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ABSTRACT
It was the purpose of this study td investigate the per;;
ceived effects of training of the Open Education fﬁéfi;gﬁf
teacher preparation module. Program graduafés from eleven
intake groups, trained frbm 1976,to 1983, responded to a mailed
questionnaire. Of the 158 graduates, addresses could be located
for 69. Three mailings brought 44 useable replies, a 64% re-

sponse rate, representing almost 30% of all graduates.

The instrument used for data collection was developed from

Wassermann and Eggert's (1973) Profiles of Teaching Competency.
The graduates rated 19 professional growth dimensions from two
perspectives:

- perceived contribution of training to growth

- perceived importance in classrqom practice.
A four-point Likert scale was used. In additidn, graduétes proé
vided~anecdotél responses to three open-ended questions.

The data were presented from three viéwpbints:

- from the perspective of each of the 11 intake groups

- from the perspective of the "early" and the "later" intake

groups

- from the perspective of the total group of %4Ggraduates.
Mean scores in ratings were calculated for each growth dimension.
Trends in rating scores and congruence in ratings between
training goals and perceived growth were noted. Anecdotal

comments were categorized and tallied. Dominant themes were

identified.

iii
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Results were reéorted from a variety bf 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 trainiﬁg in’
interpersonal skills was consistently viewed as a program
strength. 1In particular, graduates>appeared to prize effects
from clarifying and teaching for thinking skills training.

There was a trend to rate those items related to curriculum and

evaluation practices at scores below 2.5. Anecdotal comments

<

revealed é\SQQéff;igggbetween unsatisfactory student practica
and later difficulty in teaching practice.

Implications were drawn regarding the importance of an
interpersonal skills training element, the importance of a
curriculum for thinkin%/'and the importance of appropriate
. placements in teaching education programs. The implications for
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 devélop-
ment of a training component which helps teachers address
repercussions from innovating within the public school systenm,

and an investigation of the post-hoc effects of other‘teacher

3 .
education modules at Simon Fraser Uniyg%sity.
L .
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"I have steadfastly endeavored to
keep my mind free so as to give up
any hypothesis, however much beloved,
(and I cannot resist forming one on
every subject) as soon as facts are
shown to be épposed to it."

&,

Charles bgrwin
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Chapter One

The preparation which teachers reéeive in their pre-service
years sets the stage for their lifelong teachiAZ perﬁormance in

e classroom. While the common goal of teacher education
programs is to prepare students to be effective classroom
teacﬁers, the routes and means to accomplish this goal vary
substantially from institution to.institution, and within insti-
tutions, from program to program. -

s

The Professional DevelopmentiProgram, a year-long teacher
education program at Simon Fraser University in Burnaby, British
Columbia, seeks to prepare teachers for the classroom via the
foilowing stated goals:

1. By providing students with opportunities gg'develop
teaching skills in a variety of instructional modé?iin responsé
to student characteristicék\and objectives sougkt.

2. By offering studegts opportﬁnities to learn to define

instructional objectives and to identify learning experiences,

Y ,
resources and assessment\pzacgdures appropriate to these ob-
7 l\‘\ !' } -

L3 = n\\

jectives. oy

3. By offering studgpég scope'in learning to recognize and
respond to individuqé%ﬁifferences among pupils.

4, By providing opportunities for students to become
familiar with and apply a variety of evaluation procedures to

.pupil learning.



5. By prdviding scope for éﬁudénts 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 pertineﬁt to that‘interest level.

6. By offering oppbrtunities for students to become
~familiar wifh foundagional issues in education.

| 7. By providingrstudents with opéortunities'to become
familiar with legal and professional responsibilities as well asi
to become awafeiof{socio-political contexts of public education.
(The above list is abridged from the Simon Fraser University
Professional Development Pfogram Handbook, 1983. A full
statement of thé'b;ogram goals is found in Appendix I.)

In order to fulfill these goéls, the Professional Develop-
ment Program employs a ‘three-semester training period, empha-
sizing integration 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 quitg
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
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preparation of teachers oy_providing training experiences with

a distinct orientation toward Open Education. The Open Education
Alternative interprets the seven PrqQfessional Development Program
objectives in terms of training emphasis in four areas of

professional functioning: Ingéractions Skills Development,

Y

Curriculum Studies, Teacher as ??hgén Studies, and Child Growth
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 helpiog profession, values development, the role of affect
in learniné, Aﬁd the nature and process of thinking. They
receive training in the three interactive skills and are offered
opportunities'torpecome morec;aare of their own interactive style
by videotaping and evaluating their interactions with students.

The Curriculum Studies component of the Open Education
Alternative training offers 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 learninéjexperie
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 chiidren 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 teachingv Emphasié is
placed on the Transaetional Analysis model as a means of
understanding one‘s.own behaviour in the classroom. Students
are invited to examine the dynamics of dependency and autonomy

in thei ownfteaching'behaviouf, and to consider the relationship
of self-as-model to teaching practiées and pupil learning.

In the area of Child Grow&h and Development, students stﬁdy
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 behaviourvcontributihg to
learning difficulties in children, and to investigate remediative
ways of addressing these learning difficuities within the
classroom environment.

The theoretical study in the Open Education Alternative
Program is closely interwoven with applications--and this occurs ’
in micro-teaching situations ;s well as in cléssroom practice.
Students spend six of the twelve months of the program iﬂ a
study-practice-evaluate-study-practice cycle. Supervision is
provided from t@: university by an experienced open education
teacher (Faculty As§€ciate) on leave from his or her school
district. In practice teaching situations, students are placed
in classrooms 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.

i

The Open Education Alternative program-places a high’
S .

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

teaching and learning. The assumption ié'made that
self-monitoring, self-directing, self-evaluating beginning
teachers are better equipped to continue learning about and im-

f; v .
proving their teaching. To this end, stu@gaﬁs use Profiles of

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

instrument which identifies 19 péqﬁeésional growth dimensions
related to competent classroom performance. Students focus on
one growth dimension per week in their teaching practice, ang
evaluate their behaviour in tﬁat area bn a seven-point scale.
School and Facuity Associates also use the Profiles to provide
xghe student with their perspectives on the student's performigce.
Anecdotal comments augment the ratings, and the data accumulagéf
from the Profiles are used in examiﬁing the student's progress
at mid-term and final evaluation cég?erences. Grading is made
on a Pass/Withdraw 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 pregparation of teachers. The assumption is made
that teachers who consider themselves capable, responsible, and
worthy will be better equipped to provide healthy learning ex-
perierices 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

L
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the risks and bumps associated with learning to teach in inno-
va;?ye ways if they are free from negative judgement and fear

3

ggtAf%)dure. To this end, Open Education Alternative faculty

qgigembers and s%pervisors seek to establish a secure and accepting
énvironment ig which;students can learn to teach. Central to
this tﬁeme is t%g creation of é strong unified seminar group
where students can feel safe enough to risk examination of -
themselves and their difficulties. Faculty Associates work{%%gin
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. 4

Though the Opggnﬁducation Ai?g?ﬁéﬁive shares the‘objectives
of the mainstream Professional Development Program atxgimon ‘
Fraser University, there are major differences in the ways each
program interprets the goals aﬁd translates them into teaching
training practice. While the Professional Development Program
seeks to provide students with opportunifiés to developyteaching
skills in a number of instructional modes reflecting a variety of
! o
philosophies and techniques, the Open Alternative offers students
training iﬁ kills which reflecf a cleariy 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. The 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



&

5 s

clarifying, empathic, an&;uhinking interacrions in the classrooéms
are congruent witﬁ?humanfstic“cducation theory, and are not
highlighted in thc mainsteam Professional Developmenr_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 inrerest area through workshops,
study groups, and education coursework. In contrast, the Open
Education Alternative presents cuch information in the context of
values issues, and encourages students to consider implications
and consequences of these issues for educational practice. While
the Professionai Development Program offers specific tréining 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 prcgrams
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 skilis via the 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
Management. In comparieon, the Open Education Alternative
focuses the study of individualized instruction oh Louis Raths'
theory of emotional needs, and offers students opportunitiee to
apply the theory in classroom practice end accordingly evaluate
the usefulness of this approach. 1In addition,éthe Open Education
Alternative makes intensive and continuous use of microteaching.
technigues to heip students prepare for classroom duties, while
the Professional Development Program does not regularly iqclude
this emphasis.

Otper differences between the two programs rest in the area
of faculty and student selection, student supervision and
grouping. While the Faculty Associates in the Professional (
Development Program are selected on the basis of their skill and
léuecess in public~seﬁool classrooms, Faculty Associates in the
:Open Education Altegnative are chosen on the basis of their
expertise and skill inrthe gealm 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 uqdergraduate
work, and a satisfactory grade point average, training candidates
for the Open Education Alternative also attend a lengthy personal

interview with®the Faculty AsSociate. Of the candidates inter-

viewed, 10 to 15 students whose educational interests, philoso-

o

phies, experience, and future goals seem most in keeping with a
humanistic Open Education approach are sekected for training.

The mainstream Professioﬁel Development Pfogram does not
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typicallyrconéuzt‘such interviews. Additionally, inLﬁhé O;énf
Eduéation Altefnétivé, stddents stay together as a group undé;jl
the sﬁpervision 5f‘one Faculty Associate throughout the duration
" of their training. in contrast, the Profeésionél Development
Program students aré é;acéd»in oﬁe seminar group‘for ;he first
semester of tréining, pﬁrsue individual studies in vafious
courses during the secoﬁg:semester, anfl are placed in a differen%
seminar group under the supervision of a different Faculty
Associate during' the third semester. The Professional Develop-
ment Program thus does not typically provide the same opportuni
fqr continuity of supervision as does the Open Education Alter-
ﬁnétive final difference between the two programs, the design and
implementation of the Open Education Alternative pfégram 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 classrboﬁ prog}am. The Professional Developqent

Program, in its diversity, does not provide such a model.

Need For The Study

Over the years, numerous attempts have been made to gather .

J

data about the effects of the training modules and of the Pro-

-
o \

fessional Development Program itself. To dateg?however, most

data collections investigating the effects of ﬁréining have~oc-
o \

curred only during the periq@ of program implementation. Conse-

guently, little data have been collected which indicate the

effects of the preparation programs on actual teaching practice.

In short, inguiries about the nature and effectiveness of

—
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traiﬁing,fall far short of any attempt to de£ermine the eégébz oﬁ .

training’on later teaching practice -- a curious oversighﬁi \ ?%gf;
Is it possible to examfﬁe graduéteS' perceptions of Ehei% ) &,

~teacher preparation programs as a source of inférmation on the ¥

effects of training on post-hoc teaching practice? Moreover,

what might be the perceptions of graduates., from the Open Edu-

cation Alternative program regarding the effects of this inno-

vative teacher education program on.classroom practice?

?

Purpose Of The Study

The purpose of this study was to examine the perseverence_ of
training effects of the Opén Education Alternative Program on the
post-hoc personal and professional functioning of program
graduates. éuch a study would help to assess the effectiveness

of this Professional Development Program module in realizing its

goals. . n . .
beog
Statement Of The Problem ) ﬂg

]

The problem addressed in this study was an investigation oféﬁ

the perceptions of graduates of the Open Education Alternative

Pa

% .

teacher education program on the effects of training on
post-hoc personal and professional functioning. The study also
examined the extent to which the Open Education Alternative

program was seen to be effective in carrying out its training s
goals. ff/

Objectives Of The Study

The objectives of this research were three:

1. To examine the g;aduates' perceptions of the degree to

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

goal of preparing teachers for effective/qﬁassroom

| 2. To examine the differences in perceptions

fy the factors which appear to contribute to these

3. To examine the graduates' suggestions for
provement.

Definitions O% Terms

. The following terms have been defined for use
study: %%\\

Professional Development Program. A one-year

functioning.

and to identi-

differences.

-

prografm im-

in this

teacher

preparation program for students who have completed at least two

years of undergraduate work in Arts or Science, offered at Simon

Fraser University in British Columbia. The training is divided

into two stages:

Stage 1: 401-402 ;

: Students are introduced to the theory of teaching

< in workshops and mini-courses two days a week at

the university. They are gradually
the practice of teaching three days
public school classrooms.

Stage 2: 404

introduced to

a week in

Students undertake a semester of university

coursework in education or related subjects.

: 405

: Students undertake an extended practicum in

teaching in one classroom for one full semester

(DeNevi, 1974).
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Module. A module is defined as a sub-group of the Pro-
fessional Development Program. Modules are generally_designed

an§~supervised by a facult§ member who has a specialty area

"

A

: iﬁferest which is offered as the focus of the module work.
Studé;ts who choose a particular module are likely themselveé fo
have interests relaFed to the specialty a :ﬁ. Some examples of
modules at Simon Fraser University includeihe Early Childhood
education module, thé Multicdltural mo@ule, and the Secondary

module.

Open Education Alternative Program. A module of the Pro-

fessional Development Program which focuses teacher preparation‘
on the philosophy, concepts, aﬁd practices of Open Education.
The Open Education Alternative Qas previoﬁsly known as the
Vancouver External Program and Alternative #9.

Open Education. A humanistic approach to education which

emphasiées a response to the unique perceptions, abﬁlities,

feelings, aﬁd needs of the individual learner. It cpuld bé

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 iearning and to

provide students with many opportunities to chobse, direct, be
“crégponsible for, and evaluate their own learning.

"A definition which may provide the identity -
statement we need is that used by Charles Siberman

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
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- 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 and
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 prelude 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 volatildity

a tremendous drive and determination to learn.

The convictions and attitudes 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 \

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-
tating action of a teacher. This contrasts with the
notion of schooling which sees education as an adult-
centered body of knowledge translated into curriculum -~
packageé which are transmitted through a teacher to the
student. (Open Education Alternatlve Curriculum Centre
Readings, Vol I, 1973).

Interactlons Skills Devglopment. Interactions Skills De-
N Ve}opment is defined as traiﬁing in the skills of attending, |
\;:curately perceiving and accurately responding to another
person's statgménts of;vq%ue and/or feelings. Training in Inter-
actions Skills‘in therbpén Education Alternative is divided into

three areas:

1. Training in the understanding and use of Clarifying

Responses (used in acknowledgement of beliefs,%attitudes,

exXpectations, and ideas.) Training in the use of clarifying
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responses emphasizes attending to and accepting the student's
viewpoint and raising questions which reflect fhe?gtudent's view,
ask about assumptioﬁs, alternatives, or consequénces% ask abdut
the origin of beliefs, and/ér 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 éccurately perceive and
accurately respond to a;student's feelings and the situation
which gives rise to the fee;ings.

3. Training in the understanding and use of Teaching 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, hypothesi;ing, criticizing, looking for assumptions,
collecting and organizing data, summarizing, interpreting,
decision-making, and problgm solviﬂg (Raths, Jonas, Rothsteiﬁ,
o i :
& Wassermann, 1966). In Teaching for Thinking, student teachers
learn to interact with pupils in ways which promdte reasoned,
thoughtfdl inquiry.

A Theory of Emotional Needs. A theory related to child

growth‘and development developed by Louis Raths (1972), which

SO
identifies eight basic needs in children:

v

1. The need for belonging i?

2. The need for achievement

3. The need for economic security

\M_\‘



4. The
5. The
é. 'Tge
7. The
8. The

need for freedom from guilt
need for love and affection
need for freedom from fear
need for self—respect

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-is®lating 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 can 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
&
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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. ~

3. The questionnaire instrument used tobcollect the data

was based upon the Wassermann and Eggert Profiles of Teaching

Competency (1973).

4. Data collected on training effécts are based upon self-
report. Consequently the investigation is of graduate&' per-
ceptions of the effects of their Open Education Alternative
training on their performance as teachers, and not the effects of
Lraining Qéf\Se on classroom éerfofmance.

5. The ihquiry was limited to subjects who had graduated
from t?e Open Education Alternative program during the period

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

students from other programs.

Chapter One has included background information, statement
of the problem, objectives, definition of ferms, and limitations
of’the study. Chapter Two provides a review of the related
literature. Chapter Three describes the sample group and the
instrumént 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
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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-
gquently 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 Qf Teacher Education In North
America .

In the early 1800's, teacher education in North America
existed by right of "Tapﬁan'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—méster, sometimes

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

teaching (Woodring, 1963). ‘

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
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existed in ﬁorgp America. The inevitable result was.poor
teaching anéra general decline in the quality of public school
educationiﬁHarper, 1939; Lazerte, 1950; Richardson, Brule &
Snyder, %%53). In the U.S. statesmen such as Charles\onnkes

and Horaég Mann identified a fundamental relationship between the
guality of schooling and the education of teachers (Harper,
1939). 1Inspired 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 qg:iiifsﬁt—supported
normal%schools in the New World. .

North America's first normal school, under the direction of
Reverend Samuel Hall, opened its doors in 1827 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 gf
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 settleﬁents in both countries (Woodring, 1963).

Normal schools differed substantially from one another from
the outset. 1In varying degrees, most included instruction and
"review" of elementary subject matters, exposure to philosophies
éf 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, 1973). High school graduation was generally the

L\;
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entrance requirement, but because of’the shortage of teachers,
this was ofteg ignored. Although the tré%ping was designed for a
one- or two-year period, many students leff for teaching jobs
after ohly a few months' study. Public suspicion that normal
school students sought higher education at public exﬁense meant
that candidates had to swear a '"promise to-teach" upon completion
of their training (Haberman & Stinnett, 1973; Monroe, 1952).

Other factors influenced the gquality and kinds of training
that teachers received. For example, normal school graduates
were licensed tQ teach only in elementary schools, while colleges
and universities held responsibility for the preparation of

/’Nsécondary school teachers (Haberman & Stinnett, 1973; Monroe,
1952). In addition, the low salaries paid to teaehers militated
againgg male heads-of-households choosing teaching as a pro-
fession, with the result that large numbers of women entered
training programs (Lortie, 1975; Woodring, 1963).

Towards the turn of the century, as free public education
became available at the secEPda:y level, high school enrollments
across the continent rose substantially. Accordinély, the demand
for high school teachers increased (Richardson, Brule, & Snyder,
1953; Silberman, 1970). While until that time, common opinion
held that no special preparation was required for high school
teachers--"they need only to know their subject matter and to
have a modicum of common sense'" (Woodring, 1963, p. 520), the
early 1900's saw the beginning of a struggle between normal
schools and universities for the.right to educate high school

teachers. The primary source of conflict revolved around the
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issue of a perceived need for high school teachers to be exposed
to the growing body of pedagogical theory and knowledge WhiCh
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 "teégher's colleges"
which now offered four-year training brograms and conferred a
baccalaureate degree upon high school teacher graduates.

As teacher's colleges acréss the continent assumed major
responsibility for the education of both elemehtary and secondary
school teachers, responsibility for teécher 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 tﬁe completion of a
course of study at a provincial or state-accredited teacher's
college (Lortie, 1975). |

In the 1950's, when the baby boom associated with World
War II 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).
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This was a time of great proliferation in teacher~education

(\\ course offerings. Monroe (1952) estimated.that courses in the

h history, phiiosophy, and psychplogy of education, classroom

AL;;ﬁagement, specialized supject matter, and methodologies of
teaching increased by 100%, Wi%h "great’variation in title for
the same course, and even gre;;er variation in content for
courses of the same tit)e" (Mbnroe, 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‘philospphical movements versus the newer ideas
of child study and sciéﬁtific—statistical approaches to edu-

= cation. There was little agreement on the form and content of
professional coursework, and a growing dissétisfaction 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-
education in the West. Therimplication underlying this event was
that Americans were not pging well-educated. It was at this time
that not only schools,xcolleges, and universities, but also those
responsible for the eéucation of teachers came under heavy
scrutiny and attack. Koerner echoed the conclusions of Holmes
and Brookes a century earlier when he suggested that if the edu-
cation of,imericans was in need of improvement, the logical pléce

to begin was with the education of American teachers (Koerner;

1963).



In response tb this widespread criticism, James B. Conant

in 1961 undertook a two—Year study investigating 77 . teacher

- education proérams in the 16 most populous U.S. states. Conant's
study helped to pinpoint a number of problem areas in teacher
education, one of which was the extgg;e diversity of training‘
programs. For exaﬁple, within the 16 states, no two had the same
requirements for teacher certifiéation. There was little \\\W
agreement among the 77 institutions about the number of hours of
educational coursework, liberal arts coursework, or practice
teaching time required. 1In addition! there was little agre?ment
regarding the nature and scope of required courses. Conant de-

scribed methods courses as "“unnecessary", evaluated the_guality
{

of education courses, especially survey and introductory courses,

/

T o

aé "low", and caf%&d the acadeﬁic preparation of teachers '"gener-
élly worthless". He concl d that there was little correlation
between the completion of required courses in teacher preparation
programs and a student's increased ability to teach. He found
that éﬁe 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 |
siggestion that "clinical professors of teaching", with demon-
strated abilities and experience in teaching children and
expertise in liason between public school and university person-
nel be employeé by teacher education proérams. In addition, he

recommended that only the best teachers be chosen as cooperating
%
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teachers, and that education courses developed from academic
disciplines be taught by persons fully qualifieéito teach in
their own academic departments.” Conant consistehtly 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 scg&e\ftudy of
teacher preparation programé. Teacher education, as hef viewed
it, was based on the assumption that people became better
teachers by being exposed to a series of pedagogical cougsesf yet
his\inyeétigation 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 thei{‘teacher preparation as unfavorable. He suggested
that a much more direct relationship between professional prepa-
ration and tedching performance was required if the education of

teachers was to be improved.

Koerner made recommendations for the improvement of teacher

education programs which echoed thoserf Conént. He suggested
that training in professional education coursework be reduced and
that methods coursewbrk\be incorporated into the teaching practi-
cum. In addition, he stressed that final certification should
only be granted following an extended teaching apprenticeship,

where student teachers had repeatedly demonstrated their

e

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

¢
™~ =

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

da host of reports and research investigations which examined’

o
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teacher education from a variety of perspectives. In.fact, it

-

was as if a floodgate of criticism was let logse upon teacher
egﬁcation in which almost nothing was cited ag-worthwhile and
everything was considered inadeqguate. For example, methods
courses caﬁe under attack as being VaStly overrated in terms of
~their effectiveness. Silberman (1970) stated thgt not only is

too much time in teacher education devoted to "how to" courses,

but thaf,i%n fact, "they don't teach anyoneranything". Clark and

Marker'(197é) also cited the poor pedagogy of the lecture

" method -- a method poorly correlated with learning how to teach.
They described it as a process where '"students are taught how to
teach by beingltold how to teach" (Clark & Marker, 1975, p. 57)
and suggested that the 60% to 80% ofAthé training period students
spend in l?ctures may contribute to the numbers of teééhe; edu-
cation graduates who leave training ill-prepared for the‘

classroom.

o
s

. Not only the methodéfcourses, but the organization and in-
étrqction in teacher education programs were called into
éuestion. The practice of isolating teaching from what students
may previously have learned in arts, science, or social science
courses was criticised by Silberman (1970), who favored a more
integrated approach. Brown & Fuller (1975) brought into gquestion
the very gquality of instruction in teacﬁer education programs
when they found student teachers reporting the '"that part of
teacher education administered by the faculty of education is
the least effective part of their training" (Brown & Fuller,

1975, p. 30.)
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Another main target of criticism was the criteria used to
select\applicantsvinto teacher education programs. The use of
student self-selection, standardized tests, and grade point
average all became subjects of criticism. Both Habermah (1974)
and Koerner (1963) questioned the bases on which students decided
to enter the field of teaching. While Koerner éuggeg?Zd thaf
‘"vacations, prestige, and sheer accident'" play too large a part
in students' decisions, Haberman suggested that students self- .

=0

seléct on the basis of their own school experience. He pointed
out the resulting dangers of teacher education students brinéidg
outmoded expectations and "built-in, almost irrewversible rigidi-
ties" with theﬁ‘into the classroom. The use of grade point
averages and standardized tests as criteria for selection was
questioned by Conant (1963) who early pointed out that grade
point averages had not been correlated to teaching aptitude.
Haberman and Stinnett (1973) 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 (1974) found student teachers, cooperating
teachers, and'university superﬁ&sors 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
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student's past experiences, observations of the student at
work with children, and a personal interview with the potential

caﬁdidate (Conant, 1963; Haberman & Stinnett, 1973; Koerner,
1963). i

Prog}gms were also identified with the supervision of
studeat teachers. Cogan (1975) stressed the need for "intense,
systematic, professional supervision" during the "frustrati;;,
risk-laden process" of student teaching, 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 co?m ni-
cation and cooperation between public school systems a ‘ teacher
education programs. Conflict described in this reaim seéhed 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 theméelves
in an atmosphere of hostility which detracts from their abil%iy
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, lafer studies indicated-
shortcomings with even this component of teacher education
programs. McDonald and Zaret (1974), for example, found that

“over half the problems”gtudent teachers identified in their
training concerned conditions of their p;atica experienées. The

strong influence which coopérating teachers can have in the

training process was identified as a major area of concern
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(Haberman, 1974). Some researchers even suggested a link between
the cooperating teacher's influence and teacher conformity.
Nélson 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 relation-
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
fquqlity 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 the cd;eful matching of
students with cooperating teachers.

As is evident from the étudies cited,'critiqism of the vast
enterprise~int6'wpich teacher education had grown was weighty and
extensive.  Teacher education, by the 1960's "enjoyed" the repu-
tation of being poorly organized, ineffective, and inadequate on
almost every front. In reséonse to this criticism, a variety of
innovative teacher preparation programs sprang up acréss the

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

phenomena in both public and private school systems and ig

Y
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university programs (Smith,y1974). Teacher Education Faculties
were visited by the Open Education Concept, the‘Inquify Approach
to Learning, Affective Education, Performance-Based Teacher
Competency, and g host of .other reform movements. Yet for all
this variety and experimentation, a 1983 nationwide study by.

Goodlad described the education scene in the U.S. as strikingly

similar to the one attacked by cp}tiés of education twenty years
g.

earlier. ' T g

o .
Goodlad found that teacher educators were still lecturing
for much of the school day, still instructing fhe class in the
total group, and still interacting with students in wa?s "almost
totally devoid of emotion'", rather than implementing teaching
practices known to enhance student learning. (He cited, for
example, small;group interaction, provision for a variety of ap-
proaches to student learning, and nurturing corrective feedback
and support from teachers.) He described most teacher education
programs as 'disturbingly alike and almost univefsally inade-
guate" (Goodlad, 1983, p. 315). He found a '"marked discregency
between the 'progressive' vaiues dominant in education
coursework" and tﬁése "pertaining more to control and order found
among practicing‘téachers? (p. 91). Furthermore, he suggested
that teacher education programs do not prepare teachers for "the
many realities not condpcive to professional growth" (p. 194)
found in public school systems.

In suggesting ways to improve the education of teachers,

Goodlad insisted that 'teacher education must separate prepa-

ration programs from the customary ways of keeping school"
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(p. 319). He advised teacher educators to train beginning
=

teachers only in environments where superior teachers are imple-
* .

menting known and effective teaching practices. He emphasized
the value of Conant's suggestion for "clinical professors of edu-
oation" to work in both public school and university settings so
’that communication between these systems be ensﬁred.g In closing
His report, Goodlad suggested that in order to ;mprove education
~in America, educators in all factions‘must comeitogether with
parents to consolidate their knowledge and pooi their energies
and resources. )

The history of teachef‘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. Awﬁile 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-upon v}eWs regarding
shof%comings of training until present times. The next section
looks at innovative programs which sought to address some of the

criticisms of teacher education programs.

Innovative Approaches to Teacher Education

The trad&ﬁional teacher education program typically employs

a model where students work through a sequence of education
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coursework including’foundations cburses such as "The History
of Education", survey courseS/such.as "Sociological Issues in
Educatién"'and methodology courses such as "Teaching Reading."
Generally speaking these courses are taught in isolation from
each other, with little or no communication among profesSors
teaching the subject. Following successful coursework com-
pletion, students in traditional programs undertake a teaching
practicum in a public school classroom. The practicum is typi-
cally regardéd as the final phase in the trainiﬁg, an opportunity
for students to put to use what has been learned in the edugation
courses (Conant, 1963; Haberman, 1974; Koerner, 1963; Woodring,
1975). |
Innovative teacher education programs, in contrast, employ
diverse variatiohs of this aéproéch,> Courses may be integrated,
taught by a team, or dispensed with entirely. Specialists from
other faculties of the university may teach in the Education De-
partment. Practicum experiences may be increased in number, fall
early in training, or be undertaken in anAextended period of
internship. This section of the literature review investigates
Some innovative teacher educétion models which have been put to

practice in North America.

Innovative movements have influenced the goals, structure
and content of teacher education programs since the growth of
Progressivism in the 1920's (Cremin, 1962). The progfessive view

of education caused a shift in the nature and scope of
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coursework, and the function and duration of training practica in-
teacher preparétion programs across the continent.

The training at Teacher's College, Columbia University,
might be tonsidered 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‘éulture 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-
tréted 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, family, and community issues. Within'the
scope of these courses, progressive feacher educators encouraged
beginning teachers to think of themselves as "guides rather than
taskmakers'", and to teach tﬁe 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 studeﬁts spent longer periods of time practice teaching in
the model school associated with the university or in the public

schools (Cremin, 1962).

7S
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, The program at Columbia became a paradigm for teacher édu—

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

fact, became the typical teacher education program at this time

s

background in teacher education in the 1940's, there is general

(Cremin, 1962; Woodring, 1975). Although it receded to the

agreement that teachers trained in. "progressive" methods brought
to educatién 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; Wogdring, 1975). .

Teacﬁer education in North America enjoyed an increase in
funding from both public and private sources in the 1950's and
1960's (Woodring, 1975). 1In 1958, the Ford Foundation sought to
improve teacher education by funding the development and imple-
mentation of experimantal teacher education programs in 42 U.S.
institutions. The 42 colleges participating in the program were
diverse, but most of those funded were eastern "Ivy League"
collegeé such as Har%;;d, Stanford and Yale, whose influence was
expected to sway education in favor of innovative teacher edu-
cation practice (Stone, 1968).

The experimental programs saw a greater emphasis on the
integration éf theory and practice, with observation and labora-
tory teaé;%ng experiences falling earlier in the training,
extending for lonéer 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 su?;ect area, exposure to

i
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theories of child psychology, and an introduction to innovative
theories, methodologiés, and'curriculum méterials. In most
institutions, seminar digcdssion groups and extensive apprenfice—
ship or paid internship periods were géntral aspects of the
training experience.%‘The efforts of "Breakthrough Program" edu-
cators to win increagéd—university support- for teacher education
brought cooperation from professors in other ggpulties in the
design and implementation of arts and science—rélated education
coursework. Greater involvement in the teacher training process
Qas solié}ted and gained from the public schools; Many of the
"Breakthrough 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 havéfa 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 éponsoring insti-
tutidns in the 1960'sp The new programs became the standard
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
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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
(Hamachek, 1975) yielded data which was used to redesign and
restructuré teacher education programs across: the country. As a
result, a number of innovative teacher education models were de-
veloped whose characteristics differed markedly from those of
early prograés. In order to appreciate the degree of change in
the philosophygand approach of suchAinnovative programs, it may
be helpful to take an in-depth look at four innovative models:
1) the Childhood Education Prqgram at Florida State'University

2) the Teacher- Innovat%F Program at Coumbia Unlver51ty

3) Pro;ect MEET at McGill University and 4) the Professional De-

N
~,

-

velopment Program at Simon Fraser University-.

The Childhood Education Program. In the late 1960's, 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-

o

cation Program was one product of 12 yearérof'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)."
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The Childhood Education Program sought to offer beginning
teachers opportunities to grow in thé%ﬁ}characteristigs.

The program was first(}mplemented on an experimental basis
in 1969. Data'fromig;e Stﬁdies in the Helping Professions had
indicated that success in teaching was closely réiated to how
well a éeacher had learned '"to use his or her self as an instru-
ment to assist other people to learn" (Combs, 19563. Conse-
éuently Combs and his colleagues theorized that '"good" teacher
education would be»a process of helping &oung teachers discover
"how to use their selves effectively to'éarry out their purposes
in teaching" (Combs, 1965, p. 9).

The education of an effective teacher was seen as a 'process
of becoming", 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.

The%<§ipcess of becoming", it was theorized, would be best
begun and nu?tured in an atmosphere of acceptance and security
(%ombs, 1965). Accordingly, students were placed in seminar

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

trained as a group facilitator. The seminar leader's role wéé



to guide the group in establishing a supportive communi?y,
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 proviaé 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 replaced by
neophytes to the program. This constant flow of "jold" 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 becomipg" must offer experience
and activities responsive to student needs, allbw for the
pfogress of students at different rates, adeE?UV{Qe many oppor- ’
tunities for student self-direction and reéponsibil y. 1In re-
sponse to the first condition, students chose required coursework
from among alternatives, selected freely from elective
coursework, and idéntified 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 stuay 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

al., 1974, p. 15). Accordingly, students worked in classrooms
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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). Th%se students who felt skillful and confident
completed the_traininé stages in the minimum four quarters; those
ones who requifed 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 Uﬁiversity of Florida. To address the third
condition, students wzre encourageds to contribute their inter-
ests, needs, and skills as focusing influences to seminar
meetings and on-going study group. In addition, student repre-
sentatives participated in weekly faculty meetings to define and
address probleﬁs, plan upcoming events, and implement changes
required in the program.

Stud?ﬁ? evaluation was reconceptualized and restructured in
"-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 &uality 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
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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 cooégr-
ation and supportiveness among students, the Childhood Education
Program implemented a Satisfactory/Unsatisfactory grading system.
Since the Childhood Education Program was conducted on an
experimental basis, research was conducted to evaluate the suc-
cess of the program in, carrying out its goals. Unlike a control
from fhe reguldr 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. 1In addition,
there was no statistically significant difference between the
science content knowledge of graduates from the 'CEP and graduates
from the regqular program, although CEP graduates had not received
the content-oriented science methods courses to which the regular
program graduatés 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—confidénce, skill in organizing glassroom
activities, and skill in working with problem children. On the
basis of these data, the Childhogd Education Program was of-
ficially adopted by the University of Florida in 1973 (Combs et
al., 1974). N

—_—

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

- program at Teacher's College, Columbia University, to prepare
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teachers to be innovatofs of educational préétice within the
public school system. Joyce suggested that although there is
common agreement about the need for change in teaching prapfice
and school organization, diverse conditions in botﬁ university
and school environments militate against a beginning teacherié
acting to accomplish this change. 1In his view, beginning.
teachers are vulnerable to a variety of conditions in th;&schoof
system which can (and seemingly do) influence phem 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.
He suggests 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
a year-round b;;:;. The Teacher-Innovator program seeks to pre-
pare teachers to carry out their innovative purposes despite the
socializing factors of the public school environment (Joyce,
1968).

The assumption is made in the Teacher-Innovator Program that
it is as important to prepare teacher; emotional{;lto understand

7
the alienation which may result fromgtheir work as '"agents of

change" within the system as it is to equip them with the "com-
mitment and technology" for educational innovation itself. Aas 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
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experiencing resistanee, rejection, and even hostility to their
ideas and behaviour, students are removed from the situation and
encouraged to exemine the events, attitudes, and behaviours which
‘contributed to their feelings of alienation. Thus begins the
process of learning to teach in innovetiVe ways while simultane-
ously learning to identify, understand, and address the proeess
of alienation which can occur from using innovative teachﬂéé
practices within an entrenched school.environment. This focus
continues throughout the duration ef the training period.
| The program was desiéned to operate in "a spirit of coeper-
ative inquiry;" .Students are placed in small seminar grans of
11 or 12, ana within the seminars, are fnrther grouped-in
"feedback teams" of thrée or four. Feedback téams work together
in analyzing teaching theory, experimenting with new skills or
ideas and, observing and coaching each other in practice teaching
situations. ‘ h

Central to the Teacher Innovator Program is the creation or
existence ofia "School of Inguiry" within whichﬂinnovative
teachers work to demonstrate progressive teaching practices. The
"Scho?i of Inquiry" may be sinulated or may be a real school
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 epportunities to
observe and practice innovative teaching strategies and skills,
and not in schoois where they will find resistance to their ideas

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

Weil, 1972).
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‘ﬁxposure to teaching and to the environment of the school is
gradual. The studeﬁt moves through~sixvstages, beginning first
by experiéncing the school as an unpaid teacher's‘aide. In the
second phase the{student works as a tutor with individﬁals and
small groups, anE\in the third, cdllects and organizes materials
to create a compléte unit of work for pupils. 1In the fourth
phase éf training, the students obsgrve a variety of teachers at
work, and eiperiment in the “School of Inquiry" with a variety of
teaching models.  In the fifth phase, studénts again focus on |
pianning: they conceptualize and create an educational program
for an entire school yea;. rThe final year of training involves
team teaching as a paid infern with an experienced innovative
teacher,

| The process occurs over two years, during which time the
student is exposed, in workshops, study groups, seminars, and

oréanized coursework, to theory from the four components of the

training program. The first, the Teacher as Innovator component,
offers studentsﬁopporfunities to familiarize themselveifyith the
bdreaucracy of the school system andAEp lgarn ways to create
authentic roles for(themselves within that system. The second,f
the Interactive Teaching component, offers students opportunities
to develop a repetoire of basic ”teaching moves' dconsidered es-~
sential to the creation of a healthy social system in the
classroom. Here, students receive training in interpersonal and
groﬁp-dynamic skills. In Instructional Decision Making, the
third component of the program, students examine\}ndividual case

studies to gain analytical and diagnostic skills for use in
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understanding the learner's point of view. The emphasis in this
component is on the students' development of an ability\to |
flexibly accomcdate their teaching strategies to.the learner's
neeas. The fourth component of the program, Teacher as Scholar,
was created from the theoretical perspective that an informed
'viewpoint is necessary for innovative actioAL Hence, students
work in this area to familiarize themselves with a wide variefy
of literature on teaching, learning;Athe structure and develop-
ment of cognitive skill, the nature, purpose, and philosophy of
education, and the organization and dynamrics of bureaucratic
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 settincs, including
Teecheg's College at_Columbia University in New York, and the
University of Chicago. Since the program has not been imple-
mented in its entirety, comprehensive stndies.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
transition from student to full—fledged teacher. Accordingly,
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
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internship approach to training. Students gEre teamed with a
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master teacher for the duration of thgir\ye r-long training, and

L~ )
received a bursary from the school district\in which they were
placed. Personnel at the training school wg}e encouraged to
regard the intern as a full staff member and‘tb involve the
intern in classroom and school affairs as a '"mature, responsible, -
equal professional."  The master teacher worked to allow student;
to assume teaching responsibilities as the intern saw‘fit.‘ In
this way,’students were offered opéortunities to develop self-
study skills for use in asséssing their dwn skill level and
confidence in érogressing from classroom observer to classroom
teacher (Horowitz, 1974, 1967).

The project sought to emphasize the closeﬂrelationship

between theory and practice, and to equip begiﬁning teachers with

curriculum development skills. Consequently, students were

piaced 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 bé
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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facilitator and human relations expert. The seminar leader was.

‘also responsible for supervising each student's fieldwork. Semi -
nar groups met once each week for a half day of discussion,
analysis, and problem solving.

The project continued for four years, from 1967 to 1971. At
the end of the first year: a follow-up study was conducted to
measure changes that had occurred in the first group of gradu-
ates' attitudes and expectations towards teaching. Results from
the Minpesota Teacher Attitude Inventory and the Teacher Role
Description, as well as anecdotal records made by supervisors and
interview comments revealed that graduates' attitudes toward P
teaching were more positive after their training. Graduates
indicated that the "adult" way in which they were treated by both
college and public school personnel helped them to perceive
themselves as responsible teachers rather than students. Some
criticisms were made of the "inflexible" coursework requirements
at the college. Graduates tended to conﬁrast these character-
istics of their on-campus training with the teaching expectations
in the school, which students described as '"reasonable, flexible,
"and self-<imposed" (Horowitz, 1979, p. 85).

A further study was conducted one year after the first
graduates had.been teaching. 1In résponse to a questionnaire ahd
an interview, sfudents spoke with clear praise about the im-
portance of personal relationships and the émall seminar group
discussions of Project MEET.

Finally, three years after the first graduates had been

teaching, the last phase of follow-up was conducted. Responses
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to gquestionnaire items echoed eérlier 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 iong enough to help
them adjust to the first yvear of teaching and to view themselves
aé teachers rather than students. Several graauates suggested a
two or three-year long,ﬁraining prégfam (Horowitz, 1974). |
Data from another point of view were Cdllected from princi-
pals in schools where the 1970-71 interns had bééﬁ‘plaqed.
Principals cdnsistently identified the Project MEET intefns‘as
"interested, involved" student teachers, and associated their
success in the classroom with the training they had received.
~In noting the contrast identified by inﬁsziixéetween the
"inflexible" college course requirements and the "fluid" intern-
ship experience, Horowitz suggested that if a teacher education
program is to be reshaped, it must be reshaped in its entirety.
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. ﬁe noted,

however, that major adjustments will still be required of



b

{

graduate;interns when they assume full time teaching positions
(Horowitz, 1974).

The Professional Development Program. The innovative

teacher education program at Simon Fraser University first opened
its ' doors in 1966. Originally conceived as a program which would
emphasize the teaching practicuﬁ as the most valuable experience
in training, the structure of'the P;ofessional 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 theyeare is training (Wassermann; 1973). Stage One
of the program, one semester long, introduces students to both
theory and practice, and provides stﬁdents with an opportunity

to guickly assess their aptitﬁde and commitment to teaching
(DeNevg, 1974). Stage Two involves one full semeeter of student

teapﬁing and one semester of on-campus study.

-~

.
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 studeets,

'
tuforing individual pupils, instructing small groups, and-eventu-
al;y teaching the whole class for at least one full day. At the
university, they attend and participate ih a variety of;

workshops, study groups, and seﬁinar discussions designed to

introduce and orientate them to the theories, methods, and
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materials of the field. Thesé experiences éonstitute Stage One
of the training.

Stage Two involves a more in—deﬁthnexposure to theéry 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 th—
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 educationrcoursework,
students have opportunities to expose themselves to experts in a
variety of fields. Since various departments cooperate to ofﬁgr
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 students with
opportunities to build supportive professional relationships
among their peers. During Stage One, studeﬁts are placed ;n
small seminar groups and within the seminér groups, are further
paired with "buddies" who share the same classroom placement.
"Buddies'" 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 allo& students to establish sup-

portive environments within which to explore ideas, feelings, and
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experiences which are‘important to them during the training
process (DeNevi, 1979; Gregory, 1976)7

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 tb 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 therpurpose of training beginning teachers. They
are responsible\for;leading seminar groups, teaching workshéps
and courses in their specialty éubject area, cooperating with
classroom teacheis 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,
presﬁmably with an enlarged perspective on education and an in-
creased repertoire of teaching skills (Muir, 1969).

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 alsQ
brought into contact by an arrangement through which classroom
teachers, called School Asséciates, shoulder major responsibility
for the supervision of beginning teachers. Through a variety of
university-sponsored in-service workshops, School Associaﬁes
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
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planning, introduce them to curriculum requirements and method-
ologies, and sdpervise their classroom teéching endeavors. In
cooperation with the Faculty Asspciates, they observe, monitor,
and evaluate the student's progré?s 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 both Faculty Associates and School Associates is seen
as an impo}tant 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—eQalu—

ation skills. The Professional Development Program seeks to

Ry

A

engage the student in a variety of self-evaluation practices,
including self-pacing, journal tasks, analyses of lessons pre-
sented to the class, and major mid-term and final self-evaluation
reports. Grading is done on a Pass/Withdraw basis to encourage

a focus on teaching skills rather than grade achievement (DeNeVi,
1974).

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
conduéfed during the operation of the program.i 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 stfong or weak characteristicg of the
program as seen from post-training perspectives.

The innovative teacher education programs described above
!

have a number of characteristics in common. 1) There is a strong
’Qﬁpmgpasis on a cooperative approach to learning among students,
Egg;her edpcators and public échool teachers involved in the
programs. 2) Students are enbouraged to coach and support each
other through their training. 3) Members of various faculties
at the universities cooperate in the design and teaching of
courses for teacher educatién students. 4) Public school
teachers cooperate with university persoﬁnel in the instruction
and supervisigp of student teachers during their practica.
5) Opportunitiés’age presented for studgnts to relate theory to
practice by placing‘them in practicum situations early in their
training. 6) Self-pacing and self-evaluation are-enéouraged.
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
inhovative practices in teacher education turned up far more pro-
posals for innovative practices that it did programs -which were
implemented in training institutions. The abo&e descriptions of
innovations in programs, although not exhaustive in number,
indicate some general trends and some specific strategies which

~
were undertaken by a number of training institutions to improve

\

;S
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their teacher prepatation programs. The next section of the
review -looks at some issues and methods involved in evaluating
the effectiveness of teacher education programs.

Effectiveness 0Of Teacher Education Programs

This section of the literature review examines the data that
exist to indicate the effectiveness of teacher education programs
in preparing teachers fof 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 cateqories: 1) logistical studiés 2) on-the-job-
performance ratings 3) studies relating pupil learning to
teacher behaviour 4) studies investigating the perceptions of
students, faculty, and school personnel.

slogistical studies examine student characteristics such as
grade point average, previous experience, and age, as wellVQ§
graduates' later career-line data such as number of promotions,
number of publications, etc. (Sandefurr& Adams, 1973). The
relationship between these data and a teacher's success in com-
pleting the program is then investiga£ed. For the most part,
logistical studies produce limited information of use to teacher
educators seeking feedback which will help them evaluate program
effectiveneés. This practice is more functional, perhaps, in

%4
identifying the characteristics of students who succeedfin the
/

/
/

teacher education program.
On-the-job teacher performance ratings and reports are
another source of data on effectiveness of training. 1In this

" approach, pupils, peers, principals and administrators are asked
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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 rat;ngs, 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 indigitor of effectiveness of training.

The th}rd source of data, one product of the Performance-
Based-Teacher-Competency movement, seeks to measure the learning
‘0of classroom pupils as an indicator of teacher effectiveness.
Teacher effectiveness, then is assumed to be an indicator of what
was leérned in teacher training. While this procedure emphasizes
the examination of pupil learnind, the theoretical product of
teachér education, it relies, again, upon ratings of teacher be-
haviour as a data source, and as a consequence, is subject to the
same shortcominqé. By assuming that the teacher behaviour being
examined is a regplt 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 teachigg practice (Horfon,
1975).

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

The perceptions of people involved in teacher education programs
-- teacher educators, supervisory personnel, and students who

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

use of the questionnaire survey, and results are analyzed.
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Burton (1977) states that "recommendations of teacher edu-
cation graduates are the best source of information for program
alterations." While the opinions of people ipvolveé in the
training may be biased as a result of loyalties, contr;butions'to
program design, commitment to a partichlaf philosophy of
teaching, or a variety of other factors, this éource of data
often produces results which can help to accurately pinpoint
specific program strengths and weaknesses.

Follow-up studies in teacher’education programs are rela-
tively few in number. Many teacher education programs, like the
SimonaD{aser Professional Development Program, do undertake to
collect the opinions of students regarding effectiveness of
training, but conduct such studies concurrently with the‘training
itself. The rationale for such an approach likel& 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
collected prior to the student'g application of training in
classroom settings. Gaede (1979) suggests that "pre—service_

teachers can only accurately evaluate their.preparation by having

an accurate conceptidén of the skills and knowledge that are re-

qguired 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 (1979) in a longitudinal follow-up study of teacher

education graduates, noted a trend among beginning teachers to



rate their training more favorably at the beginning of thcir
first year t%géﬁing than at the énd. iSuch data suggest that -
students"péiceptions on the effectiveness of their trainihg
programs change a; a result of actual classroqm teaching, If
this is so, the practice of surveying students:in-trainingvin
order to determine their views of prcéram 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. Aﬁong‘those, ocly a limited
number undertake an extensive longitudinal investigation of the
graduates' views of training. Furthermore, many follow-up
st;dies are subject to major flaws in research design. What
follows is a critical examinatioﬁ of a number of follow-up
studies of teacher training programs.

Krajewski, Mayfield, and Walden (1982), at the University of
Auburn, undertook a follow-up study to gather data for use in the
revision of the university's teacher education program. Tﬁeir
approach was to consult beginning teachers, their supervisors, -
and public school -administrators to define areas of training in
which they believ%c improvement was needed. This was ac-
complished in three phases.

In the first phase, 641 first year teachers from the

University of Auburn were contacted. During a structured
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interview, teachers identified aspects of training which they
considered needed improvement. In the second'phasé; three-person
support teams, made ub‘of an experienced teacher, a clinical
professor of Education, and a specialist from the State De-
partment of Edﬁcation were assignéd the task of assistiﬁg and
§upervising the 641 teacﬁ2}§ throughout their second year of
teaching. Near the end of thei; assignment, support téam mémbers
were asked in an interview to deScribe those aspecté of teaching
with which the 641 teachers neeaed most help. Data from this
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 coliécted from
both groups to prepare a questionnaire asking public 'school ad-
ministrators about their view dn the deficienciesvdf the training
pfogram. When all three sources of data wére considered, |
emerging common knowledge and skill deficiencies were identified
in the aféas of interpersonal skills training, classroom manage-
ment, human growth and devlopment, and the structure and oper-
ation of public school éystems. Krajewski et al., used this
data to revise and restructure the training program at the
University of Aﬁburn. p |

| This large-sample follow-up sttdy solicited informatiog from
the perspectives of members of three different groupé, There
was no dgscription of sampling procedures employed fo;7selection

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 éize 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
pogglations of supervisors or administrators. In addition, no
repbrt was made on the reliability or validity of thé‘interview
and qpestionnaire instruments developed for use in the data col-
lection proCedurés. If validity and reliability tests were
overlobked, it is likely that the data collected from this large-
séale undertaking are subject to question.

Middleton and Cohen in 1979 undertooX a study‘which investi-
gated deficiencies in a teacher education progrém in Florida.
This study examined areas of weakness‘in training as perceived
by two groups, graduates of th%\yfegram and members of the
faculty teaching various program components. A randdﬁ selection
of 200 graduates ‘from the years 1974-1976 was asked to respond
to a questionnair? composed of two sections. In the first
section, graduates rated 25 items to indicate the degree to-ﬁhich
they felt trainingwhad helped them acqui}e skills ‘in teaching
methodology and curriculum implementation. In the second, they'
responded to two open-ended queétions 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
thé 200 students was selected for in-depth interviews designed

to solicit their views on specific areas of deficiency in the

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



57

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

were not'reborted.

Like the University of Auburn study, this investigation
sought feedbackmfrom two pergéectives, but failed to repoft
criteria and procedures for selection of oné sample group, the
-faculty members. It was not reported how much weight the views
of this group was given, nor was information presénted on relia-
bility and validity of any of the fhree data-collection instru;
ments used. Consequently, information collected from this study
is of limited ﬁse 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
program, in order to investigate how well the CEP was meeting its
objective of helping téachers develop "appropriate and congruent
perceptions and ways of working with children" (Combs &
Hannelo;e, 1974, p. 125). The groups were selected, on a non-
random basis, from a96;§ those graduates who could be located,
who were currentiy/féaching; and whose principéls agreed to their
participation in thg study. Although anecdotal accounts of the
teachers' perceptifons of the training were collected, the main
source of/data uged in th? expefiment was observations of the

teachers at work in the classroom. Seven observers, each trained

for 55 hours, observed teachers and collected data using three
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instruments: The Perceptual Dimensions Scale, the Teaeher
Practices Observation Record, and the Recrprocal Category System. '
Observers worked in teams of two, with a floater shifting from
team to team, and with periodic remixings of team members, in
erder to d%oid set team perceptions. Observers worked in a blind
situation, unaware of grouping differentiation in teaehers they
were observing. In addition, observer teams were essigned
randomly to experimental or control group classrooms. Infor-
matiom-from 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 rhe only study found in the follow-up literature in
teacher education that employed 'an 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 date. As a result of these
procedures, data coliectedﬂfrom tﬁis study are likely valid and
reliable indicators of the degree to which the CEP is meeting its
objectives.

Bush and Davis (1982), in seeking- to evaiuate the ef-

fectiveness of a program for the education of secondary mathe-

matics teachers, conducted a follow-up study of graduates from
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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
usefhlness in classroom teaching and answered two open-ended
questions asking fhem to identify the most and least useful
aspect of the training. Forty—five/pércent of the teachers re-
sponded. Results found teachers mé;t satisfied with field-based
practicum experiences which had been closely supervised, and
least appreciative of general education coursework -- particu-
blarly 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 the difficulties involved would -
appear to be contacting graduates. - This has;implications.for
randomness of the sample, and will in turn affdct general -
izability of results. 1In 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 possibility of bias. 1In
addition, no data on the réliability 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
collé;t supervising teachers' percéptions of the adequacy of a

teacher training program. The 571 supervising teachers associ-

ated with the Faculty of Education at the University of Florida
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were asked to rate the effectiveness of the training program,
the adequacy of the supervision by university field personnel,
and the adeéuacy of liaison between public school teachers and
university educators. No indication is given of criteria for
selection of participants. The questionnaire used was developed
after examination of a number of other instruments of know
validity and reliability. The instrument was field-tested and
reviéed before being put to official use. Results of the study
show supervising teachers rating the University of Florida
prograh as very good to‘excellent in training teachers to have
good rapport with students and téachers, and poor to fair in
training teachers in the areas of classréom 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
to def;ne limitations of their data. Consequently, data frogﬁ
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.
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Ryan's study is unique in the literature on follow-up in teacher
education in that it investigates the views of teachers from a
variety ofiteacher education programs. Nine observers observed
and interviewgd 18 different teachers from 11 different colleges
throughout their»%irst year's teaching experience.} Teachers were
interviewed five times during the year, using a prepared inter-
view form. As issues and themes emerged from previous igter—
views, new questions were added to the form. Teachérs were also
observed extensively: once weekly for the first fOpr weeks, and
then two to four times per month for the gsemainder of the school
year. .In addition, teachers participate;gin telephone»interviews
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 teachers!' experiences: '"a realization of the limitations

"a valuing of firsthand experience"

of the training programs" and
(Ryan 1978).

Ryaﬁxgives 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 hisainstruments, and gives no report of their
reliability or validity. Moreover, his sample size is ;elatively
small, he does not report specific results of his data col-

lection, and he gives no indication that data were analyzed

statistically. Fina%ly, in his closing statement, he speaks as

’

TR
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al§6mewhat beleagured teacher educator of the numerous and
séathing criticisms which those in the profession have had to
tolerate. This perspective may indicate that Ryan had an\;xe to
grind in undertaking this project, and it is possible that his
viewpoint contaminates the research report.

O'Rourke (1983) conducted a phenbmenological follow-up study
of graduates trained to be teachers of secondanynglish. 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 Qould 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,
eépecially 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 immediateiy 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 the 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, participated. Moreo&er, 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 teacherngere willing to
provide. Given these considerations, it:is likely that the data

collected, théugh interesting, may be strongly biased.

In reviewing the literature in the aréa 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 investigatedwﬁgre, only four réborted
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 the seven cases,
sample size is extremely small. Only three of the seven
studies report subjecting the data to rigorous statistical
analyses, and in two of tﬁe seven studies the principal in&esti—
gators' concerns may have biased the research design and/or the
researéh 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 souréé

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-
implemented studies in the area 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 actual studies. This final section of the review of
the literature has investigated some methods of evaluating
program effectiveness, and has examined a number of follow-up

studies in teacher education programs.

In Chépter Two, a ;?view of the literature in teacher edu-
cation programs has beeﬁ undeféaken in three sections. Section
One presénted a brief historical perspeétive of teacher education
in North America. Section Two examined some innovative ap-
‘proaches to teacher.education. Section Three investigated a
number of follow—uQQ?tudies as indicators of effecfivehess of

teacher education programs. Chapter Three outlines research

methodology and procedures used in the study.
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Chapter Three

This chapéef presents descriptioné of the design of the
study and the methods and prbcedures 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 th graduates' perceptions of the effects of

training‘as a source of data with which to evaluate the
effectiveness of the program in carfying out its goals.

The following objectives were addreésed:

1. To examine the graduates' jpérceptions of the degree to
which the program is seen to be effedtivg in carrying out its
goal of prepgﬁ{E? teachers for effec£ive-classroom functioning

2. To examine differenées in pe}beptions and to identify
the factors which appear to contributes to these differences

3. vTo examine the graduates' suggestions for pfogram im-
provement.

Development of the Research Project

Graduates of the Open Education Alternative module were
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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
Atraining on a bi-annual basis, in January anduin September.
After 1980, there was only one intake of students per year.
Numbers of graduates in each intake group varied f;om seven to
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
10 proﬁed to be subsequently unlocateable. Sixty-nine of the
original 158 trainees were contacted and asked to respond to the
study questionnairer 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 64%, and a
sample .representing almost 30% of the total grouprof 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 participated in the study, 27 were employed as’
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Table I

Response Rate of the Population

Original Number of, " Number Number Number . Number

Intake Onset of Faculty Student Graduates of of Unuseable of Wrong of Non-
Number Training Associate Enrollment Contactable Respondents Questionnaires Addresses Respondents

1 Jan 1978 A, B 19 10 7 1 2 1

2 Sept 1976 A, m ©18 4 0 - 4 -

3 um:vAmqq A, C 11 4 1 - 1 2

4 Sept 1977 D, E 18 7 4 - - 3

5 Jan 1978 D, E 14 8 4 1 - 4

8 Sept 1378 A, D 17 12 5 - 1 8

T 7 Jan 1979 A, D 10 10 8 - - 2

8 Sept 1979 A, D 14 1 1 - - -

9 Jan 1980 A 9 1 1 - » - -

10 . um:.Ammé F 1 4 1 - 2 1

1 Jan 1982 Fe G 12 12 10 1 - 2

12 Jan 1983 G 7 , 6 6 . 1 - -

Totals 158 79 48 \T\ 10 21

4,7
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teachers in some capacity at the time of the study. Twenty of
these 27 were full-time teachefs within thg public school systém,
six were substitute teachers within the';ublic schpols, and one
was a Teaching Assistant at a university. Five of the 44 gradu—‘
ates were émp}oyed in the field of social services, and 12 were
involved in other activities or occupations. Table II presents
the occupational demograpHics of the entire sample group in more
detailed foZT. ’ ' 7 .

Development of the Questionnaire

The questionnaire used to collect data for the study was
. X
developed after an examination of a number of instruments used
in follow-up studies. The gquestionnaire was designed using

Wassermann and Eggert's (1973) Profiles in Teaching Competency.

(The 19 professional growth dimensions described in Profiles of

Teaching Competency are used as a focus for self-assessment and
o

self-evaluation of student growth during their traipiﬁg period.)

In addition, the 19 growth dimensions described répresent the
Open Education Alternative program objectives,:'and therefore were
seen as an appropfiate 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 developed, so that gradu-

ates could rate the program in terms of -

)
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Table IT

@

Occupational Demographics of 44 Graduates

of the Open. Education Alternative Program

Intake.
‘Numher

;¥

_Onset of

Training

T

Full Time
Teachers

Substitute
Teachers

Tutors/
Teaching
Assistants

Social
Services

°

11

12

Jan 1976
Sept 1976
mm:,Aqu
Sept ;qu
Jan ;mqm_
Sept 1978
Jan 1979
Sept 1979

Jan 1980

) uw:.éomé

Jan 1982

Jan

1983

!

Totals

44
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a) perceived effectiveness of the progr‘ in contributing
to graduates' growth on the gréwth dimensfé:jm
| 'b) perceived importance of the growth dimensionsrin
classroom teaching |
Provision was also made for students to make open-ended résponses
regarding the effects’ of training on classroom performance and
other aspecfs of their lives. Space was allotted for additional
comments and suggestions.

The qﬁestionnaire went through several drafts. Colleagues
"and faculty members of Simon Fraser University were asked to
éxamine'each draft and to comment on thé‘app;opriateness and
'clarify of instruction vis a wvis the objectives of the study.
Suggestioné for improvement were incorporated into subseguent

drafts.

" 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 studentsbenrolléd in the Open Education Altefaétive
Pfdgram at.ﬁhevtime of the study. 1In addition to being asked
for theirvresponses, trainees were asked to indicate aspects of
" the questioﬁnaire which were unclear to them, and to make sug—‘

. gestions for improvement of the instrument. On the basis of
,théir responsés, the final versiqn of the questionnaire was

! dégigned, aqd it was mailed to the sample group. A copy of the

questionnaire iS}}ncluded in Appendix II:

Procedures Used in Data Colection

.The first mailing of the guestionnaire occurred on April 1,
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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. Wassermann, pragram designer
and supervisor, inviting graduates to participeﬁe in the
study V J

- the survey questi%ﬁhqire

- a stamped envelope addressed to the investigator.
By June 1, 1984, 33 completed questionnaires had been returned.
On June 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, 1584, a
third and final mailing was sent out. This brought three more
retufns. In total, 48 of the 79 gréduates responded to the
questionnaire. Twenty-one graduates did not respond, and 10
questionnaire packets were returned due to "address unknown."
Copies of the transmittal lettere;tfpear in Appendix III.‘

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.. Graduafes' Yiews of
traininé are influenced by a number of variables which are diffi-

cult to isolate and measure. First among these are the

r)
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pegceptualftendenciés of\the graduates themselves. Bateson
(1973), Combs (1965), Rogérs (1951) and others have described

the influencing. factors of perception on judgement and ihterpre—

AN .
\

tation of experience. Age, intelligence, and personal and
professional experiences both before and aftericompletion of
training in the Open Education Altérnative module form the atti-
tudes, beliefs, knowledge base, and.values which give shape to
each graduate's way of seeing the prograﬁ. 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 qnd
evolving characteriétics of a teacher education program --
changes in prog;am emphasis from year to year, differences in the
personalities and teaching stytes of each Faculty Associate who
superviées students, differing éiéserOm 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
dynémics wifhin intake groupsﬁ—— present such a variable and
complex array of factors and processes that attempts at quanti-'
fication seem inappropriate. Von Foerster (1972) has labelled

the application of gquantitative measures to functionalAproperties

of abstract and unpredictable entities (such as humah/?eings and

the organizations they create) as "trivialization." and describes

it as a "dangerous panacea when man applies it to himself" (p.33)

A}



AN | | 73

because it limits the perceptibn of complex systems and
procesées. Séhwartzman (1984) refutes the Validity of such an
approach to the study 6f 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
5re a part...and endows (these entities) with qualities (such as
" measureable beginnings and endings) independent of their
context" (p. 42). "In its attempts to eliminate the 'facts' of
self—reflexiveness," Schwartzman argues, research '"paradoxically
incorporates them."

These views suggest that since teacher education programs
areAdgveléped and implemented in the presence of so numerous and
such ;nter—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
folle—up data could be more helpful in pointing to specific
areas of program étrength§ and weaknesses, and thése perspectives
are nof available from a statistical design. It is for these
reasons that descriptive means of data analyses were>used in this
Study. B

Methods Used in Data Analysis

Data were examined from three perspectives:
- from the perspective of each intake group
- from the perspective of the "early" and the "later"
intake groups

- from the perspective of the total group of 44 graduates
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Queétionnaire rating categories were weighted in the following
ways |

- 1 = "not at all%, Ratings at a score of 1 indicate that
graduates viewed the growth dimensieon as not at all
imporﬁant in classroom practice or viewed the training as
ha&ing contributed not at all to growth on that dimension.

- 2 = "somewhat". Ratings at a score of 2 indicate that
graduates viewed the growth dimension as somewhat
important in classroom practice or viewed tﬁe training as
having contributed somewhat to their growth on that di-
mension.

- 3 = "considerably". Ratings 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.

"not

(Since no graduates indicated that a growth dimension was
applicable' from either perspective, this cétegory was dispensed
with in the data analyéis.) Within groupg} ratings for each
growth dimension’were tallied and the mean rat}hg score for each
was calculated. 1In order to identify trends, arbitrafy caté—
gories were establishes in .25 graduations between ratingshof

"1" and ”3". A separate category of "3" . was set up to indicate
those growth dimensions rated at the highest possible "score. >
Results for each growth dimension were tabulated from two per-

spectives:

- perceived contribution of training to growth
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- perceived importance in classroom practice

Those growth dimensions rated highest and loweét from both per-

£

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:

I General Comments

a) overall view

~ b) personal
c) relationships
d) occupation/employment
e) teaching
f) aspects of training

I1 Interpersonal Skills Development

a) Clarifying
b) empathy
c) thinking

IITI Teacher as Persg? Studieé

v Child Growth and Development
s

S~

\Y Curriculum Studies
VI Difficulties Experienced/Perceived Weaknesses in
Training

“3Y repercussions in personal life
b) implementation of open education practices
c) placements
d) duration of training
e) instructors
f) curriculum
g) other
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VII Suggestions for Improvement
a) curriculum . ,
b) implementation of open education practices
¢) duration of training

d) practica

e) instructors
CategoriesiII, I1I, IV, and V correspond to the training
components of the Open Education Alternative Program. Categories
I, VI,‘and VII emerged as consistent themes frem the data.
Category VI, "Difficulties Experienced/Perceived -Weaknesses in
Training," emerged as a dual category because many graduates
described personal difficulties experienced during EEaining as
reflections of weakness in the program, without iaentifying
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 f
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 traiﬁing with respect to a single

vear's work, as well as allowing for comparison betweenfgfoups.
It also allowed for the examination of general trends and con-

sistent themes as seen from the full group's response.
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Summary .

' This chapter has reviewed the research methodology employed
in. the study. The methods of data analysis have been presented.
Results of the data are presented in Chapter Four. Findings,

conclusions and implications are outlined in Chapter Five.
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Chapter Four

This chapter presents results of the data collected from
44 graduates of the Open Education Alternative teacher educatibn
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 dimensioh in classroom
practice

The 19 growth dimensions were as follows:

1. Identifying educational beliefs which inform classroom

practice
l=~3. Taking the initiative and risking new things in the

classroom

3. Acting in ways consisten£ with educational beliefs

4, Defining problems'in the classroom and finding creative and
appropriate solutions £

5: Translating new ideas into practice

6. Acting in reliable and dependable ways

7. Approaching classroom teaching with aiposiﬁive outlook

8. Cenuinely prizing students' ideas, opipions,rbeiiefs and

feelings



10.

11.

12.

13.

14,

15.

16,

17.

18.

19.

79

Méking thoughtful diagnoses of pupil difficulty and planning
teaching strategies which are appropriate to individual
learning needs ‘

Using clariﬁging responses skillfully when they afe
appropriate to provide students Qith opportunities to think
more deeply about ideas, attitudes and beliefs

Asking questions which promote and extend student thinking
Encouraging a lot of interaction among pupils in the
classroom

Iﬂteracting with pupils in honest, open and authentic wéys
Impleménting teaching strategies appropriate to teaching
objecti&es |

Keeping well—informéd about new curriculum ideas and other
educationally relevant issues

Using a variety of evaluation practices primarily to
diagnose learning difficulties and point the way for student
improvement |

Making the classroom a vital, alive and dynamic place for

student learning

' Using a wide variety of teaching materials

Creating a harmonious, active and purposeful group spirit

among pupils.

Mean scores in ratings for each growth dimension were calculated

and tabulated in .ZQ—é;aduations between 1 ("not at all") and 3

("considerably") in order to identify the trends. A separate

category of 3 was establishednto indicate those growth dimensions

rated at the highest possible score. .
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In Part Two of the quéstionnaire graduafeg responded to
open-ended questions asking for additionai comments about the
training itself, e.g. how it had affected their classroom
teaching éerformance, and how it had affected other aspects of
their lives. Anecdotal comments were tallied‘and categorized
according to themes whicﬁ emerged from the data. Each time a
comment appea{g?, it was assigned one point. Comments were
ranked from most to least number of points within the categories.

The data are presented from three points of‘view:

- from thg perspective of each‘intake group of,graduates

- from the perspegtive of the "earLy" and the Platerf intake

groups

- from the perspectivé of the total group of 44 graduates

Results from theostudy are first reported from éhe per-
spect;ve of each individu;l intake group. Those growth di-
mensions with the higheét and lowest mean ratings are

-

highlighted. For the purposes of discussion, trends in ratiﬁg

are aescribed using the following terms:

- 3.00 -- highest rating
- 2.50-2.99 -- high rating
- 2.00-2.49 -- moderately high rating
N
- 1.50-1.99 -- moderately low rating
-1.00-1.49 =-- low rating

In describing the discrepancies in ratings between training goals
{perceived importance of the growth dimension in classroom
practice) and ésrceived growth (perceived cbntribuﬁion of

training to growth), the following terms are used:
LY .
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- entirely congruent -- there are no discrepanciés in
4 f’r\,\ B ’

ratings between the two perspectives

.- ’ .
- highly congruent -- the rating discrepancies between the
. Y ’ ’

" two perspectiQes afe'less than .5 on the‘Likgrt sééle

"oderately congruent -- on the Likert scale, there are

ating discrepancies of from .5 to- 1.5 points between the
two perspectives

- low congruence -- rating discrepancies exceed'];Sfpoints

on thé Likert' scale 7
In examiping the comments to the open-ended questibns, consistent
. themes are noted. ‘ ’ ,

Table IIIA through IIIK show mean fatingé of each intake
group for each growth dimension. For thé purpose Qf conciseness,:
"only those growth dimensions rated at higher and lower extremes
are idgntified in full. As can be seen in Table IIIA, graduétes
from intake group #1 (h=6) fated the 19 growth dimensions in the
fol&owing ways. | |

In perceived importance in classroom practice, ten di;
mensions were given the highest rating (3;0) and the otﬁer nine
dLmenéions were given high ratingé.(2;50—2.99). In ﬁerceived
contribu}ion of Eraining to growth, one dimension (#iO -- "using
clarifying responses') was given the‘highest rating (3.00);
thirteen dimensioﬁs were given high ratinés (5.50—2.99), four

#6 -- "acting in

(#5 -- "translating new ideas into practice,"
reliable and dependable ways", #15 -- “"keeping well-informed
about new curriculum," and #16 -- "using a variety of evaluation.

pra;tices?) were given moderately high ratings (2.00-2.49), and
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mes Ratings of Perceived Effects Om eHmHsHsm on 19 wHOmmmmHosmH Growth Dimensions

;ﬂﬂ\ ﬁu Perceived contribution of training ﬁo growth,

wmﬂomw<ma importance of growth dimension in classroom practice

Ratings: 1

= not at all ) :
2 = somewhat i

, 3 = considerable
Intake Group #1 n =.6

102 3 -4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19
3.00
2.75-2.99

2.50-2.74 |

2.25-2.49 :

2%0-2.24 | B

1.75-1.99 | B |
1.50-1.74 |
1.25-1.49 | \
1.00-1.24 | |

Mean

Ratings

. Growth Dimensions




one (#14f;— "implementing teaching strategies appropriate to
teaching’odjectiyes")'was given a moderately low rating (1.50 -

1.99). | : |

In. exam1n1ng the congruence in ratlngs, two items (#4 ~--
7 s 1

3,

"deflnlng problem in the»classroom ands#17-4kﬁmahing the
,classroom a Vitalyplace ) were given entlrely congruent ratings
with a sdoreﬁof 3.00; thlrteen 1tems recelved highly congruent
‘hratings abome a score of 2.50, and four (#5 -- "translating new
‘ideas'into practice," #6 -- “aoting in.reliable and dependable -
ways," #14 -- "implementing teaching Strategles appropriate to
teaching objectives" and #16 -- "using a variety of ‘evaluation
praotloes")hwere,givenlmoderately congruentvratings indicating
.5‘to 1.5 points difference in ratings between the.two per—
spectlves. a |

On ﬁart ‘IT° of the questlonnalre, intake groupl#1 made a
total of 72 anecdotal comments. These are found in Appendix-IV.
The comments were distrlbuted-in the following manner} Twenty-
four were general comments, twentyefour were in reference toq
] Interpersonal\ékills Development, two‘mere in reference to Cur-
riculum Studies,-three were in;reference to.Teacher as Person
'Studles, three were in reference to Child Growth and Development,
erght descrlbed,dlfflcultles eﬁperlenCZwor perce1ved weaknesses’

in‘training; and nine offered suggestions for improvement. A

»

e

The nature of the comments was as follows. " Of ‘the 24 gener-'

,al comments, all were pos1t1ve, and 12 1ndlcated that tralnlng

s

hadcpeen 'extrgmely valuable overall."” ,Of the 24 comments about

Interpersonal Skills Development, 11 noted improved interpersonal

s -
] 5
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skills and nine described pos1t1ve effects from clarifying skills

* training. Four comments described growth in the area of teaching
for thinking. This echoes' the high ratings (above’ 2. 75, seen. in

Table IIIA) for growth dimensions #10 #11,‘and #13, Whichbemgha-

size Interpersonal Skills Development.' While fewer comments were

v

made ahout‘the program components of Curriculum Studies,LTeaCher J
‘as Person Studies, and Child Growth and Development, they were

nevertheless pos1t1ve.- Of the eight comments describing dlffl—r,’
culties or weaknesses perceived in training, four 1dent1f1ed a

"let-down" feeling after the intensity of. training.i Of the nine
suggestions for 1mprovement, five adVised a longer training

period or follow up - courge, and four suggested,a stronger or more

‘o

///E?ec1f1c empha51s on gurriculum._

No data were available from graduates of 1ntake group #2
.2 x

Only one graduate prov1ded the data for 1ntake group #3.J (See

Table ‘TIIB) He rated the 19 growth dimen51ons in, the follOW1ng

P

ways.

" In perceived 1mportance in classroom practice, 51xteen items

~
T

-were given highest ratings:(3.00) and three items (#2 -- ”taking

the initiative 'and risking new things," #5 - "translating new

L4 »

ideas into practice," and #15 -- "keeping“welléinformed about new.
curriculum") were given moderately‘hfgh_ratings (2.00-2.49). %In
perceived contribution of training of groW?h ten 1tems were’
given highest ratings and the other ningwytems were given moder— fi

o J

In examining congruence in ratings,- ten items received

atel high ratings’(2,00—2.49).

{__entirely congruent ratings above 3.00, three items (#2. ——c“taking

s .
-
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Y . . 0 i
.mew Ratings of Perceived Effects of Training on 19 Professional Growth Dimensions
ﬁu = Perceived contribution omwﬂﬁmw5H5© to growth T e ,
- = Perceived importance of growth dimension in classroom practice
i .wmﬁwn@m"‘ A”u not at all
- "2 = somewhat - .
3 = considerable ;
: : , / ,.. ) Intake Group #3 n = 1 ’ .,k ~

3,00

2.75-2.99

-2.50-2.74

NlelN.kw

2.00-2.24

1:75-1.99

1.50-1.74

1.25-1.49

1.00-1.24

Mean

Ratings .

1X4
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N : " o A {

> -
B 4 i
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E)
the initiative and’fisking new things," #5 -- "translating new

ideas into practice," and #15 -- "keeping well-informed about

.Y

curriculum") received entirely congruent.ratings betweéen the

scores of 2.00 and 2.24, and six items (#4 -- "definihg problems-

°

in the classroom," #6 -- "acﬁ}ng in reliable and”dépéhdable -

ways," #7 -- "appranhing claﬁsroom,teaching with a positive

outlook," #8 -- "genuinely priiing-students‘ ideas, opinionsd :

beliefs and'feeLinés," #12 -- “encouraging a lot of interaction

~among pupils," and #18 -- "using a variety of teaching methods") .

v,

fecefved deerately congruent rafings abovéAa score of 2.24.

The graduate from intake group #3 méd; a total of ten anéé—
dotal comments. Two were'qéhefél cgﬁﬁents and eight were in .
reference t§ interperso;al Skills Development.. All comments were

positive. Of the eight comments about Interpersonal Skills De-
velopment, five described geﬁeral growth and three specified
favéerable effects from clarifying skills training.

Ratingé from the four graduétes from intake Qroup.#4 were

~as follows (see Table IIIC). In perceived importance in

classroom practice, thirteen items were given highest ratings

(3.00) and six items were given high ratings (2.50—2.99). In
- v - - :

perceived contribution of training to growth, ten items were

given highest ratings (3.00) and seven items were given high

ratings (2.50-2.99). The other two'items‘(#S -- "keeping well-
informed about new curriculum ideas" and #16 -- "using a variety
of evaluation practices") were given low ratings (1.00-1.49). o

In noting congruence in ratings, ten items received entirely

-

congruent ratings at a score of 3.00, four items‘received ' =
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Mear. wmﬁw

3.00
2.75-2.99
2.50-2.74
2.25-2.49
2.00-2.24
1.75-1.99
1.50-1.74
1.25-1.49
1.00-1.24

Mean
Ratings

Aﬁ ‘— _— _— _— . .

&n
#

Table III C

5\

Perceived contribution of training to @HOiWW

- Perceived importance of growth dimension in classroom practice

It

Ratings:

1T = not at all
2 = somewhat
3.= considerable
L _
o o Intake Group #4 n = 4
1 2. 3 4 5 6 qJ 8 9 10 11 12 13 14 15 .16 17

'

Growth Dimensions

U
Gy

of Perceived Effects of Training on em.WHOmmmmHoamH Growth Dimensions
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entirely congruent ratings at high scores (above 2.75), and

R |

‘three items received highly congruent ratings dt scores above

2.75. The other .two itefms (#LSlir “keeping wéﬁl;informed°about
, new curriculuym ideas" and #16 -- "using a variety of evaluation -
pragtiéesff received ratings of low congruence. ' Items #15 and

. L] .
#16, in fact, were rated in the lowest possible category from the

perspectivé of perceived contribution of training to growth --
1.00-1.24 -- butrwere.rated above 2;75 from the éerspective of
pérceived importahce in classroom practice. | l

'A total of 48 anecdotal commepts were méde by the gradﬁates T
from intake g%oup #4. They occurred as fdllows. ‘Thirteen werer
genéral comments, thirteeﬁlwere_in reférence to Interpersonal
Skills)DeveLopment, two were about Curriculum Studies, féur were
'in reference to Teécher as Person Studies, seven déscribedfdiffi—
culties exberienced or weakhesses ﬁerceiwed in;traigingp ana nine
offered sugééstiohs foreimprovement;_ ' : : y

The ‘nature of the comments was as follows. The 13 general
commehts méae positi&é refeience to various aspects of overall
training. Of’the 13 coﬁments,about Interpersonal Skills Develop-
ment, seveﬁ'aeséribe improved liétening,-commuﬁicafing, and
counselling skills., Five specify positive effects from clari-
fying skills ;raining.’ Althoﬁgh the comments aboﬁt Curricylum
and Teachér as Person Studies'QereAfew,‘they describe positive
growth and leé;ning experiences. -Of the seven difficultieé/
weaknesses described, four were inrreferencé to the trainers and
two echoed comments from earlier groupé to the effect»thatl

El

training was too short. All nine suggestions for improvement
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advised either a longer training period or a stronger or more

-

specific curriculum emphasis. These{suggestions reflect the low

2

ratings for perceived growth on item #15 -- "keepidg well~
informed about curficuiﬁm ideas" (see Table I1IC).

The three graduates from iﬂf@ke group #5 rétédgthe 19 -growth
< , ‘ P i ; = ,

B
“

dimensions- as follows (see Tablé?IIID). In perceived importanCéT“Mﬁﬁ

[

‘in classroom practices, fifteen itqmé received highest ratings

(3.00},-thrée items receiVed‘high-ratings (2;5012;99)’and one
item (#14 -- "implementing teaching strategies appropriate to

teachirig objectives'") received moderately high fatings (2.00-

2.49). 1In perceived contribution of training,to growth, seven.
items were given highest ratings (3.0Q), four items were given
high fatiﬁgs (2.50-2.99), and four iféms were given moderatély

high ratings (2.00-2.49). 1In addition, four items (#6 -- "acting

#

in reliable and dependable ways,} #13 -- "interacting with

students in honest, open, and authentic wayg," #14 -- "imple-

enting teaching strategies appropriate to teaching objectives"
) ) OB -
and #16 -- "using a variety of evaluation practices") were given

E
/

moderately low ratings (1.50~1.99). : 2
In examining congfuence in ratings, seven items. were given

entirely congruent ratings.at a score of 3.00, one item was given

entirelyicongruent ratings at scores betweéd 2.50 and 2.74, and

three items were given higﬁly congruent ratiﬁgs abové a score of

2.50. In addition, séveﬂ items (#2 -- "taking the iniﬁiative

and risking new things in the classroom," #4 -- "defining

problems in the classroom,'" #9 -- "making thoughtful diagnoses

of pupil difficulty," #13 -- "interacting with students in an

//\T

F-4

/
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2.75-2.99

2

2

2

1

Mean
Ratings

.50-2.74 - - _ - - _ |

.25-2.49 | } | . ,

.00-2.24 | |

.75-1.99 >
1.50-1.74
1.25-1. 49 |
dmoopA.Nb. ,

" Table III D
1= . =
zmm: wmeb@m of Perceived Effects of mep:p:@ on 19 WHOmmmmPODmH OHO&#W Dimensions

O

Perceived contribution of training to growth

Percéived importance of growth dimension in classroom practice

Ratings: 1 = not at all
2 = somewhat
3 = considerable
o “
‘Intake Group #5 n = 3
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19

3.00

N . Growth Dimensions
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opeﬁ, honest, and awthéntic way," #14%-- "implémeﬁﬁing téaching;
strategies appropriate to teaching objgctives,"'and,#JG __'
"using a variety of teaching materiélsﬂ)rwére given modgratély
congruentrraﬁings. There was 1ow'congruence in ratingslfof item
#6 ("écting‘in reliable %hd,dependablé W?ysﬁf.‘ ‘

Intake group #5 madg;attotal of 21 ané%dot;l comments. Théy‘
weré distributed as followé% vSix wére general comments, eight
were in reference to Interper§oQal Skili; De%eiopment; one was
about Curriculum Studies, one was in reference tofcﬁfld Growth
and Developmént; and fEVe.described;diéficﬁlties experiénced'or

. %62%

perceived weaknesses in training.

<

The following themes were. noted. The six general comments

_— 4
’

described positive effects.fromloVeralI tréining. Seven of the
comments about Interpersonal Skills Development descﬁibed im-
proved listening aﬁapinterperspnal skills, and one described
positive effects from’teachgng for thinking.trainihg. Although
only one comment was méde about Curriculum Stgdies,’and’one about
Child Qrowth éﬁd Development, both were favourable. All five’
comments about difficulties/weaknesses in training were.méde By
the same graduate. Three of these comﬁents stated "gave me
unrealistic/expectations'for self, étudehts, and.teaching:"_
Ratings from intake group #6 with an n of 5.were'm6re\widely
‘distributed, as can be seen from Table IIIE. ,The\following
trends apbear. ;p perceived importanée in clasSroom p;aétice,
ten items were given the highest posibie rating k3.00) and the

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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- TableIII E ;
me:wwﬂwzmm.oﬁmmhomw<mQmem0hm0meHdeHbmon)wwHOWmmmHo:mHOHOEWj‘UHBm:mHo:m

ﬁu.n Perceived contribution of training to growth

]

‘Perceived importance of growth dimension in classroom practice

-~

'‘Ratings: 1 = not at all
, 2 = somewhat ?
3 = consideraple : R , . :
Intake Group #6 - n = 5 .
1.2 3 4 5 6 7 -8 9 10 1T 12 13 14 15 16 17 18 19

3.00°

©2.75-2.99 | 2 | ’
2.50-2.74 | |
2.25-2.49 .
2.00-2.24 , |
o 1.75-1.99 | |
| 1.50-1.74 .
1.25-1.49 | | g |
. .,
- y.00-1.24 : |
- Mean -
. Ratings i

Growth Dimensions
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"distributed in the following ways. Twenty-four were general '

comments, twelve were'inAreference to Interpersonal‘Skills De-

93 .

"acting in ways con51stent w1th educatlonal bellefs,; #10';—
using'clarlfylng responses" and #1] - asklng questlons WthhIL
promote and extend student thlnklng ) were glven the hlghest

'p0551ble rat1ng-(3.QO).' Elght 1tems were glven hlgh ratlngs'

(2.50-2.99), three items (#4 ;-'ﬂdefln;ng pfoblems in the

classroom" #13 -- "interacting with students i anahOnest,‘open»-
and authentic way,"'#16.——‘"using.a‘yariety &f evaluation ~

'practices' and #18 -- "using a wide variety of tea»hing'materi—

als") were glven moderately high ratings (2.00-2.4 ), and three’

~

’ 1tems (#7 =- approachlng classroomtteachlng with asp051t1ve
B S ..' . » v\ .
outlook,"‘#12 - encouraglng a lot of 1nteractlon among pupils,"
and #15 --, "keeplng well informed about new)currlculu@ ideas")

- ) \\ . .
were given moderately low ratlngs (T 50 -1.99). Lower%ratings

for 1tem #15 and #16 begln to appear as con51stent tre&ds.

TR
’ #

'In examining’ congruence in ratings, three items "(#3 --

"acting in ways consistent with educational beliefs," #ﬂOv——

"using clarifying responses/gﬁillfully" and #11 -- "aski&g
questionS'whrch,pronote and extend student_tninking“) were given .

ventirefy congruent ratings at the highest‘poeslble score (3.00),
four items were givenventirely congruent ratings at\;EoreS-above
2.50, five items were given highly congruent ratings at scores .«
above 2.50, and seven items (#4, #7, #12, #13, #15, #16 and #18)

were given moderately congruent ratings at'scores above 1.99.

Intake group #6 made a total of 51 comments. - They were *

h

velopment, four were about Curriculum Studies, two were in
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reférepcerto'child Growth and Develbpment,/;hréé/;escribed diffi-

15

in training and six

culties experienced or perceived weaknesses

offered suggestions- for improvement. . __ . P , : s
. . ) B : . \r : v
The following %hemes appeared. Of the 24 general comments,
four des rib% the instructors® role modelling in pgsitive terms.

Four identify Education 483-484 (the Summer Semester on-campus
course dfrthe Open Education Alternative) as a pésitive element
and\four state that training "ignited a fire.of enthusigfm in.my
life." Thé other general.cohﬁénts describe‘various aspects of
the overall trainigg in positive éerms. Of the 12 comments about |
Inﬁerper§9nal Skills DeQelopment;‘eight deSCr;be'positive eﬁfécts
from\wa% in ctarifying, a themé also identified bykintake érouﬁs
#1 and #4. The four comments aboﬁt Curricﬁlum Studies and the’
two madé in referénce to:Child Grdwth ahd Development describe
favorable outcomes from work in thé;e areas.’ﬁQf pﬁe'six sug-
gestions for improvement, fouf offered the viewpoint that one-
Faculty Aésociate should be more coﬁmitted’to an Open Education
philosophy. One of the three comments Q¢scfibing diffiéulties/‘
Qweaknesses<ih tréining also identified Ehe'FacultynAssociéte\;oié
model as a weaknesé in thié*ingike grqﬁp.f | ‘

Ratingéhfrom'thé eight.reéponﬁen£s in in take.gfodp #i wefe-.
.also mﬁée‘wideiy scaﬁteredAthaﬂ in"othér\groups.~ As caﬁfbeaseén
iniTable,I{IF, ﬁhe folldﬁing trendsgoééﬁf.

In perceived iﬁportaﬂcejin classrqom pr@ctiCé,’three items
(#8 -- "genuﬁnély priZing students i&eas,_§pinions§ beliefs and
feebin&s".and #13’-_ “1nteracFinngith st&gents in an honest,

-

open, and authentic way') were given the highest possible rating -

-
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1

(3.00). With th;{ excepti\\ogjf items #15 and #16, all other

hlgh ratlngs between 2.50 and 2. 99

1

growth dimensiong were gi

~Items (#15 -- "keeping_well—lnformed‘about new currlculum 1deas
and #16 ——~"using~a.variety of evaluationvpracticesﬁ)’were given
N / . -, . . ;.‘

moderately hlgh ratlngs between 2 OO and 2. 49. -Whis Was'the'

"t;fourth group to rate these two 1tems at relatlvely lower score&”gd”

In notlng congruence in ratlngs, one 1tem -- #8 (' genulnely

#
prlzlng students ;deas, oplnlons, bellefs and feellngs ) was

glven entlrely congruent ratlngs at the hlghest poss1ble score

S

(3 OO), and seven 1tems were glven entirely congruent ratlngs at

e

hlgh]scores (in fact, at scores above 2. .75). With the eXCeptlon
of items'#li'and #16, all other 1tems received hlghly congruent
.ratings at,scores above 2ﬂ50' Items #15 and #16 recelved moder -
ately congruent ratlngs,at scores above 2.001

| Intake groupu#j.provided more anecdotal‘commentsvthan did’
any of the(other groups. One reason for thisrmay be the larger
number.of respondents (n;B).. énother reason‘may be that the
researcher herself was tralned in this group, and therefore knew
the graduates well It may be speculated tHat the nature and
extent . of responses from 1ntake group #7 is a reflectlon of this
s1tuatlon. The 199 remarks were distributed as follows. Forty-
four were general comments, thirty-six were in reference tor -
Interpersonal Skills Development, twenty—onelwere about Curricu—
lum Studies, six were in reference to Teacher as Person Studies,
one wa&s in reference'to Child Growth and Development, sixty

described difficulties and/or weaknesses in training, and thirty-

one offer suggestions for improvement.
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The nature of the comments was as follows. The 44 general ';i
.ogmments-Were favorable. -For éxample, s&ven statements ihdicate@
that training was>ﬂoqe of the moét significant experie@ces of -my

lifeqf six describe the friendships and subport,group as "véfy

< »

-valuable," sixvstatg that "tfaining helped me to teach and‘live"
Cin healthiér'wgys“ an% fopr described the instructors as
"excéllén&»rﬁle models." Of the 36 comments about Interperégndl
4Skills bevelopment, 14,de§cribe 6yerall favorable outcomes. .
Nine:remarks*identify-specific favorable effeéts from training

in élérifyigé;'fqur from wérk in émpathy training, and ninevfrom
~trainiﬁg.intteaching for ﬁhinking.’ It ‘should be nétedrthat ‘ -
th%seiéémments augmeﬁ§ the high ratings .on ‘perceived growth for
items #1, #3, #8, #10, #11, #12, #13, all of which involve .
Interpé:sohal Skillé De&élopmeﬁt; éf’the 21 cqmﬁénts‘about_Cur—
figﬁ;um‘Studies,‘?ivestated‘"ﬁelped'@e individualize programs"
and.fivevdééCribed’skills 9ained;in "teaching in'élternate ways."
The remainder ofythé coﬁments in tﬁisucatedbry speak favorably of
learniﬁgé about self—conéept, cuf%iculum ﬁatéfials, centers; and
a variéty of,cher aspects’pf curriculum. .As with’previous
groups, fewer édﬁments were made in réferénce to 'Teacher’ as
Person Studﬁés and Child Growth and Deveioément, but all were
positive. | ‘ v

| fhtake groupf#7 proVided>a larger portion'of comments de-
scribing difficulties experienced érrweaknesses perceived in’
training than did any'other'greup. The'ﬁajorityﬁof'the comménts

were made by three graduates, and reflected experiences:of

turmoil and distption in personal life perceived to have
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occurred as a resnlt o% training. 5f the 60'comments; T1’stated
_that training "didn't equip me to deal with the real constraints
ofmfthe eystem'",,eight st;ﬁed "extremely difficultoand‘painful
to implement Open Practices in 'the syetem‘",and seven,stated
"gave me.nnreafistio_expeotations for self, students, and

, teaching." Such comments were made by six of-the eight gradu-
ates, althoﬁgh two graduates provided about haif of them. 'Five
identified the training period as "too short" and an\;ddgtional
five describe training as overwhelmingly time and - energy eon-
suming.V Other comments describe disruptive efﬁects on marrtage
and family life, difficulties with 405 School Associates, and

difficulties with practice teaching,piacements. Of the 31 sug-

- .
/

gestions for improvement eight advised that more input be.
included on '"how to deal with the real constraints of '"the
system'" and four auggested that input be included on "how to

deal With criticism of%Open Education." 7Other comments advVised

¥ Home it A
ABAET T
4

%hgt trainees be offered more practice in learning to implement
ti;r s
“:fvariety of open education practices such as indiVidualized in-
struction, '"the Organic Day and "Math Their Way.

Only one graduate from intake #8 responded to the questione
naire. As can be seen from Table IIIG, he rated the growth -
dimension-as follows. 1In perceived,impprtance in ciassroom
practice, aii 19 growth dimensions were'giyen,highest ratings
(3.00); In perceived oontribution of training to growth, |
eighteen growth dimensions were given highest‘ratings and one --
item 419 ("creating a harmonious group spirit") was given moder-

ately high ratings (2.00—2.49): In examining congruence in
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1.00-1.24
Mean
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ratlngs, items #1 through #18. inclusive were given entirely
i
congruént rat1ngs at the hlghest scqre (3 OO) and 1tem #19 was

glven moderately congruent ratfngs at a score above 2. OO

ihe 1ntake #8 dgraduate made a total of 13 comments. They¢‘

£ ‘/‘/L:}.

e
vy

occurred as follows. Three were‘general comments, four were'in
reference to Interpersonal Sk}lh@ Development, one was in refer-
ence to Currlcu%um Studies, oﬁe was about Child Growth and De -
velopment, threeadescribed diffiCulties experienced or weaknesses
perceived in training, and one offered a'suggestion for

improvement. ‘ » | : /"’//_\\

The following themes were noted¥ The three general comments
descrihe positive effects from overall training, and the four |
comments about Interpersonal Skills Development'describe,im~
pnovement‘in interpersonal,skills, specifically teaching for
thinking.ﬂ Of the three comments about difficulties/Weaknesses,
‘two stated that‘training was too short and one stated that there 3
was ."'not enough curriculum rnput." The single suggestionjfor
improvement advised, as did comments from graduates in three
other “intake groups, that a follow-up course be offered for in-
servrce teachers. |

The sing}e respondent from intake #9 rated all growth di-
mensionsfat the highest possible score from both perspectives
(see Table IIIH). Meedless to say, scores for all 19 items were
entirely congruent at a score of *3.00.

The intake #9 graduate made a total of 12 anecdotal

comments. One was a general comment, nine were in reference to
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Interpersonal Skills Devslopmént, one was in reference to Child

- Growth and Development, and one was a suggestion forAimproyemgnt.&
Ten of the 12 comments describe favorable éffqus f;gm' |

trainihg. TQe‘fOllowihgvthemes occur. Of the niﬁedcgmmenﬁs

sbput Interpersoﬁal Skills Dévelopment; three,descfibe this

" aspect of training as "very imbortant and valuable,"

aﬁd three
describe iﬁproyement in&interpersonal-skills. Two.commeﬁts de-
scribe improvgggntfskills. Two comments describe posifivs.
effects from training in clarifying, and one ffomwtraining in
empathy. The one suggestion for improvsment echoes the comments
from g:aduates from four other intake groups,uthat:a follow-up
course be offered.for in-service teachers. -
Responses from intake group #10, also with a single re-

spondent,gshowed more variation. As can be seen in Table III I, .

the following trends occur. In perceived importance in classroom

practice, sixteen items were givéﬁ 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 teaching materials'") were given

moderétely highvratings (2.00—2.49).; In perceivsd contribution
of training to groﬁth, nine items were given highesf ratings
(3.00), and the othe; ten items were given mgderately high
~ratings (2.00-2.49). | , @

In examining congruence inwratings, nine items were given
entirely congruenf ratings at the highest possible score (3.00),

three items were given entirely congruent ratings at a score of

B

‘éiﬂ‘{:‘ %...s
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3200, and seven items were given moderately qugruent ratings'at

[
U

acoreé aboVe'2'001
The 1ntake group #10 graduate made a togal of elght anec~.

- 'dotal comments. Three were genera1~comments, ‘and five were 15

- reference to Intérpersanal Skills Development.'(All three ganaral

comments were faVorable. Of, the five comments about Intet—

personal Skills Develapmént, four'describéd general‘posit}Ve

effects and one described increased clarity of beliéfs»as a

result of training in clarifying skills.

Ratings for {ntake group #11, witirithe largest number of

e

respondents‘(n=9f can be seen in Table IIIJ. The following
trends were noted. 1In perceived importance in;ciasaroom
practice, ten items were ?iven ratings at the highest>score
(3.00) and the other nlnelltems were glven hlgh ratlngs at scores
~above 2.75. 1In perce1ved contrlbutlon of tralnlng to 'growth; two
j:items (#1 ;— 1dent1fy1ng educatlonal'bellefs which infdrm
>claSston practice'" and #11 -- "askingiquestions which promote
and extendvstudent'thinking") were given the highest possibie
rating (3.00), and thirteen items were given high ratings betyeeh
2.50 and 2.99. The other four items (#7 -- "approaching
classroom teaching with a positive outlook," #14 -- "implementing
teaching strategies appEopriate tofteaching objectives," #16~——'
"using a variety of evaiuation bractices;" and #18 -- "usiné.a |
wide variety of teaching materials")kwere given moderately:high

ratings (2.00-2.49).
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) \- =" Perceived importance of growth dimension in classroom practice
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Ratings in the‘modé}ate bateg@fﬁés fﬁ? items #14 and #16 emerge
asACOnsiétentit:end$ and moderate ratﬁngs for items #2, #7 and

#18 begin to emerge asfweék}tré@dé;
~ In exéminihg congruenée in ‘ratings, ohe item 1#11 ae ?asking
questions which promote’and extend student thinking") was_ given

3

1 entirely congruent>ratings at a score of -:3.00 and four items

(#4 -- "defining problems in the clasgsroom" #9 -- "making
thoughtful diagnoses of pupil difficulty" #10 -- "using clari-
fying responses“%killfullyf and #12 -- "encouraging a lot of

interaction amoﬁgrpupils")rwere given entirely congruent ratinés
at scoreé above 2.75¢ fen itehs were given highly congruent
‘ratings above 2.50Vand the other four items (#7 ——'"approaching
classroom teaching with a positiye‘outlook,“‘#14 - "implementingr
teachingbstratégies appropriafe tdhteéching objecfiyes," #16 --
"using a variety of eégluation practicesf aﬁd #18 —; "using a
wide véfiety of teaghing materials") Were;given moderately
congruent ratings ‘at scorés above-2;25. |

A total of 96 aneédotalICOmments were made by the intakei
group #11 graduates. ‘Theyrwere cétegorized'as follpws,‘ Thirty—
tWo were general comments, twgpty—twokwére in_réferénce to
Interpersonal Skillé Development, sevénVWere in;reﬁefgncevpo
Cu:riculum Studies, sixteen were'about Teachér é$1?éf§6n Studies,
six Were'in referend@ to Child Growth.and?Dé&éioéméﬁt)sfiye 
vdescribe difficultﬁb§%expeﬁienced or wéakngSsesfpgrcéived%gh
training and.ﬁight;;ffered/suggestions for‘ihprQQGméht;'

The 32§§ineral comments were all'pos;tiQe. 1Eor examp1§,'six_

described training as "extremely valuable overall" Six'callediit'
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"a time of greatvpersonal growth" and five identified the

‘friendships formed during the tnaining period as '"very valuable."

Other general comments identifyiinproved self—ccncept, enthusiasm .

and sense of pnrposefulness as effects of overall training.
Of the 22 commegis about Interper§Q§al Skills Development

2} . - f‘e
five describe improved listening skiLls #ten make specific refer-

3
s F

ence to training in clarifying, and seven of the nine graduates
stated that this training "increased the\clarity of my beliefs."
This correlates with the 3.00 ratings ——'the hignest possible —
for growth dimension #1 (”identifying educational beliefs which‘
inform classroom practice'"). Five comments were also made about~
training in Teaching for Thinkind. All identified increased
skill levels and appreciation for the importance of tnis skilY.
The seven comments about Curriculum Studies described favorable
effects, both concrete and abstract, fron training in'this area.
This group made more'comments about Teacher as ferson Studies
than did other grouﬁﬁfxxﬁ?\bhe sixteen comments,‘five'stated

"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

" and one described. increase awareness of

influence my teaching,
"the power of personal responsibility." Of the seven comments
about Child Growth and Development, four stated "helped meilock
for emotional needs behind behaviour." Two of the five comments
describing difficulties or weaknesses stated "overwhelmingly

time and energy consuming,'" two stated "placements made it very

difficult to practice open education" and one stated "I was
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unable to implement this wonderful ﬁhilosoéhy.ﬁ Twofbf~thé'
eight suggestions for impfbvement stated “trainingbmust be
ilongef," twolstated "ensure placements in open claésroom" and tQé
- suggestéd "provide more infofmqgion on current B.C.“agrriculum."
E The fi&e graduafes from intake'ggodp #32 rated the 19 growth
dimensions in the following ways (see Table IIIK). 1In peréeived' .
importance,iq classroOm practice, seventeen items were given
highesp ratings (3.00) and the other two items were rated high;%
7Both, in fact/ were rated above 2.75. 1In perceived contribution

of'training to growth, three items (#1 -- "identifying beliefs

+

" which inform ClassroOm praCtice, #11 -- "asking questions which

' and #18 -- "using a variety

promote and éxtena student thinking,'
Tﬁéflteaching materials'") were given the hidhest possible rating
(3,002: fhirteen growth dimensions were. given highvratings
(aone 2.50), two items (#5 -- "translating new ideas into
practicé,“ and #15 ——l"keeping~wéli—informedvabout new'cﬁrriculum
_ideas") were given moderatéiy high ratings'(é.00;2.49), and one

. item (#6 --""acting i liable and dépe&dable,wéys") waé given
moderate rating (2.00-2.24).

1 In examining congruence in ratingé, three items (#1 --
"identifying beliefs which inform Flassfoom practice," #11. --
"asking questions which promoté;énd éxtend student thinking," and
#18 -- "using a wide variéty oéateaching méterials") were given
. entirely. congruent ratings at the highest possible score (3.06),
,‘Thirteen‘items weré given highly gongrué;t ratinggogl scoréé

above 2.50, two items (#5 -- "translating new ideas into practice

" in the classroom " -and #15 -- "keeping well-informed about new

=
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eurriculumtideas") were given moderetelyvcongfuent raﬁingi at
scores?above 2;49, and one item (#6 j—'"aetingwin reliable }ﬂd
dependable ways") wae given ratingso;;lewércongiuence’aboye a
score of 2.,24. B | /
Graduates from intake group #52 made a total ofe30-anecdotal'
comments. Nineteen were general comﬂeﬁfs;‘twenty were about
Interpersoﬁal Skills Development, one wasAin/reference’te Cur-
riculum Studies, seven were in reference to Teacher aS'Person
Studies, two were in reference to Child G}owth end Development,
seven described difficulties experieneed or weaknesses in B

training, and five offered suggestions for improvement.

The nature of the comments was as follows. Of the 19

~ general comments, six stated "affected alll areas of my life very

positively," three stated "extremely valuable training overall,"

and three stated "made me aware of how powerful edecation could
be.'" Other general comments describelpositive effects froﬁ over-
all tfaining. Of the, 20 comments about Interpersonal Skiils
Development, 1i describe improved interacfion, relationships, and
communication skills. Eight comments describe favorable effects
from training in clarifying skills ——ein fact, four of the five -
graduétes from this group stated "increased the clarity of my
beliefs." Thiéfeehoes a simi}ar response from.intake groups #1,"
#7 and #11. Although fewer eeﬁments were made in reference to
Curriculum Studies and Child Growth and Development, all fe—
flected a themerdf 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
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igfiue graduates_stated'"heiped me aocepE—ana unaerstand myself
better.ﬁ<~0f‘the‘5e§en comments éesgribing diffioulties‘or
weaknesses, three stated}"piacements made it Ver}ldifficult to -
practicevteaching in/*bpen' ways,"'and three}stated‘fsets upfa
VeryQpainfulVdissonancerbetween'belief and prabtice."' Two of the
five suggestions for improvement advised ﬁset up_afmodel school*
‘on campus for praetica,"rand*one suggested'that training be
,longer. _The other two comments suggested that "placements in
open ciassrooms be ensured" and that input be 1ncluded on "how
to deal w1th the real constralnts of the system. -
Table IV 1nd1cates mean rat1ngs of all 1; intake groups of
fpercelved contrlbutlon of tra1n1ng to growth and percelved im-
'portance 1n classroom practlce.' For the purposes of dlscus31on,
vg;the follow&ng categorles have been establlshed ’
’7- 2. 50 3 OO == hlgh ratlng
1 50 2. 49 —+'moderate ratlng’

'— OO 1 43 =- low rating

o - . - @

" - - Since flVetof the intake gropps had fewer than three re-
’4‘:spondents}'it is not_possible toﬁgeneralize about the'groups from
the llmlted sample. However, an ekamination~of the extrem ;ﬁp'

ratlng patterns from all 1ntake groups may g1ve an 1nd1cat10n of

Fl

perceived strengths and peroelyed weaknesses of training 1nvthe.

Open EducationdAiternative over the seven—year'periodmstudied.

An examination of the patterns reveals the. follow1ng trends.‘g»7=ff~

In rating those growth fimensions percelved ‘to be 1mportantfféx

in classroom’ practlce, fifteen were g1ven con51stently hlgh i h%l
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Mean Ratings omvwmwomH<mQummmmomm of
o Training on 19 Professional Growth
Dimensions from the Perspective of 11 Intake Groups

SHE0RO

mDOn—'-mD(DE!lj'-U

1.0-1.5 (Low) 1.5-2.49 (Moderate) 2.5-3.0 (High)

Contribution: Importance Contribution Importance ~Contribution Importance

1 " , 1 10 M

2 2 9 10

3 ) 11 11
4 4 7 11

5 4 2 7 9

6 - 4 "7 11

7 3 8 11

8 . 1 10 11

9 2 9 11
10 , . 1 , 10 11
11 . 11 11
12 3 . 11
13. 9 11
14 3 1 8 10
15 . 6 2 4 9
16 1 6 4 11
17 1 10 11
.18 5 1 6 10
19 1 10 11

‘Rating Sc¢ale - #1 = not at all X | = number of  intake groups
_ ; #2 = somewhat . :
: #3 = considerably
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ratings (above &.50) by all intake groups. In this high cateéory’
were items #1, 2, 3, 4, 6, 7, 8, 9, 10, 1M, 12, 13, 16; 17, and
19. No consistent patterns emergeg in the ratings on the other
four dimenéions. |

In rating percei&ed contribution of training toigrowth‘bn
each item, two were given consistently high”ratings (above 2.50)
by ayl intake groups. These were items #3 ("acting in ways con—-
‘sistent with educational beliefs") and #11 ("asking questions
which promote and extend student thinking"). Fourteen growth
diménsions were given ratings above 2.5 by at least seven of the
11 intake grodps. These were items #1, 2, 4, 5, 6, 7, 8, 9, HO,
12, 13, 14, 17 and f9. Item #15 ("keeping well—inférmed about
neyvcurriculum"):was given ratings below 2.50 by six of the 11
intake groups; item #16 ("using a variety of evaluation
practices") was given ratings below 2;50 by seven of the eleven
intake groups; and items #18 ("using a wide variety of teaching
materials') was given ratings below 2.50 by five of the eleven
intake‘g£oups.

In examining congruence in ratings, the following extremes
are noted: Two items -- #3 and #11 were given entirely congruent -
ratings above a score of 2.50 by all eleven intake groups and
five items (#1 -- "identifyihg educational beliefs which inform

classroom practice," #8 -- '"genuinely prizing students' ideas,

' #10 -- "using clarifying re-

opinions, beliefs, and feelings,'
sponses skillfully," #17 -- "making the classroom a vital, alive,
and dynamib place for student learning" and #19 -- '"creating a

harmonious, active and purposeful group spirit among pupils")
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were given entirely qongruent'ratings abo;;‘é,sqo;elof 2.50 byA
10 of fﬁe 11 intake groups. Item #16.wéé given ratiﬂgé of less
coﬁgrﬁence. Although all 11‘intake'groups gave this growth
dimension ratings above 2.50 from the perspective of perceived
importance, seven groups rated it below 2.50 from the perspective

of perceived eontributioh of training to growth. There is also
- N

less congruence for items #4; #15, and #18, although these =

-patterns are less clear. No other strong trends were evident.
An overview of anecdotal, comments ermAthe 11 intake groups
providés the following observations. The majority of the ”
¥ comments from each group were positive and fell in the categories
of éeneral4comments and Interpersonal Skills Development. In
Iﬁtérpérspnal Skills;bevélopment, most comments make favorable
reférence to clarifying and teaching forvthinking ékills
training. Few groups made reference to work in ehpathy fraining,
Curriculum Stﬁdiesr Teacher as PeﬂQSF Studies, or Child Growth
and Development. Most comments by the groups abouf difficulties
or weaknesses in training refefred to duration of téaining‘("too
short") or to difficulties experienced implementing-open edu-
cation practices. Seven of the 11 intake grbups suggested that
training be lengthened or that a follow-up course be offered.
Examined together, these data indicate that graduates from
all intake groups place a high value on most growth dimensions
Hemphasized in the Open Education Altérnatives as they relate to
classroom praétice. In addition, gradudates from all groups per-

ceiye training to have contributed substantially to their growth

in most training dimensions emphasized. In particular, graduates

}
P
%
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ffom all intake groups perceive training in those dimenéions
relaied to identifying educational beliefs and interpefsonal »
skills development, notably clafifying and teaching for thin;Z:}}u
to have contriputed markedly to their growth. Finaily, gradﬁéfes}
fromgsome intake groups perceive training in thnse dimensipné rel
lated to curriculum and evaluation practices to be less adequate.

Inworder to examine the developing Open Education Alterna-
tive program, the data were also examined from the perspective
of the "early" and the-"later" intakergroups. The "early" g¥oup
was categprfged as intakes one thraugh six inclusive, and thé
"later" group was\categorized as intakes seven thfough_twelve.

To examine the rating‘daté, the mean of the meqné from the pooled
groups were calculated.

As can be seen from Table IIIL and!IIIM, the following
trends occur. The early group (n=19) gavé'11_items ratings above
a mean of 2.50 from both perspectives. From the perspective of
rpsggeived growth, the early group gave three items (#2, #14fand
#18).ratings above a mean of 2.25. Theré were discrepancies‘$n
ratings between training goals and pefceivedqrowth for items #6,
#15 and #16. Anecdotalvcomments from the eariy'gfoup were gener -
ally favorable.  r Most described effects from overall training and
Interpersonal Skills Development, notably clarifying. Sug-
gestions for improvement emphasized a need for a longer training’
period, é follow-up course, and a stronger emphasis on cur- -
riculum.

The later group (groups seven through 12 inclusive) (n=26)

gave all growth dimensions ratings above a mean score of 2.50
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Table III L.

Mean Ratings of Perceived Effects of eHdeH:@ on 19 Professional Growth Dimensions .

3.00
2.75-2.99
2.50-2.74
2.25-2.49
2.00-2.24
.75-1.99
.50-1.74
1.25-1749
1.00-1.24

Mean
Ratings

, | -
from the Perspective of Intake Groups 1 to 6 - the "Early" Group

/

ﬁu = Perceived contribution of training ﬁo,mwozﬁ:

- = Perceived importance of growth dimension in classroom practice

not at all . o .
somewhat
considerable

Ratings:

H

1.
2
3

Intake Owocvm 1 to 6 n =9

& 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19

Growth Uwsm:mwozm
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Mean Ratings of Perceived Effects of Traihing on 19 Professional Growth Dimensions

©

from the Perspective of Intake Groups 7 to 12 - the "Later'" Group
) 2
ﬁu = Perceived contribution of training to growth N
. = Perceived Hsﬁcﬂﬁmso..m of mwosﬁa dimension in classroom practice
Ratings: 1 = not at all
. 2 = somewhat .
3 = considerable

Hsﬁmwm;ﬁwocvm 7 to 12 n = 26

1 2 . 3 4 . 5 6 7 8 9 10 11 12 <13 14 15 16 17 18 19

3

.
e
e
Lt
-
p
L J
;

Growth Dimensions

3.00

2.75-2.99
2.50-2.74
2.25-2.49
2.00-2.24
1.75-1.9g
1.50-1.74
1.25-1.49
1.00-1.24

Mean
Ratings

]



from both perspectives:' As can be seen, there was congruende
in rat??gs within .25 of a point.for all items. Anecdotal
comment; from the later group were.also favorable. Most
described effects from overall training and_from work in Infer—
personal Skills Development. Improved listening and interperson-
al skills, as weli as improved relationships were described as
outcomes of training in this aieg. 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 impi@ment open eduCationvpygctices, and that more care be
taken with placements. It was also advised that the traininj
period be longer and that a follow;up course be offered for in-
servicé teachers. & | .

Examined together, theée data indiéate that graduates from
both the early and the later,éfoups perceive those training
dimensions emphasized in the Open Education Alternaéive to be-
highly important in classroom practice. The early group per-
ceived training to have contributed substantially to their growth
en most dimeﬁsions emphasized in training. The exceptions were
those dimensipns related to.dépendability in the classroom,
curriculum, and evaluation practices. in comparison, the later
group perceived training to have contributed substéntially to
their growth'in ali dimensions. |

The data are next presented from the perspective of the

total group of 44 graduates. As with individual intake groups,
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mean rating scores for each growth dimension are reported. Com-
parison between ratings for perceived contribution of training
to growth and perceived importance in classroom practice are

. =
made. Anecdotal comments from the entire group are reported

according to consistent‘themes which.emerged from the data..
Table IIIN gives the mean ratings for each of the 19 growth
‘ §
dimensions by all pro%ram graduates. The data reveal the
following trenas. In judging the pércefbed importance to
classroom practice, item #11g("asking quéstions wﬁich'prgmbte and
extend student thinking") received the highest mean ratings.
With the exception of;item #15 ("keeping well-informed abog; new{
curriculum ideas"), all the other 17 growth dimensions received‘
mean scores of above 2.75. }Iteh #15-recei?ed a mean scoré of
over 2.50. The mean ratings show that all respondents placeiav
high value on all of the gfowth dimensions émphasized in the Open
EducationvAlternative module as related to classroom practice.

Iﬁ judging the perceived contribution of the training to
their growth, the program graduates shoﬁ;d the following trends
in their ratings of the training dimensions. Fifteeﬁ items. were
given ratings above a mean score of 2.50. fhe_remainiﬁg fouf‘
items (#6 -- "aétgng in reiiable and dependable ways," #14 -- '
"implementing teaching strategies appropriate to teaching ob-
jectives," #15 -- "keeping well-informed about ﬁew curriculum
ideas," and #{6 -- "using a variety of eValuation practices")
were given ratings between 2.00 and 2.49. These mean ratings

show that the 44 gracuates perceive training in most growth

dimensions emphasized in the Open Education Alternative to have



-~ 3.00

2.75-2.99

2.50-2.74

2.25%2.49

,N.oo-m.w»
1.75-1.99
1.50-1.74
1.25-1.49

.00-1.24

Mean
Ratings
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Table III N
zmm?vwmmwsam,OW meOmH<mQ.me®0ﬁm,Om mewswzm on 19 Professional

. .,..,

OHOSﬂw UHBmSmHOSm from the wmwmﬁm0ﬂw<m of 44. mwm&:mﬂmm

wmﬁomw<ma OOSWHPUGWHOS 0m wwmwbwb@ ﬂo growth

13

meomH<mQ HSUOHﬁmsom Om growth Qwsmsmwos in onmmHOOB @Hmowwom

1

wmﬁps@mm;ea,m not at all ‘ - ,
w7 .2'= somewhat . = c R .
T 3= nosmpamumvwmp b :

‘The total Group n = 44

2° 3. 4. .5 6 "7 8. .9 10 11 12 13 14 15 16 17 18 19

Growth Dimensions
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contributed substantlally to the1r growth ‘Training in the four

growth dlmen51ons related to dependablllty, "bridging the gqp

between theory and practlce, currlculum,'and evaluation practices

was viewed as less adequate, but was nevertheless percelved as

cortributing to growth at moderately high levels.

In examining congruence in the mean ratings between per-.
A

ceived importance in classroom practice and penceivedvcontrf—
" bution of training to growth for each item, the following trends

were observed. Five items (#1 -- "identifying education beliefs

- which inform classroom practice," #3 -- "acting in ways con-

" sistent with educational beliefs," #8 -- "genuinely orizing,

l

students' ideas," #10 -- "using clarifying responses skillfﬁily,"

and #17 -- "making the classroom a vital place') were given

-

entirely congruent ratings at scores above 2.75. Ten items were

”

given hlghly congruent ratlngs at scores above 2.50, and four

items (#6, #14, #15 and #16) were given highly congruent ratlngs

~at scores above 2.00.

Tables IV and VI shows discrepancy scores in mean ratings

between the perspectives of perceived contribution bf training to-

-

&

jgrowth and perceived importance in classrng for the total'group.

As can be seen, there is less than .05 discrepancy in ratings

Vvhetween training goals and perceived growth on three items (#1,

#10 and #11), less than_ .25 discrepancy in ratings for eight
rtems (#2, #3, #4, #5, #8, #9, #12, #13), less than .35 dis-
crepancy for five items (#7, #14, #15, #18 and #19) and less than

.5 discrepancy in ratings for items #6 and‘#16.‘ In concert,

‘these data indicate that the 44 graduates perceive both the

w/
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Table V

Mean Ratings of 44 Graduates of mmﬂomw<mQ.Mmmmoém of

-

Training on 19 Professional Growth Dimensions: ’

F Y o

A. Perceived Contribution

B. wmwomw<ma Importance of Growth

wsoruns3o3axrUo

Discrepancy
of Training to Growth AUﬁEmSmMOE in Classroom Practice - Scores
1 2.90 : 2.93 - .03
2 2.68 ~ 2.89 .21
3 2.81 ‘ 2.95 .14
4 2.70 2.93 . .23
5 2.66 2.86 ! .20
6 2.48 2.93 "~ .45
7 2.60 ©2.95 .35
8 2.84 2.97 .13
9 2.72 2.90 .18
10 2.87 - 2.86 N .91
11 2.95 3.00 .05
12 2,70 , 2.89 . .19
13 : L 2.72 2.91 . .19
14 . 2.48 2.82 .34
15 2.41 . m.qw,v .32
16 2.39 2.8 J ., o .43
17 2.89, 2.93 _ .04
18 2.57 ; 2.91 - : .34
19 2.66 2.98 B

. .32

®
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Table VI

Discrepancy Scores of Mean Ratings of 44 Graduates of

i

Growth
Dimension

‘Discrepancy
Score

10~

17

11

01
.03
.04
.05
<13
.14
.18
19
.20
.21,
23
.32
.34
.35
.43

.45

.01

.32

.43

Perceived Effects of Training on 19 Professional Growth Dimensions

AN

to .05 QHmonUmso<

»
[y

to .35 discrepancy

to .45 QHmOHmvmso<

1
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training goals and the effects of training from'thcse&grthhfﬁa]g?;y

dimensions emphasized in the Open Education Alternative'tc?befﬁaiiéfr

highly valuable. 1In addition, the graduates perce;'e:tralnlng7

to have contributed substantially to ‘their growth on most

S

training dlmen51ons.

A total of 594 comments regardlng tralnlngirn the 6§en Edu—ff
catlon Alternatlve, how it had affected classroom teachlng .
performance, and how it had affected other aspects of the gradu—it
ates' lives, were made by the 44 graduates partlclpatlng in the |
study. These can be found in Appendlx Iv. The commentsuwere
distributed‘ae follows. One hundred and seventy- two were‘general
comments, one hundred ans sixty- fQurrmade‘reference to Inter—r’

1

perscnal Skills Development, thlrty eight made reference to Cur—

riculum Studies, thirty-five were about Teacher_as Personfi
Studies, seventeen referred to Child Growth ahd Developﬁentgir
ninety—eight described diff-iculties experienced or weaknesSes‘g
perceived‘in’training, and seventy offered suggestions fof,ff
improvement. |

Most general comments ihdicated a very7positi§e view.
Statements such as ﬁextremely valuable c&erall," "affected all
aspects of my life very positively" and "ignited a fire df
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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graduétesf self-concept, seven identifled;the training period:as‘
"one of the most_significant experienCe;ﬁof my'life" and six
described training as "a time of great personal growth " Thirty—~4
three of the comments descrlbe relatlonshlps formed dur1ng |
.tralnlng.L Eighteen of these stated that "fr1endsh1ps and sup-
port groups were extremely valuable ' and l3 1dent1f1ed in- B ;
tfstructors as excellent role models. inght comments described‘;
,Lnositive effects of tra1n1ng for-occupational and career,‘ 4
endeavors, and flfteen described graduates increased awareness ‘of
the nature andvscope of teaching. Eleven commentQWfavorably de-
_scribe spec1f1c aspects of training such as the e;tendedr
fpractlca, thevsummer«course of the Open Education Alternative,

and the tralnlng materlals.

The 164icomments in reference to Interpersonal Skllls De-

Velopment were'as follows. Seventy-seven comments described
general effects of interpersonal skills tra1n1ng. Forlexample[
33 comments descrlbed improved relatlonshlp, llstening, and
}interpersOnal;skllls(.seven identified this as "a very valuable’
ufocus",:andfseven stated that training "helps me monitor and
'éevaluate'mylown interactions." Fifty-six comments were in refer-
enceato‘clarifying skills. Twenty of these indicated that
'h"tralning‘increased the clarity of my beliefs." Eleven comments
:'made faworable reference to effects of training in empathy, and
'ftwenty described increased awareness and skill levels in the
area of teaching for thinking. ‘

Of the 38 comments about Curriculum Studies, nine stated

”helped me individualize programs,"” and five described lncreased

°

.
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skills in "teaching in alternative ways." A number of single
statements described effects from specific aspects of work in‘

Curriculum Studies involving centres, innovative classroom
, a PR

practices and self-concept as a curriculum emphasis.
Of the 35 comments describing work in Teacher as Pereon
Studies, nine stated, "helped me accept and understand myself

better" and seven indicated that training had "provided a

framework to help me analyze/evaluate my own behavior."

o

Of the, 17 comments made in reference to Child Growth and
=

—Developmentf the following statements appeafed ﬁore frequently
(each Wés.made four Eimes): "helped me see and treat kids as
N

unique individuals", "helped me appreciate the emotional needs

of children", and "helped me look -for emotional needs behind

- behaviour."

Of the 99 eomments describing difficulties experienced or
weaknesses perceived in training, 58 were made by graduates fro;
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

-
-

comments describe difficulties experienced with the implemen-
tation of open education practices within the public school

system. Twenty-four of these were made by graduates from intake
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group #7. The most common remarks were "extremely difficult to

impiement open education practices in 'the system" (11 comments)

and "didn't equip me to deal with the real consﬁrainté of 'the

system'"

(11 comments). Ten remarks described difficulties,
expefienced during 405 placements and nine comments indicated
that the training period was)\too short.

Of the 70 commenF o} ring suggeStions for improvement, 31
were made by intake gfo p #7. The-%ollowing themes were noted.
Twenty comments offered suggestions regarding Curricuiﬁm Studies,
seven of which stated "needs a stronger curriculum emphasis."
Eight,smggested a need for more practice implementing practices
such as "Math Their Way," "The Organic,D§§{ anﬂ/individualized
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 if appears that different
graduétes gained greater benefits from‘different pfograms com-
ponents, the trends in comments support those patterns occurring
in the ratiné scores. Graduates perceive effects from training
in Interpersoﬁal 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 clearef definition of their own beliefs. Finally,
training appears to have had benefits in the graduates' personal

as well as their professional lives.

K
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Chapter Four has presented results of the data collected from
the study; A discussiqp.qf»results, as well as -conclusions

and implicétions, is presentedjin Chapter Five.
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Chapter Five

It was the purpgse of this study to exemine the perceived
training effects of the Open Education Alternative Teacher
Education Program on the post-hoc fdnctioning of program gradu-

ates. To this end, three objectives were developed:

&

1. To ekamine.the graduates' perceptions of the degree.to
which the pfogram was séen tokbe‘effective in preparing teachers
for effective classroom fuhctioning.

2. To examine the differeice in perceptions and to identify‘
the factors which appear toicontribute te these differences.

3. To examine the graduates' suggestions fer brogfam
;mproVement:

- Early chapters have described the<Opeﬁ Education Alternative
module and reviewed fhe literature in the field of teacher edu-
cation. Chapter Three identified the sample groub, methods of
data collection, and means of data analysis. Chapter Four
presented the data collected.A This chapter concludes the study
with a d%scussion and interpretation of the data gathered. Con-
clusions and implications are drawn.

As a focus, it may be helpful to identify clearly the
context of the investigation and some faetors at play in-a study
of this nature. To begin, there is the nature and size of the

T

trainees"greduated fromrthe Open Education Alternative program.

sample group. As can be recalled from Chapter Three, 158

Of these, addresses could be located for 69. Of those ‘contacted,

48 responded. Forty-four of the 48 responses were useable. This

» }L A , *"\T\‘



ates responding from each 1ntake group Varied conSiderably L

o

from,m = 8 to n'=~jﬁﬁ A Similar question 1s raised-‘ how

representative are‘the’responses recelved of the Views of the
intake groups? There are assoc1ated questions Wthh arise. What
was the idiosyncratlc nature: of those who did respond and to
‘what extent did this 1nfluence the overall responses9- Could
there be training- assoc1ated variables which affected partici-
pation or non-participation in the study'> Such conSiderations
must be kept in mind as the data is examined and 1nterpreted.
‘The arena of teacher training itself presents\numerous
influencing factors. As was descrfbed in. Chapter Three, af
teacher education program is a varied‘and éomplex system. There
are 'a number of rmportant variables which shift from year to year
and from intake group to 1ntahe grouo. ‘A variety of conditions
1nteract and change w1th1n the 1ntake groups themselves. In a
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 oﬁ program empha-
sis, the experience and_skili level\of supervisory personnel,
the environments of the student teaching practica, and the socio-
political climate (which affects both student teachers and School
Associates) in the field of education itself. |

In addition, a number of factors unique to research of this

nature influence the study. Foremost among these is the system

H
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of meaeurement. As was indicated in Chapter Tﬁree, attempts to
objectively delineate and measure human experience in themselves
can have an intrinsic aspect of subjeceivity and artificiality
“about them (Schwartzman, 1984). The gross and pseudo—accurete
way number systems are often used to>describe very profound and
cemplieeted d?namics can trivialize hﬁman_experience (Von
Foerster, 1972). For example, different graduates mey mean very
. different things wﬁen they rate a growth dimension such as
j"approaching classroom teaching with a positive outlook" at a
score of 3. Moreover, it is very difficult to quantify anec-
dotal comments such as "one of the ﬁost 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 conditionsi .
influence not only the graduates' perceptions of training;end
responses to the study, but also the conditions of training
itself, and the analysis and interpretation of results. The data
must be examined bearing thesekfactors in mind; While it would

be unwise to make sweeping generalizations based on results of

S

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

and themes in the anecdotal comments. In this chapter, an

analysis and interpretation of the results are made from the
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fdllowing perspéctives: (1) the nature of the training experi-
en?e, (2) the perceibéd program strengths, (3) the perceived
_program weaknesses, (4) the developing Open Educatioﬁ Alternative
moduié, (5) the effects of placements, and (6) innovaéions in

education.

1) The Nature of the Training Experience

Overall, the data indicate that graduates perceiye their
training in the Open Education Alternative module as a positive
experience. In terms of both perceiwved growth and ﬁerceived
importance; most rétings for the 19 growth dimensions fell con--
sistently above é.scgre 2.50. Even those growth dimensions rated
at lowér spjres seldom’fell below 2 ("somewhat") on the rating
scale. The nature of the aneédotal comments also suggest that
most graduates consider their traihing a positive experience.
This percebtion is consistent from the perspective of the 11
intake groups, from the perspective of the "early" and the
"later" intake groups, and from the éerspective of‘the total
group of 44 graduates. . -~ |

Discussion

Curiously, this showing is in direct‘cohtrast to the views -
of teacher training found in the literature. Koerner (1963),
McPhie (1974), O'Rourke (19?4) and others all found graduates
feporting negative responses to their teacher educaffbn programs.
It might be considered that training in the Open Education Alter-
natdive is regarded‘in a positive<é§ght because it meets the
graduates criteria for a meaningful and functional educational

experience. The critical ingredients of such an experience
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appear to include opportunities for graduates to examine and
develop their own beliefs, opportunities for thoughtful analysis
of profound educational issues, and opportunities for full.sopial
participation. - ' o '

~2) Perceived Program Strengths _ .

The data indicate that six growth dimensions (#1 -- "identi-.

" #3 -- "acting in ways consistent with

‘fying educational beliefs,
" educational beliefs," #10 -- "using clarifing responses
skillfully," #11 -- "asking questions which promote and extend -

" #17 -~ "making the classroom a vital, alive,

students thinking,
and dynamic place," and #19 -- '"creating a harmonious group")
were consistently rated at scores above 2.50. Theianecdotal
comments also support the high ratings for items #1, #3, #10,
and #11, and consistently specify training in interpersonal
skille, notably clarifying and teaching for thinking skills, as
both effective and valuable. Examined together,.theSe data
indicate that perceived proéram strengths in the Open-E@ncation
Alternative lie in the area of Interpersonal Skills Qeéelopment,
notably in the areas of clarifying and{teaching forvtﬁinkinétﬁ?
training, and in the area of identifying educational-beliefsg%pk;

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 impaot on student
learning in thie area. Data in the aneqdotal comments, in fact,

~

suggest that instructors in the Open Education Alternative
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Prov1ded cons1stently 9031t1ve examples of effectlve 1nter;f'f2h
hpersonal skills- In addatlon, 1dent1fy1ng educatlonal bellefs
con51stently emerged as a percelved program strength Agaln, ‘
the 1mp11catlon is that Open Educatlon Alternatlve 1nstructors\
are themselves hlghly sklllful at the useé of clar1fy1ng re-
sponses.b

F1nally, tra1n1ng in this component of the Open Education.
Alternatlve is conducted u51ng a varlety of mlcro teachlng tasks. -

A

It m;ght therefore be assumed that m1cro—teach1ng tasks are an

- |

effective way. of teaChing interpersonal skills.

3) Perceived Program Weaknesses

Three growth d1men51ons (-#6 h—>”acting in reliable and de-
pendable ways in the;claSSroom,"_#ls ~- "keeping well-informed
about new curriculum ideas," and #16 -~ "using a variety of

evaluation practices'), Weférconsistently rated at scores below
2.50 by the 11 intake groups and by the total group-of 44 gradu-
ates. Anecdotal indicators%of prbgram weakness provide another

'i‘perspective. Although few comments make direct reference to

those growth dlmens1ons rated at lower scores, a few, like "ex-

, tremely dlfflcult to 1mplement open educatlon practlces in the
h'system -and "d1d not equlp me to deal w1th the real constraints
of the system vmay be related. The ‘data suggest that graduates
'do not perce1ve the program to adequately equip them to implement

*

: curriculUm and evaluation'practices in the classroom.
ok )
Discussion

Graduates perceive training in the Open Education Alter-

native to be less effective in the areas of curriculum,
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evaluation, and "confidence building." Some considerations are
appropriate‘here. As was mentionéd in Chaptér One, training in
the Open'Education Alternative emphasizes the exploration and
development of stﬁdents' beliefs about education as the corner-
stoﬁe.of fheir work in curriculum. It might be surmised from
'tﬁe.low ratings for item #15;‘"keeping informed about curriculqu;;
ideas", that the pfocess of clarifying one's own beliéfs.aboutv ‘
"education in the‘Qpen Education Alternative pre-empts the )
thorough exploration of the‘pﬁblic 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’indicaﬁe
that in the training program étﬁdents spend significantly more
time examining self-evaluation practices than"they do other forms
of evaluat;ons used in public schools. As result of éﬁch
emphases, it appears that deficiencies occur in the‘graduateS'
ébilities to implement a wide variety of éﬁrriculum and evalu-
ation bractices. One outcome of the program emphases on thé’/.
éxploration of beliefs and the examination of self-evaluation
practices, therefore, appears to be graduates' perceptions of
unsufficient skills iﬁ implementing a wide variety of cufriculum

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
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initiative and risking new things“l,y#G ("acting in reliable and

depend\ble ways"), #14 ("1mplementgng'teaching strategies ap-

propriate to educa,”onal:bellefs"), #15 ("keeping well-informed

about new currlculum 1deas") #16 ("using a Variety of evaluation,
practlces") and : #18 ("u31ng aYW1de variety of teachlng materi-
als") at scores below 2 50 from the perspective of perceived

growth In comparlson, all ‘these 1tems were rated above a scera

of 2.50 from thlS same perspectlve by_the later group. Items #2

and #14 in fact, were rat 'h75 by the later group.

< Anecdotal comments from the early and the later grOups show that

both made numerous comments abou"a e effects from tralnlng

notably clar1fy1ng and

in Interpersonal Skllls Developmen,
teaching for thlnklng skrlls.z The later group~made relafively

more favorable comments about Currlculum Studles and Teacher as

yl

eroth groups descfrbed

Person Studles than dld the early grou’;

difficulties experlenced in 1mplement1ng Open Educatlon practlces
in the system and both suggested that the tralnlng perlod be

lengthened. The early group made flve suggestlons to the effect

e

that "a stronger curriculum empha51s was requlred 1whlle the =

ERE

" later group made this suggestlon onlyfonce.r;f*‘

Because of the,varylng n' s 1n the group, 1t is- not

_possible to extrapolate from these data. aHowever;~they“dofindie'

cate a perceptlon of cons1stent program strengths over the years
in the area of Interpersonal Skllls Development In addltlon,
they appear to indicate percelved program growth and development

A

in the areas of Teacher as Person Studles and Currlculum Studles.r
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Discussion

?fﬁe Oéen Education Alternative is an evolving teacher prepa-
ration module. VIn response to student inpuﬁ}/both the cont%pt
and the methods of delivery have been refocused and reshapeé?over
the years.‘ This stud;\g:a nop attempt to identify changes
implemented in the training over the seﬁen years of %;aduates
studied. However, it might be considered that diffefences in
responses between the early and the later intake groups may
reflect chaﬁ%es in program emphasis and/or the evolution aﬁd de-

velopment of the program components over the'years.’

5) Effects of Placements

As was reported in Chapter Two, the literature in teacher
education ideéntifies the student teaching practicum as pivotal'
in determining the success or failure ofva student téacherfs
pfe—servide training (McDonald and7Zaret, 1974; Haberman 1974). -
Accordingly, an analysis of the data from the perspective of

%

perceived éffects of placements is warranted. The qualitative
data wéfe first consulted as a source of’feedback.

In three intake gfoups -- #1, #1171, and #12 -- difficulties
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
groups also identified difficulti;s experienced in t;énslating

open education beliefs to practice. Foi‘example, the three

graduates from intake #7 who stated "extremely difficult and



painful to implement Open Educatioh practices in‘thé system}"

and the graduates from intake #1 who stated "I was unable tov

implement this wonderful philosophy all descrlbed dlfficulties;f

experienced during their practica. 1In additlon,'the threev
graduates from intake #7 who identified difficulties witﬁ'vf

practica'together proVided 45 of the 61 commentstdeseribingu.

difficulties in that grQup. This response in fact had an impactft

on the data results from the entire study. Furthermore, all
graduates who identified difficulties with practica suggested.
that the training period be lengthefei;\‘ ‘ —

Ratings of growth dimensioné-frem;those'intake'qroups de-

scribing dissatie;zét:;; with 405 placementé provided additional-

information. fFrom-the perspective of perceived growth, ratings“i

were as follows. Intake group #7 rated iteme #55 and #16 at
scores below 2.50 (see Table IIIF), intake group #11 rated,items
#7, #14, #16, and #18 at scores below 2.50 (Teble,IIIJ), and
intake group #12 rated items #5 and #6$and #15 beloﬁ 2.50 (see
Table IIIK). While items #6, #15, #16 and'#18 wetefconsistently
rated at-scores below 2.50 by ali 11vintakergroups]iitems #5
("translating new ideas into practice")‘aﬁd'#14 ("impleﬁenting
teaching strategies appropriate’ to teaching ObjectiVeeb) were

not. 7
These data sﬁdgest that unsatisfactory plaeements do not

allow student teachers to gain skill in the application end

transfer of open edpcation practices ihrteeching. In additiqgf'

on-campus (seminar) experiences do not apfear to be sufficient™.

to mitigate these inadequate practicum classroom experiences.

i

138

o

Q



N

139

In the'Open Education Alternative Module, one outcome of this

situation appearsdto be a great deal of pain, confusion, and
turmoil for those graduates involved.

Discussion

' Aswcan be recalled‘from Chapter Two, avnumber of investi-
‘gators (Koerner, 1963; Cogan,.1963; Goodlad, 1983} Haberman;‘
1974;‘Flanders, 1980) have identified difficuities in communi~
. _cation‘and cooperation between the public school system and
teacher education programs. Asnone educator states,'"teacher
education programs are caught up:ina dilemma: tney are asked‘ton
prepare students for what is now going on in schoo while many

faculties of education view what is now going on In schools as-

a
>

questionabie, or even dysfunctibnal"'(M.'McClaren, persohal com-
munication, November 1984). Results from this study indicaté"
that when students are "caught in the crunch" between innhovative
teacher education approaches and'the:educational practices

currently employed in public school environments, casualties

result.

6) "The Larger Picture''--Innovative Teaching in Public

School System

Studies by Joyce (1968);‘Ccmbs,(1979)7and Goodlad (1983)
called for not only the tedesidn cf teacher education practices
but also for the revamping of the public education system.itself.
It is in response to such a needvthat innovative.teacher edu-
cation programs like the Open Education'Alternative were created.

It might prcve helpful to eXamine the data from the larger per-

spective of teaching itself, and especially innovativewteaching,
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within the public system. While it must be acknowiedged that the
data may indicate true program deficits, a consideration ofkother'
factors places the data in a broader context.. The following.
points are speculative in. nature, and may fall in the category
of cénjeéture. Nevertheless, they raise questions which are

related to the study.

The data from this study may illustrate a number of points
about the nature of "beginning to teach." Studies byiFlanders
(1980), Vittetoe (1977), Horowitz (1974) and Joyce (1979) indi-
cated a difficult period of transition from étudent’fo ful&— |
fledged teacher duéing the early professional years. Low ratings
for item #6 may reflect feelings of insecurity and iﬁadequacy

apparently so common among greenhorns i¥ the field. Such

feelings might be‘further augmented when \beginning teachers seek
to innovate in the public school environment. |

Lower ratings for those aspects ?f.training related to
éurriculum Studies might indicate a discrepancy beXween the cur-
ricuium materials in public schools and that qurriculum regarded
as important in the Open Education Alternative. waér ratings
for items #16 may also involve a '"larger picture." Many re-
searchers, in many fields, have described the difficulty and
complexity involved in the evaluation process. As was indicated
in Chapter Two, mény researchers seem to encounter difficulty
with evaluaﬁion practices in the field of teacher education
itself. It may be that graduates, in rating item #16 at lower
scores, are identifyingfdifficulties in ﬁnderstanding a prbcess

which is itself many-faceted, complex and fraught with

Ve
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implications. Alternatively, low ratings for -item #16 may indi-

cate discrepancy between those evaluation practices considered

important in the Open Education Alternative and those currently

N

in use jn the public school system.
Concl&;ions ' L Lo

) : ; o
This study has investigated perceived effects of training

from the Open Education Alternétive teacher education program.

The data cqllected have beén'examihed and discussed at length

above and in Chapter Four. It must be reiterated that these data %

represent the views of 44 graduatesrwho responded to the mailed |
/fquestioﬁnaire. Because the sample was non-random, results may

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 Education
Alternative to be a highly.bositive expgrience.

2. The graduates affirm the training goalsAemphaéized in
the Open Education Alternative as highly important in ciassrdom
teaching practice.

3. The graduates perceive training to contribute sub-
stantially to their’growth in interpersonal skills.

4, The graauates perceive training to help them Sub-
stantially in developing and shaping their beliefs about edu-
cation.

5. The graduates perceive training to con%?ibute sub-
stantially to their grﬁwth in thinking and teaching for thinking
skills. ) >‘ .

6. The graduates perceive the training to be less adequate
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at preparing thém to implement a variety of curriculum. and
evaluation practices Qithin the bublic school sys£em;

7. Difficulties for trainees seem to occur when there is a
conflict between program and public school philosophy. 1In
addition to causing trauma for the gra@uates involved, this seems
to contribute to gradﬁateS' insugficieﬁt ékill in later imple-
menting open edﬁcation practices in the classroom. )

8. It appears that.training may have been more effectively
delivered during the later yearé of program graduates studied.

Led

Implications

& a

Results from this study indicate that the training di-
mensions emphasized in thé Open Education Alternative are pef-
ceived to be highly important in classroom practice. 1In ’ |
addition, when elements of training such as interpersona;vlkills,
identifying'educational beliéfs, teaching for thinking,'aﬁd
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 training. This étudy

indicates that a teacher education program can provide t?aining

to improve beginning teachers' interpersonal ski}ls.' Sﬁbétantial///
evidence (Carkhuff, 1983) indicates that pupil gain in the areas

of self-concept, bevavior, reading, and math skills is,associated’
with.high levelé of teacher interpersonal skillé. In addition,
substantial evidence suggests thét‘"interpersdnally trained

& v
people, understanding each other effectively, can accomplish 95%
N
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of their endeavors" (Carkhuff, 1983). 'Accordingly, it would seem.

-appropriate to emphasize 1nterpersonal skills training as a core

element in the preparation of~teachers.g

The place of beliefs 1n?teacher’education. This study
indicates that a teacher education program can help students to
develop and shape their beliefs about education. Since numerous
studies (Coombs, 1974; Sarason & Blatt,v1962 Flanders, 1980) .
have 1dentif1ed the beginning teacher sv "meaning-making" as a
crucial factor in determining'their sense of adequacy, under -
standing, and subsequent skillﬂdeyelopment,'it would seem ap-

apropriate to emphasiie an elément of "values development"

training in teacher .education programs.

Teaching for-thinking and teacher education. ﬁesufts from
this study indicate that a teacher education program can improve
both the graduates' own thinking skillshand their skill at using
teaching for thinking responses in the classroom. The importance
of a curriculum for thinking:ineeducation has long been con-
sidered of highest value (Bloom, 1958, Raths, Wassermann,
Rothstein & Jonas, 1967; Wassermann, 1984). Recent studies
{Berensen, 1984; Carkhuff 1983) stress the“importance‘of the

human ability to think in the '"Age of Information,“

and identify
dire consequences for both teachers and students who do. not
develop this ability. Accordingly, it‘would seem appropriate to
emphasize‘an element of training in teaching for thinking skills
in teacher education.

»

In addition, the following implications are considered.

The Student teaching practica. The study indicates that



dlfflCultleS experienced in, 1m@lementrng'open educatlon practlces -
may be traceable to unsatlsfactory’student teachlng practlca.l .'ff*;~'

Spec1f1cally, dlfflculty seems to arlse when there is ax lack of

| congruence between program phllosophy and the phllosophy 1n the
placement énvironment. The data 1nd1cate that d1ff1cult b |
practlcum experlences can have a profoundly traumatlc 1mpact on
the lives of those 1nvloved, and that such experlences appearrggf\\\‘;_
leave a lastingaand potentia%lyvatrophying impression.’&fhisjiﬁi %{
information is not new to the field. Many educators (Koerneéaf‘.

1963; Conant, 1963; Goodlad, 1983; Silberman, 1970) haVe-%‘sitresséd

" the need for improvement in.education; Some (Goodlad :1983 ﬁ\%i?a“

Joyce 1968; Combs, 1974) cons1der improvement 1mpos51ble lf;

el

teachers-are trained in classroom env1ronments where the status
gquo in public education is defended It would seem appropr;ate
that in order to maximize application and transfer40f“innovatfve

theory, and in order to minimize potentlally crlppllkg effects,
students undertake practicum experiences in env1ronmehts where

they are encouraged and rewarded for practicing 1nnoyag1ve L

teaching strategies.

Corttinued instruction. Anecdotal comments*ffamhthe'éradué

ates in this study consistently suggested that the tralnlng

perlod be extended or that a follow-up course for teachers ‘be

Eloyltz,

1974; Flanders, 1980) and from these results, that‘graduates

offered. It would appear from both the llterature«(

G
P

perceive a need for continued study to develop aﬁd'reinforce

their teaching'skills. Given such feedback it would seem
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appropriate to offer further tréining opportunities to program
graduates from the Open Education Alternative.

Implications for Further Study

. AN
Interpersonal skills development and teaching ef-

fectiveness. Open Education Alternative graduates perceive the

most valuable effects of their training to be the increased
levels of their interpersonal skills, the increasea clarity of
.their beliefs, and their improved thinking and teaching for
tﬁinking skills. To what extent do these skills translate to
effective teachihg practice? Mofeover, what are the critical
factors at play in the reiationships 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

"Education Alternative are more rigorous than those typically-
employed in the main—streaq Professional Development Program.
In addition,)studente 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 Professional

Development Program. To what extent does this account for the

substantially positive view of training expressed by program

graduates? Studies investigating the effects of selection pro-

’

cedures may yield helpful information.

Effects of placements. Since casualties ariii—when there

are discrepancies between the innovative philosophy of the Open
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Education Alternative module and ﬁﬂegmore traditiogsij ucational
philosophy ;n some placement environments, it may be appropriate
to develop and implement a'training combonent to'helﬁ trainees
recognize and address the difficulties which may ariselés they
attempt tp implement innovativq/tggthing practicés in fhe public

school system.

‘The effect of supervisory personnel. Horton (1974),
Sorensen (1974), Haberman (1974), Kaltgounis (1974) and Yee
(1974) all described the potent effect which supervising person-
nel can have on presefvice teacher_training experiences. 1In
this étudy, several factors militated against an examination of
School and Faculty Associate influence on the t}aining process.
It hay prove fruitful to investigate the factors and dynamics at
play in Open'Education Alternative séudent—supérvisor relétioh—
"sHips. 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
different approaches? 1In particular, th do effects of training
from the Open Education Alternétive compare wifh effects_of
training from other modules of the Professional Development
Program? Studies of the perceived effects of training from other
teachér education modules at Simon Fraser University are

suggested. ‘ 2
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APPENDIX I



Program Goals of the Professional

Development Program

The Faculty of Education adopted the follou}ng set of goals for the Professional Development |

Program.

These goals provide the conceptual framework for the program objectives addressed in

both the course work and practica of the Professional Development.Program.

GOAL 1

GOAL 2

GOAL 3

GOAL 4

GOAL 5

GOAL 6

GOAL 7

3

The student teacher will be abiédto deal with the individual differences;;(,/’d/
students. -

The student teacher will be able to define instructional objectives in
language precise enough to inform the selection and application of
instructional strategies, the choice of learning experiences, the in-
structional resources and the type of student assessment.

The student teacher will be able ta énploy a number of different
instructional strategies and/or models of teaching and will be able to
relate them to individual student characteristics, objectives sought, and
the personal competencies of the teacher.

The student teacher will be able to demonstrate knouwledge of foundational
issues in education.

The student teacher will be able to describe, for a particular teaching .
field/age/grade level, the ma jor issues, main programs or approaches in -
common use, the principal objectives for the area or level; each student
will describe and be able to perform a basic set of teaching skills or
approaches curtent in his/her age/grade level or subject area special-
ization,

The student teacher will be able to plan and implement appropriate instru-
ments and procedures to evaluate student learning, instructional programs,
his/her own performance as an instructor, and instructional materials/
resources.

The student teacher will be able to relate public education to its socio-
political context, and will be able to describe the legal responsibilities
of public schools and of teachers. (?he student teacher will also be aware
of his/her professional respon51b1¥1tles. .
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PROFILES OF TEACHING COMPETENCY

Selma Wassermann, Simon Fraser University
A

Wallace Eggert, University of British Columbia

&

What kinds of teacher behaviors are related to successful t ing? What kinds of }
characteristics do we see as important in the competent, effectivé, highly professional teacher?

This instrument identifies nineteen ‘behavioral profiles which are seen as related to
+competent performance in classroom teaching. They ‘are not all the competencies that can be
‘identified. The are, however, those competencies uhich’me see-as the most important
facilitators of students' learning.

This instrument, properly used, should be helpful in identifying weaknesses and determining
directions for possible professional growth.

Directions:

3 Bl

There are 19 pairs of behavioral profiles in this instrument. Each pair contains two views
of a.particular kind of behavior -- a "positive" view and a "negative" view.

Read each paiy of behavioral descriptions and rate the student teacher according to the
following scale:

"positive" views

- If you believe that these characteristics are clearly evident in this student's
behavior almost all of the time (i.e., this student is an outstanding example

of this behavioral profile), rate him +3.

-

- If you believe that these characterfstics are frequently evident in this student's
behavior (i.e., this student is a \fery good example of this behavioral profile), rate
him a +2.

- If you believe that these charactdristics are evident some of the.time (i.e.,
this student's behavior comes up these standards some of the time), rate him +1.

Copyright 1973 by Wassermann and Eggert
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"Negative" view:

- If you believe that tHese characteristics are clearly evident in this‘student's
behavior almost all of the time (i.e., this student is an outstanding
‘example of this behavioral profile), rate him -3,

- If-you beleive that these characteristics are frequently evident in this'sfudent's
behavior (i.e, this student is a very good example of this behavioral profile), rate
him ~2. '

- If you believe that these characteristics are evident some of the time (i.e.,
this student's behavior reflects these standards some of the time), rate him -1,

"No Up" -Ratings:

It is extremely likely that students will not have had the opportunity to put some
desirable teaching behaviors into practice. In these instances, a No Db rating should bg used.
No Op ratings are not penalties. If a student feels he might have behaved in the way
specified by the profile, but did not get a chance to do so, the appropriate rating is No Op.
Ratings are made on the basis of performance, not on intent.

Plus 3 Ratings

The positive profiles in this competency instrument show what is considered to be the
highest level of teaching ability. Consequently, +3 ratings would be those to which most
student teachers would hope tc aspire to in their teaching careers. Plus 3 ratings should be
given when the student teacher is seen to have attalned the 1ghest level of competency

in that particular skill.
!

4 ' ' _

Differences in expectations of 401 and 405 students:

It is a greit temptation for beginning students (401) who face such a formidable instrument
as this to rate themselves as they hope to be, rather than as they are. It may be somewhat
reassuring to 401 students to be aware that -1, +1 and No Op ratings are expected to be highly
prevalent at this level of their professional development. At the 401 level, the instrument
should reveal to the student the directions in which he is expected to grow as a developing
professional.

At the 405 level, the expectations are naturally higher. While few +3 ratings are
anticipated, it should be unlikely to find a great many -3 ratings among groups of students who
had committed themselves to work in a helping profession such as teaching.
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What then do the ratings tell us?

Ratings which are on51stentlx at the -3 level would re eal behav1or considered to be
"negative" and consequently destructive to classroom learnlng. Students who con51stentlx
obtain numerous -3 and -2 ratings will likely be requ1red to. recon51der their choice of

teaching as a profession.

Ratings at the -1 level will identify those areas of competency in which much growth
is needed in order to promote effective classrdom learnlng. C .

Ratings at the +1 level ulll 1dent1fy those areas of. cmmpetency in whlch pddltlonal growth
is needed in order to promote more effective classroom learnlng. C e

Ratings.at the +2 level should indicate to. the student that his clasSroom behav1or e
manifests competence in that area. \\‘\\M . ' '

The self-scrutiny required by these competency profiles should previde a means of helping

student teachers assess their strengths and weaknesses as facilftators of classroom learnlng. -

The most important use to be made of this instrument is the providimg of gu1deilnes to. enhance

each student teacher s professional development towards excellence in classroom teathng.
_-:)' a

R




1. ~ His behavior is thoughtfuli -

At the h1ghest level, you would say
that this pepsan's behavior is

" thoughtfuls; that .he acts out of
having considered alternatlues,
that his choice for action is a
reasoned choice; that his-actions

- are appropriate to.his expressed . -
goals. :He seems to havé a
"built-in monitoring system which
aids him in analyzing his actions
and this analysis is based upon
objective criteria rather than .
on personal bias., You would be-

" apt to conclude about him that he

-’is "in touch" with what.he is doing
and what he does seems ‘to have been
considered and reflected upon in:
respect to his goals.

u\\\ T
Comméhtg:
\\\\\

SECTION I

s THE TEACHER ’

Rating: . | ¢

The antithesis of the thoughtful =~
person is one‘whose-actions seem
generated out of whim or, caprice;
his behavior is clearly incon- :
\sisteﬁt withe expressed goalé. This -
per$on has not considered what to
do before he does it} he does mot .
appear to have considered alter-
natives; there seems to be a gap
" betwsen what he says and what he
does. Uhen confronted with his
- actions, he may. deny. them (I
didn't do-that!), beco ex-
tremely defensive. The impregsion

- he gives is that he has not thought -

. .a lot about what he says or does.

Gyn

)



THE TEACHER

At the hlghest level, ydu would i hfhe antithesis of the selfiinitiating

say that this persan’ con51stently v e f:?*berson is the one who waits to be
takes’ the 1n1t1at1ve. ‘He doesn't.f?f'ﬂ"f:'la:’ 154 told what to do. It's not that what
sit argind and walt d,be told; BRI f;,:he5does is unsuccessful; it is that
he doésh”t need heIp at ‘every. . - farelyiseiies the opportunity to
step of-the" ways He is not- afrald fvl L ﬁ;' L act on his own. Sometimes, he starts
to take: rlsks, to. try thimgson. =~ L out by doing something, but then needs -
his owne=:When hls~act10ns result [ ‘to ask for help several times along the
in less than de51fable ends, he { S ?'”%;'?“}J‘ TJﬁéy' "Tell me what to do" and "what am
is able to examlne mhat has 7 R ¢ supposed to do?" and "what shall I do
‘Afhappened ratlonally, rather than LT L thextaM characterize his behavior. He
~considering it a persoral defeat. T e Lff;may ‘attempt to excuse his inaction by
“When things: don’ ‘t work out well, ‘ ,f," o 2:;1}Clalm1ng that there aren't enough

2 ;lmaterlals- or materials aren\t the right
'1»'1‘k1nd. He seems. to have to depend on
’r?’;otherszto get him started.

R

be does not“use'lt as an excuge” ' -
to keep from trylng agains Even -
in’ smtuatlons where. resourees are
llmlted he ‘uses what's auallable
tosmake a start he doesn t , :
rat10nallZe hlS lnactlon by saylng
that" there aren 't enough : . N ,
materials, ar- that the materlals CT e TR
ate”of “the wrong type.., You might - - S

say of him, "I .can count on-him @ = - K

to take the initiatives he gets 7 _ R
’Humsdmew S o T R Lo~

Comments: - Tl s

M L: .-



3. He has a clear idea of what he
believes and his beliefs guide
his behavior.

At the highest ieuel, you would find

a person who has a clear idea of
what he believes and whose actions
.are consistent with those beliefs.
~.In speaking with him, he gives you
th9>impression that he haS thought
a lot about his ideas; that his
beliefs have been chosen'afﬁer
reflection. You can see that what
he does is a reflection of those
beliefs. Thgre is a clarity about
his purposes, about what he stands
for. He comes across as a person
with clear values, knowing where he
is going and why.

Comments:

THE TEACHER
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Rating:

_ The antithesis of the person with

clear’values is the one whose actions

‘;iare clearly inconsistent with his
“stated beliefs. He may say he believes

in democracy in the classroom,. but he
is thesclassic example of the
authoritarian teacher. He may say

he believes in students having a voice
in university government, but he does

‘not participate in student committees,

or bother to exercise his vote, claiming
that "what one person does, doesn't

really make a difference." His actions
and his expressed 'ideas are often so far
apart that you have,a hard time deciding
what it is he really believes. Sometimes-
he rationalizes what he does by saying
"They won't let me do that," or "They
make-me do that" -—- to exclse’ actions
which are inconsistent with his expressed

-beliefs. However, when you ask him

clarifying questions, his answers are
evasive, or defensive, or inconsistent.
You might wonder, does he really stand
for anything?" o

.



' THE TEACHER

2

4., He is a "problem-solver".

At the highest level, you would see

a person who, in the face of a diffi-
cult problem, would be able to

identify the probfem, suggest alter-
native courses of action, examine
underlying assumptions and propose
workable strategies. In the face of
dissonant kinds-of data, this teacher
would "open his mind" to them and
examine them with objectivity. You
might say of him that in the presence
of some new and complex problem, "he
takes the lead in plamning the strategy.”
He is seen as an inquiring, open—mindéd
person, able to function effectively
_in the face of neéw and complex problems.

Comments:

166

Rating:

The antithesis of the problem-solving
persof" is a person who, in the face

of a problem, seems to go to pieces.

He doesn't know what to do, or hou.
start. In the absence of some diré%iion‘
or leadership frem others, he doesn't
know where or héw to begin. He seems
unable to make a decision, He waits for
others to start, and then follows. He
has much difficulty in entertaining

. dissonant kinds of data; his mind seems

to be closed to them. Once embarked
upon a course of action, he is hard to
budgg. When new alternatives are
introduced, he may say, "We already have
a plan. Let's not waste any more time
by fooling around with new ideas."
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5. He can put nmew ideas into
practice. -

At the highest‘level; this person

can také a new idea and put it into
practice. He is able to make assess-
ments of group needs, come up with

an idea that is appropriate to those
needs and create a scheme for imple-
menting his idea. He is not thwarted
by limited resources; he seems to be
able to do a lot with a little. He
generates excitement about what he is
doing. What he does is new and fresh
and there is a sense of life and

- vitality in his work.

A~

Y

Comqents:
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THE TEACHER

Ratings:

-

Antithetically, we find a person who

‘has a rigid, ®ormula approach to most
new situatioqg. He seems to do the same
things again and again and.he seems to

do them in the same ways. He has
difficulty in seeing that .a formula
approach may be inappropriate to new
situations; and he is umable to create

a new dpproach that is more relevant to

a new situation. He uses what he already
knows and tries to make it stick. He
wants specific and practical and "how to"

-kinds of help, and has congiderable diffi- -

culty in takirg an educational principle

and applying it in his classroom. There

is a staleness and a lack of zest in what
he does. '

oy
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B. You can‘rely on hime«

At the highest level, you would
—find a person that you knoulyou
can depend upon. If he says he
~1s going to do something you can
depend on him to do it. If he
is unable to fulfill a task, he
finds a way of communicating this
in advance, so that other arrange-
ments may be made. It is rare
that he renegess You feel a sense
of trust in him, comfortable in
the assurance that he will do what
" he says he is going to do.

-Comment ¢ h ‘ 2

G

THE TEACHER
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Rating:

The antithesis of the reliable person

‘is the one who canhot be counted one

Again and again he has offered to take

on a task; and for one rdason or another '
he has not completed it. You have

little faith in his ability to follow
through, to do what he says he is going
to do. In short, you know if you needed
a job to be done, you could not depend-
upon him to do it.
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7. He has a positive outlbok.'

-,

At the highest level, you would

find a person who has a cheerful
<,

positive outlook on life. When

things go wrongy; he is not apt to

attribute it to some manifest

destiny. He takes things in his

strides He smiles and laughs a
lot and seems to genuinely enjoy
what he is doing. He has the
capacity of looking at the
"brighter side of life" and com-

municates this positive attitude

to those who come in contact with
hirn.

Comments:e

-

THE TEACHER

Rating:

The antithesis of the person with the
positive outlook is the one who tends
‘to see life in terms of blacks and
shades of gray. He bitches and nags a
_ lot about things that "never go right"
~.and expends an unusual amount of time

and energy complaining.

even after a situation is rectified,

Sometimes,

169

he wants to talk about "how bad it was".
"What's the use" is typical of his

negative attitude; he seems to infect
others with his pessimism and with his

bleak outlook on life,.

N

2
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. SECTION II : THE TEACHER AND THE KIDS : INTERACTIONS

»

B. He prizgs, cares about each individual.

At the highest level, you will find

the person who allows his pupils to —
express their ideas, opinions, beliefs,
feelings and who accepts these, Not

only is he sensitive and considerate

of his-students' feelings, but he
communicates his sensitivity in ways

they can understand. "I am with you"

is what is communicated to his students.
In his interactions with them, his :
facial expressions, the tone of his

voice and his language give explicit
evidence of warmth, praise and encourage-
ment. His interactions reveal his close
relationship with his students, free of
attempts to dominate them. After a brief
interaction with him, one usually comes
away feeling a little better about
himself.

-

Comments:™

Ratihg:

Antithetically, you will find a person
who shows a lack of sensitivity to his
students. In his interactions, he may
appear passive rather than warm, dis-
interested rather than.éncourag;ng,
mechanical rather than sincere in his
praise. He freguently rejects the ideas
and opinions of his students. His
criticisms are cutting and devaluing
and seem to be made without regard to
the-students' feelings. He doesn't
seem to be able to understand houw his
students feel; indeed he seems hardly

. aware that they have-any feelings at

all, =
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THE TEACHER AND THE KIDS

8. He knows how to observe, diagnose and deal
with pupils with behavioral difficulties.

At the highest level is the person

who recognizes that behavior is the
outward manifestation of inmer feelings®
and thoughts and uses his observations
of pupil behavior to make di%gnoses of
learning difficulties and to plan
appropriate teaching strategies, This
person makes astute observations of
classroom behavior and records these in’
non-judgmental fashion. You are more
likely to hear him report that "Billy
kicked Paul and threw the scissors
across the room," as he observes Billy's
aggressive behavicr, rather than highly
judgmental remarks such as "Billy acted
irresponsibly againj obviously he
doesn't know how to behave in the
classroom, 0Oh, well, what can you expect
from a boy like that!" He makes
informed diagfioses of learnihg giffi-
culties based upon his observations of
behavior as well as his knébwledge of the
literature of human growth and develop- .
ment. floreover, he uses teaching
strategies which are appropriate to the
diagnoses, to help bring about desirable
behavioral change. jhen a pupil needs
specialized help, he' refers him to the
appropriate agency; he recognizes the
limits of his own ability. In short,

_this person "reads", interprets and deals

with the pupil behavior in the most
professional ways.

Comments: : Aiq\ .

R3]
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s . INTERACTIONS

Ratihg:

3

Antithetically, you will find the

person who sees classroom behavior -
which deviates from what he considers
normal’as "bad". Rather than attempting
to- unearth the causative factors behind
such bghauior, he is apt to attribute
convenient motives to the youngsters
(He's just lazy;" or "He's not trying"
or "He doesn't want to learn"); or he
may try to explain the behavior in terms
of his own arbitrary standards ("He
Behaves that way because he's an under-
achiever" or "That's the way most of the
nbn-academics act"). Oncé having "ex-
plained" the behavior he largely urites
the youngster off in terms of his” own
expectations. He uses punishment and-
other coercive tactics as the chief tools
for bringing about behavioral changes
and advocates their use for bringing
pupils into line,

.
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. ‘ / ‘
. 10. He uses clarifying responses in his o Rating:

classroom interactions.

At the highest level is the person ’ . One antethesis of the clarifying person

who is skilled Inh using clarifying : is the. one who is overly dlrectlve with
responses and who knows when to use his pupils. His practices 1nclude °
them. To help pupils clarify for maneuvering his pupils to agree with his
themselves what they are thinking, he . own ideas. He is'expert at manipulating
frequently reflects back to the ~ " them to produce the "right" response.
student the expressed attitusgj\beigsikh. ) "youldn't you like to empty the -
or idea through non-judgmental o  wastebasket, Peter?" and "Isn't that
guestioning. "Where did you get that : right, boys and girls?" are typical of
idea?" and "Is this something you've his responses to the students. Instead.
thought a lot about?" and "Can you , of clarifying, he is given to arguing;
give me an example of what you mean?" are his.intention is not to clarify pupils’
examples of his clarifying strategy. Yet, thinking, but.rather to bring- it more
he doesn't use clarifying responses when into lime with his Ouwn.
it is more appropriate to be directive. ' E .
He knows when and how to clarify; he is Misuse of clarifying is another form of
thoughtfully directive when that response ‘ antithetical behavior. In his attémpts
is called for in the classrcom. UWhether o to be non-authoritarian, this person
clarifying or directing, his strategy is will almost never be directive, even
carefully chosen and reflects his . when the situation clearly calls for a
pUTpOSEeS. ‘ . directive response}' In the extreme, this.
] i person would ask a clarifying guestion
: en life and limb are at Stake,,rather
- than to take a directive stance. He uses

clarifying strategies as an indiscriminate
way of responding to pupils, rather than
determining whether clarifying or
directing is more suitable for a glven
situation.

Comments:

——
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‘,11. He promotes qypil's thipking. Rating:
ES - “i - ‘{’
B | S ;

X . At the\highésﬁ l@vél.ymu will find a o The antithesis of the person who promotés
.. *» . 'person who is skilled in promoting and pupil's thinking is the one who places , -
‘ - extending the thinking of his pupils. T the highest premium on the acquisition

. .7The guestions he chooses to ask pupils . ' .of igformation for the purpose of
-+ ate concerned with the hlgher cognltlvs e a-;;iing at the single, %Prrect answer .
4SklllS of interpreting data, problen © . His questions to pupils are. primarily of
M sqlvlng, applying pr1n01ples and -’ . the recall-of-information type. He
-» ' . generating new pr1n01ples, rather than . believes that his main job is to fill
- wlth the rEcall of factual information. . the pupil's heads wlth the required
You Wwill hear him ask more questlons like, ; information and thlnklng will auto-
.o "Qp you have any idea why fhat is so?" matically occur. In his interactions
-~ and Mupag mlght be another explanation?" - with pupils, he rarely gives them time
*and ,"How c#n we go about d’&ldlng which - to think _things through; he seems to be,
-~ ~of these_is co;;eetg" rather thap : in a race with the clock to get across as
.questipns. ike, "In what year was metal ' much content as possible. He gives the
f#Fst-discovered?" and "what were the . impression that he is the one.yho is
.» three causes~df the French Revolution?" . doing most’of the thinking in his class
He waits for the pupils to respohd to his and maybe that's the way he really wants
questions; he gives them time to-think. it.

It is clear that he.is intercsted in many : -
possible explanatlons and answers, rather
:thaa in flndlng the slngle, correct answer;
Instead of doing the pupils'. thinking for
them (e.ge., "How shall I do this, Mr.
Jones?" ~-= "Do_ft this way, Henry."), he
invitgé the plgils to think-for themselves.
He values the’ development of inquiry in

his pupils and this emphasis permeates hlS : s
classroom. .

Comments:
pil



THE TEACHER AND THE KIDS : INTERACTIONS

12. There's a lot of interaction
among pupils in his class.,

/

At the highest level you will find

the ‘teacher who encourages and invites
much interaction among his pupils. His
classroom seems to be a beehive, where
there is almost a constant flow of pupil-
to-pupil conversation, as the students
engage in learning. He may inter ject
gquestions such as "What do you think
about that, Harlow?" and "What are same
of your ideas, Perry?" to promote

further ingquiry and to®increase pupil
responses. You get the impression that
the focus in this class is on the pdpils.
There's a lot of purposeful pupil
activity, pupil inguiry and exchange of
ideas., The teacher provides many kinds
of curriculum experiences in-which pupils

- dialogue and learn from each ether. This

teacher does not cast himself in the role
of dispenser of information to "empty
vessels." He recognizes that pupil
interaction is a valuable source of
learning.

//’~\\‘~\\““" Comments:

N
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Rating:

Antithetically, you will find the person
who talks "all the time". He believes
that everything he says is important and
insists on guiet in his classroom for
most class sessians. He sees his main’
role as one mho-impérts information and

follows through by questioning pupils to

see if they have been listening. He is
the dominant person in the classroom; if
he were to step out for a moment, the
class would fall apart., He may permit
his pupils to talk with each other
occaisonally, as a recreational activity,
but rarely in the context of what he
considers a learning experience.
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™ “THE TEACHER AND THE KIDS : INTERACTIONS

~

13. He is a real person to his students.

At the highest level you will find a
person who responds to students with
genuineness, He is freely and
spontaneously himself, There is no
doubt that he really means what he sayse.
When a student approaches him with a
prablem, he doesn't intellectualize or

- retreat intoc a role of "professional.
When confronted with pupils' difficult
behavior, he responds without traces of
defensiveness. His reactions are honest
and open. The message conveyed by him
in his interactions with students is
that he is authentic.

Comments:

%

Rating:

Antithetically, you will find the person
who puts on a professional facade in his
interactions with his students. UWhen.
students discuss concerns which affect
them deeply, he becomes uncomfortable.
He responds by intellectualizing; his
reactions come across as phony. He
becomes extremely defensive in the
presence of.challenging‘behavior
manifest by his students. The message
conveyed by him is that you don't really
know the real person behind the fatade.



A

14, He knows what he is doing in.the
classroom and it makes sénse.

At the highest level is the person who

is skillful in what he is doing in the
classroom.- His teaching strategies and
the cyrriculum materials he uses are
appropriate to his educational objectives.
He is able %o describe what he is doing
and why he is doing {t—p a clear and
educationally sound way. | He generates __
feelings of confidence ig what is
heppening in his classrgom.

Comments:

e //

l
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SECTIoN‘iII,&_THE_IEACHER, THE KIDS AND THE "STUFF" : THE CLASSROOM

R

Rating:

Antithetically, you will find the person
who seems to be teaching "off the cuff™.
You get the impression about him that he
is making it up as he goes along; that he
really shasn't thought about what he is
doing. When questioned about what is
happening in his classroom, he may become
extremely defensive and try to rationalize

‘what he is doing by making up objectives

to justify what he has done. Alter-
natively this may be a person who works
hard, but can't seem to "get it right".
There doesn't seem to be a close con-
nection between his teaching strateagy,
his choice of curriculum materials and
his stated goals. What happens in his
classroom doesn't seem to. make sense in
terms of what is educationally sound.



~
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- . THE TEACHER, THE KIDS AND THE "STUFF" : THE CLASSROOM

15.  He is knbuledgeable in his field.

~

>

At the highest level, this persan

exhibits a broad and deep. knowledge of

the curriculum, of principles of
learning and of human growth and de-
velopment as they relate to his level
of teaching. If he specializes in a
curricular area, he.is at home in it;
He is well informed and seems to have
read extensively. There is an intel-
lectual depth to his discussions with
his colleagues and his work in the
classroom reflects his knowledge of his
field., When he explains something to a
pupil, or to a colleague, he does so
making himself clearly understood. He
recognizes the limits of his knowledge
and where he is uninformed, admits it.
His knowledge earns our respect.

Commentst

Rating:

The antithesis of the knowledgeable_
person is the one who is uninformed; who
lacks know-how in his field. If he has
read the literature in his field, he does
not indicate it, either in the discussions
with his colleagues or in the quality of
his teaching. His explanations to pupils
are unclear; you wonder if he himself ’
really understands what he is saying.

His inconsistency, the shallowness of his
presentations and his attempts to disguise
his limited understanding indicate his

- lack of knowledge in his field. .



16.  He .uses evaluation to promote learning.

At the highest level is the person who
uses evaluation to obtain data for
promoting further learning. He recog-

. nizes that evaluation is highly ‘
subjective and he is undogmatic and
open-minded about using the results.

He recognizes the difference betuween
evaluation and grading and emphasizes
the former as a way of helping students
to learn. This person uses many differ-
ent kinds of evaluative procedures, but
whatever procedure he uses is carefally
chosen and is appropriate to his goals.
Moreover, when he engages in evaluation
of his pupils' work, there is a sound
purpose for the evaluation. His methods
of evaluation do not, in any Jay, devalue
the learner's sense of self. His evalu-
ations include suggestions for im-
provement and he cormmunicates these to
his pupils. He exhibits a concern about
promoting self-evaluation in his pupils
and provides for self-evaluative experi-
ences in his classrcom.

Comments:

THE TEACHER, THE KIDS AND THE "STUFF" :.THE CLASSROOM. - .~ -

Antithetically, you will find the person
who is primarily concesmred with how much
his pupils have learned in the past and
with grading them accordingly. He
believes that grading is objective and

" that pupils' learning cam be assessed

objectively: Frequently, he is dogmatic
about test results and uses these.and
grades in g punitive way, He operates on
the theory .that pupils are motivated to
learn by failure and he may use the threat
of failure as a device to promote
learning. His evaluative procedures
usually take the form of short-answer or
essay-type tests and he rarely communi-
cates to pupils concrete ideas for im-
provement. Catch-phrases like "careless
spelling" and "try harder" and "good" pass
for suggestions to promote future
learning. His main purpose for evaluation
is to arrive at a grade; if pupils fail,
it is because "they are just not capable
of doing the work".




1?7. His classroom is a vital, alive
and zestful place.

At the highest dlevel you will find a
person who has made his classroom an
alive and vital place for learning.
There seems to be a lot of activity
going on and it is purposeful activity.
There is evidence around the room of ‘
pupils' work and you can see that pupils
have been and are engaged in challanging
tasks. This person continually brings
fresh ideas into the classroom and he
initiates curriculum experiences which
have meaning and relevance for the lives
of his students. He provides for indi-
vidual choice, pacing and exchénge of
ideas in most curriculum experiences.
The time in his class passes quickly and
" the pupils are sorry to hear thz bell go.
His class is an intense, stimulating

and vital place and it is exciting to be
in it.

Comments: \\\

179.

Rating:

Antithetically, you will find a person
whose classroom is a boring and tedious
place. MMore often than not, all the
pupils are doing the same work at the
same time. - When one pupil finishes
early, he must wait for the rest of the
class to finish. Much emphasis is placed
o reading from the text, doing work-
sheetgdr answering questions from the
blackboard. When there is group dis- .
cussion, the topic may be unimaginative
or trivial, and the pupils seem too bored
to participate. The apathy in his
classroom is usually attributed to pupils
who "don't care". HeHossn't recognize
that it is he who is uninspiring and
humdrum. UWhen the recess or lunch bell
sounds, pupils explode out of his class.
One hour in this room seems like a year,
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18. His teaching materials are varied,
imaginative and relevant,

At the highest level, you will find a
person who uses a wide variety of
resources for teaching materiafs\ In an
elementary classroom, you wilk find

a good supply of arts and-crafts
materials, library books, paperbacks,
magazines, photographs, science

Cﬁééguipment, concrete mathematical ma-

/ terials, newspapers. In a secondary
classroom, a wide variety of materials
is available which are relevant to the
subject matter of the class. He may
use field trips, film strips, films and
tape recordings as part of the curri-
culum. Visitors are invited to the
classroom as resource people. Pupils
use learning materials freely and
purposefully. Materials created and
developed by the- teacher contribute to
pupils' learning and do considerably
more than express banal sentiments in
jingles with Walt Disney-type illus-
trations. This person has created a
rich learning enviromment in his
classroom through his selection Sk _and
development of a wide variety of
learning materials.

Comments:

!

~ - .
J

s
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A

Rating:

5
41‘

/

Antithetically, you wili find a person
who uses a very limited range of
classroom materials. Major emphasis is
placed on the use of textbooks, library
reference books and workbooks.: Classroom
walls may provide no stimulus to theught;
they may be empty or may be adorred with
old posters expressing meaningless
sentiments and patterned art work. Very
little use is made of curriculum materials
in the arts, or the rich "stuff" of other
curriculum areas. Pupils have little
opportunify to tguch or handle materials.
Curriculum experiences in this classroom
are mostly of the paper-and-pencil and
textbook type.
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THE TEACHER, THE KIDS AND THE "STUFF" : THE CLASSROOM

19. He unifies the group.

At the highest level this person has
succeeded in the development of a
harmonious, working group in his
classroom. The pupils seem to
appreciate each other; they have
-respect for each other and the morale

in the class seems unusually high.

The class seems to have pride in

itsklf as a group; what's more, they
seem to be extremely productive, with
the pupils working together like a team.
This person has contributed to the ’
development of group unity by assuring
that each pupil has had an opportunity
to earn status and respect in the group;
by providing the opportunity for pupils
to get to know each other; by prizing the
different skills that different pupils
have to offer; by creating a climate in
the classroom which helps pupils to feel
secure, prized, cared about, acceptedﬁ

. Comments:

Rating:

Antithetically, you will find a persdn
who may not be concerned with group
morale, If he is_cbncerned, he does not
seem to know how to help bring it about.
In his classroom the pupils may seem
down-right rude to each other; there is a
lot of bickering and nagging and carping
and fighting, This class does not seem
to be' a "group" at all; there is no sense
of camaraderie, no esprit de corps, no
real feeling of respect of one pupil for
another. The teacher contributes to this
discontent by openly criticizing his
pupils, by being intolerant of other than
academic skills, by having "favorites"
and "victims"; by "picking" on certain -
pupils; by generally showing a lack of
respect for his students. This classroom
is not security-giving but intimidating;
the teacher generates fear rather than
acceptance. His pupils dislike school
and their interactions with each other
are hostile and destructive.

B!
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- OPEN EDUCATION ALTERNATIVE
FOLLOW-UP -STUDY

€ ' .

PLEASE FILL IN THE FOLLOWING iNFORMATION:

Completed the Open Education Altgrnative/Alternative #9
in 19 . '

Current Occupation: | .

Years of teaching experience: ' .

When did this teaching experience occur? Between 19__ and
19 .

Years of related professional experience: .

What was the nature of this professional experience?

and 19

When dig this professional expefience‘occur? Between 19___

THIS SURVEY CONTAINS A LIST OF STATEMENTS DESCRIBING 19
PROFESSIONAL TASKS OF THE TEACHER. EACH STATEMENT IS TO BE
RATED TWO TIMES.

FIRST, RATE THE STATEMENT ACCORDING TO WHAT EXTENT YOUR TRAINING
CONTRIBUTED TO YOUR GROWTH IN THIS TASK (COLUMN A).

SECOND, RATE THE STATEMENT ACCORDING TO HOW IMPORTANT YOU
BELIEVE THIS TASK TO BE IN CLASSROOM PRACTICE (COLUMN B).

RATING SCALE:

1 : -2 3 4
not at somewhat considerably not
all applicable
EXAMPLE:
STATEMENT: COLUMN A COLUMN B
: . Extent to How important
which your this task is
training in classrodm
contribute practice.
to your
growth.
1. Planning learning experiences 1 <:> 3 4 T2 <:> 4
which reflect students'’

individual learning needs.



STATEMENT:

1. Identifying educational
beliefs which inform
classroom practice.

2. Taking the initiative and
risking new things in the
classroom.

3. Acting in ways consistent
with educational beliefs.

4, Defining problems in the
classroom and finding
creative and appropriate
solutions to them.

5. Translating new ideas into
practice in the classroom.

6. Acting in reliable and
dependable ways in the
classroom. _

7. Approaching classroom
teaching with a positive
outlook. ‘

8. 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 clarifying responses
skilfully when they are
appropriate to provide
students with opportunities
to think more deeply about
ideas, attitude and beliefs.
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COLUMN A
Extent to
which your
training
contributed
to your
growth.

1 2,3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4

COLUMN B

How important
this task is

in classroom

practice.

1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4




STATEMENT:

11.

12.

13.

14.

15.

16.

17.

Asking questions which
promote and extend student
thinking. ’

Encouraging a lot of
interaction among pupils
in the classroom.

Iﬁteracting with pupils
in an honest, open and
authentic way.

Implementing teaching
strategies appropriate to
teaching objectives.

Keeping well-informed
about new curriculum ideas
and other educationally
relevant issues.

Using a variety of
evaluation practices
primarily to diagnose
learning difficulties and
point the way for student
improvement.

Making the classroom a
vital, alive and dynamic
place for learning.

Using a wide variety of
teaching materials.

Creating a harmonious,
active, and purposeful
group spirit among pupils.
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COLUMN A
Extent to
which your
training
contributed
to your
growth.

1 2 3 4
T2 3 4
12 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1T 2 3 4

CTOLUMN B

How" impor.ta nt 1

this task is
in classroom

practice.

1 2 3 4
1 2 3 4
1T 2 3 4
1 2 3 4
1 2 3 4
1 2 3' 4
1 2 3 4
1 2 3 4
1 2 3 4




C.

D.

YOUR PAGE

FACULTY ASSOCIATE'S NAME: DN .

PLEASE MAKE WHATEVER ADDITIONAL;EOMMENTS YOU FEELHQDULD -

HELP US TO UNDERSTAND HOW YOUR TRAINING AFFECTED YOUR
CLASSROOM TEACHING PERFORMANCE.

[

,ffﬁy ' \J/\\\J//“}

PLEASE MAKE WHATEVER ADDITIONAL COMMENTS YOU FEEL WOULD
HELP US TO UNDERSTAND HOW YOUR TRAINING AFFECTED OTHER
ASPECTS OF YOUR LIFE,.

’ ~

PLEASE MAKE WHATEVER ADDITiONAL COMMENTS YOU FEEL YOU
WOULD LIKE US TO KNOW ABOUT THE TRAINING.

186
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March 29, 1984.

Dear People,

Some tifne in the past, %ou participatéd in the Open
Education Alternative teachefﬁeducatlon program at Simon Fraser
University.’ (In the distant Past you may have known it as
Alternative 9, and in the far-off long- ago you may have called
1t the Vancouver External.)

At the present time I am undertaking a study designed to
collect your views on the training you received. Your feedback
will be used to 1dent1fy the more and less helpful aspects of
the training so that the current program:- can be strengthened

I'm very eager to hear what all of you out there have to
say about the O.E.A. 1I'd appreciate it if you'd take about 30
minutes and give the enclosed form your thoughtful consider-
ation. (Maybe you'll want to make yourself a cup of tea to sip
while you do this.) The first section of the form is quite
structured; the second section more open. Resthassured that
your responses will be kept anonymous. Please complete the form
and return it, using the stamped, addressed envelope prov1ded, as
soon as possible.

Your views are very important to us.
Thanks a lot for your cooperation.

Yours truly,

Lin Langley
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26 March 1984

AN
Hello to All of Yeu Out There, ! 7
; H

’ I hope you will forgive this more informal way I
am taking of reaching each of you. I wish that there was time
for me to write each of you personally -- to find out how you
are and to learn about what you are/have been doing. You must
know that I have thought many times about the graduates of our
program and wondered how our O.E.A. (Vancouver External/Alter-
nate #9) program has helped yqu in your professional life. Some
of you have been in touch with m® directly, giving me informal
feedback. Others have sent messaggs via third parties. Still
others have remained silent. Until) now, there has been no
formal attempt to collect data abott the O.E.A. program -- and
we thought it might be about time to do just that.

Lin Langley, herself an O.E.A. gradfiate and now a ,
graduate student under my supervision, has undertaken this quest
as her thesis topic. We are interested in determining how the
training in the O.E.A. has helped you bbth personally and pro- .
fessionally. You may not be teaching -- and nevertheless feel '
that you have still benefitted. We'd"like to know about it.

You may be in a different profession and using some of your
training. We'd like to know about that, too. You may feel that
your training was not very helpful. And we'd even like to know
about that

Naturally, the anonymity of your responses will be
protected and we'd like you to tell us just how you assess the
effects of your training. Needless to say, the data from this
more formal study will continue to inform our efforts to improve,
and to provide the best gquality tralnlng that we can offer for
future students.

I have always felt very close to all of you out there
and believed, deep in my heart, that each of you.has been
helping, in whatever capacity, to move our dinosaur educational
system forward, inch by painful half-inch. I want to thank you
for letting me share in your growing days and for your help w1th
this survey.

With my very best wishes,L

Selma Wassermann &
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June 3, 1984

Hullo out there,

It's me again, that graduate student from SFU chasing
up your views of the teacher training you recelvedvln the
Open Education Alternative - nee the Alternate #9 <= nee the
Vancouver External Project.

Remember that questionnaire you received in the mail a
month ago? About 50% of you filled it in and returned it. I
am sending out a general request (a plea! an appeal!) to all
of you out there who may not have gotten around to it yet. I
know you may be very busy! I know you may find questionnaires
kind of boring! But, oh dear! I do need your fegdback in order
to carry out this study!

And so...enclosed you'll find...a fresh questionnaire!
Please do make yourself that cup of tea, sit down, pen in hand,
and give the form your thoughtful consideration. Then, put it
in the stamped, addressed envelope, and pop,it in the mail to
me.

(Some data, hot off the tally sheet, from people who have:
already filled in the duestionnaire: a large per cent of them
were visited by fond memories as a result.) (Could you use a
visit from a fond memory?)

We do need your views about the training in order to
improve the program for those' teachers who will one day join
you out there. Please help by returning the form by June 21’._T
Your cooperation is greatly appreciated. Oh, yes it is!

¢

Yours truly,

Lin Langley
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Hello, folks, L | S O

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 Project/Alternative #9/the Open
Education Alternative teacher education program at Simon Fréser
University. Perhaps the "end-of school-year-busies" preven®ed
3ﬁp,from filling-in questionnaires I sent you a short time ago.

ve enclosed another questionnaire for you to fidl in and
- another stamped, addressed envelope for your return.® Would you
please give the form your 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 you recéived
-prepared you for life in classrooms. Your views are the most
important source of data we can collect on the effects of
i1training. We need jour perspective in order to understand how
we might better prepare students for classroom teaching in the
future.

Again, I appeal, implore, press, urge, and entreat you to
fill in the form and return it to me by July 25. I promise I
will stop bothering you thereafter! j

P »

Yours persistently,

Lin Langleyr

Sa
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Intake Group #1 (n = 6) Total Comments= 72

I General Comments (24) , .

extremely valuable training overall
instructors were excellent role models

‘friemdships, support- group very valuable

felt part of "a movement™

the best training possible

spirit of play was wonderful

helped me develop a humanistic approach to teaching

II Interpersonal Skills um<mpouam:¢‘Ambv

a)

b)

c)

d)

General comments' (11)

improved my interpersonal skills

improved my listening skills

interpersonal skills vital to make curriculum "work"
Clarifying (9)

increased the clarity of my beliefs

strengthened my sense of purpose

helpad me to establish goals

helped me teach to values issues

Empathy (1)

o

a <mw< important and valuable focus

Teaching for Thinking (3)

helped me appreciate the importance & need of Teaching

for Thinking

helped me use Teaching for Thinking to promole cognitive growth

helped me create a classroom where thinking is prized

Y

Arecdotal Comments from 11 Intake Groups on Perceived Effects of Training

Total

\_\
N

Ll S 2 AN NN AN N N I %

N
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Intake group #1 (cont'd)

IIT Curriculum mmtawmm (2)

3

helped me individualize programs
curriculum wasn't and shouldn't be emphasized

IV Teacher as Person Studies (2)

learned about my own needs as factors which influence
my teaching

\/ Child Growth and Development (3)

helped me appreciate the emotional needs of children
helped me see and treat kids as unigde individuals

IV Difficulties Experiemced/Perceived Weaknesses in Training (8)

felt very "let down" after the intensity of training
extremely difficult/painful to implement "open education"
in public school

overwhelmingly time and energy consuming

made me a workaholic ’

VII Suggestions for Improvement {9)

training must be longer

offer a follow-up course for in-service teachets
needs stronger curriculum emphasis

include input on Learning Disabilities

include input on gurriculum scope and sequence

. ﬂ
Intake Group #2 - No data available

B

Total

-*-*.NNL-‘
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Intake Group #3.(n = 1) Total Comments = 10 n o«

I General Comments (2)

instructors were excellent role madels
felt part of a "movement"

11 H:wmnummwo:mw Skills Development (8)
a) general comments (5)
a very important and valuable focus
helped me monitor/evaluate my own interactions =
honed my counselling skills

b) Clarifying (3)
strengthened my sense of purpose
helped me act in ways consistent with my beliefs
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Intake Group #4 (n = 4) Total comments = 48
I General Comments (13)

friendship/support group very valuable

affected all aspects of my life very positively

the best training possible

instructors helped me gain self-confidence

felt part of a "movement"

helped me make a meaningful contribution to society
set high standards to which I still aspire

a very full program

II Interpersonal Skills Development (13)

a) General comments (7)
improved my listening skills
improved my interpersonal skills
introduced me to counselling skills
a very important and valuable focus

b) Clarifying (5)
helped me examine my beliefs and behaviour
helped me act in ways consistent with my heliefs
values development is very important
T use clarifying-skills daily

c) Empathy (1)
a very important and valuable focus
[1I Curriculum Studies (2)

helped me learn about centres
learned to use food and atrt as super curriculum foci

N

—

JENEEEN

Total

L
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e
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Intake Group #4 (cant'd) 1 2 3 4 Total

IV Teacher as Person Studies (4)

helped me identify strengths/weaknesses . 1 1 2
nave me the courage to take risks mw/ﬁmmnjmzc 1 1
belped me grow as a person . 1 1
VI Difficulties Experienced/Perceived Weaknesses (7)
trainers made me feel quilty for teaching in "non-open" ways 3 3
training is too short 2 2
instructors were opposed to "readymade" educational materials 1 1
offers too narrow an approach to teaching 1 1
VII Suggestions for Improvement (9)
. o
training must be longer . 1 1 _— 4
include input on how to deal with the real constraints of 2 2
the system
of fer a follow-up course for in-service teachers 1 1
naads a stronger curriculum emphasis . 1 1
include input on "how to assess comnercial education materials" | ]
include a salaried apprenticeship porviod 1 1
cnclude more imput on long-term planning 1 1



Intake Group #5 (n = 3) Total Comments = 24

I General Comments (6)

extremely valuable training overall

instructors were excellent role models

affected all aspects of my life very positively
improved my self concept

expanded my idea of "what is teaching"

started me on a musical career which enriched me life

II Interpersonal Skills Development (8)
a) General Comments (7)
improved my listening skills
improved my interpersonal skills
helped me communicate with "problem" students
d) Teaching for Thinking (1)
* helped me use Teaching for Thinking to pramote cognitive
growth
IIT Curriculum Studies (1)
helped me individualize programs

V Child Growth and Development (1)

equipped me with important skills to diagnose learning
difficulties ,

VI Difficulties/Perceived Weaknesses in Training (5)

gave unrealistic expectations {or self/students/teaching

teaches "how to teach" with great passion but no concretenes

@
o

3

Total
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Intake Group #6 (n = 5) Total comments

51 n

I General Comments (29)

instructors were excellent role models ' -
ignited a fire of enthusiasm/purposefulness in my life
Education 483-484 most valuable aspect of training

the best training possible

long practica very helpful

helped me find a job in a field where there were few

the public school system has need of such values
friendship/support group very helpful

improved my "parenting" skills

extremely relevant to my work as a counsellor

IT Interpersonal Skills Development (12)

a)

b)

General Comments (3)

improved my listening-skills

a very important and valuable focus
made me aware of levels of communicating

Clarifying .mv

increased my skill in using clarifying responses
gave me tools to defend my position

helped me build a personal philosophy of education
help me act in ways consistent with my beliefs
made me less opinionated

Empathy (1)

instructor provide excellent model of empathic mode

N

_— e N =N =

5

Total
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Intake Group #6 (cont'd) , 1 2 3 4 5 Total
IIT Curriculum Studies (4)

helped me individualize programs 1
g "Profiles of Teaching" helped me create a "positive" program : 1 L
helped me understand B.C. government's curriculum goals . . . 1
6 years later, I still use-and learn from the training 1
materials ,

e

W

V Child Growth and Development (2)

helped me appreciate emotional needs of children . : 1 1.
helped me make a commitment to children 1 1

VI Difficulties/Perceived Weaknesses in Training (3)
seminar meetings do not teach us to teach s , 1 1
i does not equip one with substitute teaching skills 1 1
3 FA was too unsure of interpersonal skills to be a goad rale 1 : 1
model

VII Suggestions for Improvement (6) ,

be certain FAs are committed to Open Education
make certain it continues at all costs

provide more imput from regular POP

use permanent FAs with hib# level skills ‘

- N
_ - = (]

'
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Intake Group #7 (n = B) Total comments = 200 n

I Ceneral comments (44)

one of the most significant/valuable experiences of my life
friendship/support group very valuable

helped me to teach and live in healthier ways
instructors were excellent role models

ignited fire of enthusiasm/purposefulness in my life
improved my self-concept .
felt part of a "movement"

the food was great

felt prized, respected, and loved

expanded my idea of "what is teaching"

the experiential learning was invaluable

excellent foundation for classroom teaching

produces "quality" teachers

IT Interpersonal Skills Development (36) s

a)

General Comments (14)

improved my H@Hmnwo:m:wum

most important mrwwwm ever learned

valuable as a teaching on group dynamics

method of teaching skills produces "high level functioners"
honed my counselling skills

introduced me to counselling skills

Clarifying (9)

increased the clarity of my beliefs

provided skills for me to continue evolving my ideology
helped me examine my beliefs and behavior

helped me make "life" decisions with more clarity

helped me begin process of collecting data to support beliefs

|

e S N N ]

R N NI UL (U UL O Y

N = =N

Total
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"-Intake Group #7 (cont'd) ° 1 2 3 4 5 6 7 8 Total
c) Empathy (4) . e . . e
increased my skill at using empathig sesponses v 1 1
enhances development of a compassiona¥e outlook 1 1
unclear about the place of empathy in Meaching 1 1
enjoyed seeing people "helped" through empathy . 1 , 1

d) Thinking (9)

helped me appreciate importance/meed for Teaching for qmwjxwzo 1 1 1 1
helped me use Teaching for Thinking to promote cognitive 1 ™ 2
growth )

improved my own ijzijonjmwum me refine my ideology 1 1 . 2
helped me develop a "problem-solving" approach to life 1 1 2

III Curriculum Studies (21) . ‘

helped me individualize programs - 1 1 1 1 1 5
.gained skill at presenting curriculum in memH:mwmz ways 1 1 2 1 )
"Profiles of Teaching" a helpful focus in curriculum 1 1 1 3
taught me the importance of self-concept in learning 1 1 2
helpad me create innovative classroom programs - 2 2
I continue to use & learn from the curriculum materials e 1 2
helped me learn about "centres" : 1 1
curriculum wasn't/shouldn't be emphasized 1 ’ . 1

IV Teacher as Person Studies (8)

provided me a framework te m:mH<Nm\m<mHmem my behaviour 1 1 1 v A 3
gave me the courage to take risks in teaching 1 1
helped me believe in being genuinely oneself as a teacher 1 1
a very important and valuable focus 1 1

V Child Growth and Development (1)

helped me appreciate the emotional needs of children 1 , / 1
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Intake Group #7 (cont'd)
VI Difficulties Experienced/Perceived weaknesses in Training (61)

didn't equip me to deal with the constraints of "the system"
extremely difficult/painful to implement open practices in
"the system" .

gave me unrealistic expectations for self/students/teaching
training is too short

overwhelmingly time and energy-consuming

put me in turmoil as never before

had disruptive effects on family/marriage/relationships

405 SA did not respect the beliefs I had struggled so hard
to shape :

grads unable to achieve/maintain an effective stance in
"the system™. .

placements made it very difficult to practice "open" teaching
made me perceive other teachers as "bad guys"

put me in great confusion during my first teaching years
not enough curriculum input

approaching learning difficulties from an emotional. base

is too narrow ,

after such an experience it is difficult to learn in
"traditional” settings

didn't equip me to deal with administrators

VII Suggestions for Improvement (31)

include imput on how to deal with constraints of "the system"
training must be longer

include imput on "how to deal with critisism of Open
Education"

need more practice implementing individualized instruction

—_

_ =

N N

8

Total
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Intake Group #7 (cont'd)
after such an experience it is awwwwocww to learn in
"traditional™ settings

didn't equip me to deal with administrators

VII Suggestions for Improvement (31)

include input on how to deal with constraints of "the system"

training must be longer

include input on "how to deal with critisism of Open
Education"

need more practice implementing ipdividualized instruction
need more input on dealing mwwmoww:mp< with parents/
administrators

offer a follow-up course for in-service teachers
needs a stronger curriculum emphasis

need more in-depth work in evaluation

need more practice implementing the "Organic om<
need more practice with "Math Their way"

8

Total
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- Intake Group #8 (n = 1) Total comment = 13
I General Comments (3)

" extremely valuable overall
ignited a fire of enthusiasm/purposefulness in my life
expanded my idea of "what is teaching"

II Interpersonal Skills Development (&)

a) General Comments (1)
improved my interpersonal skills

b) Clarifying (1)
altered my philosophy

d) Teaching for Thinking (2)
helped me use Teaching for Thinking to promote cognitive
growth
improved my own thinking -- helped me refine my, ideology

III Curriculum Studies (1)
I use everything I was taught about curriculum
V Child Growth and Development (1)
helped me identify development levels
VI Difficulties Experienced/Perceived Wleaknesses in Training (3)

training is too short
C not enough curriculum input

VII Suggestions for Improvement (1)
offer a ,follow-up course for in-service teachers
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Inthke Group #3 (n = 1) Total comments = 12

I Geheral nQBSmem

e

the ﬂdﬁWﬂHj@ boggles my mind
IT Interpersonal Skills Development

a) General Comments
a very important and <mpcwwwm focus
improved my interpersonal skills
made me aware of levels of communication

b) Clarifying .
helped me examine my beliefs and behaviour
made me less opinionated

c) maﬁmwz< .
helped me learn to deal with "misbehaviour" in caring ways

, »
V Child Growth and Development

helped me be aware how emotional needs relate to learning
difficulties

VII Suggestions for Improvement

offer a follow-up course for in-service teachers
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Intake Group #10 (n = 1) Total Comments = 8

- I General Comments (3)
extremely valuable training overall
improved my self-concept _
- best learning experience of my university life
IT Interpersonal Skills Development (3)
mv,mmeHwH Comments {(4) : -
improved my relationships R
helped me monitor, evaluate my own interactions
made me aware of levels of communications
most important skill ever learned

b) Clarifying (1)

increased the clarity of my beliefs

—_ =3 3 -



208

Intake Group #11 (n = 8) Total Comments = 36

I General Comments (32)

extremely valuable training overall

a time:of great personal growth

friendships, support group very valuable

open up new academic/occupational opportunities
improved my self-concept

taught me to question everything

a time of uwmmw professional growth

ignited a fire of enthusiasm/purposefulness in my life
the happiest time of my life

taught me that personal growth is integral to societal
growth

individualized to fit my needs

IT Interpersonal Skills Development (22)

a)

(Uv

c)

6

General Comments (5)
profoundly useful skills
improved my listening skills
honed my helping skills

Clarifying (10)

increased the clarity of my beliefs

values development is very important

increased my skill at using clarifying responses

Empathy (2)
helped me learn to deal with "misbehaviour" in caring
ways

increased my skill at using empathic responses

_ e A A

9

Total
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Intake Group #11 (cont'd) 1 2 3 4 5 6 7 8 9 Total

d) Teaching for Thinking (5)

helped me appreciate the importance of Teaching for 1 1 1 3
Thinking

helped me use Teaching for Thinking to promote cognitive

growth ) 1 1
improved my own thinking ability -~ helps refine my 1 1
ideology

IIT Curriculum Studies (7)

helped me translate beliefs to appropriate teaching 1 1 2
practice TN

gaired skill in Curriculum omgmHmuam:w 1 1
learned the value of choice for children 1

helped me treat kids as "able, autonomous learners" 1

made me aware of kids' right to quality education 1

_ N

VI Teacher as Person Studies (16) . \\

helped me accept and understand myself better 1 1 1 1 1 5
provide a framework to analyze/evaluate my own behaviour 1 1 1 - 1

learned a lot about my own needs as factors which 2

influence my teaching

helped me realize the power of personal responsibimaty -~d 1 1

helped me believe in being genuinely onself as a teacher 1

helped me realize teaching must be "struggled with" 1
helped me re-evaluate the role of "teacher" 1~

N

_ AN

V Child Growth and Development (16)

helped me lock for emotional needs behind behaviour 1 1 1 1 4
helped me see and treat kids as unique individuals 1 1
helped me trust children 1 1
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Intake Group #11 (cont'd)
VI Difficulties Experienced/Perceived Weaknesses in Training (5)

overwhelmingly time and energy-consuming )
Placements made it very difficult to practice "Open
Education"

I was unable to implement this wonderful ideology

VII Suggestions for Improvement (8) !

training must be longer

needs a stronger curriculum emphasis

ensure placements in Open Classrooms

provide information on current B.C. curriculum

9

Total

NN
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Intake Group #12 (n = 5) Total Comments = 80
I General Comments (19)

affected all areas of my life very positively
extremely valuable training overall

made me aware how powerful/exciting education could be
helped me manage the hard work/terror of teaching
friendship/support group very valuable

the happiest time of my life

reinforced my committment to kids

taught me to be an independent learner

II Interpersonal Skills Development (20)

a) General Gomments (11)
helped me monitor/evaluate my interactions
improved my relationships
increased awareness of the importance of perception
improved my interaction skills
made me aware of levels of communication

b) Clarifying (8)
increased the clarity of my belief
very helpful in my ministry work
helped me make "life decisions" with more clarity
put me in dissonance -- resolving it made me a better teacher

c) Empathy (1)
very helpful in my ministry work

IIT Curriculum (1)

helped me individualize pragrams

_ = AN

_ apn) =

N

Total
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Intake Group #12 (cont'd) (u/
IV Teacher as Person Studies (7)

helped me accept and.understand myself better
helped me realize teaching is painful and must be
"struggles with"

helped me re-evaluate the role of "teacher"
taught me mM/ﬁmmHJ as I teach

V Child Growth and Development (2)
helped me see and treat kids as individuals
VI Difficulties Experienced/Perceived Weaknesses in Training (7)

placements made it difficult to practice teaching in
"open ways"

placements set up a very painful dissonance between
belief and practice . .

extremely difficult to implement "open" practices in
"the system',

VII Suggestions for Improvement (5)

implement a model DEA school on campus for practica
N training must be longer
\ include imput on "how to deal with the real constraints

/, of the system"
. ensure placements in "Open Classroom"

5

Total
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Anecdotal Comments from 44 Graduates on Perceived Effects of Training

Intake #

I General Comments (172)

a) Overall View (97)
extremely valuable overall
felt part of a "movement"
the best training possible
the food was great
the spirit of play was wonderful
the public school system is in need
of such values
a very full program
"the training boggles my mind"

b) Personal (58)
affected all aspects of my life very
positively
ignited a fire of enthusiasm/
purposefulness in my life
improved my self-concept
one of the most significant/valuable
experiences in my life
helped me teach and live in healthier
ways
a time of great personal growth
felt prized, respected, and loved
taught me to question everything
the happiest time of my life
started me on a musical career which
enriched my life )
improved my parenting skills
best learning experience I've had at
university

L |

1
(n=6)

L]

2 3
(n=0) ~(n=1)

(n=4)

5
(n=3)

B

(n=5)

(n

7

8)

8
(n=1)

9
(n=1)

10
(n=1)

1
(n=9)

12
(n=5)

Total

24
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Y

Intake #

d)

(n=6)

taught me that personal growth is
integral to societal growth

reinforced my committment to kids
taught me to be an independent learner

Relationships (33)

friendships, support @Hocurmxwmmamw<
valuable ,
instructors were excellent helpers
and role models , o
instructors helped me gain self-~
confidence .

Occupation/Employment (8)

opened up new academic/occupational .
opportunities .’

helpe# me find a job in a field where
there are feuw

helped me make a meaningful contri-
bution to society

extremely relevant to my work as a
counsellor N

Teaching (15)

1

2

3

expanded my idea of "what teaching is"

smumsm mammm,Jos UoEmecw\mxnwwwjo
education no,_u.wa_ be ,
helped me manage the hard work. and
terror of teaching

a time of @mmmﬁ professional mwoewj
helped me develop a humanistic
approach to teaching

provides "quality" teachers

2
(n=0)

3
(n=1)

(n

4)

(n=3)

?
(n=8)

8
(n=1)

9
(n=1)

10
(n=1)

1
(n=9)

(¥4

12
(n=5)

b,

Total

18

13
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Intake # : . 1 2 3 4 5 B 7. 8 9 | 10 1 12 Total
(n=6) (n=0) (n=1) (n=4) (n=3) (n=5) (n=8) (n=1) (n=1) (n=1) (n=9) (n=5)

mxanHm:wﬁoczamwwo: ﬂﬂw nwmmmwooa A A
teaching

f) Aspects of Training (11)

Education 483-4B4 the most valuable , A 4 4
aspect of faining

) the experimental nature of learning 2 : 2
was invaluable S
.Hozm practica are very helpful 2 2
sets high standards, to which I still 1 1
aspire
B years later, I still use and learn 1 : 1
from training materials N
individualized to fit my needs 1 1

1T Interpersonal Skills Development (164)

a) General Comments (77)

improved my listening skills 2 2 5 1 ~ 2 1 13
improved my interpersonal skills 7 2 1 1 . 1 12
improved my relationships N 4 1 3 8
a very important and valuable focus 2 1 ¢ 1 3 7
helped me monitor, evaluate my ouwn 2 \ \ : 1 4 7
interactions ' : ’

made me aware of the levels of . 1 1 1 1 4
communication

increased awareness of the importance . 2 2 4

of individual perception

most important skills ever learned
valuable as a teaching on group dynamics
introduced me to counselling skills ; 2
honed my counselling skills 1

- =
N W W
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Intake # 1 2 3
(n=6) (n=0) (n=1)

profoundly useful skills

interpersonal skills vital to make 2

curriculum "work"

method of teaching skills produces

"high-level functioners"

helped me communicate with students

excellent foundation for Special

Education .

b) Clarifying (56)

increased the clarity of my beliefs 4

helped me examine my beliefs and

behaviour

strengthened my sense of purpose 2 2
helped me act in ways consistent 1

with my beliefs

values development is very important
increased my skill at using clarifying
responses

helped me:make "life decisions" with
more clarity

provided me with skills to continue
evolving my ideology

made me less opinionated

gave me tools to defend my position
helped me to build a personal
n:wpomovj< of education

very helpful in my ministry work

helped me to establish goals 2
helped me teach to values issues 1
I use clarifying skills daily

helped me begin process of collecting
data to support my belief

4 5 6 7 - 8 g 10 1 12
(n=4) (n=3) (n=5) (n=8) (n=1) (n=1) ~(n=1) (nP=8) (n=5)
3
2
1
1
4 1 7 4
2 1 1
1 1
/2 1
1 ’ 1
2
1. 1
2
2
2
1

Total -

20
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Intake # 1
4 (n=6)

altered my philasophy .
put me high dissonance -- the resolution
of which made me a better teacher

c) Empathy (11)
helped me learn to deal with
"misbehaviour" in caring ways
increased me skill at using empathic
Tesponses
a very important and valuable focus 1
instructors provide excellent role
models using empathy
enhances development of a compassionable

outlook ’ <
unclear about the place of empathy in
teaching i

enjoy seeing people "helped" through . .
empathy’

very helpful in'my ministry work

d) Teaching For Thinking (20)
helped me appreciate the wsuowwmjnm 1
and need for Teaching for Thinking
helped me use Teaching for Thinking 1
to promote cognitive growth
improved my own thinking -- helps
me refine my ideology
helped me develop a "prablem-solving"
appfighch to life
helped me create a classroom climate 1
where thinking is prized

2 3
(n=0) ~ (n=1)

8

4
(n=4)

5
(n=3)

6
(n=5)

7
(n=8)

8
(n=1)

4vm.
(n=1)

10
(n=1)

11
(n=9)

12
(n=5)

Total
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Tntake # | 1 2 3 4 5 5 7 8 g 10 1 12 Total
V (n6) (n=0) (n=1) (n=d) (n=3) (n=5) (n=8) (m=1) (n=1) (n=1) (n=3) (=)

r

III Curriculum Studies (38)

helped me individualize programs 1 1 1 5 1 9
gained skill in "alternate" ways 5 -~ 5
of presenting curriculum .

"Profiles of Teaching" a helpful 3 - 3
focus in curriculum ‘ .
wmc@:w.sm the importance of self-concept 2 : 2
in learning curriculum

helped me learn about "centres" - 1 » 2
helped me create innovative classroom . 2 . 2
programs ,

helped me translate my belief into : 2 2
appropriate teaching practice

gained skills in curriculum development . 2 2
I continue to use and learn from the 2 ' 2
curriculum materials .
curriculum wasn't and should not be 1 1 2
emphasized .

learned to use food and art as super 1 1
curriculum focus

"profiles of Teaching" helped me create 1 1
a “positive" program

helped me understand B.C. government's 1 1
education goals

I use everything I was taught about 1 1
curriculum

learned the value of choice for children 1

helped me treat kids as "able, 1 1
autonomous learners" ,

made me aware of kids right to quality 1 1

education
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Intake # 1 2 3 4 5 6 7 8 9 10 11 12 Total
(n=B) (n=0) (n=1) (n=4) (n=3) (n=S) (n=8) (n=1) (n=1) (n=1) (n=9) (n=5)

IV Teacher as Person Studies (35)

jmwﬂm& me accept and understand myself _ 5 4 9
better -
provided a framework to help me 3 4 7
. analyze/evaluate my own behaviour
learned a lot about my own needs as 2 2 4
factors which influence my teaching -
gave me the courage to take risks in 1 1 2
teaching
helped me identify strengths/weaknesses 2 , 2
helped me believe in being genuinely 1 1 2
oneself as a teacher _ .
helped me realize the power of Umnmo:mp 2 2
responsibility
helped me realize teaching is painful & 1 1 2
must be "struggled mith" y
jmwuma me HmnmcmHCMﬁm/njm role of 1 1 2
"teacher" ©
a very important and <mH4mcpm focus 1 1
helped me grow as a person 1 : 1
taught me to learn as I teach ) 1 1
¢
V Child Growth and Development (17) »
helped me see and treat kids as 1 2 2 5
unique individuals . .
> helped me appreciate the emotional 2 1 1 4
fheeds of children )
helped me look for emotional needs , 4 4
behind behaviour
helped me be aware how emotional :mmam 1 1

relate to learning difficulties .
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Intake # , 1 2 3 4 5 6 7 8 9 10 11 12 Total
, : (n=6) (n=0) (n=1) (n=4) (n=3) (n=5) (n=8) (n=1) \bjuﬁv (n=1) ‘A:uwu (n=5)
equipped me with important skills to ; 1 1
diagnose learning difficulties . [
T Relped me identify development levels 1 1
helped me make a committment to children o1 1
s helped me trust children : 1 . 1

Lo
.

- VI Difficulties/Perceived Weaknesses (99)

, , ,
a) Repercussign in Personal Life (39)
gave me_ unrealistic expectations for 3 7 10
self/students/teaching ; .
overuHelmingly time and energy 1 - 5 " 2 8
consuming . ;
put me in turmoil as never before 5 L 5
had disruptive effects on marriage/ . i 4 | 4
family/relationships: &
felt very "let doun" after the Tl 4
intensity of training o
put me in great confusion QCme@Jﬂ< . 2 2
first years of teadhing
made me a "workaholic" 1 1
. after such an experience it is 1 1
difficult to learn in "traditional '
setting ,
puts great pressure on us to be 1 o 1
"ideal" teachers , ,
b) Implementation of Open Education
Practices Within the Public. School
System (29)
extremely difficult to implement 2 8 1 1"
"open" practices in "the system"
didn't equip me to deal with the _ : " 11

constraints of "the system" -
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Intake # 1 2 3 4 5 B 7 8 g9 10 1 12 Total
. (n=6) (n=0) (n=1) (n=4) (n=3) (nP=5) (n=8) (n=1) (n=1) (n=1) (n=9) (n=5)

made me perceive other teachers as 7 7
"the bad guys" ¥

@Hmuemwmw are unable to achieve/ , 2 2
maintain an effective stance in

"the system"

I was unable to implement this , . 1 1
wonderful ideclogy .

does not equip one with skills, to . 1 1
substitute teach w

didn't equip me to deal with 1 1
administrators

c) 405 Placements (11)

placements made it very difficult to 3 2 - 3 8
practice teaching in "open" ways "
405 5A did not respect the beliefs I 3 . 3
had struggled so hard to shape

placements set up painful dissonance 3 3

between belief and practice

d) Training period was too short (9) 2 5 2 9
~a

g) Instructors (5) .
trainers made me feel quilty for 3 . 3
teaching in "non-open" ways
FA was too unsure of interpersonal ' 1 : 1
skills to be a good model
trainers were opposed to "readymade" 1 pJ 1

education materials

f) Curriculum (3)
not enaugh curriculum input 1 1 , 2
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Intake # 1

(n=6)

teaches "how to teach" with great
passion & no concreteness

g) Other Nuv

seminar meetings do not teach us "how

to teach"

approaching learning difficulties from an
emotionaljbase is too narrow

offers to m:mwnos an approach to teaching

VII Suggestions for Improvement (70)

a) Curriculum (22)

b)

needs stronger curriculum emphasis 2
need more practice implementing
individualized programs

need more practice implementing the
Organic Day )

need more in~-depth work in evaluation
provide information on current programs
in B.C. curriculum

need more practice implementing "Math
Their Way" :

include input on "hou to assess
commercially-made educational materials"
include input on long term planning

of curriculum

include input on curriculum scope and 1
sequence

Implementation of Open Education
Practices in the Public School System (18)

2 3 4 5 6 7 8 9
(n=0) (n=1) (n=4) (n=3) (n=5) (n=8) (n=1) (n=1)

1

10
(n=1)

&

1"
(n=8)

12
(n=5)

Total
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Intake # 1 2 3 4 5 6 7 8 9 10 1 12 Total
(n=6) (n=0) (n=1) (n=4) (n=3). (n=5) (n=B) (n=1) (n=1) (n=1) (n=9) (n=5)

include imput on how to deal with the . 2 8 1 11
real constraints of "the system"
include input on "how to deal with 4 - . 4
criticism of Open Education" ,
include input on "how to deal ef- . 3 - 3
fectively with parents &
administrators"
_c) Training must be longer (12) 3 2 4 , 2 1 12 -~
d) Offer a follow-up course for in- 2 1. 2 1 1 7

service teachers T

e) Practica

ensure Placements in Open Classrooms v 2 , 1 3
implement a model OEA school on campus . , 2 2
for practica

+ include a salaried apprenticeship 1 1
period .

f) Instructors

be certain FAs are committed to Open 3 , 3
Education .
use permanent FAs with high-level - 1 : 1
skills

g) Other
provide more input from the regular 1 1
PDP
make certain it continues at all 1 1
costs
include input on dealing with 1 ’ 1

Learning Disabilities





