

 a
b

ility
 -- h

e
lp

s re
fin

e
 my 

id
eo

lo
g

y
 

I11 C
urriculum

 S
tu

d
ies (7

) 

h
elp

ed
 m

e 
tra

n
sla

te
 b

e
lie

fs to
 ap

p
ro

p
riate teach

in
g

 
p

ra
c

tic
e

 
. -. 

'i 
g

ain
ed

 s
k

ill in
 C

urriculum
 D

ep
lo

p
m

en
t 

learn
ed

 th
e

 v
alu

e of 
ch

o
ice fo

r ch
ild

ren
 

h
elp

ed
 m

e 
tre

a
t k

id
s a

s
 "ab

le, 
autonom

ous learn
ers" 

m
ade m

e 
aw

are o
f k

id
s' 

rig
h

t to
 q

u
a

lity
 ed

u
catio

n
 

V
I T

eacher a
s

 P
erson S

tu
d

ies (1
6

) 

h
elp

ed
 me 

accep
t and u

n
d

erstan
d

 m
yself 

b
e

tte
r 

p
ro

v
id

e a fram
ew

ork to
 an

aly
ze/ev

alu
ate my 

ow
n 

b
eh

av
io

u
r 

learn
ed

 a lo
t ab

o
u

t my 
ow

n 
n

eed
s a

s
 fa

c
to

rs w
hich 

in
flu

en
ce my 

teach
in

g
 

h
elp

ed
 m

e 
re

a
liz

e
 th

e
 pow

er o
f p

erso
n

al resp
o

n
sib

iM
ty

 
h

elp
ed

 m
e 

b
eliev

e in
 b

ein
g

 g
en

u
in

ely
 o

n
self 

a
s

 a teach
er 

h
elp

ed
 m

e 
re

a
liz

e
 teach

in
g

 m
ust be "stru

g
g

led
 w

ith
" 

h
elp

ed
 m

e 
re-ev

alu
ate 

th
e

 ro
le

 o
f 

"teach
er" 

V C
h

ild
 G

row
th and D

evelopm
ent 

(1
6

) 

h
elp

ed
 m

e 
lo

o
k

 fo
r em

o
tio

n
al n

eed
s behind b

eh
av

io
u

r 
h

elp
ed

 m
e 

se
e

 and tre
a

t k
id

s a
s

 u
n

iq
u

e in
d

iv
id

u
a

ls 
h

elp
ed

 m
e 

tru
st ch

ild
ren
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In
tak

e G
roup #

I2
 (n

 =
 5) T

o
tal C

om
m

ents = 80 

I G
eneral C

om
nents (1

9
) 

,
 

affected
 a

ll a
re

a
s of my 

life
 v

ery
 p

o
sitiv

ely
 

extrem
ely v

alu
ab

le tra
in

in
g

 o
v

erall 
m

ade me 
aw

are how
 p

o
w

erfu
l/ex

citin
g

 
ed

u
catio

n
 co

u
ld

 be 
helped m

e 
m

anage th
e h

ard
 w

o
rk

/terro
r 

of 
teach

in
g

 
f rien

d
sh

ip
/su

p
p

o
rt group v

ery
 v

alu
ab

le 
th

e
 h

ap
p

iest tim
e of 

my 
life

 
rein

fo
rced

 my 
com

rnittm
ent 

to
 k

id
s 

tau
g

h
t me 

to
 be an

 independent 
learn

er 

I1
 In

terp
erso

n
al S

k
ills D

evelopm
ent 

(2
0

) 

helped me 
rnonitor/evaluate 

my 
in

te
ra

c
tio

n
s 

im
proved m

y 
relatio

n
sh

ip
s 

in
creased

 aw
areness of 

th
e

 im
portance of 

p
ercep

tio
n

 
im

proved my 
in

teractio
n

 s
k

ills
 

m
ade m

e 
aw

are of 
le

v
e

ls of com
m

unication 

b
) C

larify
in

g
 (8

) 
in

creased
 th

e
 c

la
rity

 of my 
b

elief 
very h

elp
fu

l in
 my 

m
in

istry
 w

ork 
h

elp
ed

 me 
m

ake "life
 d

ecisio
n

s" w
ith m

ore c
la

rity
 

p
u

t me 
in

 d
isso

n
an

ce -- reso
lv

in
g

 it m
ade m

e 
a b

e
tte

r teach
er 

c
) E

m
pathy 

(1 ) 
very h

elp
fu

l in
 m

y m
in

istry
 w

ork 
\ 

I11 C
urriculum

 (1 ) 

helped me 
individual- 

program
s 

1 
.

2
 

3 
4
 

5 
T

o
tal 



In
ta

k
e

 G
roup #I2 

(c
o

n
t'd

) 
2 

3 
4 

'
5
 

T
o

ta
l 

IV
 T

eacher 
a

s P
e

rso
n

 S
tu

d
ie

s (7
) 

h
e

lp
e

d
 m

e 
a

cce
p

t a
n

d
-u

n
d

e
rsta

n
d

 m
yse

lf 
b

e
tte

r 
h

e
lp

e
d

 m
e 

re
a

liz
e

 te
a

ch
in

g
 i

s
 p

a
in

fu
l and m

ust be 
"s

tru
g

g
le

s
 

w
ith

" 
h

e
lp

e
d

 m
e 

re
-e

va
lu

a
te

 
th

e
 ro

le
 o

f "te
a

ch
e

r" 
ta

u
g

h
t m

e 
to

 
e

a
rn

 as I
 te

a
ch

 
- -
\
 

V 
C

h
ild

 G
row

th and D
evelopm

ent 
(
2
)
 

h
e

lp
e

d
 m

e 
see and tre

a
t k

id
s

 a
s in

d
iv

id
u

a
ls

 

V
I D

iffic
u

ltie
s

 E
xp

e
rie

n
ce

d
/P

e
rce

ive
d

 
W

eaknesses in
 T

ra
in

in
g

 (7
) 

p
la

ce
m

e
n

ts m
ade i

t
 d

iffic
u

lt to
 p

ra
c

tic
e

 te
a

ch
in

g
 in

 
"open w

ays" 
p

la
ce

m
e

n
ts s

e
t u

p
 a

 v
e

ry
 p

a
in

fu
l d

isso
n

a
n

ce
 bekw

een 
b

e
lie

f a
n

d
 p

ra
c

tic
e

 
e

xtre
m

e
ly d

iffic
u

lt 
to

 im
plem

ent 
"open" 

p
ra

c
tic

e
s

 in
 

"th
e

 
system

t\ 

V
II S

u
g

g
e

stio
n

s fo
r Im

provem
ent 

(5
) 

im
plem

ent 
a

 m
odel OEA 

sch
o

o
l o

n
 cam

pus fo
r p

ra
c

tic
a

 
\ 

tra
in

in
g

 m
ust b

e
 lo

n
g

e
r 

\ \ 
in

c
lu

d
e

 in
p

u
t o

n
 "how

 
to

 d
e

a
l w

ith
 th

e
 re

a
l c

o
n

s
tra

in
ts

 
\ 

o
f th

e
 system

" 
e

n
su

re
 p

la
ce

m
e

n
ts i

n
 "O

pen 
C

lassroom
" 



In
tak

e # 

A
necdotal C

om
nents from

 44 G
raduates on P

erceived E
ffects of 

T
rain

in
g

 

1
 

2
 

3
 

4 
5

 
6 

7 
8

 
9

 
1

0
 

11 
1

2
 

T
o

tal 
(n=

6) 
(n=O

) 
(n

=
l) 

(n=
4) 

(n=
3) 

(n=
5) 

(n
=

8
) 

(n
=

l) 
(n=

l ) 
(n=

l ) 
(n=

9) 
(n=

5) 

I G
eneral C

om
nents (172) 

a
) O

v
erall V

iew
 

(9
7

) 
extrem

ely v
alu

ab
le o

v
erall 

1
2

 
1

 
fe

lt p
a

rt of 
a "m

ovem
ent" 

2
'

 
. 

1
 

1
 

th
e b

est train
in

g
 p

o
ssib

le 
2

 
2 

th
e

 food w
as g

reat 
th

e
 s

p
irit of 

p
lay

 w
as w

onderful 
2 

th
e p

u
b

lic sch
o

o
l system

 is
 in

 need 
of 

such v
alu

es 
a very fu

ll program
 

"th
e 

train
in

g
 boggles my 

m
ind" 

b) P
erso

n
al 

(5
8

) 
affected

 a
ll asp

ects o
f my 

life
 v

ery
 

p
o

sitiv
ely

 
. 

ig
n

ited
 a fire

 of enthusiasm
/ 

p
u

rp
o

sefu
ln

ess in
 my 

life
 

im
proved my 

self-co
n

cep
t 

one of 
th

e m
ost 

sig
n

if ican
t/v

alu
ab

le 
(1

 

ex
p

erien
ces in

 my 
life

 
helped m

e 
teach

 and liv
e

 in
 h

ealth
ier 

w
ays 

a tim
e of 

g
reat p

erso
n

al grow
th 

fe
lt p

rized
, 

resp
ected

, 
and 

loved 
tau

g
h

t m
e 

to
 q

u
estio

n
 ev

ery
th

in
g

 
th

e h
ap

p
iest tim

e of 
my 

life
 

sta
rte

d
 m

e 
on a m

u
sical career w

hich 
en

rich
ed

 my 
life

 
im

proved my 
p

aren
tin

g
 sk

ills 
b

est learn
in

g
 ex

p
erien

ce 1
'v

e had a
t 

u
n

iv
ersity

 



T
o

tal 
In

tak
e # 

tau
g

h
t m

e 
th

a
t p

erso
n

al grow
th is

 
in

te
g

ra
l to

 so
c

ie
ta

l grow
th 

rein
fo

rced
 my 

com
m

ittm
ent to

 k
id

s 
tau

g
h

t m
e 

to
 b

e an
 in

d
ep

en
d

en
t le

a
rn

e
r 

c
)   elation ships 

(3
3

) 
A 

frien
d

sh
ip

s, 
su

p
p

o
rt group ex

trem
ely

 
2 

v
alu

ab
le 

in
stru

c
to

rs w
ere e

x
c

e
lle

n
t h

e
lp

e
rs 

3 
and ro

le
 m

odels 
F

 
/
 

in
stru

c
to

rs h
elp

ed
 m

e 
g

ain
 se

lf- 
co

n
fid

en
ce 

d
) O

ccupation/E
m

ploym
ent 

(8
) 

opened up new
 

ad
~

d
em

ic/o
ccu

p
atio

n
a1

 
o

p
p

o
rtu

n
ities 

' 

h
elp

ed
 m

e 
fin

d
 a 

jo
b

 
in

 a fie
ld

 w
here 

th
e

re
 a

re
 few

 
h

elp
ed

 m
e 

m
ake a m

ean
in

g
fu

l c
o

n
tri- 

b
u

tio
n

 to
 so

ciety
 

ex
trem

ely
 relev

an
t to

 my 
w

ork a
s

 a 
co

u
n

sello
r 

e
) T

eaching 
(1

5
) 

expanded my 
id

ea o
f 

"w
hat 

teach
in

g
 is"

 
m

ade m
e 

aw
ar 

how
 

p
o

w
erfu

l/ex
citin

g
 

r 
ed

u
catio

n
 colrfcf b

e 
h

elp
ed

 m
e m

anage 
th

e
 h

ard
 w

ork an
d

 
te

rro
r o

f 
teach

in
g

 
a tim

e o
f 

g
ie

a
t p

ro
fessio

n
al cpow

th 
h

elp
ed

 m
e 

d
ev

elo
p

 a h
u

m
an

istic 
1

 
approach to

 teach
in

g
 

p
ro

v
id

es "q
u

ality
" 

teach
ers 



In
tak

e # 
11 

1
2

 
T

o
tal 

(n
=

9
) 

(n
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=
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=
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=
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=
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 m
ake 

, 
2

 
c

u
rric

u
lu

m
 "w

ork" 
m

ethod o
f te

a
ch

in
g

 s
k

ills
 p
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 m
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p
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 c
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b
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 m
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 m
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 m
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 m
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 m
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 c
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 d
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s
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b
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c
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