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ABSTRACT 

ff has k e n  my &sewation that the rapidly expanding knowlwe base on 

teaching and learning has had limited impact on classroom practice. In numerous 

classrooms teachers persist with teaching methods that are unimaginative and 

tediczus. A number of feacbers are resistant to change, and inflexible or cynical 

about change initiatives. Consequently, ineffective teaching practices are 

perpetuated and iearrsirrg opprimiiies for children are limited. 

Meanwhile sociew is becoming more complex and undergoing dramatic 

changes. Educatlorr wiit become the central focus of society as the 

mncepWaiizaiiori ~f 5irscwWge shifts from a prescrlkd stock of formal knowledge 

to knowing how to fearn and Zxlw to continue learning. As teachers, we need to 

prepare ourselves and our students to engage in a ongoing process of inquiry and 

renewal in order to keep up with this swiftly changing world. 

The study was motivated by my desire to effect change in schools through 

the preparation of teachers. There is a body of literature, however, attesting to the 

limited success of teacher education programs in changing the entry perspectives 

of presentice teachers from transmissive modes of teaching to practices arising 

from constructivist theory. 

This study examines the teacher education program implemented by a 

module team within the Professional Development Program at Simon Fraser 

University. This study tested the hypothesis that conceptual change among 

Leginning teachers can occur if the "right" environment for learning is created. The 

elements of the environment would include: modeliing effective teaching, self 

evaluation, ref iection and inquiry. 

Seven preservice teachers from the module were involved in the study. 

iii 



Observation and interview &la were mlieeted and documentary evidence was 

cumpiled over the course of 1#K, semesters. These qualitative data were analyzed 

to discern rf conceptual change Pad occwred and to determine tfis factors tfiat 

corttributed tct or inhib&ed ~itE@Ual ~ b n g e .  

The data from titis program indicate that conceptual change occurred, not 

only in the befiefs of ~~ in the module, but also in those of the module team. A 

aiticaj factor in promoting these changes was tbe development of student 

autummy. The results sf this study may be useful to other teacher educators who 

seek to change the beliefs of beginning teachers and who also aspire to prepare 

teachers to participate in sct-tW refom. 
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CHAPTER ONE 

BACKGROUND AND STATEMENT O f  THE PROBLEM 

I recerved my imtfamn Eo teaching twenty-seven years ago through the 

Professionai Devejopment Program fPDPf at Simon Fraser University. 1 was 

@tight that teachers are m w l  to mnGnue to grow and learn and to create better 

ieitrnmg opporlunities for our siudenrs. Graduates of PBP in the sixties understood 

that we were to be agents ol' change. We understood that our practice couid effect 

the Me chances of children. PDP canied the message that a willingness to 

change, to risk and to experiment kept one's practice vibrant and alive and 

enhanced opportunities for chiWen to learn and to flourish. 

Since entering the dassrom a s  a teacher, and aiso as a parent of children 

in the school system, it has been my observation that a commitment to continued 

growth in teaching Is wt unhiwsaf ansong teachers. Some seem resistant to 

change and their practice q p a r s  tiresome and boring. Children, in silent rows, 

complete worksheets or answer qwstjons from the b a r d .  Curriculum materials are 

meagre and teaming ~Fttrnf i ies a re  unimaginative and tedious. Ciassroorn 

walls do not attest to student karning nor stimulate thought. Hands- activities, 

interactive teaching st~ate(a&s, and m i t i e s  to explore rich wniwlum 

experiences are amtfaema to aaditioml rituals in these dassroorns. The children 

report being bored or krmd M. They drag ttremselves to school in the morning 

v&sMq t i i f  ca&rt be sa-e else. Pafart~, f-iiig ix;i-iiedess to effect 

~~~~* -+ir* 

Part af this problem cwsgi~tes with tfte failure of some teachers to mod@ 

theif pr- to r e f k t  ly expam-ng kmwiec3ge base for teaching. (e.g, 



Brophy* t 992; Gardner, f 991 ; Johnson 8 Johnson, 1992; Walberg, 1990; Joyce, 

WejJ and Showers, 1992) New research on teaching and leaning transcends 

"teaching as teiiing" to include aiternate models of teaching that engage the learner 

in smiai interaction and in a process of constructing personal meaning. 

frr my experience, txlwever, many teachers have not adopted interactive 

teaching strategies. The research has had little impact upon their teaching 

practices despite the fact that workshops and materials that are available to assist 

in creating zestful and vibrant classrooms. For example, Wassermann's (1 990) 

monograph describes ways in which teachers can create opportunities for active 

learning through play, dismvefy and sociai interaction. The work of Johnson and 

Johnson (1990) and Kagan (1990) present cooperative learning strategies that can 

be used to enhance, not only mastery of content, but also social relationships 

within the cfassroom. While there are rich opportunities for learning in some 

classrooms , too many in my opinion, remain intellectually boring places. 

When members of staff are resistant to change and inflexible and cynical 

when change initiatives are suggested, tensions between staff members result. 

These tensions build resentments that dampen enthusiasm and impede 

momentum and commitment to staff development enterprises. Consequently, 

ineffective practices are perpetuated and the lives of children, year after year, are 

affected by lacklustre teaching. 

Meanwhile society itself is becoming more complex and undergoing rapid 

and dramatic changes. Rapid expansion of technology and global economic 
t--,.- -- -LA& *. A+ n...* 14nn \ c,.&rrrm ee restructuring r LT~SUXJ &L &el I ~ ~ 4 ,  GI, tu Pa ''k~mledge workers" 

within a 'knowledge c@&re." Owcker poslrs that education will becofime the central 

facts of society as the concepkialization of knowledge shifts from a prescribed 

Stock of formal knowledge to knowing how to heam and how to continue learning. 



As teachers, we need to prepare ourselves and our students to engage in a 

ongoing process of inquiry and renewal in order to keep up with this swiftly 

changing worfd. 

But teachers have been slow to respond to adapt their practices in order to 

reffect the research and to meet the needs of children in a changing world. In 

support of this observation, Wideen (7 987, p. 1) writes: 

While change in society has become commonplace, the schools remain 

much as they always were; ... the educational establishment at all levels 

has shown remarkable inability to implement and maintain more effective 

ways of teaching, or to create school settings that are productive and 

exciting learning environments for children. 

The reluctance of teachers to revitafize their teaching and to continue 

learning and growing as professionals concerned me deeply. fn search of a way to 

address my concerns, and in an effort to renew my own practice as a teacher, I 

cbse ta :etm to the Professions! Development Program at Simon Fraser 

University to work with preservice teachers as a faculty associate. I wondered if 

there was potential for creating fasting impact on schools through the preparation 

of teachers. 

Within PDP, two faculty associates, experienced teachers seconded from 

the field, and a faculty member work together as a 'module team.' The team plans 

and implements a program of seminars for the thirty-two preservice teachers 

assigned to the module. Additionally, faculty associates supervise the student 

teachers in their practicum placements. 

In my first year as a faculty associate, gatekeeping formed a large part of my 

role. I accepted this role quite happily. 1 believed that I was contributing to 



improved learning conditions in the schools by making sure that preservice 

teachers, who seemed fikefy to perpetuate the inertia that characterizes some 

classrooms, would not continue in the program. As the year unfolded I began to 

feel, however, that the gatekeeping role was inadequate. Moreover, 1 realized that 

the program cf seminars which f hsiped to design with my module team was not 

compelling and did not sufficiently prepare these beginning teachers to create 

classrooms that were, as Wassermann and Eggert (1 973, p. 12) describe "vital, 

alive, and zestful places." Moreover, they were not passionate about their teaching 

and their commitment to continued growth. (I elaborate on my story as a first year 

teacher educator and my changing perspectives in Chapter Two.) 

Consequently, I began to reconceptualize my role as a faculty associate and 

to seek ways to improve my understanding of the process of learning to teach. I 

enrolled in graduate studies and began to read about constructivism, inquiry- 

oriented teacher education programs, alternative methods of supervision, and 

reflective practice. At tha same time, f participated with other faculty associates in a 

series of seminars designed to promote coilaborative reflection and inquiry into 

issues in teacher education. This reflective process, together with my readings, 

nurtured the reconceptualization of my role as a teacher educator and prompted 

me to reconsider the elements of an effective teacher education program. Within 

my new perspective, I hoped to bring about constructive changes in preservice 

teachers' views of teaching and learning. In short, I began to consider how I might 

go beyond gatekeeping and prepare teachers to participate in what Grimmett 

(1 995) describes as "revitaiized schoois. " 

Grirnmstt (1 935) applies constwdI-gist iktiy je. g. V G ~  Glaseisfetd, 1 387) 

and describes the school environment from a constructivist perspective. Revitalized 

schools become student-centered learning communities where active participation 



of the learners is emphasized. Teachers in revitalized schook see that their 

primary purpose is to engage the minds of the learners by centering learning on 

student interests and their prior knowledge and emphasizing process over product. 

Teaching in the revitafized school is not seen as the transmission of 

information but rather as an act of reaching out to students with care and 

understanding in order to create opportunities that foster curiosity and a zestful 

appetite for learning. Passion, commitment, caring and nurturing characterize this 

teacher's orientation to teaching and to learners. Teachers' care and concern for 

learners extends into moral and political arenas as well as teachers in revitalized 

schools become advocates fur children. 

Ayers (1 993, p. 93) shares Grimmett's constructivist learning perspective: 

... the teacher has a bigger responsibility to create a dynamic and flexible 

classroom, and to build challenge and exposure into each school day. Still, 

youngsters need opportunities to choose, to name, and to pursue their own 

passions and projects, to develop some part of the class as their own. It is in 

the interaction of teacher and student, of immediate interest and larger 

purpose, that a living curriculum can be forged. 

Grimmett (1 995) and Ayers (1993) describe the type of dynamic teaching 

and passionate commitment to the study of teaching and learning that I hoped to 

inspire in my preservice teachers. These were the very dispositions that our 

program in the first year failed to nurture. Thus I began to consider the elements of 

a teacher education program that would prepare preservice teachers to 

understand teaching and learning as a fascinating, interactive process. In my 

second year as a faculty associate l worked with my module team to redesign our 

series of seminars within the Professional Development Program. Our intention 



was to bring about "constructive change in classroom practice" and to "prepare 

empowered teachers of deep understanding capable of contributing fully to the 

culture of a revitalized school." Grirnmett (1995, p. 219) 

This type of teaching would bear little or no resemblance to the teaching our 

preservice teachers would have experienced as pupils and it would not 

necessarily be reflective of the practices they had seen in university or in the 

classrooms where they participated as volunteers. For this reason, we believed 

that they would need to undergo a dramatic re-socialization into the role of teacher 

and learner. As Keliipio, Shapson et a1 (1 994, p.99) assert: 

Verj often students enter teacher training institutions with preconceived 

ideas about what teaching is, based on a lifetime of conditioning within a 

traditional model of schooling. Their initial inclination is to teach the way 

they have been taught ... all they really want are a few pointers on how to 

control the class and a collection of sure-fire lesson ideas. 

This perception was mrtfirmed by our observations sf our studenis in the first 

year.   he module team determined that, in order to counter this socialization into 

schools as they presently exist, the program we envisioned would have to: 

... steadily erode some of their deeply-held beliefs about teaching (@.g. 

teaching is simply a matter of mastering a set of skills, such as lesson 

planning and using an overhead projector, in line with recitation or 

transmissive style of teaching) toward a far more complex, open-ended and 

evolving philosophy of education. (Keliipio, Shapson et a1 1994, p. 99-100) 

in short, the module team believed we needed to create conditions for 

changing the entry beliefs of preservice teachers within a program of seminars and 



practicum experiences. We anticipated that students would enter the program with 

traditional perspectives on the teaching and learning relationship and our program 

was designed to present a contemporary, constructivist alternative. We believed 

that if we create the "right" climate and opportunities for learning within the seminar 

and sustained it throughout the practicum, we would set the stage for this 

conceptual change to occur. 

The conceptual orientation of this program and its resu!ts are the central 

concerns that this study addresses. The following guiding questions form the initial 

conceptualization for this study: 

1 .) Can we create a context in which conceptual change occurs in the 

beliefs of the preservice teachers in the program and which is reflected in 

practice? 

2.) What factors in the program contribute to or limit conceptual change? 

3.) What is the lived experience of students in the program? 

I examine these questions because I hope that my findings might be I 

informative to others involved in the preparation of teachers. It is not my intention to 

provide a recipe for teacher education programs, but rather to provide 

impressionistic insight into the underlying structure of the Professional 

Development Program, into the curriculum designed by the module team, and into 

the outcomes of the program. I hope that there are some aspects of our 

experience that will resonate with other module teams engaged in designing future 

programs within POP. 

i chose to examine the iived experience of the students in the program 

because 1 hoped to gain insight into the students' perceptions of our teaching. I 

believed that if students were going to leave the program and go on in teaching to 



create positive, supportive environments for their learners, with rich and significant 

opportunities for learning, they had to have had that experience within our 

program. By examining their lived experience, I hoped to gain insight into my 

practice in order to inform my personal and professional growth and development. 

Also I hoped that the lived experience of students in this program might 

provide insight into the lived experience of students in other program settings and 

thereby inform the practice of others engaged in teacher education. In short, I 

hoped that this study might, in some small way, contribute to teacher development, 

student learning, and the reform of schools which was the central motivation for this 

study. 

Plan for investigating the problem 

In order to conduct this study, I obtained permission from seven students to 

collect extensive documentary and interview data. For example, the students were 

asked to write about their beliefs about teaching and learning on the first day of the 
I 

seminar. This early writing, followed by interviews for clarification, informed my 

understanding of their entry beliefs. Students submitted journal summaries on a 

weekly basis during the introductory semester and on a biweekly basis during the 

second semester of the program. These summaries described the issues students 

were considering as their PDP experience unfolded. Additionally, students wrote 

reflections on formally observed lessons and they were asked to submit feedback 

assessmeNs at midterm and at the end c?f semester (see 14ppndIx B ). Al! of these 

contributed to the documentary data. 

I touk fieldnotes on significant incidents that occurred throughout the two 



semesters and intewiews were held with each student. In addition to the extensive 

data collected on seven students, all twelve students I supervised during Education 

405 were given a questionnaire (Appendix C) after the semester ended. Ten 

questionnaires were returned and they formed another source of data. 

This thesis is organized into seven chapters. Chapter Two sets the stage for 

the conceptual framework and intentions of the program by describing the context 

of the Professional Development Program at Simon Fraser University. The 

literature on learning to teach and the difficulties encountered by teacher 

preparation programs in creating conceptual change is explored. Contrasting 

perspectives on education reform and the philosophical perspectives of the module 

team within the debate are discussed. The chapter concludes with the goals and 

emphases of the program under study. 

Chapter Three explores the literature on learning to teach and its application 

to the program. The chapter concludes by raising issues that may impact upon the 

ability of the program to promote conceptual change. 

Chapter Four describes the qualitative research approach used in the study. , 

Chapter Five presents vignettes of two students in the program. Chapter Six 

explores the themes arising from the research data and Chapter Seven presents 

the summary, conclusions and reflections on the study. 

Limitations of this thesis 

It is evident from Hammersley and Atkinson (1 993) and Merriam (1 988) that 

itre iefaiioiishlp of the ir?iiei@iar' i O  those being Invest@ated can Pave an impact 

ex the findings. For example, there is a risk that the fssearcher ir; a close 

relationship with her subjects will "go native." Harnmerstey and Atkinson 

(1 983:llO). Going native, or the development of "over-rapportn limits the study 



because "the task of analysis may be abandoned in favour of the joys of 

participation" and cfoseness with the subjects may deter the researcher from 

probing sensitive areas of inquiry. Furthermore the researcher may identify so 

closely with the subjects that she fails to see issues as problematic. 

In the context of this study, the relationships between researcher and subject 

are quite complex. I was researcher, supervisor, teacher and evaluator of subjects 

in the study. This situation creates an acknowledged imbalance of power and 

students may have feit reluctant to decline participation in the study and reluctant to 

be candid with their views. 

Additionally, f had a personal investment in the program. Not oniy was I 

concerned with the effects of these prospective teachers upon future generations of 

children, my own values, beliefs and sense of efficacy were invested in this 

program design. The students' difficulties with the program became topics of 

discussion. Students' problems in their practicum became my problems. I 

committed thought, energy and emotion to the 'success' of the program. 

Moreover, students were aware that I was conducting research on elements 
/ 

of teacher education programs designed to promote conceptual change. My 

enthusiasm for the program and my fervent belief in our goals may have influenced 

their responses. Since most of the evidence for this study was gathered from 

documents written by the students, in full knowreage that they were to be read by 

me as their supervisor, they may have adapted their writing to reflect what they 

thought I wanted to hear. 

investigator biases and interpretations are r:ot seen as problematic but as 

part of qualitative research. LyUe and Cochran-Smith, (1994, p. 26) in discussing 

action research, a form of qualitative research argue: 

The goal of the researcher is not objectivity but systematic subjectivity, a 



position that leads tct new paradigms for research on teaching and to the 

construction of afternative modes of discourse and analysis. 

This view is supported by Hammersfey and Atkinson (1993, p.34) who posit 

The aim is not to gather 'pure' data that are free from potential bias. There is 

no such thing. Rather, the goal must be to discover the correct manner of 

interpreting whatever data we have. 

This study is further effected by limited opportunities for data coflection 

during tne semester because my primary concern was to support and enhance the 

students' development in the program rather than to collect data for my own 

research. Because many students experience stress during their extended 

practicum, particularly during formal observations and supervisory conferences, i 

was reluctant to contribute to their stress by taping our conversations or by asking 

for more of their time to contribute to my research. 

The interview data have limited application for this study for two reasons. 
I 

Firstly, I had an abundance of documentary data and secondly because I 

conducted the interviews prior to reading relevant literature on the conduct of 

interviews for research purposes. I am inexperienced with the technique and I 

found, upon analyzing the transcripts, that I had, on occasion, crossed the line 

between maintaining a t'focus" (Merton and Kendall, 1946) and leading the 

intefviewees to consider particular issues because of my questions. 

Qua!l&tiw research itse!f presents wrtair; limit~tiofis in its iise. Although it 

provides rich, thick dP,scrip?lon and am!)?s!s d phenomena, IS has the potential to 

become too long, too exaggerated or limited to a particularly narrow examination. 

As well as the limitation;: f have cited here, there "are limitations involving issues of 



reliability, validity, and generaiizability." (Merriam, 1 988 p. 34) that I have 

attempted to minimize. These Iimitatbns are described more fully in Chapter Four. 



CHAPTER TWO 

PROGRAM CONTEXT: TEACHER EDUCATION AT 

StMON FRASER UNIVERSITY 

Developing a program that would create a climate in which conceptual 

change could occur requires an understanding of the factors that may inhibit or 

enhance this goal. Feiman-Nemser and Buchmann (I 989, p. 368) note "...learning 

outcomes in teacher education are a function both of what programs offer and what 

people bring." This chapter explores both the offerings of teacher education 

programs and :he entfy beliefs of presewice teachers. it examines specifically 

what is offered through the structure and design of the Professional Development 

Program at Simon Fraser University and its potential to create conceptual change. 

It continues by examining the literature on the beliefs preservice teachers bring to 

their teacher education programs. The chapter continues by exploring issues 

evident in the literature that impact upon the effectiveness of teacher preparation 

programs and changing theories of learning. The philosophical perspective of the 

module team is discussed and the chapter concludes with the goals and emphases 

of the program under study. 

Differentiated Staffing 

The Professional Development Program (PBP) at Simon Fraser University 

began when the university opened in 1965. The program was designed to be 

innovative and to address criticisms that had been levelled at teacher education 

programs at the time: namely faculty had suffered a loss of credibility within the 

research communities of the universities and secondly, faculty were seen as being 



"ivory towerish and out of ttomh with the field. For this reason PDP empfoya a 

differentiated staffing mode! with experienced teachers, cakd faculty associates, 

paired with scholars to form module teams. The modufe teams would work 

together to design and implement a program of seminars for t4e preparation of the 

preservice teachers. 

The creators of the program believed that by combining the knowledge and 

experience base of both the practitioner and scholar in module teams, a "synergy" 

would occur. This resultant synergy wouid enhance the development of the faculty 

whose theoreticar knowledge would be tested by the practical kfiowledge of the 

pfacStioner. Additionaiiy, according to Eiiis (1967, p. 423, the temporary 

appointments of faculty associates and t k i r  regular turn-over in the faculty wu ld  

be "..a built-in way for the faculty to avoid stagnation .... a consequent inflow of 

enthusiasm and new ideas." Moreover, because the time-intensive task of 

supervision of student teachers would be assumed by the faculty associates, ?he 

faculty would be irexi to pursue research and other scholarly activities and 

thereby regain currency within the academic community. This differentiated staffing 

was considered to be a "productive division of labour." (Birch, 1970, p. 1) 

Not only would the rnQdufe team format result in benefits for the faarm, the 

faculty associates woufd receive considerable benefits through their involvement 

as welt. It was believed that faculty associates wouid be chlienged by the 

prodding of the professor and their persona! practical kn\m&tdge woutd be 

enhanced by the need to articulate their tacit unders&ndin.gs to students. This 

opportunity for the faculty associates was thought to offer "powerfuf in-senrSce 

training" and that faculty assodates would return to the schools having 

experienced ".. . a spectacular sharpening of educational insights artd broadening 

of educational horizons-" (Elfis, 1967, p. 426-27) 



Students in PDP remain together for seminars as a cohort arotighout the 

trrst practlcum semester, E d W n   off^. Dufing the second semester, in most 

cases Education 405, students are @aced in class~ooms fur a twelve week 

pfamtlm p~.mtmfed by iMe?mitW?t m S ~ w s  with ?he ~5rW cr in "mini 

mbdiife groups" where haJf We class meets with their supervising faculty associate. 

AMRsmiPy, every aP&mpt Is made to @ace students in dusters or #hurts during 

ftceir practiGurn experience. 

C o w  groups,  am^ to Tom (1945, p.127) have several advantages in 

pt3pifram of new teachers. They provide an opportunrty for monitoring 

student progress in a caring enwironment in HI.t'iicb there is a sodaJ dimension and 

a patmr;tf far dewiop;irsg m s  and suppart systems- ~~oteover, cahort 

groups OW a stwed and aka ttre powerfuf effect of a 'shared ofdeal" 

mat helps nwk! the ng teacher into a professkmal ready to assume 

s Wlh a sense of self-(xmfkkr#lle. 



Exiended Practice 

Another innovative feature of the program from its inception was extended 

periods of practice teaching in schools. Of the three semester program, fully half of 

the students' tjme, or six months, is spent in schools. For the first semester, 

Education 401/402, students' time is divided equally between seminars and 

practicum experiences designed by the module team to integrate educational 

theory and ciassroorn practice. Within some teacher education programs, heavy 

emphasis on practice wouM indicate an apprenticeship models and a reproduction 

of existing practice. This is not the case, however, within PDP as noted by 

GrSmmett (1 995%, p. 160-1 61 j 

Educating teachers in the context of practice is seen to be very different from 

the apprenticeship phenomenon. it involves collaboration (the mutual 

negotiation of purposes and interests by partners committed to the common 

goal of the education of teachers) between university-based teacher 

educators and competent, progressive-and radical-minded practitioners. 
/ 

The Simon Fraser model is "built to allow students to learn through 

scaffokkd practice, in the context of classrmms." (Scott and Burke, 1995, p. 192) 

Utilizing the personal practical knowledge of school and faculty associates, the 

shrdents are led through a process of reflectbe supervision in the context of 

practice to greater professional understanding. 

I. #I ,,suu!e Structure 

An additional factor within the SFU program that contributes to the potential 

fsc conceptual change is the module structure. The module structure enables 

mxi& t m s  to create their own visions of teacher education without intefi?ring 



with other students or faculty within the program, or waiting for their input or 

approval. This bas the effect of facilitating experimentation and the development of 

pilot projects to test innovations while limiting the negative consequences that may 

result from these programs to a small number of students. At the same time, all 

modules are free to adopt practices that have proven effectiveness. 

The program, that is the subject of this study, was just such a "pilot project.". 

The moduie team had a vision of a teacher education program that was different in 

a number of ways from the other modules. We worked with the ti My-two students 

assigned to our module within PDP to test our theory of conceptual change. 

Opportunitv for Reflection and Collaboration 

Additionally PDP promotes professional interdependence by bringing faculty 

associates together from around the province to form a community for the purposes 

of reflection and collaboration. Faculty associates come together for a two week 

orientation prior to the beginning of the semester and for an additional five weeks 

interspersed throughout the two semesters of F. A.' involvement. Beynon (1 996, 

p.27) argues that 

. ..bringing together teachers who work from similar beliefs about 

collaboration, reflection and attention to the needs and attributes of the 

learner, increases the likelihood of shaping a teacher education culture that 

reflects these beliefs. 

Beynon (1 996, p. 10) depicts the faculty associate community as an 

"ecological niche" within the facuky. This community, or "niche" is described by 

Evam (I 996, p. 1 0) as having five features that make it distinct from the culture of 

the schools and from the university: 

the absence of a hierarchical power structure 



the presence of an ethic of caring 

the provision of opportunities to exercise professional autonomy 

the existence ~f a professional environment that supports and nurtures 

reflective practice; and 

the existence of a cohesive professional body with shared beliefs 

By valuing reflection and collaboration and by devoting time and resources 

to create opportunities for faculty associates to engage in dialogue with the faculty 

and with other faculty associates, the Professional Development Program creates 

both a powerful model for faculty associates to emulate in teaching students and a 

potent opportunity for professional growth. In this regard, PDP has the potential to 

be a model of a community of learners. 

These regular gatherings of faculty associates not only promote reflection 

and interdependence, they also have a strong normative influence on the content 

and structure of the programs in the modules. Faculty associates discuss the 

content of seminars, assignments for students and expectations for their 

performance. Indeed the curriculum of PDP is developed within the "niche." 
I 

In his reconceptualization of teacher education programs, Tom (1 995) 

argues in favor of a program very similar in design to PDP for its potential to be a 

transformative experience. Tom argues for compressed programs, like PDP, 

instead of a gradual ones. He argues (1 995, p. 1 18), "The most powerful learning 

experiences of our lives are compressed and thus are all-encompassing and even 

transformative events or episodes." 

Also simiiar to PDP, an6 in keeping wiili a Wn~iriictivisi peispectivt?, Tom 

argues for practice &fore theorj. t'e;tiz;;t staffing is favored 5'; Tam irr which 

clinical professors, i.e. faculty associates, work in collaboration with faculty to 

prepare and supervise student teachers. Additionally Tom (1 995, p. 127) argues 



that students should remain in cohort groups so that they have a shared 

experience. He posits that significant changes could result from this shared 

experience in the following quotation, " A shared ordeal and other rites of passage 

signal an incipient status change of some consequence." 

It would appear, from its similarity to Tom's vision of a superior teacher 

education program, that the Professional Development Program has been 

structured with a reform agenda in mind. It is my experience, however, that within 

the desirable structure of PDP, there are instances where module programs have 

limited success in producing conceptual change. It is possible, within PDP, to fall 

victim to what Grimmen (1995, p. 210) refers ta as "the usual shallow hyperactivity 

of teacher education programs." I use my own experience during my first year as a 

faculty associate to illustrate this point. 

Mv Story 

f began my No-year term as a faculty associate in 1994 in a module based 

off-campus. My faculty associate partner and I were both new to the role and we I 

were teamed with a faculty member who was not well known to either of us. While 

we may have shared a common vision about learners and teaching, 

communjcation was often convoluted and painful. We had working and learning 

styles that baffled and alienated each other. 

The faculty member attempted to guide the conceptualization of the program 

design through theoretical and philosophical conversations. These interactions left 

me exhausted and frequently intimidated or impatient. Dawson (I 995) paints a 

glowing image of the complementary roles of faculty members and faculty 

associates, however, my experience was not as he reports. Dawson speaks of 

planning for the module four months in advance of the students' arrival. In our 



case, tvvo weeks was all we had. Consequently, in planning sessions when the 

prsfe.ssor asked, "What is our conceptual framework?" I wondered "Where do we 

get readings? What speakers are available? What is a good activity for.. . . . . .?" 

In frustration, the faculty member retreated from active involvement in 

planning. In relief, 1 dived into the binders of methods and materials left by our 

predecessors, seizing a reading here, an activity there. Following the example of 

our colleagues, we required our students to write journals and submit them, to 

video tape lessons and analyze them, to visit schools with lists of questions to focus 

their observations, and, because the faculty member wanted the students to do 

action research, we added that too. We developed a module handbook to describe 

the assignments and experiences we felt were necessary for the students to 

understand the goals of PDP. A program, designed to "make them into teachers" 

and to "cover all the bases," was !!xis pieced together and delivered to students. 

During cycles of supervisron I took my role as gatekeeper seriously. I 

directed two students on to continued study in Education 404 rather than permitting 

them to continue their practica in Education 405 with the rest of the module. These 

decisions were based on limited data points as the students are only in schools for 

twenty-eight days during this introductory semester. 

Moreover, the student feedback on my teaching was painful to read. Not 

only did the students express criticisms of me and some elements of the program, 

but the language they used to voice both their praise and their criticisms was 

impoverished. I would have been happier if they had been able to condemn me or 

praise me iil language that demonstrated greater conceptual depth. I wondered 

what, if anything, I had taught them. 

In the unremitting pace we had set for ourselves and our students, I had 

sacrificed all opportunities to refiect. Perhaps if I had slowed down the pace and 



taken the time to examine my practice, I would have realized that the students 

didn't have a voice in our program and were not invited to have input or give 

feedback until the dying gasp. They were seldom consulted on the content, pacing 

or delivery of the program. They were not asked about their needs. We delivered 

the program. They received it. 

I believe I abandoned the elements of my teaching that I prized most: the 

personal and caring connection with the learner, a program designed to be 

responsive to students' needs, and the opportunity 10 reflect on my practice 1 had 

not modelled the very behavior I was expecting my students to exhibit. 

My metaphor for this initial semester In PDP was a "naked cmash." 1 felt I 

had been stripped bare of any sense of competence, hosed down by confrontation 

with my inability to translate my experiences with children to these adults, battered 

by my reflections on the gap between my espoused philosophy and my actual 

practices. 

Among the few positive things that survived the semester were the team's 

,growing understanding of each other and pleasure in working together. 

Permission to work together again as a team for a second year was granted and 

we began to plan again. This time when the professor askedlnWhat is our 

conceptual framework?" I responded with new concerns: "What are the elements 

of our curriculum that will create a climate for change?" "How can we inspire our 

learners' desire to continue to learn and grow in teaching?" "What do we need to 

do differently?" 

Tnese are the questions that prompted my reconceptualization of teacher 

ducation programs. As Wassermann (1 980, p. 182) states: 

I guess all significant learning comes about as a consequence af the need 

for resoiution of cognitive dissonance. One cannot endure for long a period 



such disharmony as is encountered in a clash between a conflict of personal 

beliefs and discrepant personal behavior. Once you have identified such a 

conflict, something has to give.. . 

The 'something that had to give' was the inconsistency between my 

practices and my espoused beliefs and the lack of cohesion in the module 

program. I theorized that both of these problems were a consequence of my 

inexperience in this educational setting. I was not conversant with educational 

issues from a theoretical perspective and I was inexperienced in articulating my 

practical knowledge. To paraphrase Eisner (1 992, p.391), 'I found it difficult to be 

pedagogically graceful when 1 was lost in unfamiliar territory.' My discomfort made 

my teaching more transmissive and my relations with my students was more critical 

and controlling than I care to admit. This phenomena has been observed by 

Shulman (1 987, p.114) who noted that "teaching behavior is bound up with 

comprehension and transformation of understanding. " In his observation of a 

teacher working with an urtfamiiiar curriculum he noted that "the fiexibie and 
I 

interactive teaching techniques" that were a normal part of her practice were 

"simply not available to her"' when she did not understand the topic to be taught. 

I began to consider how I could transform my role as presenter and expert 

into the role of facilitator. I wanted to resist problem-solving and facilitate problem- 

posing. But, if I was going to facilitate conceptual change in my students, I needed 

to experience it for myself. Sarason (1 972 , p. 122) captures this sentiment in the 

following quotation: 

The fact is that our primary value concerns our need to help ourselves 

change and learn, for us to feel that we are growing in our understanding of 

where we have been, where we are, and what we are about, and that we are 



enjoying what we are doing .... To help others to change without this being 

preceded and accompanied by an exquisite awareness of the process in 

ourselves is "delivering a product or service" which truly has little or no 

significance for our personal or intellectual growth. 

Thus, the second year in the program held the potential for me to experience "the 

exquisite awareness" of change and to emerge transformed from the "carwash." 

The fol!owing section examines factors within the Professional Development 

Program that may contribute to experiences like mine and which may limit the 

ability of the program to prepare teachers for conceptual change. 

Factors Within the Professional Development Program 

that May Inhibit Reform 

f don't believe that my experience as a faculty associate in PDP is unique. 

My metaphor of the "naked car wash" resonated clearly with my peers and many 

indicated feeiir,g inadyuaie &id dissatisfied with their teaching and their "student 
i 

products." Part of this problem lies within the design of the Professional 

Development Program. One director of PDP has indicated that the "messy" 

organization of the program is one of its strengths. The absence of formally 

prescribed curriculum and external direction is thought to enhance creativity and to 

result in powerful programs. This belief is supported in a report by the BCCT cited 

in Dawson (1 995, p. 1 78) who state the following: 

The modules are loosely coupled to a very general philosophy. ... There is a 

set of objectives to guide people who work in the program and to use in the 

evaluation of students but whether or not those objectives are strictly 

adhered to seems uncertain. in any case they are broad enough to cover 



almost any practice. That appears to us to be both the strength and 

weakness a? the p fq i im  and why i S  is ss riifficuii to capture its essence. 

... the diversity in practice that is inevitable, is what gives the program its 

uniqueness and its strength. And if we had to make a stark choice between 

designing an ideal teacher education program and having great mentors 

without giving them much direction and less prescription, we know which we 

woulcf choose. 

There are instances, like my own, however, when the messiness of the 

program can be a detriment. As my experience attests, conditions exist within PDP 

in which it is possible for students to emerge from the program with their entry 

beliefs intact, ill-prepared to contribute in substantive ways to the revitalization of 

schools. A discussion of the conditions within PDP that have the potential to limit 

the development of preservice teachers follows. 

Difficultv Develoeinca "Svherclv" 

Module teams typically stay together for only one year in the Professional 

Development Program and then the teams are reshuffled and the participants 

begin anew the process of accommodation to new visions and personalities. The 

synergy that was envisioned by the original architects of the program, however, is 

difficult to build in one year. It is only because of a second term together that our 

module team was able to overcome communication obstacles undoubtedly 

common to other teams as well. 

As documented by Evans (1 9954, Clandinin (1 993) and Cornbleth and 

Ellsworth (1994) the role of the clinical professor in teacher education is fraught 



with tensions and ambivalence. Because of our common experience in the first 

year and our ability to stay together for a second year, we were able to overcome 

some of those tensions. We developed a level of trust that enabled us to reflect 

critically on our experience and to forge a common vision of our goals far our 

students. We were able to be innovative and to move beyond the technical and 

practical considerations and the "binder diving" of our first year's experience, to 

conceptual clarity for the module program. Morover, we were better able to 

critically examine the norms that influenced our decisions in the first year and to 

choose an alternative course of action. I venture to say that this level of synergy 

would not have occurred if we had changed partners or faeiity members. 

Oral Tradition 

Another factor within PDP that may limit the opportunity for conceptual 

change is the oral tradition of the program. There are twelve PDP goals approved 

by faculty as the guiding principles for module programs. (See Appendix A) 

According to Dawson (1 995, p. 178) the module team "has the freedom to' structure 

the experiences for their student teachers within the focus selected by the team." 

From this quotation, it may appear that PDP has no prescribed curriculum. In my 

experience, however, the oral tradition of the program has a strong normative 

influence and module programs do not vary much from each other. 

As noted by Croll and Moses (1989, p. 87) the orientation of PDP is not 

knowledge based but rather it stresses caring and feeling and the development of 

the teacher as a person. Additionally, inquiry and reflection are valued in the 

program. This view is reflected by Grimmett (1 995a, p. 165) 

There is a strong tendency to make problematic the moral and political 

contexts in which teacher education takes place. Accordingly the program is 



framed around a view that knowidge is sseialiy csnstrueted, where 

research kmwlwe is used mneptliffy at.4 m?:s;pt--,ric.affy :G inform and 

transform understandings of practice. There is, therefore, a heavy emphasis 

on practice and the derivation of craft knowledge in the practice setting. 

Reflection is seen 3s central to this operation, being viewed not as a generic 

disposition but as a primary organizing principle in the program's framework. 

Cdnsequentiy the normative influence of the program emphasizes building 

relationships between and among faculty associates and students and the 

development of the students as reflective practitioners. In my experience, faculty 

associates pride iherriseives on the degree of specificity and the quantity of 

reflective assignments required of students. It is also common to hear faculty 

associates questioning students' commitment to teaching as evidenced by their 

lack of commitment to their numerous reflective assignments. Moreover, there is a 

strong resolve within the program to be "gatekeepers" so that standards of 

professional excellence are upheld. 

Within this strong oral tradition, our program was indeed a radical departure 

from normal practices. In order to accomplish our goals, we felt that we had to 

break ranks with our colleagues. We were criticized by past and present program 

directors and other faculty associates expressed concern at our temerity. 

Additionally, to the best of my knowledge, there is very little writing done by 

module teams that describes the conceptual framework for their module and their 

resulting experiences. One volume, Wideen and Pye (1994) presents the 

collaborative research of faculty and school associates and faculty members. 

Efforts at collaborative research seem to have diminished latterly however, and the 

binders of lesson plans, handouts, readings and activities do not replace deliberate 



and systematic description and analysis of programs. i ike tRe experiences of our 

~ifeagues, our m d t i k  f?~priefXX wiii evaporate into ilk EiMf.  NO iface wiil 

remain of this program, No future module teams will have been informed by our 

experiment. 

Two Year Amointments 

Another factor that may limit the opportunity for conceptual change is the 

restricted term of appointment of faculty associates. Just as we have begun to 

develop supervisory skills and pedagogical theories adequate to the challenges of 

a program founded ot! reflection and inquiry, our two-year term is finished. While it 

is desirable to have practitioners with recent classroom practice involved with 

preservice teachers, a two-year term may not be enough. In my opinion, programs 

founded on refiection and inquiry require expertise beyond a two-year 

appointment. 

The original architects of PDP imagined that the influx of faculty associates 

~ C i t i i t i  be a way for the faculty to avoid stagnation. LVhiie this may be true in some 
I 

cases, in my observation, the limited term of faculfy associates can actually 

contribute to stagnation. Because of the active presence of faculty associates, 

faculty members are free to determine for themselves the degree and depth of their 

involvement in the program. Their commitment to teacher education varies from a 

few drop-in "workshopsn to sustained and substantive involvement in planning and 

teaching. Without consistent and thoughtful faculty involvement in the program, the 

program may lose its responsiveness to changing needs of students a d  the 

community. 

Moreover, in my experience as a participant observer, faculty associates 

have little formal power to influence changes in the program and we are expected 



to accept the universiiy organkation, facuity opinions and campus norms. When 
t lk* nnnfi;n+lur mkh i tabubay iiaawwa~ca tarac ISWS 0f WfWXi: 23bOtdt pf~fi%?I, OW CWKSP& GXIkX 

readily dismissed because of our limited term appointments and our limjted 

influence on decisions within the faculty. 

Additionally, two year appointments may limit the involvement of PDP in 

other reconceptualizations of teacher education that are emerging in the literature. 

Many reformers gc  beyond renovating the existing programs based within the 

miversity and advocate mffafxrative paftmrships with otkr ftakefioiders within 

the education community. (e.g. Scott and Burke i995; Clandinin ,1993: Cochran- 

Smith, 1991 b.) These collaborative partnerships have the potential to engage 

university faculty, inservice and preservice teachers in joint participation in the 

process of reform. 

One example of a collaborative partnership is the Foxfire program 

described by Dittmer and Fichetti, (1995.) Foxfire seeks to reconcegtualize the 

roles and relationships within the program by involving faculty, students and 

practicing teachers in iise process of change together. The Foxfire progmm is 

founded on  the assr~mption that students wilf teach in the ways that are modelled 

for them in their preservice programs. The following q u s t a ~ o n  from Dittmer and 

Fichetti (1 995, p. 168) illustrates this assumption, "We continue to realize that if we 

give our students choices in how and what they learn, it wilf naturally follow that 

they will do the same with their students when they became teachers." That our 

students will "naturaily folfow" our rnodelfing as teachers I find somewhat naive, 

-however, I believe they are more likely to be influenced by our teachina - if ow 

beliefs and practice are consistent. 

Reform initiatives of the Foxfire type may begin to address the probtems of 

modelling effective p d q q y  at the school and universrty fevef. Morwer, 



mimaam may begin to Stdress the socialization problems encountered during 

the pm%curn by tnv@iping mopefating teachers wim faculty and students in 

addressiq issues crf &a .. f kiieve these initiatives would be facilitated by 

bqp terms fos f a x &  aswciates, espEu=i&& thus? who are placed beyond the 

contacts of their home schmii districts. 

in the preecfjng secticm, I have considered factors specific to the 

Pr&esieinail Deve:cpmem Program that may affect the abiMy of the prugr'am to 

promote conr=epW &age* AbbiaW&, the fiteratuie is repfete with acmmts of 

Limitations of Teacher Education Programs 

Preservice Teacher Betiefs 

The literature contaiirzs mpk accounts of the limited ability of teacher 

e6ucation pragrams $0 prepare student teachers to participate in educational 

refom as envisioned by fheii univmsity advisors. These fimited results are often 

m i b W  to the pervasiveness d pr-e teachers' k k f s .  tortie first noted this 

pkmmemn in 1975. He t e e  ttris pemasive sxiaiirabion ?he ripprentioeship of 

absemt&n." Since tRat time, the seemingly robust nature of presenhce teacher 

Mi& has med f~~ h the &erature. (eg. Bri&man, 1988; 

&Rings-, f 983; Weinsti& 1990; E31amatd, Hardmm and Leat 1994; 

GaLfderf;eab and Firobsm, lWf ; St- Stofffett, and Gmez 1992) 

According to the &wWe, pmsewke teams enter t~~ education 

prqmns having been sx@ii~ed by seventeen years of sdmfing into traditbnaf 

b i i ~ s  a m  the % r ektbmhip. Tfrey M e  k e n  apprenticed in 



trarssmissive and managerial teaching behaviors and, in effect, they already 

believe that they "know" how to teach. This perception is supported by Britzrnan 

(1988, p. 443) who argues that student teachers "bring their implicit institutional 

biographies--the cumulative experience of school lives--which, in turn, inform their 

knowIedge of the student's wodd, of school structure, and of curriculum." 

Hoffingsworth (1989) reports on  a longitudinal study of the beliefs of 

fourteen preservice teachers. Haif of the students in the study entered with the 

kfief that pupils learned by constructing knowledge, and the other half believed in 

transmissive modes of teaching. 

At the end of Hdiir~tiiofih's (1389) stWy sill cjf the siucknis reported to 

betieve that chifdren need to be responsible for their own learning but 

Hoflingsworth reports that the depth of student understanding varied and a number 

of students stayed a t  a superficial level. S h e  found that the beliefs of the preservice 

teachers in the study served as fiiters for new learning in the program. While some 

students were able to deepen their understanding and move beyond traditional 

teaching methods, others were limited in their understanding I by the beliefs they 

brought into the program. 

in support of this theory, McDiarmid (1 9%) suggests that preservice 

teachers' prior experiences in schools form a "web of interconnecting beliefs that 

MectlveEy screen all new information. According to McDiarmid, challenging those 

beliefs has the potential to be a 'quixotic undertaking." It is also noted as a 

powerful force in Fufier and Bown ( 1975). 

Complicating this issue students may choose to enter teaching precisely 

b e a s ?  of their befief in trad&iunaJ teaching methods and their history of success 

in such schools. Scboois worked for them and they may have chosen to come into 

teaching to become the person at the front of the room. Being aware of no 



alternatives, this transmissive teaching style may have been adopted by students 

as the "given practicen of school. 

lm~lications for the Pre~aration of Preservice Teachers 

Constructivist theory holds that knowledge is mediated by prior beliefs and 

experiences. For this reason entry beliefs of preservice teachers must be important 

considerations for the curriculum in preservice programs. This theme is supported 

in the literature by Powell and Riner (1 992) who assert that entry beliefs and 

pedagogical understandings must be thoroughly examintd and their assumptions 

made explicit, Gemuse like idcDiarrnidls "web," They serve as filters for incoming 

knowledge. Britzman also (1 986) presents an argument for exposing student 

teachers' "institutional biographies" to critical examination. Feiman-Nemser and 

Buchman (1985) state that the examination of beliefs and how they relate to 

practice is crucial to growth and change without which student teachers are likely to 

adopt practices they remember from their own experiences as pupils. 

Hollingsworth (1 989, p. 160) also argues for programs that.. 

... take presentice teachers' prior beliefs into account in the program design, 

recognize the value of cognitive dissonance in the practice teaching 

situation, routinize classroom management knowledge ... and academic task 

as a part of the teaching knowledge base. 

As a result of her study, Hollingsworth (1 989, p. 186) asserts that under the 

right conditions, preservice teachers can learn ideas that are new and unfamiliar. 

She argues, 

That finding implies that it might be possible to educate preservice teachers 



who will challenge conservative school models. (emphasis in the original.) 

If these elements are included in a preservice program, teachers who will 

challenge existing practices in schools may be the result. 

The failure of teacher education programs to have positive effect in changing 

preservice teachers' beliefs is so prevalent in the literature that one wonders why 

teacher education programs exist- Nevertheless, the program under study is 

conceptuaiized on the basis that , as Holiingsworth (1989) argues, it is possible 

under the right conditions for teacher education programs to have a profound and 

lasting impact on preservice teachers. 

The challenge for the teacher education programs is to find those "right 

conditions." It is imperative, then, for teacher educators to be conscious of the 

beliefs student teachers bring with them to the program and provide opportunities 

for students to identify and examine their beliefs and practices through critical 

reflection. Without this opportunity it would appear, according to research, (e.g. 

Goodman. 1986; Korthagen, 1988) that preservice teachers are likely to continue 
I 

with didactic practices learned from their own experience in schools. 

Lack of Research 

Until recently, there has been a shortage of research available to inform 

those involved in the preparation of teachers. For example the persistence of 

Lortie's (1 975) argument in reporting the pervasiveness of preservice teachers' 

befiefs may be due, in part to the shortage of empiria! evidence on what actually 

~~~~~s In ?eack?r Mucatan programs. Rarely do studies into Wief systems sf 

preservice teachers take into account the quality and content of teacher 

preparation programs. When they do, it appears that ofdr factors may be at work. 



For example, Weinstein (1990) writes about the persistence of didactic and 

managerial beliefs following a teacher education program in which preservice 

teachers spent three hours per  week for 14 weeks in campus courses and a total of 

twenty-one hours in practicum. Both components of the course were so brief one 

wonders even at the expectation of conceptual change from such a program. 

Moreover, Lortie's (1 975) argument predates many of the new teaching 

models. It is likeiy that the students in his study were not exposed to concrete 

examples of alternative methods of instruction. Twenty years have passed since 

those early studies and much more is known about effective student-centred 

teaching strategies. Olme ~igai~r, however, there is iiPPie empirical evidence about 

the intent or effectiveness of teacher education programs to prepare student 

teachers to use the new technologies. A s  noted by Wideen, Mayer-Smith and 

Moon (1 996, p. 10) "there appears to be little interest among these researchers in 

examining the counter-hypothesis that the reason beginning teachers do not 

change their beliefs rests with the ineffectiveness of programs of teacher 

education." Britzman, (1 986, p.454) in support of this hypothesis, argues 

... student teachers may very well intend to create a participatory classroom, 

but are at a real loss as to how to proceed. They possess no comparative 

perspective, and lack either prior experience in, or institutional support for, 

challenging the status quo... 

It may be that the "institutional support" required to challenge the status quo may be 

!ack!ng in teach.er educat~fi prqrarns it is essential ?ha? res,aarch into teacher 

education be expanded to include descriptions ~f the content, quality, and 

effectiveness of the programs. This view is supported by Feiman-Nernser and 

Buchman (1989, p. 366) who argue: 



..without systematic descriptions of what is taught and learned in formal 

preparation and field experiences, we cannot understand what professional 

education contributes to teachers' learning or the ways that learning can 

best be fostered. ln short, we need to understand the following: (a) what 

teacher educators teach, (b) how opportunities for learning in the presevvice 

curriculum are structured, (c) what prospective teachers make of these 

opportunities to learn over time, (d) what happens when student teachers 

take their learning from university setting into the classroom, and (e) how 

these different experiences do or do not measure up as preparation for 

teaching. 

Because of the shortage of research that systsmatically describes teacher 

education programs, those at work in teacher education do not have a research 

base from which to inform their decisions. 

It is interesting to note that while the debate continues about issues in 

teacher education, professors sf educzitioi-r have, until recently, busied themselves 

in research pursuits other than teacher education. Fullan (1991, b.208) maintains, 

"Not only has there been little research on preservice teacher education, but also 

basic descriptions and analyses of existing programs have been unavailable." This 

view is supported by Tuinman (1 995, p. 107) who posits that 

... tenure track faculty members are not sufficiently interested in practicalities 

sf teacfier education and not sufficiently preDared or knowledgeable. 

Hence, they tended to absent themseives from the process.. . 

Tuinman (1 995, p. 1 12) goes on to say that faculties of education 



... basically did not do research on itself, its programs, its successes and the 

reasons for those.. . teacher education never was considered a 

preoccupation quite de rigeur. ... A change will only follow a thorough 

realignment of values and a rededication to the primary mandate of 

education faculties: the formation of tmching professionals. 

Considering the shortage of research into teacher education, it may be that 

the fairure of teacher education programs to produce conceptual change has 

less to do with the entry beliefs of preservice teachers and more to do with 

the ineffectiveness of initial programs of teacher preparation. 

In addition to the argument that presewice teachers' entry beliefs limit 

their ability to change their conceptions of teaching and learning, and the 

failure of teacher educators to focus on research into program effectiveness, 

the literature describes other challenges to producing conceptual change. 

The Culture of the School 

Zeichner and Tabachnick (1981) argue that one reason teacher education 

programs fail to have significant impact on teaching practices is because the 

liberalizing effect of teacher education programs is "washed out" by school 

experience. This point is supported by Feiman-Nemser and Eiichman (1989 ) who 

maintain "many people believe that teacher education is a weak intervention 

incapable of overcoming the powerful influence of teachers' own personal 

schooling or the impact of experience on the job." This view is in accord with Eisner 

(1992) who argues that the ecology of the school presents challenges to university 

programs and students attempting io  expiore aiiernaiive teaching models. As 

Eisner (1 992, p.391) says: 

When a university teacher education program tries to promulgate a new 



image of teaching, but sends its young, would-be teachers back to schools 

that are essentially Eike the ones in which they were socialized, the prospects 

for replacing the old ideas in the ail too familiar contexts in which new 

teachers work is dimmed: The new wine is changed when it is poured into 

the old bottle. 

Eisner (1992) describes schools as "stable systems" because of the 

persistence of school norms. According to Eisner (1 992, p.391), schools define 

"what teachers are supposed to be, how children are supposed to behave. " When 

student teachers are asked, by their university supervisors to explore an inquiry 

agenda, they are forced into a vulnerable position. By constructing their own 

theories of teaching, questioning existing practices, writing about their work and 

avoiding, in some instances, imitation of existing practices, students run the risk of 

being perceived as being critical of their school associates. It is difficult to teach 

differently without seeming to criticize existing practice or practitioners. In 

reference to the difficulty effecting change in schools, Eisner (1992, p.392) posits, 

I 

Trying to convefi schools from academic institutions--institutions that attempt 

to transmit what is already known--into intellectual ones--institutions that 

prize inquiry for its own sake--will require a change in what schools prize. 

Denscombe (1984) describes what schools prize as the "hidden agenda" of 

schools. According to Denscombe, the real world of teaching prizes control of the 

behavior of children and tne privacy of the ciassrssm. From my obser-aiisr? in 

s c b i s ,  Denscornbe's "hidden agenW is not at all hidden. Central to teachers' 

effectiveness, as judged by their peers, is their ability to maintain classroom control 

witbout outside intervention. This agenda is openly discussed in the hallways and 



staffrooms of schools. 

Thus the diiernrna persists for teacher education programs to prepare 

students for two conflicting realities. As Sarason (1 993, p. 129) argues 

... the preparation of educators should have two related, difficult and even 

conflicting goals; to prepare people for the realities of schooling, and to 

provide them with a conceptual and attibudinal basis for coping with and 

seeking to alter those realities in ways consistent with what we think we 

know and believe. 

Preparing student teachers to live within the school environment and, at the 

same time, be instrumental in changing it is a challenge that confronts program 

design. This challenge is further compounded by additional factors within the 

university. These factors are discussed in the foilowing sections. 

The Faillure of 'Jx!ve:b!tv Pror;rams to Model Good TeaeXinq 

In another scenario that may explain the limitations of teacher education 

prqrams to facilitate conceptual change, Zeichner and Tabachnick (1981, p.9) 

suggest that schools and universities form partnerships In the development and 

maintenance of traditional perspectives. It is argued that "the liberal view of the 

college can only be sustained by looking at its rhetoric and by ignoring its practice." 

Teacher education programs, wjth the expressed outcome of moving 

students towards more liberal approaches to teaching and learning, are sabotaged 

by the transmissive teaching at the university. As Zeichner (1 982, p. 16) argues, 

"We cannot expect students to see the value in the perspectives we espouse about 

teaching and learning if our pedagogy forces them into passive, traditional roles." 



in support of this argument, Tuinman (1 995, p. 1 I 1) posits "faculties sf education 

are simply not modelling in a sufficient manner good teaching of good education 

for that matter." Tuinman makes a strong statement but he cites no research to 

support his contention of ineffective teaching at the university level. Qne must ask 

upon what data this assertion is made. 

Additionally, education reform is envisioned by faculty members who have 

little to do with schools and less with the reform of education practices within their 

own faculties. Fuiian (1 993, p. 14) suggests that "teacher education has the honor 

of being the worst problem and the best solution in education." By this he means 

that teacher education is not geared towards ccrntinu~us learning. He criticizes 

teacher education institutions for being "laggards rather than leaders of 

educational reform." He argues 

Faculties of Education should not advocate things for teachers or schools 

that they are not capable of practicing themselves. (Fullan, 1993, p. 14) 

Wideen (1995, p. 9) suggests there may be a reversal of this trend "...we 

now see faculties of education having to face the same type of reform that they 

have been so fondly recommending to others, particularly those in schools." 

Summary of the issues Impacting Upon Teacher Education Programs 

In summary, teacher education programs designed to promote conceptual 

change ir i  siudent teachers have had limited results for the following reasons: 

student entry beliefs about the teachingAeafning relationship are believed to 

be pervasive. 



faculties of education have not made research into teacher preparation a 

priority 

school norms are persistent and effective in socializing teachers into 

traditional, transmissive teaching methods 

university programs may fail to move beyond rhetoric to enacting 

educational reform in their own pedagogy and thereby fail to provide 

appropriate models and experience for students 

Philosophical Perspectives on Teacher Education 

Until the last decade or so, the predominant model for teacher education 

arose from the "neo-classical" (Kemmis, Cole & Dahk 4 983) sr technical-rational 

perspective. Within this perspective knowledge is thought to be technical, rational 

and external to the learner. Olson (1995) explains that within the technical- 

rationalist view, there is a hierarchical authority of knowledge and it is transmitted 

from those who know to those who do not. Those in the know have the authority to, 

decide when others know enough to be credited as authorities themselves. Carter 

(1 990, p.72) sums up the traditional perspective in the following quotation: 

... for the most part, attention in teacher education has traditionally been 

focussed on what teachers need to know and how they can be trained, 

rather than on what they actually know or how that knowledge is acquired. 

The perspective, in other words, has been from the outside, external to the 

teachers who are learning and the processes by which they are educated. 

Within tbis perspective, "experts" would provide lectures on educational 



philosophy, issues, and methods. The student teachers would listen, take notes 

and attempt to apply their understanding to practice in the classroom. Wassermann 

(1 980, p. 176) recounts her teacher education experience in this mode: 

... the style and manner of the courses we took were the same: distinguished 

professors of e'fucation, lecturing to students, with a n  occasional 

counterpoint of question and answer. That is how we were taught to teach. 

Needless to say, what I learned best was how 10 listen, how to take notes, 

how to read quickly, and most important, how to take and pass exams with 

high marks. 

This perspective of teacher education contrasts sharply with newer theories 

about the sources of knowledge and evolving understandings of learning that arise 

from the constructivist perspective. The perspective of the module team is most 

closely aligned with this conceptualization. 

I 

Pkilosoohical ~erswctive of the module team 

Constructivism (e.g. Von Glasersfeld, 1987) is a set  of beliefs about 

knowledge which begins with the assumption that reality exists but cannot be 

known as a set of truths because of the fallibility of human experience. From a 

constructivist perspective, all knowledge is constructed by the learner through 

active and continuous construction and reconstruction of meaning. The meaning 

that individuals gain from experience is mediated by their prior beliefs. These 

beliefs adapt and organize experiences so that each individual constructs different 

understandings. 

With the proliferation of constructivist theory, perspectives are sh i ing  from 



the view that knowledge is external to the learner towards the view that knowledge 

is internal. Carter (1 995) expiajns that within the constructivist conception, 

knowledge 1s transactional. The authority of knowing "comes frorl? experience and 

is integral as each person both shapes his or her own knowledge and is shaped by 

the knowledge of others." Knowledge is thought to be "personally and socially 

constructed and reconstructed in situations as people share their ideas and stories 

with others." (Carter, 1 995, p. 123) Constructivism represents a dramatic contrast to 

the behaviorist / technical-rational assumptions of previous decadw and when 

constructivist learning theory is used as a framework for teaching practice, 

significant changes in practice resuit 

The module team holds a constructivist perspective on learning. Moreover, 

our commitment to the revitalization of education and the reconceptualization of 

teacher preparation, arises not from the neo-classical tradition but from a socially 

critical orientation (Kemmis,Cole & Dahk 1983). Within the socially-critical, or 

"transformation" orientation, the "central value on the role of knowledge is social 

action." Knowledge is constructed in social interaction and has its meaning in 

political, historical and social contexts. The desired student outcome in this view is 

that students will become " critical and constructive co-participants in the life and 

work of society." The student is a 'co-learner" in the process of collaborating with 

others in "socially significant tasks." (Kemmis, Cole & Dahk 1983) 

Carr & Kemmis (1 9%), Giroux (1 994), Gore and Zeichner (1 991 ) and 

Cochran-Smith (1 9% a) all write in support of the sociafly-critical orientation. They 

argue that grac%tioners must examine not only technical issues in teaching but also 

mieta: matteis requiring m&x%ve action to be resolved. Aii aspecris of education 

are to be considered probfernatic. Every educational act can be considered as a 

choice that is mabe from a8emtWs and is sociaiiy constnrcteb against an 



historical background. 

Tripp, (1 993, p. 165) sums  up the view of proponents of socially-critical 

orientation as foffows: 

Because education is a social practice, its techniques are not socially 

neutral; they produce, reproduce, and transform people's abilities, attitudes 

and ideas. If teaching is a profession, then it is not enough merely to keep 

improving the technical expertise of teachers. Teachers need to be more 

than excellent technicians to be genuinely professional. They need to have 

some understanding, inftoence over, and responsibility for the social 

cond!tions and oWmx?s of edmtkm. 

The perspectives of the module team arise from constructivist learning 

theory and from the socially aitkxl orientation. It was this p ~ ~ v e  that shaped 

the design of the module prqram and the method and manner of our teaching. 

Just as the new cuncepaJaliration of knowledge suggests alternative 

s ~ ~ r e s  for teacher ecWatbn programs, alternative currim need also to be 

considered. Shulman (1 987, p. 102) rests his call for the reform of education on the 

amon that there is: 

... a knowledge base for teaching--a WIfied or cdifiabre aggregation of 

knowledge, skin, undemnding, and technology, of e%ir=s and dispositions, 

af collective reqmnsft>iEity--as well as a meam for representing and 

communicating it 

The sources for ttre knowledge base for teaching, according to Shufman are 



-=mmar~& as kmfrilw Oi m-nf in the academic d!sapfines3 genera! 

of the curriculum and "tools of the trade," 

k ~ ~ M e b g l t ,  of learners and their characteristics, knowledge of educational contexts 

and kmwl- of educabomf: goals, purposes, values and their philosuphid and 

historical grounds. In adcfrtion to t f i e  knowledge bases, Shulman a r g m  that 

teachers m s t  have at pamwl;u kncrHiiedge of content and pedagqy "that is 

m q d y  the provjnce tli mdws their a m  special farm of professional 

understmdrng which ire refers to as 'pdapgicai content knowfedge." Shulman 

ft987, p . f O W O 6 )  

According to Shttfman, te;rck'ers must team first to mrnprehend the subject 

mmef tu be taught, they musf transform their understanding through preparation, 

reprBnt;ttion, sefecWn and adaptation in order to enabk t k m  to instruct 

karrpers. Folfowing insirman, evafiration, reflection and new comprehension 

rrrforrns W e  gwocess again. From miis cycle, "the wisdom of practice" evolves. 

(Sbu!man, 1 987, p. ? f ? ) 

Whik Shufman (1 987) xgues for what teachers should know, Zeichner 

(1982) outi:nes what student zeachers wed to do in order to come to know. 

Zeichrter argues that when inquiry is part of preservice teacher preparation 

pogfarns, the classom beams a fabratory rather than a model to fie 

replrmted. It is In the kboratury of p r a m  tktstt teachers come to know through a 

pxess of rette3on and cdqury 

Richardson and Mmittm fin press) dted in Richardson (in press) analyzed 

the iderafure refated to suaxssfd st&? c f e w m e n t  programs. This analysis 

y&Wi a number d m a w  that have implication for preservice programs 

as The ch;icactw&ks 109 swceshl preservice programs invche the 

i m S m  of teachersB and 



pograrr! antent.  T k  gaa! programs is to faci!itate Canverstign~ t b t  a!!~w the 

participants to examine their own beliefs and to consider and experiment with 

alternatives methods and their implications for the moral dimensions of teaching. 

Moreover, successful staff devefopment programs promote autonomy and 

collaboration through placing the control of the agenda, the process and the 

content in the hands of the teachers. Richardson (in press) contends that when 

presemice teachers are inveived in programs in which they have opportunity to 

explore their own beliefs and engage extensively in active exploration of classroom 

contexts and discussion with practicing teachers, they will acquire practical 

knowledge and conceptual change may be promoted. 

Fullan (1993), in keeping with the socially critical orientation, argues that 

once teachers know, they have to be prepared to take action based on moral 

purpose. Teacher education programs need to develop not only a knowledge 

base for effective teaching, they must also prepare teachers to participate in 

educ8tkxal change. Fullan (f 993, p. 16) arcyes that "the ro!e of !ac!~!ties of 

education must be to prepare teachers who have a knowledge base for effective 
I 

teaching and a knowledge base for changing the conditions that affect teaching." 

For Fulian (1993, p. l6), "the new standard of the future is that every teacher 

must strive to become effective at managing change." Effective teacher education 

programs instil in their beginning teachers a sense of their ability to create change. 

Fullan's argument for the preparation of preservice teachers to participate in 

educatjonaf change is consonant with the perspectives of the module team and 

with other educationalists who argue for a socially critical orientation. This 

perspective, however, raises issues for examination. Student teachers, the most 

vulnerable member of the school community, are expected to enact an agenda 

conceived by senior teachers and tenured professors in the context cf schools 



where they hope to seek eempfoynen?. The student teacher may fee! aught 

between the agenda of the university and the more conservative views of 

education embraced in the school communrty. The potential exists for the program 

to be seen by students as exploitive and involving them in situations of high risk. As 

a result, students may retreat into a protective stance and employ "impression 

management" techniques. Their ability to take risks may be curtailed. Moreover, 

the perspective of the team may present such a radical departure from their views 

of teaching that their ability to learn may be impeded. Whether the agenda of the 

module team is negatively perceived by students or not, the question of exploitation 

remains. 

Finally, the module team was very clear about the desired outcome of this 

program. We wanted to involve our students in a program that would present 

alternatives to direct instruction and create conditions for students to examine and, 

hopefully, adopt a constructivist perspective on learning. We were convinced that 

constructivism represented zn improvement cver student entry perspectives. Have 

we thus replaced one form of dogma for another? These are questions upon which 
1 

1 continue to reflect and these are questions that I will bring to the examination of 

the data. 

Implications of the Literature for the Program Design 

In summary, the literature suggests that effective teacher education 

programs need to: 

make preservice teachers' beliefs problematic 

create conditions under which conceptual change can occur 

- model the type of teaching students are expected to employ 



provide oppm~nities for students to reflect and inquire ixto teaching and 

learning in a supportive environment. 

prepare teachers who commit to continuous improvement 

prepare teachers who will become agents of change 

The Program Design 

The module team theorized that if we could bring together the 'right' 

elements for learning and create the 'right' atmosphere and ethos within the 

module, conceptual change would result in the perspectives of the students in the 

module. 

In creating this climate for change, our first goal was  to model alternatives to 

direct instruction. We wanted to place our students in situations in which they were 

more likely to construct their own understandings as a result of our teaching. It was 

our ob~eciive that our practice woild be closeli; siligned with constructivist 

epistemology and it is from this basis that we devised learning experiences for our 
i 

students. The module team employed teaching approaches that have variously 

been termed "inquiry teaching, cooperative learning, cognitive processing, active 

learning, indirect instruction, learner-centred teaching'' and  so forth. The module 

team believed that these teaching models were reflective of the goals of PBP and 

our orientation to the curriculum. These would also be the approaches the 

presentice teachers wauld be asked to employ in their classrooms. 

Our teaching would take place within the context of a n  inclusive and caring 

learning community. We wanted our students to experience the program as a safe, 

supportive and nurturing environment in which that they would feel able to examine 

and experiment with alternative teaching practices. 



Sui second goal was the piomiiijon of aiiioi-iomoiis, seii-directed learners. 

We hoped that by promoting autonomy, our preservice teachers would assume a 

mastery orientation. We wanted them to be driven by internal motivation to strive 

for the realization of a personal vision and to accept the concept of ever-evolving 

understanding of teaching and learning. This was essential because, as Zeichner 

(1982, p. 5) declares: 

... no teacher education program, no matter what the orientation and no 

matter how good, can produce a fully developed teacher at the preservice 

level. This being so, it is essential that every experience in preservice 

program serves to enrich rather than impede the capacrty for further growth. 

and Ellis (1968, p.59) states 

...p reparatory programs can, at best, only provide a basis for beginning to 

teach -- for continuing growth. The complete teacher exists only for a 

moment in time. Hence, preparation for the first job must be complemented 

and supplemented by a continuous program of personal and professional 

development. 

We believed a sense of autonomy would result in personal empowerment and 

would set students on the path towards a program of "continuous personal and 

professional development. To promote autonomy we attempted to remove the 

sense of "hoop jumping" from tbe program. We aimed to "...foster an insatiable 

desire for learning, a zestful curiosity about events, encounters and experiences." 

(Kohl and Wigginton cited in Grimmett 1995, p. 215) We believed, also, that a 

sense of autonomy would engender within students a sense of moral purpose and 



change agency as inu"it&!i;afs capabie cf acting on iheir own behalf are also 

to act on behalf of others. 

Furthermore, we believed that autonomous teachers were more likely to 

view teaching as problematic, rather than certain, subject to reflection, examination, 

experimentation and observation: a topic for lifelong learning. In this regard, we 

hoped that the seminar and the classroom would become social laboratories for 

the examination of ideas where the students would "analyze a situation, set goals, 

plan and monitor actions, evaluate results, and reflect on his (her) own professional 

thinking." (Colton and Sparks-Langer 1 992, p. 1 56) 

We believed that if conceptual change was to occur, it had to result from the 

students' choice, not from blind acceptance of imposed belief. Conceptual change 

had to be the thoughtful decision of autonomous individuals and a consequence of 

critical and reflective analysis of issues and alternatives in teaching. With these 

objectives in mind, we focussed on three interrelated and mutually reinforcing 

eiements to direct our program: 

modelling of effective teaching and care for students in the seminar and 
I 

cycles of supervision 

student self-evaluation, and 

reflection and inquiry into teaching 

It should be noted here that the program under study in this thesis arose 

from discussions of the module team prior to its implementation and throughout the 

semester as the program unfolded. Many of these cliscussions were informal and 

our decisions, in most instances, were undocumented. It may appear to the reader 

as though the module team fully understood all of the components of the program, 

our curriculum, and our goals in advance of its implementation. This was not the 

case. W e  did formalize the main emphases of the program and we did agree on 



tire readings and the curricular strands sf the program. But additional aspects of 

the program became evident to us as the program unfolded. And they became 

clearer still to me as I continued to read, write and to reflect on our intuition and our 

explicit and implicit goals in the preparation of this thesis. 

Summary and Issues 

In summary, there are aspects specific to the Professional Development 

Program that have the potential to assist and also to impede programs for the 

preparation of preservice teachers. Compounding this, the culture of the schools 

where students are placed for their practica may counteract the norms the module 

team hopes to establish. 

There are additional challenges revealed in the literature that hinder many 

preservice teacher education programs and that apply to PDP as well. Each of 

these factors poses a challenge to our goal of creating conceptual change. 

Chapter Three extends the exploration of the literature by examining the 

research that informed the three emphases in the module program: modelling 
I 

effective teaching, self evaluation and reflection and inquiry. 



CHAPTER THREE 

PROGRAM EMPHASES: LITERATURE AND APPLICATIBPJ 

This chapter explores the literature for direction in regards to the three 

emphases of the program: modelling effective teaching and supervision, self- 

evaluation, and reflection and inquiry into teaching, The application of each of the 

emphases within the program is described. The chapter concludes by raising 

issues that may have implications for the success of the program in promoting 

conceptual change. 

Modelling Effective Teaching 

The central consideration for matters of pedagogy within the program was 

the modelling of the behavior and practices we expected of student teachers. One 

of the principles of the Foxfire program described by Dittmer and Fischetti (1 995), 

was based on asstimption that preservice teachers would teach in the manner they 

were taught. This does seem to be merely an assumption, however, and not based 
I 

on empirical evidence. While there is ample documentation to demonstrate that 

preservice teachers are socialized into transmissive modes of teaching by the 

modelling of their public school experience, an ERIC search revealed no studies 

on the effects of modelling in programs of teacher education. Thus, we proceeded 

on the optimistic assumption that the method and manner of our teaching would 

directly influence the beliefs and practices of the students in the module. The 

following sections explore the literature related to effective instruction and its 

application in the program. 



Effective instruction 

Rowan's (1 995) paper on effective teaching emphasizes the limitations of 

direct instruction and behavioristic practices in favour of cognitive processing 

models arising from a constructivist perspective. When constructivist learning 

theory informs teaching practice, whole tasks, multiple forms of knowledge, and 

indirect teaching strategies prevaii. These teaching practices are characterized by 

high levels of social inifi!radion, metacagnitive development, and the importance of 

students' prior knowledge as a mediator of new learning. Within this 

conceptualization of teaching and the development of knowledge, the following 

beliefs, stated by Nolan and Francis (1992, p. 47-48) prevail: 

All learning, except for simple rote memorization, requires the learner to 

actively construct meaning. 

The teacher's primay goal is to generate a change in the learner's cognitive 

structure or way of viewing and organizing the world. 

Because iearning is a process of active construction by the learner, the 

teacher cannot do the work of learning 

Learning in cooperation with others is an important source of motivation, 

support, modeHing, and coaching. 

Teaching practices that arise from these beliefs are found in Walberg (1990), 

Onosko (1 992) and Brophy (1 992). Brophy has synthesized principles and 

practices of effective teaching common to the research of Anderson, Brophy and 

Prawat (cited in Bmphy 1992, p.72). They are summarized as follows: Effective 

teaching practices.. . 

organize content around a few powerful topics or key ideas that are 

examined in great depth 

create a social environment in the classroom that could be described as a 



= create a social environment in the classroom that could be described as a 

learning community where the active construction of meaning is provided for 

by engagement in sustained thoughtful discourse centred around important 

key ideas 

transcend "presenting information" to "scaffold students' understanding and 

"thinking aloud to demonstrate examination of ideas so that students can 

come to express their understandings in their own words 

incorporate activities and assignments that feature holistic instruction and 

authentic tasks that call for students' ability to reason, explore, problem- 

solve. Skills are practiced in the context of real life situations. 

And, from their study, Porter and Brophy (1988, p.82) wrote: 

... effective teachers are thoughtful about their practice: thev take time 

for reflection and self-evaluation, monitor their instruction to make sure 

that worthwhile content is being taught to all students and accept 

responsibility for guiding student learning and behavior. 

These principles, indicated in the literature to be most effective in promoting 

conceptual change, were evident in the teaching done by the module team. The 

following section describes their application to the program. 

Biq ideas for the seminars. 

The module team limited our topics to three strands, or "big ideas," to 

explore within the twentyeight days of seminars in Education 4011402. The topics 



were as follows: 

Settinq - the staae for reflection and inauirv 

examining our beliefs and values about teaching and learning 

developing a personal vision 

becoming a reflective practitioner 

the teacher as researcher 

the cycle of supervision 

change, agency, and moral responsibility 

lnauirv into teachina alternatives: Models of Teaching 

Information processing family: Inquiry Training 

Social family: Cooperative Learning 

Personal family: Non-directive teaching 

Behavior systems family: Direct Instruction 

Interactions with Students 

promoting thinking 

the verbal environment 

Examples of learnina experiences. 

Because we wanted students to examine constructivism, we employed 

teaching strategies that we believed were consistent with a constructivist 

perspective to expiore every stand of the program. For example, to assist students 

in understanding the models of teaching, the module team provided readings and 

demonstration lessons to spark student discussion. Students were then required to 



using each of the models of teaching. They helped each other to reflect on the 

issues that arose in the lesson by conducting pre and post conferences and, on 

occasion, the lessons were video taped to assist the students to learn from the 

experience. We employed these practices in order to lower the level of abstraction 

and to provide tangible ways in which students could align their child-centred 

beliefs with their practice. Students then went into their practicum placements and 

experimented with the various teaching models. 

Another example of our teaching is the exploration of Eisner's (1987) 

chapter entitled "Five Orientations to Curriculum." From this reading, students 

engaged in dialogue about their own curricular orientations and developed pie 

graphs out of coloured paper to represent their philosophical perspectives. This 

activity captured their imaginations and they went on to examine the philosophical 

orientation of the character 'Keating' in the film "The Dead Poets' Society." They 

developed pie graphs to represent the orientations of Keating, the members of the 

module team, and new curricula developed by the ministry. 

We posted the pie graphs on charts in the seminar room so that students 
I 

could see the diversrty in perspectives and interpretations within the group. This 

diversity sparked dialogue and debate as students began to understand that 

educational decisions are founded in the bejiefs and values of the participants, that 

these decisions are subject to examination and challenge and open to exploration 

of alternatives. 

Students continued to refieci cm meir own orientations to curricuium 
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some students demonstrated their changing perspectives on teaching a learning. 

A number of students included a changir~ series of graphs in their portfolio 

presentation to represent tbeir evolving understandings. This is one example of the 



type of teaching done by the module team to engage students in in-depth 

examination of their beiiefs, in critical discourse, and in active construction of 

meaning within a learning communiv. 

Earlv exoosure to classrooms. 

In keeping with Brophy's (1992) assertion that learners need to have real Me 

opportunities to practice teaching skills, our students were sent into schools very 

early in the semester with instructions to begin to experiment with teaching. W e  

avoided the common practice witbin PDP of "front-end Ioading" or piling new 

information on students in three weeks of seminars prior to their exposure to 

schools. We wanted the students to experience a "need to know" in advance of the 

!earning experiences in seminars. We believed that in this way, students would 

have experience upon which to "hookn our teaching and that this would result in 

more relevant and povdeslfut learning experiences. 

. M a d e i i i n _ q u t  action. 
8 

Frequently, the learning experiences we planned for students in the module 

were framed by a demonstration of a qcie of supervision. My faculty associate 

partner and i would conduct a preconference in front of the dass prior to the 

learning experiences of the day in order to model our own thinking about our 

teaching for our students. We dosed the day with a post conference. We hoped 

that this practice wuid demmtraie our openness to examinaWn and change of 
A* ** e-**k&;-.. --* - :-A * urn c e a , r  rri 13 pr ctdrwsa. 

Additionally, after every learning experience, the members of the team 

tWx%+%d Itre experience pFzvatefy in order to be c=orztinttllus& reflective about the 

impikit and explicit messages we weft? trmMng to our stucfents. When we 



determined that we had made a n  error in judgment, or had rnudefled insensitive 

teaching in any way, w e  e x p r m  these concerns to the students in the seminar. 

W e  invited their response to %be amtent,  the method, and the manner of our 

teaching in whole group meetings and half group sessions so that all voices could 

be heard. W e  provided opportunities for students to submit anonymous written 

feedback a t  regular i n t e n d s  in order to ensure tbat the seminars were meeting 

their needs. 

The module team made a conscious effort to divest ourselves of power and 

authority in order to promote student autonomy. For this reason students were 

asked for regufar input into the direction, content, timing and pacing of the 

seminars. The module team prepared readings and learning experiences in 

support of our goafs for students and their neecIs determined the content of 

approximately half of the seminars. Each time students returned to campus from a n  

interlude in schoots, we conducted a needs assessment and used it to determine, 

the m t e n t  of the program. Students had to evaluate their needs and determine 

tt?e experiences that would enfame ttteir growth a t  tbat time. The planning of the 

module team "rolted" in response to W me& and interests of the students. In 

support of creatjng a cifrricufum that r c s p m f s  to students' interests and needs, 

Zekhner (1 987, p. 27) states: 

... a reflexive curmiurn dws not tdaiEy prae-ine that which is to t>e 

Ieamea but makes pruwsrons for the self-determined needs and concerns oi 

student teachers as well as me creation of personal meaning by students. A 

reflexive curricufiun afsu LRdodes provisim for the negotiation sf content 

among teachers and l m w s .  
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needs and by the student to substantiate their self assessment in a portfolio 

rneer'eiice. The module team =pained the range of assignments commoniy 

found in the module handbooks. For example, some modules may require student 

teachers to complete in-depth report card writing on two pupils and to gather data 

on& on the rest. Other modutes may require that students write draft reports on all 

pupils. There is a full range of possibilities. We provided time and oppoflunity for 

the students to discuss the range of alternatives and their relative merits, keeping in 

mind their anticipated stress and workload during the extended practicum. The 

result was that the students produced their own a handbook of assignments and 

responsibilities that would direct their growth during the semester. 

In summary, the module team blended our periods of seminar and practica 

in order to provide regular opportunities for students to integrate their seminar 

understandings with practical application in the classroom. We focussed on few 

top& and attempted to deal with them deeply. We provided opportunities for 

students to engage in lively discourse around significant and often controversial 

topics and we demonstrated our own thinking about teaching and iearning by 

reftecting aloud and inviting student response. Moreover, we attempted to build 

student autonomy and self direction by deliberately divesting ourselves of power 

and authority and by providing opportunities for the students to direct the program 

in response to their needs. 

eir own ktieffs 

arzcl inquiry into t i %  in ways that could create dissonance: anxiety and self- 

doubt We believed if wepe going to enter wholeheartedly into this venture, 

they wwtd need to fed nrtrBtred, supported and cared for in the process. 



Teachers in Noddings' (1 9863 view demonstrate their caring by planning 

rnetictf!otls!y, presen9ng ~C?S•̃ O?I matwiafs in a I'ivefy and engaging manner, 

thinking critically, listening attentively, evaluating constructively and demonstrating 

a lively curiosity. When it comes to adopting a reform agenda for education, the 

caring teacher pfaces concern for the learner at the center of all decisions. The 

objective of modelling, from Noddings' perspective is to create teachers who wili, in 

turn, place their students at the center of their decisions. Caring and fidelity also 

drive teachers to strive for competence and deeper understanding of the teaching 

and learning process. 

Proaram A ~ ~ l i c a t i o n  

I believe that it is from the caring relationship between teacher and learner 

that all else follows. If my student teachers felt supported and cared for, they would 

feel safe to expiore afternatives in teaching and learning. I hoped that they would, 

in turn, adopt a caring perspective in relation to their own students and that they 

eouM be inspired io mnthxie to grow in tilei? Peaching throughput their careers. 

To promote the sense of the caring community, the module team 

demonstrated those attributes of the caring professionaf articulated by Noddings. 

In order to further convey our caring and to build communrty, we provided "goodies" 

on special days, popcorn on movie days, pot-luck lunches on Fridays and laughter 

and a sense of fun throughout. In this way, we hoped to promote friendships, 

support and camaraderie within #e group. Additionally, we called our students at 

M e  in the evenings to keep in touch during their time in schools. We sent notes 

to m u r a g e  and cheer them. We made time to listen. We dismissed them early 

when they were exhausted and started class late when we knew they were burnt 

out We made it safe for them to express divergent points of view. Caring for each 



uther and for our students was Central to the module program. We believed that if 

our students were going to demonstrate caring for their pupils, it was essential that 

they experience a caring community. 

Suoervision 

The literature on supemsion presents a number of aiternative visions of the 

relationship between the teacher and supervisor and the goal of supervision. 

Haggerson (1 987) describes the model of supervision promoted by Madeline 

Hunter in which the norms encouraged are supervisor control and teacher 

ampfiance. They are not !4ewed as q m f s  col!abor2ting to improve in goals set 

by the teacher. The supenrisor is the centre of the activity. Helshe collects and 

interprets the data, tells the teacher what he did wrong and coaches him to bring 

his teaching behaviors in line with the description of excellence. 

This model of supervision is highty judgmental and all of the judgment 

resides with the supervisor who overtly uses the data to shape behaviors of the 

teacher, The goal here is not to produce seff-directing, thoughtful professionals but 

rather compliant technicians. This model is designed to increase "instructional 

excellence". The criteria for instmctional excellence, however, have been 

&%ermined external to me teacher. The context of the class is not considered, 

neither are tbe teacher's p h i t q h y ,  or her goals and objectives for this Class or 

this lesson. This malei is not based on enabling teachers to grow according to 

their m definition and we. 

In my opinion, the effects of this appr0itci-t would be to dt?moralize and 

alienate teachers from each other and from tfite supervisor. rn this model, teachers 

are wimout a voice in determining Meir own style or their ObjeCfives for professioml 

growth and renewal. ThanIdrrUy, this is not the model of supe~*sion employed in 



PDP. 

One of the models that is favored in PDP is "clinical supervision" pioneered 

by Cogan (1973) and Goldhammer (1969). Clincal supervision was designed to 

reflect the principles of client-centred counselling made popular by Carl Rogers. 

The success of this model is predicated on a high level of insight, self-direction, 

abstract thinking and problem-soliiing ability on the part of the student teacher. 

Additionally, it requires trust and patience on the part of the supervisor. The 

student teacher who was able to analyze strengths and weaknesses in his 

teaching, propose numerous strategies for enhancement or remediation, reflect on 

%he omxrnes and modify appmches amordjngly w ~ u l d  f e l  empower&, 

autonomous, self-directed and valued with this model. 

Faculty Associates in PDP frequently use a monograph by Acheson and Gall 

(1980) which adapts and refines the work of Cogan (1 973) and Goldhammer 

(I 969.). According to Acheson and Gall (1980, p.8) clinical supervisian is 

'inferactive rather than directive, democratic rather than authoritarian, teacher 

centered rather than supmAsor centered." Within this conceptualization, the 

teacher is assumed to have all the knowledge, motivation, insight, interest and 

ability needed to determine difficulties in their teacher. The teacher is the centre of 

me activity, not the supervisor. 

The goals of clinical supenn'sion within Acheson and Gail's 

cop1ceWtization are to assist the teacher to make insWonstl change by 

providing objecthe feedback and clarifying any discrepancies between the 

teadrer's ideals and a w f  teaching khviors. Further, this mock1 strhtes to assist 

teachers in devefopq skill to diagnose and sofve proWems. 

A number of student teachers in my observation, however, experience 

diftiwfty with a complete& non-dir- approach. Initialfy, they are lacJdng in 



reffective abilities and see the data and the problems of teaching as overwhelming. 

They feel they are "drowning" in the complexities that confront them and see no 

way out of their problems with this model. This can result in feelings of self-doubt, 

low morale, and resentment. 

In v y  opinion, until student teachers build the reflective skills and the 

classroom experience fieeded to consider options concerning difficulties they 

encounter, more assistance may be provided by the supervisor. This view is 

shared by Hoy and Forseth (1986) who include a "diagnostic phase" in order to 

address the shortcomings of a non-directive approach. This is a collaborative 

problem-solving phase mat WOLI!~ he!p less insightful sudent teachers to d!rect 

tbeir efforts productively, on a short-term basis. 

In contrast to Acheson and Gall's (1980) entirely non-directive model of 

clinical supervision, Glickman, Ross and Ross-Gordon (1 994) present a model of 

Ydevelopmental" supervision. The degree of supervisor control in this model 

depends on the supervisur's assessment of the presenrice teacher's motivation 

and abilrty to think abstractty. The ukimate goat of supervision for Glickman el a1 

(I 994) is teacher autonomy. The foilotEding quotation illustrates this point: 

Supervision must shift decision-making about instruction from external 

authority to internal control. As long as decisions are made from authorities 

away from those M u  teach, we will have dormant, unattractive work 

enldironments Mat Mlf stymie €he i-!echlal growth of teacfws and ?he 

inteffectual fife of s t u r n s  

The supetvisory WmiAors wed ts &itfiat? teacher autonomy indude nun- 

drectlve, coliaburatwe and dreziwe. Empiogng this range of supeNisory 

W m i o r s  requires high& d e w  inwactive skills on the paR of supervisor 



negotiate, direct, standardize and reinforce as the situation demands. 

The success of this approach to supervision relies on the "goodness of fit" 

between the selected mode of interaction and the needs of the student teacher. 

The supervisor must choose a model of interacting that meets the needs and the 

skill level of the student in order for improved instruction to be the result. The goal 

of supervision in Glickman, Gordon, and Ross-Gordon's (1994, p.43) view is to: 

... not onfy respond to current teacher performance but also encourage 

greater involvement, autonomous thinking, and coflective action by 

teachers ... they must have confidence that their collective adion will make a 

difference in their students' lives. 

The model prescribed by Giickrnan et al. (1994) has application in POP as 

wftlf. f have found the nun-directive and coiiaborative phases of this model to be 

most useful. The directive and controlling supewisory behaviors described by 

as a short-term measure to address a crisis situation in the classroom. In my 

opinion, when the learning situation places children a t  risk, it is appropriate to 

emmy directive supervision. Students who demonstrate a n  on-going lack of 

motivation or inability to think at,s@actiy and who require directive supervisory 

imerventjons on an  on-going basis, woufd Rd: be permitted to continue in PDP. 

Sergiovanni and Stanett (1993, p-55) further expand the rule of the 

'sor to include a visian of moral action. They argue *is point in the following 

qmmon: 

Supe~siott is to support, nurhtre, and strengthen the moral ideais 

embedded in teaching. Strpewision as a professional acthhty, therefore, is 



intimately tied to both the knowledge expertise of the teacher and the moral 

responsibility of the profession of teaching. 

Supervision for Sergiovanni and Starratt is supposed to urge teachers to 

strive for what is beyond their reach within a dynamic, seemingly electrifying 

atmosphere for change and growth. The role of the supervisor in this 

conceptualization is to assist teachers to develop instructional skill and insight so 

that they are able to create learning opportunities that delight children. The model 

requires sustained and intensive examination and 'discourse on educational 

issues. 

While I agree that supervisors must participate in examining and presenting 

moral issues, and that student teachers need to create learning opportunities that 

delight children, the application of this model to the supervision of student 

teachers would need thoughtful consideration. For preservice teachers, mastering 

?he most routine of teaching tasks may already appear to be striving for that which 

is "beyond their reach." This malei of supervision has the pstetrfiai to inspire and 

energize but also the potential to result in student teacher and supervisor burn-out. 

Sergiovanni and Stanatt's conceptualization of supervision is challenging and 

inspirational, if somewhat romantic. 

Proaram ADDfiCatiOn 

Amrding to the perspective of the module team, one the roles of the 

supwhx is to facifita-te the a_ctve construction of meaning for the preservice 

teacher. In our view of the wcte of supervision, the supervisor is a co-creator in 

creating knowledge about learning and teaching. A s  noted by Nolan and Francis 

UW2, P-53) 



When the supervisor relinquishes the role of critic, conferences become 

collaborative work sessions in which both teacher and supervisor try to 

make sense of the almost always messy data that are gathered in the 

process of relating teacher action to its consequences for learners. 

We attempted to diminish the critical role in order to promote a collaborative 

tone in which issues in teaching are seen as interesting challenges for the 

participants to address. This type of supe~sory conference involves the 

supervisor in guiding the beginner and "gradually moving him to higher levels of 

cognitive functioning." (Colton and Sparks-Langer 1992, p. i 58) Within this 

conceptualization, supervision is a process of collaboration that requires the 

supervisor to assess !he students' developmental level, as in the Glickman, Ross 

and Ross-Gordon (1994) model, and frame open-ended questions to guide fhe 

students' thinking and to "scaffold the students' understanding. This permits the 

student and €he supervisor to "reframe" the teaching situation and examine it so 

?ha? a new interpre?a?ion is possible. Ml!!er (cited in Cokon and Sparks-Langer 
I 

1992) refers to this interc2ange as a "co-construction of meaning." As a result of 

the super\bisory conference, it was our objective that the student would become 

more conscious of hisher own thinking and also more able to articulate the 

reasons for hislher pedagogical actions. 

fn the last stage of the conference, the supervisory team, consisting of the 

faculty associate, school associate and student teacher, considers ways that the 

student coufd set goals and measure growth towards them in the days ahead. 

It is huped that the W e n t  would feel inspired to strive for teaching mastery and 

hislher commitment to teaching would be renewed as a result of the conference. In 

order that this interchange mfd occur, we endeavoured to conduct the cycle of 



supervision in a supportive, non-threatening atmosphere based on a foundation of 

trust 

Feiman-Nemser and Buchman (1 989), like Shulman (1 987), argue that the 

central tasks of teacher education programs is to assist preservice teachers to 

develop pedagogical thinking. Pedagogical thinking, reflective practice, self- 

directed behavior and conceptual change are the central objectives of the cycle of 

supervision within our conceptualization. 

Self Evaluation 

Kemmis (1987, p.74-75) views self evaluation as the "sine qua non of 

educational innovation and change.. . It is the bedrock upon which program 

evolution rests." He argues that when teachers are self-evaluative, the school has 

the potential to become a "critical community of inquirers." For Kemmis, change 

occurs when teachers reflect critically about their own practice. 

Zeichner (1982) calls uppn teacher-educators to change the current 

supervisory power imbalance, ie. the method of evaluation, as a means of 

promoting student reflection and its potential for change. Zeichner proposes that 

when the power imbalance is changed, students can reflect on their attitudes and 

skills rather than on their ' su~va l  needs." Students are able to move beyond 

"impression managemenr to focus their attentions on "critical analysis of classroom 

suzd schoof." Britzman (I 986, p.443) argues: "The ways that prospective teachers 

m&rmd and expjma b9fqpa&g f ~ e % e f  e @ w ~ a n  s f j q  fi&f 

aaxpm%s rewrn Gf rn ~~~ quan 

An additional point in favour of seff evatuation comes from Ames (1990) who 

states that students vd'm feam for extrinsic rewards, i.e. a passing grade, engaw in 



different thought process and behaviors than students who want to learn something 

new about the subject matter or improve a skill. Ames further notes that normative 

evaluation increases the likelihood that students will choose to avoid challenge. 

They prefer choices that ensure success. 

A further point in favor of self-evaluation comes from the policies of the 

Ministry of Education. The Ministry is currentJy advocating self-evaluation for pupils 

in public schools. Pupils participate in setting criteria for standards of 

performance. They set goals for achievement, self-evaluate their work, prepare 

poflfol~os and direct conferences with parmts and teachers. Our students will be 

using these practjces with their pupils. Since this is considered to be best practice 

for our pupils in schools, logicalfy, it should be extended to and modelled for our 

student teachers. 

It appears, that while educationalists caJl for redressing the power 

imbalance in teacher education programs and expound on its potential for 

enhancing student growth, one wonders precisely what the rhetoric means in 

, pramce. I could find no studies on self-evaluation in teacher education programs 

during an ERIC search. It would appear that self evaluation, then, is limited to a 

reflective practice and not to a formal grading practice upon which the student 

teachers' continuation in the program rests. 

Proatam Amficatfon 

Our rnodufe team toQk the concept cif self evaluation a step further &an is 

evident in the literature and we retinquisM the gatekeeper role d~n'ng the first 

semester of the students' three semester program. Our purpose was to encourage 

8xperiment;rtion with aftemWe teaching practices and to promote the 

consider;ttion of new per'-- We believed that students would to go beyond 



their comfort zone if we removed the threat of failure. Self-evaluation was intended 

to remove the power imbalance and create a collegial relationship between these 

student teachers and their supentisors and place us together on a continuum of 

professional development. We believed that self evaluation could contribute to 

corxeptuai change. 

Moreover, self-evaluation allowed more oppoflunities on the schedule to 

visit student-teachers for formal observations. With external evaluation, students 

were threatened by formai observations on Friday afternoons, Hallowe'en, and 
&ha-* &c p + 
i f  iirse is at iSiucE d?y•˜ when t k y  had returned from seminar and were becoming re- 

acquainted with the pupils. W u s e  we were coming to help, and not to evaluate, 

we were welcomed into classrooms regardless sf the circumstances. This 

increased our contacts with students and permitted more opportunities for feedback 

on their progress and dialogue concerning educational issues. 

Another factor in choosing self-evaluation is the difficulty we experienced in 

employing the gatekeeper function of our rofes during the Education 401 I402 

semester in the first year. As facutty associates, we found we simply did not have 

enough data to support a withdrawal given the limited number of observations 

possible during Education 401 i2. Furthermore, school associates also found it 

difficult to determine whether or not a W n t  was meant for a teaching career 

based on twenty-eight days In the cfassroom. These factors, that make informed 

external evaluation difficult during Education 4011402, create an ideal situation for 

stiident seif-evafuation. By employing sefi-evaiuation, we turned a iiabl!it)r into an 

asset- 

For the inwductosy semestef only, Education 405/402, the students in our 

module would self-evaluate over ard above minimal criteria. Students must meet 

the following minimal criteria or they would be withdrawn from the program. mey 



must: 

attend regufafly 

read as required 

* participate actively 

conduct themselves ethically and professionally 

treat children and peers respectfully. 

Beyond these minimal criteria, students were free to determine whether they 

woufd receive a "Pass" for the semester, would change their sequence and 

undertake the academic semester prior to the next practicum, or "Withdraw" from 

the program and pursue other career options. We would not, in effect, withdraw a 

student for failure to develop technical competency after twenty-eight days in the 

cfassroom. 

Student teacher self assessment would be informed by feedback from their 

shoo! associate and by their faculty associate. Students would articulate their 

assessment in a final report presented in a student-led conference (see Appendix 

B) and support it with authentic evidence in a portfolio presentation. 

By what criteria would the students self-assess? Once again, the 

responsibility for defining excellence in the profession fef; to the students. After 

recalfing an exceHent teacher that had influenced and inspired them, and with the 

goals of the program in mind, students milaborated to develop descriptors of 

exceitence in teaching that woufd inspire and motivate their growth. 
-rL Cf)nmp & &ftrEIirsaon qwrpJj & djffiC"R for Some 

Wfmgde .*=@jj~ PDp a w i i  rnMiile t a m  7;;*3&W=" 

an$ "extreme." Difficulties a student encountered in the second semester were 

iiiB#mted to the practice of seft"-eWm in the first semester. Gatekeeping is 

valued within PDP and a t r  program of self evaluation ventured beyond the 



accepiabie norms. 

Reflection and Inquiry into Teaching 

"Inquiry-oriemM or reflective teacher education has recently emerged as a 

powerful afternative to convmtianaf approaches to the education of teachers." 

(Gn'rnmett, 1994, p. 161 ) Grimmett conPinues (1 994, p. 178) to just@ the emphasis 

on inquiry into teaching in the following quotation: 

... inquiring into teacher educabon permits all~mernbers of the enterprise, but 

particularly pre-ce teachers, to experjence the heightened sense of 

respected and responsibfe professionalism that accompanies the framing 

and addressing of vital questions about learning. Put differently, ?hey learn 

that constructively posing and pursuing questions about teaching and 

learning (what iquiv-OFientd te;;cfief education permits presenrice 

teachers and teacher educators to do) represents the essence of being a 

professional educator- 
I 

The concept of the teacher as a reflective practitioner is central to the belief 

that 'coming to know' Is an internal and personal process. According to Elliott 

(1991, p.9-10) it represents a a m c q t m i  shift: 



The folfowiq secZions expiore fhe concept of reffectim and inquiry, examine 

feteis uf reflection and izs role in the &veWrrtent of teachers%nwtuaf 

unders&.nding of teaching and teaming. This section doses with tfie program 

;taPricirtion af reffection to the c=uniculurn in tfie program. 

*... wnat is refieciiorr? 

Schm (I 983) paovkfes a wmpeiiing ckscriptjon of the refierXive practitioner 

that is in dmxt COIWast to the technkal rationaliity that had pe~oilsfy dOminated 

af thwght For S d m ,  r&!ection irmoives %inking on your feet-" He 

Sates that the teaching si- Moms the teacher, it ''talks bade and the 

refkc@&? teadser takes meaning from tfie situ;ttion ttlat infoms present ;md future 

R a m *  for S;chon brings alWry to teaching and moves the teacher 

&dm-I in fhe appreciation system of 

a%ad.ler,tnatis,mt repertoire d values, knowkdp and lheories of 



practice. 

Eisner (1 992) anb Shufmm (1 989, p. 181) disputes Schon's notion of the 

teacher3 &#rty to reflect in action. Shuiman argues: 

... the ordinary schoot setting does mt fend itself to such refidon. It is 

ctraracterized by speed, solitude, and amnesia. Too much is occurring too 

rapidly. One is alone attempting to make sense of the buzzing, blooming 

mnfusion of c i ~ r c ~ s m  l i f e  

My am expetience in survival mo6e during my first year as a Facultgr Associate 

teaching must be made prmiemasc and the focus of inquiry. 

The module team noted that reffection was lacking in our students' journals. 

They prsjst@d in recou~ting the events of the day but they were not able to 
t 

describe Weir new understmdings as a r w f t  of their experiences nor could they 

the students. Van M m n  (I 977) dass%ed reflection according to the stimulus for 

refhsive tho*. His ~ ~ o r z s  are: Technical Reiiectim, Practicaf Reflection, 

and Critical R e f l r n *  

The module ie;im recogRizeb tftl; m e  was overlap these 



students to mnsider Van Manen's classifications and attempt, during the course of 

the week, to reflect on issues within each classification. 

Technical reftectian. 

The first dimension of refiectiwt is referred to by Van Manen f 1977) is 

"Technical reflection." Technical reflection is concerned with the application of 

Hwationaf knowfedge for the purpose of attaining given ends. According to 

Grimmett et  al(1990) researchers Wf7u eSpOlfSe this perspective betieve that 

changes in teachers' practice can be boltgM ab out using this kind uf reflection. In 

me wew oi reireamn, R rs mjr Zhe t m e k f s  m m s i o g y  that is refTecteeS upon, the 

w r c e  of kmwiedge is eHwmf to the teacher and reffedon is used to direct 

praetlce. 

fn this mode of ram-on. the teacher is viewed as a technician and it is the 

roie of refkction to e n h a m  the t eackr ' s  "social efficiency" so that teaching 

strategies Yhat have k e n  suggested by fesearcb in teaching can be enacted 

Micientry. This view is termed the " a ~ ~  science" view by Carr and Kemmis 

(1 986). Myers, cited in f,@ and Cad'tran-Smith (1 992) , and R o s s  and Kyle in 

ZeicWm and Tabachnick f 1991 ) ague in favor of technical reflection. However, 

reflemon on technieaf issues a m  Is not consibered to be enough by many 

edmmnaltsts, the mocktie team inciitdeb. 

Rre rnuclufe team agree with Fman (I 979, p. 63) who argues ' Rre tasks 

Qf teacher & W n  is not to traczs,mit the S O I U O ~  fhirt others have devjssd. 7 7 ' ~  

more ftfnd;immi task is to the t ~ ~ s '  capacity for informed proMem- 

solving." f n suppwt of tf-ris vieww Srczsort (I 993) argues thar professjonaiism 

invaiRres applicatiutr af ~~ kncwrkdge in ways and for pwpes !bat go 

l3qa7-d E r n = ! .  



Pronram annlication of technical teflectlan. 

Afmrtgh technical r&ec%x-i atone is not enough to advance students 

towards Shuiman's co-ora of "the wisdom of practice," it was considered by 

tf?e mobttk team to be an I m p o m  p;ut of the teacher's rule. Though a reflective 

jwmal, students were required to reflect in the technical dimensions of teaching 

wz 
sonsuiting the Iaeratwe on effexWe teaching p r a ~ ~  

reflecting on feedha regarding tt'te efficacy of their technique in enacting 

Practicaf Reflection. 



Prostam au~kat iun  of ~tactfcai reflectfan. 

Through a reffWe jamal the stuknts in the module were required to 

rdW on the practical dimensions af teaching by: 

- making Mugtrtfui aDsewaBrn and spontaneous, fkx&ie -sions in 

resportse to the needs of m feamers 

Whik thts view rrf practice calk upon the prof~ml to &%berate 

orr goals and objectives in education and to move beyond technical rationatity, it 

poses many problems for the shldeni teacher. It is difficu!t to deliberate behween 

altmatives in teaching when me has no d e a r  conception of the options. 

Van Manen refers tcr the third dimension of reflective pra- as 'critical 

pgjg-g++& of -a a@#* @ m a  m e y 9  q&y* 

a fr-. A m & -  w G.*W a a! (?m* p35) the rnrd P * d  Gf :- 

~ ~ s t f i e ~ ~ t e a d ' l i n g i n o r d e r t o m e t o n e w L M d e r S t a n d j n g s o f  

teechng s&a&m. Takert far qarXec! ;issmpms &ad teaching and learning 



Reflection in the crEticaE mode promates a sense of agency in teachers who 

became active in edwat&rtar decisions. This view is supported by Carson (1995, 

p 151) who argues: 

Reflective practice tries to reposition the teacher as having an active voice in 

a a a o ~ a i  W s i w r  making. !t suggests that rather €hm iust being the 

conduit for change (the person vrho delivers someone else's mail) teachers, 

as thinking and at=ring s ~ ~ ,  can and will bfing about what is 

edm&m;tlfy appropriate through their mughtful, re4tectRte practice. 

Praaram amlfcatfon of critical reflection. 



engaging in critia analysis of research, fads, axrimla, methods, and 

and the societat, historical, and political contexts of schooling 

- examining and addressing imMutional and societal issues that do not 

participating in inquiry as an integral part of teaching and a critical basis for 

decisions about practice 
I 

me modufe team impkmefRed several measures in order to promote 



Creating a Climate for Inquiry 

Action Research 

The presewice teachers in the module were required to conduct 'action 

research' in order to enhance their abiiity to reflect and their critical perspective. 

Action research has also k e n  recognized in the literature for its potential to 

promote conceptuaf change. The following section discusses the literature on 

action research and its ;tppIi~iftion to the program. 

Action research arises from the critical orientation to reflective teaching. 

Arx=rdicg to Czn a M  XemmIs (1 986, p. 152) if is fwm of sefi-f-re#fec?ive inquiry 

undertaken by participants in social situations in order to improve tbe rationality 

and justice of their own practjces, their understanding of these practices, and the 

situations in which the practices are carried out." It is frequently seen as a means 

of "emancipatingn teachers and empowering them to contribute to the research 

base on education and to participate in the process educational reform. 

Action research arose from the emphasis on personal empowerment and 
I 

aWcal reflection and its inclusion in teacher education programs is widely 

endorsed. (e.g. Can and Kemrnis, 1986; Noffke, 1995; CochrakSmith and Lytle, 

1990; Tom, 1985; Vafti, 1993; Van Manen, 1377; Tabachnick & Zeichner , l99l; 

Gfimrnett et a!. 1990; Elffott, f 991 ; and Gore & Zeichner,1991) 

Prqmr?ents of action research argue that students come to view inquiry as 

an integral part uf teaching and ihe basis upon which tbir dectsions are made, 

Flake et af, (1 995, p. 40546) defends this perspective: 

Research or inquiry is a way of Me, and teachers who make good decisions 

about cunieufum a@ -nually invoked in the research process. 

Research emetging from practice has a natural life in sct.toOfs bemuse the 



questions a re  more appropriate, the investigations a r e  more natural, and the 

findings are more credible and valid for school practice than is the case with 

r e m r c h  conceived, conducted, and interpreted in the clinical setting of 

higher education. 

Goswami and Stiffman cited in &bran-Smith mu' L@e (1 990, p.8) make a 

compelling argument for imofvement in action research. They report that when 

?ebc:h?rs are reg&'fy InW!?ed In EiaQrl r-Ch: 

1. Their teaching is transformed in important ways; they become theorists, 

articulating thejr intentions, testing their assumptions and finding 

connections with practice. 

2. Their perceptions of themselves as writers and teachers a r e  transformed. 

They step up their use of resources, they form networks; and they beoorne 

more active professionaiqt. 

3. They become rich resources who can provide the profession with 

i17iormaijon it simp$ t 'm~7Y r"iaiie I rley an OGM@ CioWy, aver' bTig 

periods of time, with special insights and knowledge. Teachers know their 

ciassrooms and students jn ways ftZaf otrtsiders can't 

4. They become critical, responsive readers and users of current research, 

Jess apt to accept ttmritieafiy others; W r i e s ,  less vulnerable to fads, and 

more a m t i v e  in their assessment of curricula, methods and materials. 

5. They can sw w@ng and learning and report MI findings w i W  

spending kiqe sums af money. ~~h they must have suppal and 

recognition) Theif studies, while probably not definitive, taken together 

should help us &wetop and assess Hiliting cunieula in ways that a r e  outside 

the scope of specwits extem~ evduawsS 





teaching, the necessary arrangements they need to make to obtain feedback on 

W i r  progress towards their goats. W e  required a summary of their reflections on 

their action research in the technicai, pracficaf and critical a reas  at the end of each 

week during Education 4535402 and bjweekiy in Education 405. 

While the students in ttre first year sf the program were required to conduct 

action research, their feedback indicated that this was a n  irrelevant add-on. In the 

second year: we made action r s e a c h  and subsequent reflections on it the only 

assignment for the semester and fi formed the structure by which students would 

seff-direct their learning. 

T b  f$st jn  ppwdGEy -*%&n& z@jgn w s  f-yAs tkdf 

inquiry on the context and culture of their pramcum placement* Prior to students' 

first visit to schools, we gave them a sample of the types of technical, practical and 

ccItic=al questions they migM ask about their school community. 

Fot'fowing the first visit, students were asked to identify an aspect of teaching 

into which they wanted to inquire, or to i~~ a need within tkir cfassrmm that 

t h y  would fike to address by means of action research. We asked students to 
I 

select a 'big idea" for example inclusion, meeting the needs  of diverse learners, 

effective teaming in a whole fanguage program, active learning, cooperative 

beaming etc. We believed that by examining one aspect of teacfijng in depth, all 

others would become dearer- For example, if a student's topic was 'inclusion of 

e'elwtmt learners' that student wwfd need to consider teaching practices, 

modrfiation of cuniculm mI tessm materials, erdiing ewatuatbn methodst 

f#iiibing communrry W n  the &ss~>rn,  r e a g W n  of diversity and so forth. 

The inmefationship of afl ;tspects of teaching was a dtfficutr concept for 

shKtents in the beginning. They did not u W s t W  how their action research, 

limited to one aspect of tead.mg, would lead them to greater understanding of all 



aspects, Their inquiiy began as a leap of faith. 

Students began the cycle of plan, act, observe and reflect to direct their 

inquiry into their topic of interest. Each week, they wrote a onepage summary of 

their reffectjons on !heir action research inciuding reflections in the technical, 

practical and critical levefs. The finaf setf evaluation (see Appendix B) was a 

summary of their research and how it informed their understanding of 

teach'ting and the go;sfs of PDP. 

Bufidlno a culture for collaborative inaulry. 

The rnndu!e team attempted lo bui!d a culture far wi!abor~tm inquiry within 

the module. !n order to achieve this, f also participated in actjon research and 

mateffed myself as a learner in the process of inquiry and reflection. This master's 

thesis developed from the action research I conducted with my students in the 

module. i read excerpts from my research aloud to the students and each time that 

my inquiry resuited in more ctaity about the program, f WwgM my undersMndings 

to- our discussions. As Grimmett (1 994, p. 172-3) notes, dlaborative cultures 
* 

represent "the inteilectmf ferment within which ideas for educational change can 

ftourish and expand." Thus, the students and 1 engaged in 'inteltechral ferment' 

together. 

In addition to pftkip;ttjng Wth my students in action research, I facilitated a 

caflatxrrathie action research group for s&ml associates who were interested in 

conducting inquiry into mentoting their student teachers. f bel~eved that 

Wfaborative research H'%W re~uft in a m b e r  of ~~, m t  onfy fur the 

teachers Invoived, but &so for my stucienfs, and for Simon F r m  university. 

Firstly, the teacher participants wouid enhance their supervisory skills by 

improving their ability io Goliect & @ c t i ~  data, conduct the COIfff3r8rx8 



and promote reflective practice. Moreover, they would enjoy the benefirs 

described by Goswami artd Saitrman (in Cochran-Smith 1990) that adduce to 

participants in teacher research groups. 

The student teachers would benefit from the "collaborative resonancen 

(Cmhran-Smith 1991a) with the module program tbat would resuft from the school 

associates' invufvement in continued professjonal growth and on-going inquiry into 

teaching. Additionally they would benefit from the S.A.'s increased skill in 

mentoring their growth. The university would benefit from having schm1 a s s d a t e s  

who possessed a greater umrstanbing of supervisory skilfs, insight into a@on 

research and inguir?/ into teaching to mentor future student teachers. Moreover, it 

is possible that these sctlool associates woufd be encouraged, tbrough tbeir 

i~fufvement in the rneMmng program, to appfy as faculty associates. 

Models of teaching. 



h r n  to employ a repertoire of teaching models as appropriate to the content and 

to students' learning rreeds. t am skepticat of this position. My experience 

suggests that teachers prefer muckis that reftect their orientations to curriculum and 

do not venture far from t km.  To do so creates dissonance and results in 

disssttisfadion with teaching. Nevwthekss, for the purposes of the module team in 

promoting reflection and conceptual change, it was imperative that students be 

exposed to and experiment with a range of models. 

Propram application of models of teaching. 
\ 

As noted previo~d-sfy, if our students were 20 ~nderstand ),hat effective 

teaching could look very different from the teaching they may have experienced in 

public schools and university, it was important that the module tmm employ a 

range of alternative models af teaching. To this end we demonstrated an army of 

teaching models particulady those enpttasizing active learning and social 

interaction. We selected a model of teaching from each of the 'families' described 

&y Joyce, Weil and Showers (1992) to emphasize in the module program., 

Students were expected to employ each of these models during their 

praetka and reflect on student kaming and their own responses to the model. 

Students were also required to read Harmin's (1994) ins~ i r iw Active Learning. 

The activities in this h k  combined with tfie models of teaching gave the 

preservice teachers the Seatrity of technical "know how" and axmete exemplars of 

ways in which alternative teaching strategies muld be employed. Add'itSr,nally, 

they sparked m n a a  fw reflection on alternative teaMing m e t W  and their 

patentiai for sWw& as well as prcwiaJng a common vocabulary to use 

within trre m e  of wpenrisic#1. 



ways in which afternative teaching strategies could be em@uyM. Additjonally. 

U~ey sparked opporhinaes for refieon on alternative teaching methods and their 

potential for student ieamtng as wed as providing a common vocabulary to use 

W i n  the cycle of supervision. 

Summary 

Shis chapter expiwed the ffterature surrounding the elements of the program 

initiated by the modufe t m  for the preparation of preservice teachers and the 

pmotion of mm@tg;li: change- This examjrration incfudeB the following: 

mobellirrg of effect@e teaching and its application in the program 

principles of effective instruction and examples of learning experiences 

early exposure to ckssrooms 

modeiling reflectjon 

promoting autonomy 

- ethic: of care and examples of its application in the program 

alternative perspectives on supervision and the model preferred by the 

module team 

- self evaluation and its application in the program 

reflection and inquiry into teachjng and its application in the program 

creating a climate for inquiry 

action research and its application in the program 

- modefs of teaching and their program application 

T t i  chapters f"3 idb- -be the r i r e k  approach usecl iri itsis s i i y  

-2, mfw# ee *qe 6% gmp6, .ahat + j j  b j g M c  ti; &qe 

program and their response to it. 



GHAPTER FOUR 

THE RESEARCH APPROACH 

This chapter explains the qttalifative research approach used in this study 

anb its swtr;ibifity to purposes of this study. AddjBonalM, the firnitations of 

quaiit;itive research beyond ttzose discussed in Chapter One are discussed. The 

method of data dfm, anatpis of the data and the cb&e of swdent subjects 

are expf8fW. 

Qualitathe Research and its Suitability to this Study 

A quaiitative research approach was used in this study to examine the 

meaning the participants made of the experience of learning to teach within our 

module. Qualitative research arises from a naturalistic paradigm and as such 

assumes that there are  muitipie realities-that the world is not an objective thing 

but is a function of personal inleractjon and perception. It is a highly subjective 

phenomefm tri need wf interpretjng rather than measuring. (Meniarn, 1988, p. 17) 

Tke research takes the form of descriptive ethnography which attempts to provide 

holistic explanation in order to "...descr&~ and analyze some entity in qualitative, 

complex and comprehensive terms not infrequently as it unfolds over a period of 

time." (Meniam, 1988, p.9-10) 

For decades, schotars and researchers have debated the relationship of 

knowledge and teaching. Frm various perspectives and research paradigms, 

ftow it can be kmm, w h ~  has the authom to know, and M w  knowledge an or 

should be used for theoretical and practical purposes. In contrast to the naturalistic 

paradigm, fbe positivistic paradigm of inquiry, utilized in quan-ave research, is 



founded on the be fiefs that there is a single, objective real@ which can be 

measured and observed (Mwjam, 3988). With the emergence of qualitative 

research, Carter (1993, p.5) suggests 'some mourn the lost of quafititative 

precision and scientific rigout" brrt others ceiebrate the emergence of qualitatjve 

research as a way of knowireg. T fre fotfr>twing quote from Carter (1995, p. 5) 

&monstrates this belief: 

For many of us tfkese stories capture, more than scares or mathematical 

formufae ever can, the riWness and indeterminacy Of our experiences as 

teachers and the complexity of our understandings of what teaching is and 

how ofhers can be prepared to engage in this pro&sMm- 

tn my opinion, quaistative research is best suited to the exploration of the 

program implemented by the moduie team since our inquiry lies in the subjectwe 

reaiity of the experiences of tf.rose invoked rather than in measurable outcomes or 

testable products. This mode of inquiry appears to be desirable in exploration of an 

I;n;tmv'atPv'e pr~rarrt bemuse it "prwddes a Gats 5ase for fi2;;re comparison alM 

theory building." (Merriam 1988, p. 27) Sbufman (1986a) further supports the use 

of qiiafitative research by posieng that the 'PiWy described and criticatly analyzed 

cases" that may be found in qualitative research, serve to complement the 

'"scientLfic knowledge of rules and principles" founded in more traditional forms of 

resezrch. These tvvo authors reflect a perspective on inquiry into teaching into 

which this study fat fs. 

This investigation - is an inquiry into conceptual change experienced by the 

students in a teacher education program in order to inform us about the preparation 

of teachers. Because ttre module program was developed from a constructivist 

perspective, presenting the data in the form af student vignettes is complimentary 



to the m~'~*~pmlization of the program anb. the questions this study addresses. 

Through *M vignettes, the reader can witness tbe consvuction and reconstruction 

of presen/ice teachers' wn&rstanding of teaching and learning. 

Furthermore, I chose. to include the student vignettes W u s e  1 believe that 

tfie voice of presentice teachers and their stories of learning to teach is informative 

for thm of us  who wouid prepare them for classrooms. in supoft of this, Lytfe and 

-ran-Smith f 1 990, p.2) argue similar& for the inclusion of teachers' voices as a 

part of the knowledge base for teaching: 

Missing from the fieid of research on teaching, then are the voices of 

teachers Wmse!ves, the questions that tezchers ask, and the interpretive 

frames that teachers use  to understand and improve their own classroom 

practices. 

Through this study, it is my hope that the voices of the student teachers in the 

modute program will contribvte to the knowledge base for teaching. 

Limitations of Qualitative Research 

fn Chapter Om, I outElml a number af limitations to the research conducted 

in this study. in summary, those iimitations include the following: 

My closeness with the subjects may Pave deterred me from probing 

sensitive areas  of inquiry. 

Furthermore, I may bave identified so closely with the subjects that I failed to 

see issues as prublematic. 

The imbaiance of power between the ~Weats and myself may have made 

the students reluctam to decline participation in the study and reluctant to be 

candid with their views. 



Ollfy perml and professionarf investment in the program and its o u t m e  

may have led to & is  in anaJy+ing tbe data. 

Finaiiy, as Wideen, M, Mapr-Smm and Moon (in press) argue the 

students may have indicated mmeptual change because it was expected of 

ttzem ratber than froin a genuine commitment on their pan. 

tn addition to the finhtisns &ed above, qualitative research itself has a 

n m b c  of inherem iirnmim in regards to its reliability and validity. Those are 

discussed in the foilowing passages. 

According to Meniam f 1988, p. 170) 'rerta51fity refers to me exrent to which 

one's findings can be replicated." This issue is problematic in qualitatwe research 

as the researcher is not "seeking to isolate laws of human behavior ... but rather to 

describe and explain ?he world as those in the worid interpret it." Guba and Lincoln 

cited in Merriam (1 988, p. 171) argue that "it is impossible to have intemaf validity 

witbout reliability." It folfows for them that if there is internal validity, there must be 

rdiability. For Lincoln and Guba if the results of the data anafysis makes sense, 

aRd they are consistent and dependable, then the study has validity: (Meniam 

1988, p.170) 

f have attempted to emure internal validity and, hence, reiiatility by: 

* expfaining my assumptions and theories behind this study and my position 

in relation to the group being studied. 

- confirming the data wifh the research subjects. 

- descr:b;ng the methods of data collection, tire derivation of categories and 

how tfecisions were made regarding the data. 



tnternal Valddft y 

Merriam f 1988, p. f 66) states that "internaf validity dwfs with the question of 

t aw  one's findings match reality." The issue of validrty in qualitative research is 

probiematic. One problem fies in the translation and interpretation of the data by 

the researcher. tn order to ensure that the data in tbis study was accurate, each 

research subject received a copy of the data set containing the excerpts from 

documents and the transcript ai the interview@). They were invited to comment on 

the data ;u?b make revisions. fn keeping witb ethical concerns, drafts of the 

ethnography were submitted to the subjects before they were included in this 

imn 

An additional prubtem concerning the vaJidi?y of qualitative data is based in 

the possibility that the data can change from day to day. Metriam (1 988, p. 167) 

suggests that long-term observation is a strategy to promote vaiidity because 

"rea1tt)f is "holistic, mu&idimensional and every-changing; it is not a single, fixed, 

objective phenomenon waiting to be discovered, observed and measured." For 

this reason, tbis study includes data taken at frequent intervals throughout the 

course of two semesters in the program and on into the third semester. 

Extetnaf Vafiditv 

External validity, or generalizability, according to Merriam (1 988, p. 173) "is 

mcerned with the extent to which the findings of one study can be applied to other 

situations." External validity has limited application in qualitative research and 

critics of qualitative research methods fault mis mode of inquiry for its lack of 

generafizabif ity to larger popufations. 

To counter this criticism, Zurnwaft, (cited in Cochran-Sm&b and Lytle, 1990, 

p.6) argues that the ~eneralitat>ility that is a pan of the pltivist paradigm may not 



continues "it is virtually impossibie to imagine any human behavior which is not 

mediated by the context in which it ccars." In order to better understand 

cfassroorns and learning, we need, not laws abut  what works generically, but "the 

partiarlars af S-iow and why something works and for whom, within the contexts of 

particular classrooms." 

However, I have attempted to improve the external validity by "providing 

rich, thick descriptionn (Meniam 1988, p.1771, and by "describing how typical the 

... individual is compared with others in the same class, so that users can make 

comparisons with their own sittlatims" (Goetz and LecompPe cited in Merriam, 

1988, p.177). 

Data Coiiection 

trt Chapter One it was noted that the data for this study came from seven 

sources. An elaboration of the data collection methods foilows. 

Sources of Data 

Oocuments 

Written documents form the most significant scurce of data for this study. 

Documentary data are valuable because, ideally, "the investigator does not alter 

what is being studied by his or her presence" (Merriam 1988, p.108) The 

documents in this study, however, were written specifically for the researcher1 

supervisor and wnsequentIy the documents may indeed by "altered by her 

presem." 

The documentary evidence for this study was taken from seven sources. 

For example, students were asked to write about their perspective on teaching and 



feanim d ors the firsf tfay of tM seminar. Twu sf the questions were: 

what is !*he role of the teacher? 

what are your beiieds abut how children learn? 

Students were required to sutifrnjt a summary 4f the issues they had been 

considering in their jourmfs on a week& basis during Education 401/402 and on a 

biweekfy basis during E d m B o n  485- These summarjes have been wed as a 

source of data for this stu$y After each formal observation, students wrate 

reflections on the lesson, the implimtions of the data and their pians to grow in 

teaching. These have mntribvted to the data base for this shrdy. 

A s  stated in Chapter Three, the content of the seminars was largely based 

on student needs and arising from their interests. In order to ensure that were were 

addressing student needs adequately, we asked for written feedback a t  regular 

intewais throughout Ed-on 40114Q2. Moreover, it is common practice at  SFU 

that students evaluate their programs and instructors a t  the end of each semester. 

WM!e ,*dents have the option of rnaimaini~! anonym@-9 cn all of these feedback 

documents, the stydents in tbis study identified the documents as their own and 

gave permission for t h l r  itx!usion in this st~dy.. 

After tf72 marks had been submitted and the semester had ended, all 

students in my grotip were asked to cornpfete a questionnaire on the program 

ekments  and its influence on their thinking about teaching and learning. (ses 

Appendix C) Ten of tweive questknnaires were returned and these were used to 

supplement the data culfmed from the seven research subjects. 

The rnodufe team designed a n  alternative final evaluation form for the first 

semester that better refiected the emphasis of the module during the semester. 

(See Appendix B) These se# evaluations were a valuable data source. During 

Education 405, student midterms and standard PDP final evaluations were used- 



interviews 

As stated in Chapter Om, the interview data had limited application in this 

stucQ. Most of the data fur this study comes from documentaly sources. Interviews 

were also conducted as a means of providing darjty in the interpretation of 

documentary evidence and additional insight into the thinking of the participants. 

Opportunities for i n t e ~ e w  during the semester were limited by my concerns that 

my agenda not intrude on tf'te students' needs during t.".eir often stressful practicum 

experience. 

Initial interviews were held with six of the students during the Education 405 

semester. These iritenziews were unstructured and exploratory in nature and 

students participated individually in one session lasting approximately thirty 

minutes. These irtten4e:vs were MJd fof lowi~~~ a supervisor+ cycle on a routine 

visit to the school. The ipterviews were tape recorded and I transcribed all the 

tapes myseff. 

One student, Kathryn, was not available to be interviewed until during the 

third semester. That interview took place at my home. I gave her questions to 

consider in advance of the interview and s h e  arrived with notes on issues she 

w8ntecf to be sure to include. Tht interview session was taped and lasted nearly 

two hours. 

Subsequent intenRews with the for clarity or additionaf data, 

took place over the telephone. i took notes throughout these brief interviews and 

did my best to capture student mmments verbatim. i then read the statements back 

to the students for verification. 



T k  S&jms of the inquiry 

Seven stu&nS ayes! tr, be r e d c 3  subjects for this study. Each of these 

seven smdmts permrtted me generous access to their time and their written 

documents. f chose We orjginal seven students for the following reasons. 

Ftrstfy, i warned to be sure that the data I collected were representative of 

the range of student perspectWs and :esponses I perceived. ft was my perception 

fkaf eight c# tthe Wefve ft~~@~%s f saLfZIpiW during Education 405 wefe 

enthusiasoc in their respnse to Wte program and successful in implementing 

teaching techniques that are  consistent with a constructivist perspective. 1 

arbitrarily chose three of these students as subjects of this study. There were two 

students whom 1 perceived as being enthusiastic ir! their response to the program 

but who experienced diffjculty with implementation. 1 chose both of these  students. 

F ~naily, there were two students whom perceived to be critical of the philosophy of 

the program and who expressed reservations abut  alternatives to direct 

ir^&iii~n. i chose both of Wse slrrdettis as subjects of the .siudy with the intention 

of finding disconfirming evidence. 

I also chose these WrtScufar seven students for the study because, while 

they presented diverse responses to the program, they all shared a number of 

characteristics in common and were 'typical' of ten out of twelve students in my half 

of the module in that they are  women, they a r e  ail in their early twenties. 

ft should be noted that tkse data were collected from students who 

completed the program under my supervision* mere are tw4 addjriona! s@x&?n& 

WtKI were not included in ttte data base in this study. One of these studem 

withdrew from PDP hmuse of difficuWes she encountered in the practicum. She 

appeared to lack a a~ceptual  base from which to reflect on her teaching. She was 

u M e  to articulate learning outcomes and uwfe to plan a sequence of learning 





Data Analysls 

Data Analvsis Method 

My first step in amf)rzing the data was to classify them according to broad 

categories. The categories were: 

student statements of kiief, attitude, values and preconceptions upon 

entenri the program 

stwferst experience of the module 

student p r s m e s  on Wcbing and learning in the first practiwm 

student perspectives on teaching and learning in the second practicum 

reflections on the program 

other 

I extracted these passii~es of student text verbatkn and cornpifed a 

mndensed set of data, or a vignette, for each of tbe seven students. From this 

amdensation, I began to cad? the data fur themes a m r d i q  to the mannet 

recommended by Becker and Geer (1960, p.271) who describe data analysis in 

three stages: 

selection and definition of indices, concepts, and problems or themes 

- check on the frequency and d&tribution of the phenomena 

* inccrrporatiorr of individual findings 

Here are two examples of the manner in which i csded the data for themes, 

cmmepts and indices: 

Theme: The module program promoted dissonance. 

and... 



index: 'if kepi things manageable for me." 

Concept: inquiry makes teaming to teach more manageable 

Theme: Inquiry promotes student growth and change by making 
teaching more manageable. 

From the data analysis, I then reviewed ail the student vignettes to note the 

freqency and distribution of the phemeza. The data that were selected ar,d 

quoted in Chapter Six a ~ e  iepresenBtive sf the students' experience and 

perspective. Thsy were not selected to support my view as researcher. in every 

Devefoment of the Vimettes 

In developing the vignetres for presentatkm in Chapter Five, there has been 

mnWeratate editing in ttpe sense that f have lifted whole sentences or paragraphs 

out of the mntex•’ of the sPudmts' documents and placed them in a sequence of my 

own design. However, there has Men minimal editing of ttre actual content of the 

statements. h?MjfiCitfim were made on& for the sake of reader darity. For 

example, I abheviated run-on sentences, replaced promum, and oocasionally f 

champ3 verb tenses. I edited fw repetition and expressions like 'you k W  and 

'kinda." fn m e  cases, f m n a a  grammar. 

With the exceptim of these limited changes, the student comments are lined 
verba&m from their files When I have incfwfed fieldnotes in ?he vignette, they are 





CHAPTER FIVE 

THE STUDENT VIGNETTES 

The chapter introduces the students chosen for the vignettes and presents 

me vigrrezes. 

irttroductian to the Sudent Subjects of the Vignettes 

Pam - 
Backwound 

Pam was Wenty-Wa years ~ ! d -  She has attenbed private, de;lominational 

sctsools mroqhout her elmeMary, secondary and university education. Her 

experience in PDP was her only experience within the public education system. 

She lived at home with her parents and was engaged to be married soon after 

PDP. Pam was offered and accepted a teaching position in a private 

demminationai scttmi during Education 405. She began teaching the September 

after graduatkn 
I 

Pam completed both of her practica in grade 5/6 classes. Both school 

associates used transmissive methods but were open to Pam's experimentation 

with other teaching rnerlx#ls. mey both agreed to the rearrangement of the 

stardent desks from rows to groupings to facilitate student interaction. They both 

w@e pleased with Pam's mnMbution to the class and her development as a 

proqec%ve teacher and coikague. 

f chose Pam as the subject for this study because her entry beliefs were very 

trammat and cowwatiw,. Addaonally, she expressed criticism of the program 

& seminars and her entry beliefs persisted duting her practica. I felt that Pam, 

wMFe sharing many @a& in common with Pler classmates, represented the 



traditiomf extreme. f beiieved it would be more difficult to realize conceptual 

change in Pam's beliefs than in ffie other student subjects of this study and, as a 

resuit, I beIieved that the development of her understanding and her response to 

the program would be interesting to read. 

Kathryn 

Backnraund 

Kathryn was also twentytwo years old. She attended public schools for her 

K-12 education and a private, denominational university for her undergraduate 

&gee. Kath~jcn was married just prim to eniefhg PDP and she hopes to be 

employed in the pubhc schmf system. Kathryn's first practicum was in a grade 6/7 

class and her second in a grade 5/6 class. 

Both of Kathryn's School Associates also favored transmissive styles of 

teaching but the School Associate in the second practica had introduced the class 

to some cooperative learning strategies afthough she did not model this type of 

teaching for Kathryn. Both School Associates were supportive of Kathryn's efforts 
I 

to vary instructional strategies and to move the furniture from rows to groupings. 

The School Associate in Kathryn's second placement insisted that she teach 

separate curricula to each grade. There could be no overlapping of topics or 

blending of assignments. Consequently, Kathryn had to prepare separate curricula 

for every subject for both grades. This conwbuted greatly to the stress that is 

evident in her vignette. 

Both of Kathryn's Schoof Associates were plea& with her development. 

Bath expressed beliefs that she "had all the basics" and just needed to 'refine" her 

teaching practices. Both felt that she would be an excellent teacher. 

I chose to includ@ KiW~ryn's vignette because, while her entry beliefs were 



@adifionat, s h e  responded eMhusiastically to  the seminar program and appeared 

to embrace constructMsm from the start̂  She experienced success with alternative 

models of teaching in her first practicum and she demonstrated a promising 

wnceptuaf grasp of teaching and learning. It appeared to m e  that Kathryn was 

committed to the vision of teaching proposed by the module team. Her experience 

in the extended practkurn, however, demonstrates the difficulty she experienced in 

enacting the vision. Again, I felt her experience would be interesting to explore. 

f he Student Vignettes 

Pam - 

Statements of Belief U ~ o n  Enterincl the Proaram 

I have always believed, based on my faith, that students are very worthwhile 

and very valuable and yet they a re  sinful. They need structure, guidance, and they 

sometimes need to be taught a certain understanding of the way life is. 

Direct instruction is what 1 learn best by and what I believe in for other 
I 

students. i am convinced that students must learn a n  actual body of knowledge 

m u s e  they will not be able to function in our i e chno log i~ l  society. I also believe 

this because I M i e v e  that there js a n  absolute truth and solid knowledge that 

students may be able to learn and apply although they will each understand and 

apply it in different ways because of their uniqueness. 

1 believe that children learn by example and through experience in a holistic 

way involving them emotionally socially, physically, intelfedually and spiritually. 1 

believe that the rofe of the school is to help children learn intellectually. The 

teacher has to teach interesting and practical things. Shd has a leadine, dBitlifl4, 

motivational role in Me curriculum. ~ & & r s  hClve the authority and responsibilrty 



to plan learning expefiences f ~ r  children. Teachers must atways be in control as a 

leader and guider of events. While it is afl right to involve students in decjsions, 

tfey must not be aflowed to dictate the program. At the s a m e  time, teachers 

should demonstrate love and care for ali children and help them in developing a 

positive seE-concept. 

My metaphor for teaching is a mountain hike. The teacher is the guide and 

the hiking instructor who teaches the children how to hike to achieve their goals. 

Exmrience of the Module Proclram 

The module team asked for our input a lot and really tried to tailor the 

program to  meet our needs. Tfcley did this by frequency asking u s  to write down our 

needs individually and In groups and then asking us  if those needs were met. The 

program was very helpful in that it really tried to address our needs and it provided 

many varjed experiences during module time. But there is too mu& emphasis on 

process in this program and not enough on content. 

There should be a way to actually teach u s  how to teach. There should be 
I 

some basis. I don't think its a prescriptha type thing. Teaching is not a type of 

thing were you can prescribe OK in this situation, do  this and  this. It's not like that 

and yet 1 think there a re  some  guidelines that generally good teachers do know 

and I feel like IU like to be iet in on the secret. 

Sometimes the lack of guidelines from my FA frustrated me. This helped 

me to see that there is a balance between h e b i n q  students to think for themselves 

and simply expecting them to do so wiMout any guiddlines or direction. 

1 think I was challenged throughout the semifiats because 1 had slowly been 

developing some  s e n s e  of trying to char@? way things were in school bemuse 

t had ken  taught most!y by direct instruction. I don't know if it chaJIengd\d my 



beliefs, I think it challenged my assumptions some times. In terms of challenging 

my beliefs, well, I don't know, sometimes. ... l don't know that I've changed them 

though. 

Modet iing. 

The risk-taking of my FA in trying to align her practice of teaching with her 

philosophy and the dedication with which she continued to learn about teaching 

strategies and philosophies of teaching and learning inspired me. 

She was also conducting action research as a professional working with the 

student teachers and the curriculum. This helped me to realize that we are &I on a 

continual process of growth and that Janine is in the same process. Janine 

modelled openness to new ideas and enthusiasm for trying to find different ways of 

doing things. She admitted to learning lots from us. She showed so much 

mmmitment and enthusiasm for being our FA. She was very supportive and built 

a good relationship with ma as a student teacher. Her drive to do the best she 

could and her encouragement and support for us to do the same were amazing! 
/ 

Cvcle of supervision. 

Through the cycte of supewision, i was responsible for leading the 

discussion about my lesson. I learned to be more independent and responsible for 

what I did. Janine encouraged and enabled me to come up with ways to try to 

remedy situations. She encouraged me to involve the children in identifying 

problems and for them to contribute soiutions. She gave me lots of feedback on 

what she saw during formal utservation-s and this helped me see things more 

concretely and to put a finger on something I knew was there but couldn't describe. 

The m e  of supervision was helpful in making me realize what kinds of questions I 



should ask ab!rt my !e=nsl my p!anni.ng and the way in which I implemented my 

lessons. 

Self evaluation. 

t still have difficulty with self evaluation because I have been used to teacher 

evaluation for so long and bemuse I am a perfectionist. If I self evaluate, I have 

never done enough or learned enough. I am sti!l struggling to develop and 

maintain a balance between challenging myself and yet being realistic. I am 

struggling with setting my own realistic goals as a developing professional without 

comparing myself to others. 

Self evaluation in the final analysis taught me that no one else will help me 

evaluate my teaching. I'm not sure that this was the intent of the program. I feel 

that I didn't receive feedback after by seff-evaluation. I also felt restricted by the 

need to "sell" myself and this inhibited me in openly analyzing my understanding of 

teac!!ing 2nd Ieming. f also soil didn't feel that the threat of evaiuation had k e n  

removed. I suppose this was because 1 was concerned about portfolios. 

Reflection and inaulrv. 

Reflecting real& helped me to relate my philosophical understanding of 

teaching and learning with my practices. It also helped me to begin to solidrfy my 

own philosophy and style and to analyze the impact that my teaching may have on 

society and the impact that society has and will have on my teaching. I have 

discovered how crucial it is to the educational system to have reflective teachers 

who are life-long learners. Otherwise, teachers naturally revert back to what is 

mote comfortable to them. It is impor?ant for the teacher to be a reflective and 

rnougtrtful practitioner. 



The rnodufe has k e n  effecWe iii helping me be~rne an independent 

learner by &lowing me  to cttoose a focus for my action research. i do see action 

research as a very usefuf and powerful tool for teachers, not only during PDP but 

throughout the teachjng career. 

PersDeetives on Teachina and Learninq in the First Practicum 

I discovered two important principles this week. Teachers all have their own 

unique styfe, toleration leve!, manner of dress, and organization systems and this is 

fine because children learn different things from each teacher. This comforts me 

Because I wondered if ! was dressing or acting like a teacher and what this exactly 

looks like but I think now that we are only similar in our goal of helping students 

become lifelong learners and in our standards of professional excellence. 

I have also discovered that the reason schools do not change is that 
I 

teachers often revert to familiar strategies or methods because they are most 

comfortable with them. I see that in M s  R's focus on direct instruction and in my 

structuring uf a PE class warmup. It's similar to what I learned in school. It is 

therefore ~s~ to provide teachers the theoreticat and practical material to 

help them develop other methods in their classroom. Change comes about very 

s!8wdy because of our our fear  of the unknown. 

The vision. 

i want to create a warm, supportive atmosphere in the classroom where 

students would act in a caring way toward each other. The activities would ailow 



stuclerrts to interact with and communicate with each omer as weii as the teacher, 

and they would incorporate many different teaching strategies so that students with 

different abilities and learning styles would be involved. The children would exhibit 

the amperation skills of involving all group members, listening attentively to each 

other, and resolving prob!ems in appropriate ways. They would self-evaluate and 

pee r  evaluate and list ways in which they could improve. The special needs 

children w u f d  participate a d M y  In the group, have a more positive attitude 

toward learning, maintain higher on-task behavior and achieve more skills and 

content than before. 

Reflections on the needs of children. 

Grouping students was a very difficult task. 1 grouped them heterogeneously 

because many of the cooperative learning authors suggest that this is best, but I 

have wondered many times if the special needs students would benefit from being 

grouped iog&r"ler. i think some3rnes that they could be grouped if this did not result 

in them feeling targeted or being set apart from the rest of the class. The teacher 
I 

should respect and strive to help students develop to their full potential as 

individuals with different strengths and weaknesses who are equally valuable for 

who they are. 

I realize the need to praise students when they use collaborative skills and 

to build a lot d positive interdependence into the cooperative lessons because 

these students are used to working on &ejr o w  and they need a boos? ?ts ta!k to 

and help each other. Social learning is important because some students !!earn by 

verbalizing their thoughts and interacting with other student ideas. It is also 

impflant bemuse it promotes the development of values and their application to 

life as well as positive attitudes. 



Moral beliefs and sense of aqencv. 

The students haye great djfficufty developing any cooperative learning skills. 

The teachers here have chosen not to use cooperative learning because of these 

diiiculties but these are the children that cooperative learning can do so much for. 

They need to have a warm, harmonious classroom atmosphere that supports them 

because many of these students are not receiving the support at home to promote 

risk-taiting and iearning new things. 

They also need to learn the collaborative skills that will enable them to 

develop committed relationships in which they can encourage each other and work 

out problems. That is the only way that we will be able to reduce divorce and family 

difficulties for the next generation of children. The students will be much happier on 

the job if they can develop better relationships there. 

Cooperative iearning is not just a morally and ethically valuable goal 

because of the emphasis on working with others and building meaningfuf 

relationships. It is also a very important goal in leading to positive leaders in the 

worid who understand and can critically think about and refiect on definite concepts 
/ 

and knowledge and who have the problem solving skills and the people-skills to 

implement changes. 

Fieldnote on the effects sf self evaluation: On my fast obserwation of 

Pam, she had planned a n  elaborate "jigsaw" structure on the states of 

matter. Pam's teaching partner had asked,"Are you sure you want to teach 

that fsson on a dajj when Janine is observing you?" Pam had responded, 

"Yes. Jan im is corning to k ! p  me, not to etlzltlzte me. ! e x w t  L3is fo 55! a 

difficult lesson with a lot of learning for me. She  can help me understand 

how to make adaptatim for next time." 



Pet8mctives on Jeachlna and Cearnincl In the Extended Practicum 

Fletdnote: I cafiecf in to visit Pam and to se@ that she was settled in her new 

practicum placement. During our conversation she mads the following 

statements: 

The new methods we learned in seminar are fine but I can't do something 

exciting every class sf every day. My School Associate used the te~ tbo~k  

before 1 got here, she wifi use the textbook again when I leave. The children 

are used to it. Why should i upset their roartine?" 

and.. . 

"I don't know why you say you are coming to see me teach when it's the kids 

doing all the work that you want to see. Direct instruction is what I learned 

best by and it is what I beiieve in for my students." 

These comments surprised me because 1 had believed that Pam had begun 

to value alternatives to direct instruction by the end of her first practicum. 

The role of the school. 

I am realizing more and more that the school can try to compensate for the 

lack of positive family interaction that many students suffer from but the school will 

not be able to fiii the function of the famify without losing the time and ability to fulfil 

its unique function - educating students. The teacher and students cannot pretend 

to be anyone's family but they can help students to see how they can establish and 

mal'ntairr p~siWe relatiofiships wim iXrWfS as I'mg as Siiclents are *ii 9arning 

CQE?tX& ! S!X CO!?'?fC#'k?d by l?! J Z W  ~t'l&?r~*aWk% kmflhg 

benefits learning and mastery of content and does not detract from the goal of 

sctroois, namely student IaMr?g. 



Reflection promotes chanqe in oractice. 

I am looking into ways tg extend student thinking to deeper levels. They 

show a strong tendency to want to memorize the facts for the test and many of them 

have great difficulty answering the higher level thinking questions on the test. I will 

try to teach them how to think. 

I was shocked to see that amrding to the classification of questions for 

quality, most of my questions were at the lowest level, namely knowledge with only 

a couple of questions iwolving some elements of comprehension, application and 

analysis level. I was v a y  bi%ppi~ti -3ecause I felt the students were really 

thinking. I would like to make up some higher level questions to be incorporated 

into my science periods. One way to incorporate higher level questions would be 

to use the "Questioning for Quality Thinking" form as I ask questions during the 

lesson ard to use this form to develop questions for students to answer in their 

notebooks. 

Manaqement issues. I 

My classroom management is better this lesson because I didn't allow the 

students to talk at all and I made sure they were all on task by asking them 

questions, taking away toys, using an "evil glare" or expectant wait and caliing out 

their name. f he management was more reactive than proactive because I was 

bound to the front of the room to the overhead projector. 

I am being very str-kt in adhering to expectations and most are getring the 

message that these expectations must be followed. Things felt better, more 

organized and less frazzied than last week. Some students do not appreciate me 

right now but I think most and maybe even all respect me and my ~ I e s  and 

expectations as a teacher. Classroom management is crucial in running a 



ciassroorn and, afthougfi I felt really awful abut enforcing my expectations I think 

we are a!! benefiting from it. 

The students in tfie class generally work quite hard but I'm having difficulty 

with some students who just aren't handing things in. I remind them, keep them in 

at recess and hnch. i hope they will soon realize that they won't get away with it. 

3 has been very dMicuit and I have not seemed to connect with him. Like 

some of the omers he would prefer to socialize rather than do a q  work or listen to 

instructions. He hates staying in at recess and lunch so that consequence helps 

him get rl?inn,s done. 

Nof e: I sensed that students are not "with Pam." There was antagonism in 

their body language and delay in responding to her questions or 

instructions. When f asked the School Associate how things were going, 

she said that she had had complaints from five parents about Pam. 

Additionally there had Seen a number r5f incidents in the class were students 

had been openly hostile and defiant, tempers had flared and there had been 

unpleasant scenes. l asked Pam to reflect the source of her difficulties in her 
I 

relationship to her students. I asked her also to consider how she was 

demonstrating pleasure in the company of children and the place of humour 

and joy in her classroom. 

Dissonance triaaers reflection. 

i've tried to think of some reasons why some students may not be connecting 

-@=%I me and i'm not connecang witn them. iZve also uied to determine wny t k  

dassroom atmosphere is not as positive as I would like ... why are we not v~orking 

togettrer? Why have i not won them over? 

I find throughout the day that things become more disorganized. There's 
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simp& tos much 40 do. t sometimes forget to do things atthough they are written in 

my d;tyhok Secauss i rtonY @i much of a chance to look at  my list of things to do. 

fi t couki get some time at my desk to check my day&ook, I wiff be more consistent 

and i can exhibit much more comfort and joyous presence in the cIassroom. 

I am trying to create a warm, supportive atmosphere with the p u r m  to 

learn. f have really emphasized my rule that everyore must Q to learn. I think, 

however, that the caring atmosphere should enhance the content as the learning is 

central to %hoof and the content is therefore important. I have been strong on 

content because I think that is the purpose of sch&i and I have been trying to build 

a caring classroom but as you can see, I'm still growing in this zrea. 

Statements of Belief Uoon Exitinq the Proaram 

em- My view of learning has changed dramatically. I've realized th a t  probl 

safving, decision-making, synthesizing and evaluating are very important 

components of learning. Learning should emphasize the higher order thinking 

skills so that students krtow how to use information in morally good ways. In the 

process of realizing the need to learn higher order thinking, I realized what an 

impact society makes on the nature of schools. 

I do not think that schools should portray knowledge as solely personafly 

determined w&bout any standards or starttng place. The schools should give 

students as much as we know thus far so that they have a higher and deeper 

understanding from which to start problem solving. But children need to be more 

+kern wmFfy' mi mk~ si6rirg hiim@s. They to &v&jp, a d j a  md ~ 4 -  
Wir krwwgMge to the WW!! in more 3wghtf~i l  ways zhafi a m'iipiiiW b a a u ~  

people have vafues which control how they appty their knowledge. 

My view sf !earning also cfevebpeb as t ob+servM the effects of various 



hrn ing  styfes and tMeligence. 1 aka became aware of the resufts of brain 

of how childfen learn. Through 

S realized the impftance of the 

sWent-3 p r e t & ~ ~ ~  ~ W s b h d S g  and ft#t need to Wlld ca and change this. I also 

bamd to actively ImWe swdents in Ieaming 3n rnitx4s-m and hands-on ways 

With f hadn4 prw-ousigc e>t3tit%ly- 

i tirink teaming to teach is a constant progression. You don1 just "get it" after 

a Oettajn amount of @me. You rn mnue to grow using certain tools. So far, I've 

firsb~r~r&~trefpftitiBonYdhinkIwcKttdbeWtocanyitonina 

scale like fh& when I'm tm%q bUf I rtrink in f m s  of the cgrcie !pan* a a  otsewe, 

reflect) and the tlndermMng and the questioning I think that will continue. 

Keeping a iown;t2 and just q t W h h g  and thinking that way wilf -nue with me. 

C afso realize thr;rt t m  me schsragrs feaming not only content, which I 

expead anb looked forward fo, but afso teaching strategies and phiiosophies. I 

m t  exgiecte~ sr, r n ~  in ttw Vmdf p M w  Of sdmds, btit i 

m w ~ s e e n m t ~ m d i o m f f ~ q u i d r l y .  8 



Statements of Belief i imn Enferinu the Procrram 

If you want to deliver amtent and if you want students to learn facts, the best 

way to get that across is to either read it in a texfbook or hear it from the teacher 

and to memorize it. Traditional methods of teaching are the most effective way of 

teaching content and innovative methods are best for teaching skilis and attituaes. 

I believe that the rule uf the teacher is to transmit knowledge and skills and 

pass on cuftural values. teacher is a guide but she  should be in control. That 

does not mean a highly s@uc?ured c k s r m m  but a physial!y and pychologically 

safe environment. Teachers must demonstrate respect for students and receive it. 

Children learn in various ways and learning is hard work but once you get some 

facts then you can start to appty *em. I want to teach so that I can help my students 

make this world a better place. 

Exoerience of the Module Proaram 

I feet like f want to take 4 years off so I can "independently learn everything 

I've Lzeen turned on to in the fast 2 months. I'm definitely going to continue reading, 

discussion, action researching, etc. etc. for my whole career. I never knew there 

was this much to teaching! To a very large extent 1 feel like the program was tailor 

maid. They (the modufe team) asked what we thought we needed, suggested 

m e  other important conwts, and respected our opinions. IronicaIQ, the 

i!mepmkrn time (now mi I h k  bask on it) was by far the !east valuable 

component f a -  me. I wwfu Rave r a m  -mu more time to deveIq what we had to 

rush through (videos, talks, reacfings, speakers aC.) 

I fed extreme& ftumte to have beem a part of this module; it was near 



perfect, I enjoyed my time with the module, I learned an enormous amount keeping 

in mind the "big picture" as well as technical (daily teaching) challenges. 

i really felt there was a professional relationship between students and 

faculty associates, that we were on a par as teachers. I felt like right away I was 

elevated to the status of a teacher even though I wasn't certified and that really 

helped me to grow a lot because we were spoken to as peers. I really felt like at 

any point f could say, 'this isn't meeting my needs" and there would be no reason 

why I would have to do it This helped me to grow. 

&mde!liwg. 

Janine was a role model of the PDP goals. She is still learning, reading, 

changing ... after 26 years in teaching. Janine was non-defensive when I - gave 

feedback to her. She was an advocate for me with my School Associate who had 

difficulty letting go of her class. She was flexible and allowed lengthening of 

discussion, lots of talk time and cooperative learning. 

I found nearly every activlty (discussion, video, reading group exercise, 

presentation ...) to be extremely valuable. It was relevant to my day to day and year 

to year (bigger picture as well as technical now-to's.) I embraced the goals on day 

one, but now I feel like they are beginning to become a realrty. 

We used methods at the university tbat we then incorporated into our 

&ssrms. She gave me resources that she had used as a teacher. We talked 

about our philosophies and how they were to be worked out daily in the classroom. 

She gave me ideas about how to handie situations. I would want to be the kind of 

teacrher my FA is and this is the best form of modelling. 



Cvcle of Su~ewision. 

Janine afways started with perceptions to encourage my devefopment as 

a refiective practitioner. She would ask thought provoking questions about my 

practice and cite research to encourage me to re-think the effects of what I was 

doing. 

Even when I felt I shoufd like I've got it all together, Janine made me feel 

like 1 didn't have to, and this helped me to grow. (never judging, aiways building 

up.) I was completely honest k r  because I knew she wouldn't judge me. I let her 

know when I was stressed out and didn't have it all together, She gave me the 

message C5at she klkved In me, itht j muid k a m e  an excellent teacher. 

Self Evaluation. 

Even though it was all up to me, I still felt the accountability. By allowing me 

to have 1W! self evaluation I really thought through things because i was the one 

that was going to make a decision. I had to see where my strengths were and my 

weaknesses were. So it helped me to be reflective all through the process 

because was the one that had to make the final judgment. 

The second practicum was basically the same thing. I had to figure out 

where my strengths were and they had to match up with my Faculty Associate and 

School Associate. If i had a weakness i had to be sure that 1 was making some 

progress on it within a certain amount of time so I mufd feet good about making 

m e  improvement. I think *If-f-evaluation was wonderful. Some people think we 

Wil sfack ofF if we don"tve mis external mluabon but I think if you have the right 

people working with you it m a k a  you work harder, it makes you strive for more. 

I remember my sdx>of associate saying "Oh I remember PDP, dl the h o ~ p ~  

you have to jump," and I said, %!ell we don't have any hoops to jump through. For 



one reason we evaluate uursefves so why would I jump through a hoop if I can give 

myself my own grade?" 

Reflection and inauirv. 

One thing that really helped me to grow was the ac%on research. Reflecting 

on technicaf, practical and critical issues helped me to move beyond "survival" only 

to strive towards excellence in teaching. It helped me to open up a whole rationale 

to my students so that our learning could become more meaningful. It forced me to 

be proactive. It forced me to look at the bigger issues and not just the running of 

tbiqs because pti can rim things quiie smoothiy but not really get anywhere. 

Action research tsefped me to continue to develop my philosophy as I was 

forced to choose one area of focus, obviously an area of prior@ for me in teaching. 

Reflecting on my progress on my action research each week kept me on track, 

never losing sight of the big picture in spite of daily challenges. It gave me a focus, 

and helped me to tackle a challenging situation one step at a time. It is a 

"proactive" reflective strategy and it works. 

I will continue to do action research throughout my career. I wi%l immerse 

myself in books on different subjects and teaching strategies. I will pursue my 

personat academic interests to become more knowfedgeable and well rounded. 

Summary of seminar exrserience. 

fn 401/$02 I built the skills of being my own boss. I had to be satisfied with 

my m perceptions, knowing that no one was there to evaluate me, keep me in 

fine or give me a pat on the back. This is the reality (long term) of teaching, and it 

was a helpful, growing process for me. I have a clearer idea of my own actions, 

and f m not as dependent on others for approval. These past few months have 



been the best learning of my fife. I wish I could take Education 4011402 part il and 

Itt! 

Perspectives on Teaehin~ in the First Practicum 

The vision and a moral acrenda. 

As I plan day to day I am constantly reflecting on my vision - why becoming a 

powerful reader and communicator is important. I'm going to make Language Arts 

my informal action research plan in each situation 1 find myself teaching in. I'm not 

exaggerating when I say that it's the most important subject I'll teach. I realize that 

the reason why language arts as action research is so important to me is that I am 

"social reconstructivisY' and I see literacy as one of the keys to change and 

improvement in society. My other keys include dignity of people (free from 

suffering, poverty, violence, racism, sexism.. .) , holistic development (intellectual, 

spiritual, physical, aesthetic, emotional, moral.) 

Enablina learners prompts reflection. 

After looking at one students' journal entry I'm thinking more about why a 

student's work might not represent what i think he is capable of. Does he need to 

feet more confident in his abilities? Does he need to better understand why what 

we are doing is important? Does he need more accountabiiity, or push to work 

harder? I'm not sure exactly, maybe it's just a learned pattern of behavior from his 

dd school. Whatever the reasons, I want to take the initiative to draw out his 

strengths, and help him to see how much better he could do. I'll watch him 

carefully, to keep him on task and not let him cut too many corners. 

The setting of standards for the whoie class on the performance scale was 

aiso tough. What is excellence in language arts? How many students are aiming 



for and expaXing an "A? i also have to think of my gods -- to develop powerful 

readers and writers. They need confidence. They m?ed encouraging grades, but 

I'm afraid I might lciwer the standards if f made "encouragement" my priority. It 

seems like such a tricky balance. If I had them for the whole year I would feel better 

because *en if they got lower grades first term, we could really work towards 

improvement second term. They would then be encouraged, and confjdent in their 

ability and rightfully so. 

Growth an commitment is encouraaed bv the resDonse of the 

students. 

I'm anxious but excited. i find I'm doing so many things for the first time in a 

day and it's making me tired, but energy and confidence builds with every good 

experience. I vacillate between feeling empowered and overwhelmed! The 

highfight of my week was my drama lesson. It seems to come naturally to me and 

the kids !we it What a rush! 

Thursday's lesson went really well. It was kind of a wind-up for the novel. I , 

was delighted with the sophistication of their thought processes and their 

enthusiasm for the assignment. I am becoming more and more convinced of the 

value of group work. I couldn't have taught them as efficiently or effectively as they 

taught each other. 

As I thought about my vision for the unit, I decided it would be more effective 

for me to ask my students what they thought they learned, rather than lecture them 

about what W y  should have feamed. We voted on whether or not we would use 

the strategies in the future. Many said they would do them in their heads, and 

some said they would actually sketch out a map, or write a list of characters. They 

were sincere and bad good intentions. This was a highlight of the term for me. But 



what joy ! fee!, w h t  !mme= satisfaction, with even just a hint of p:w:m, f nave; 

anticipated all those wonderful feelings I'd feel as my students got excited about 

their work, tried so hard, worked ahead, came up with such creative and thoughtful 

answers.. . 

The power and potential for change and improvement that I see in children 

convinced me that there is no better way for me to invest my time, energy, and 

talents, t-hn in sW\ding to become an excellent teacher. The opportunity to 

continue learning throughout my career was a strong motivation for me to become 

a teacher. Not only am I committed to lifelong learning, I am excited about 

becoming more knowledgeable in various fields and educational theories and 

practices. 

Perswtives on teachina in the Extended Practicum 

with even the minimum requirements of teaching, I try not to lose focus of my higher 

goals, with the hope that in time I wifl move doser to them. In my vision, my 

classroom is filled with active learning, students are excited about their learning. 

They are experiencing, interacting, reflecting, communicating, inquiring, 

experimenting, researching, predicting, problem sotving, and discovering their 

world. They work productively throughout the day, developing the knowledge, 

skills and attitudes which will help them make a bet?er life for themselves and 

others. 

Manaaement and com~f exitv. 

Probably the biggest thing I have come to realize is the magnitude of the 

Classroom Management Issue. 1 have been working so hard on laying down a 



fsumfatian d good management so that ! art Mectbdefy employ actbe lear~iing 

strategies with my students and the progress is slow! I have had a new seating 

plan worked out for days but i don't think we are ready to sit in groups. 

When i say "we" I truly include myself. t have to learn to be more clear and 

consistent, and to meet the new challenges that come with students sitting in 

groups. I have been vorkjng on setting clear and firm expectations for student 

behavior, and following through on ths consequenss if they are not met. I have 

been working on focussed observation of students, knowing what to look for when I 

circulate. I have been trying to remember "wait time" when questioning. I'm also 

trying to train myself to wait until all students are behaving appropriately before 

continuing on with instructions or the next activity. The progress is slow but there is 

progress. I am automatically usrng some strategies now that I just learned in the 

past few weeks. 

Fieldnotes mid-point in the second practicum: On both of my 

r>bsewa!ims, Kathryn as been in tears. She has been unprepared for the 

conference schedule, her reflective assignments have not been complete. 

Her action research focus is active learning but she is "unable to do active 

learning because of management issues." She is overwheimed and says, "I 

don't know what I can stop doing." On both supervision cycles, Kathryn has 

been willing to do a tapsd interview for my research but as soon as we 

began, she burst into tears from exhaustion. She says she is "unable to 

think clearly." 

Kathryn reports, "I am not where I want to be with active learning but I am 

trying to learn the basics. f thought I would be further along than this. I 

thought I should write all the report cards but I just canY imagine being able 

to do it. I don't have tbe data. There are so many interruptions. I've only 



Reflection momotes chancle in ~ract ice .  

I found it easier, at first, to manage a classroom where students work 

individualfy for a large part of the day. However, this focus on management was a 

means to an end, not an end in itself. My ultimate focus is active learning, and now 

it is time to push on. Deliberating between options, I believe that it is better to take 

risks to move on to the higher goals than to compromise by staying with what 

seems most cumisflable. I am also convinced that chiidren will become more 

autonomous, more engaged, a x i  more motivated to learn when active learning is 

the focus, and thus many of the management issues (keeping students on task, 

curbing the calling out, etc.) will become non issues. 

I know that children need to be engaged in their learning and to develop the 

skills that are necessary to work in groups and thrive in community settings. I know 

they deserve to be a part of a stimulating and errgaging environment where 

activities are inteliectually challenging and relevant. Denying these needs could 

result in children being turned off school, even life. 

Positive r e s w n s e  of the students ~ r o m o t e s  chancre. 

Putting students into groups of four resulted in more positive interaction 

between students during group work, and, 1 was pleasantly surprised to find that off 

task behavior and inappropriate conversing with neighbours did not increase. I 

hefd the same expectations for studmt behavior as before, and it seems that my 

focus on classroom management for the first portion of my intensive practicum has 

paid off. Within the framework of a well structured environment, I have k e n  able to 



ireoqjpiaie many' more iriieraetiw? lessons into our program, and i am quite 

pteased with the amount of student learning taking place. 

There was a great sense of positive interdependence in science. Students 

also responded weli to my giving them more responsibility for their learning. In one 

instance, f developed a study guidelquestion sheet for our salmon unit, and let 

them decide how they would gc about learning what they needed to. Most 

st~dents chose to tackle the project in pairs; brainstorming, researching, writing key 

notes, and wen quizzing e x h  other to see if they really knew and understood the 

content. It proved to be an enjoyable and highly productive period for the students. 

With regards to active learning, 1 now approach each lesson with the 

question, "how can this lesson be modified so that I see less of me and more of the 

students?" There are many ways to meet the educational objectives, and those 

methods that are student centred are the first to be incorporated. My love and 

compassion for children necessitates a philosophy that includes all learners and is 

student-centered. 

Reflection ~romstes a change In ~ractice. 

I have been too focussed on marks. Part ot that was that f needed to have a 

certain amount of data for my School Associate but I wrote a note to myself saying, 

"Conference more, mark less." I would spend more time mnferencing with my 

students, talking about their work and about their improvement and less time 

marking, and giving back !eer grades. I ?hick 8s more .he!@!! to take time 

samples, look at out improvement and haw goals t!!? we go for. I mink gradq 

can be damaging. i fet? realty bad handing back a grade that wasn't good to a 

student who had done their best or when f had to give a student a good grade 

because they had met the criteria but tbey didn't try very hard. Students med to 



reflect on their learning. 

Statements of Belief Umn Exitina the Proaram 

I'm actually surprised at how much I've changed on my ideas about stand 

and deliver teaching. What I realized throughout my practicum both from the 

learning styles that were modelled for me in seminar and through my own 

schooiing was that it's actually not a very efficient way to teach content. I found that 

f couid have children read a textbook and they wouldn't remember what they had 

read, or they wouldn't read it and they would petend they had, or I could stand up 

and go over a mathematical formula fifteen times and a third of the class still 

wouldn't get it by the end of the three weeks. I was really surprised. I had forgotten 

about that from my learning. 

In contrast to that, when we did things like cooperative group work and when 

! had the students teaching each other, they were learning in a meaningful way and 

they learned so much faster and better than they had the other way. 

So what I learned was not only was cooperative work and inquiry based 

learning and using manipulatives, all those things that are  associated with 

innovative teaching, not only are they good for the social benefits but they are  

probably the most effective and efficient way to teach content. I was really 

surprised by that. So t think it's like a win-win situation. I would never go back to 

teaming with the stand and deliver approach because I know i wouldn? be 

re~r~r"rii-~ 34iLid8fii~ aild ikji w d d  k kfa io dmih. i don't ihifik KS 

ree+nsi=fe. 

I have come to reafize that cbildren like to do things with their hands, they 

like to be active, they like to work w&b their friends, and they like the idea of 

becoming and "expert" at something. Many children do not realize the importance 



of building skills (reading and writing for example) and many don't like the idea of 

"hard work." Through my practjcurn f have coma to the realization that as an 

educator, 1 must present what we do in schools in a strategic way, to "hook" 

students in, until they W o m e  convinced of the importance of becoming "educated" 

and they build the self-discipline necessary to do so. 

While I haye had seventeen years of school in one way, the experience that I 

had in PDP is far more impcfful than the modelling that came before because I 

was at a point where f was in a crisis because I needed to teach children and I 

wanted to do it well and there was a !o? more to it than I thought. J was at my most 

impressionable state became I was doing it for the first time. I was like a sponge. I 

was suckjng up everything. The theory, the modelling we received in our module 

and with the books and videos of experf teachers, it's all so much dearer. I'll 

remember it because I was at the point where I was doing everything for the first 

time. f dietir't matter that f had kad all of high schmf modelled for me in one way. It 

didn't bring up the emotional response and it didn't connect with my philosophy. It 

didn't "work." So 1 could reafiy never go back to that. 

I've lost any arrogance or pride t may have had over the fast year. I have 

been very humbled. 1 did a hundred things new in a day and f only did sixty of them 

right. That means f made a lot of mistakes every day and f had to apofogize for 

them or make up for them or get around W m  and I ink that really changed my 

character permanently. t can take a iot more risks now and not worry about what I 

cic, if i faif because I've been mere anb it's not that bad. 
: A *  - -  --A r- - -La- - r r r t s  fsn t my k reacnrng by far. ism just iearning. This 1snit going to my 

most risk-taking or my most innovative teaching at all because I'm trying to figure 

oui haw 'tri ntn an ov&Ts"tad an6 take atteTFdance. There's only so much that t can 

bo. Covering the basics was keeping me busy enough. When it really came down 



tb it, bringing in rnanipuiatives t a k e s  a lot mor@ prep than opening the t e m k .  

So what 1 really found was there was just no way I could come dose to the vision 

that I had for my pradcum. The time was too short. Everything was new. I just felt 

that I didn't have the energy or the know-how at that point to teach the way that I 

wanted. Even if I couidn't quite get it in my six weeks ptacticum I probably will in 

the next couple of years- 

I know I have grown gemendously this term ... l really feel however, that the 

expectations were too high and the workload too great. To teach every subject, 

with every major strategy, while participating in observations (2x week), action 

research and conferences, as well as all the other requirements that go with 

teaching, in just a few months is - much to expect. Yes I grew, but it nearly killed 

me! I know that I'm the kind of person who will grow and improve my whole life, so 

why does it "alln have to happen in Education 405? All in ail though, 1 felt very 

supported in meeting these expectations and I did it! 

I new Filly ar,demmd tPa: beaming an exce!fz;;t texhei is ii :ifts-bw~ 

process. i am now aware of ail the resources that I must tap into if I am to become 

competent and current In aff areas. Curiicufum guides, bcroks, workshops, 

universrty courses, and milabrating with other teachers are my major resources to 

continue growing. 

My experience in PDP is like the formation of a meamophic rock: changed 

by heat and pressure. The h a t  is on bemuse you're in the spotlight. The 

pressure is on because you're busy and there's a certain amount that you want to 

get done. It's a process over time. It won't take m e  a miliion years i frope, but it will 



CHAPTER SIX 

ANALYSIS OF THE DATA 

This chapter presents a critical analysis of the data refat& to the teacher 

education program that is the subject of this study. The data analysis is directed by 

the questions posed in Chapter One which are the central concerns for this study. 

The themes under i& the data are presented in this study arose from my 

araPjis af tfw SMmt &fa. As rtuted irt chapter tour, mese data were taken from a 

number of &ume- sm-ces such as writing done by students on the first day of 

W e  program to reflect %heir en.trgr perspectives, journal surnrnades, reflections on 

lessons; formally obsenred, fcdback on ttte program, questionnaire data and 

intE?Niews. i compiled a set of data fm each W e n t ,  similar to the vignettes for 

Pam and Kathryn, and analyzed the data sets for themes. i was iooking for data 

Wta€ showed evidence of student Miefs, that spoke of faetors that influenced the 

stu&n€se development, and data L b t  explained the lived experience of students in 

iire moduk. i aiso looked for miming evidence and t attempted to present the 

range of perspectives evkbal in the data. The themes that emerged from the data 

and examp& of statements that iffrrstrafe the themes f m  the substance of this 

chapter. I &so incfude my absemtions as a parkipant observer as they relate to 

fhf4 data presented We, 

I unifermnd that it Is tRe rub of crf researcher En quaf i the  studies to s e e k  

and reFsrg the range of per- within the sample and to oornmunicate 

ima- in m data m -~q w meaemy ti3 me mzjw&y view- 

e w q  @Q& was mrhr- @ sekB suQec% - ~~~~ ?k g a w  of 

, the data avaitstble to me showed ttre program in a 



aWat rn dissenting views of the program and its impact have been included in this 

report* 

i have recqnized the firnitaims of my role as participant, observer, teacher, 

researcher, and evaiuator in conducti~ig this study. in spite of these limitations, the 

analysis of tf-ie data and the presentation of the vignettes create impressionistic 

insight into the degree af tx#tceptuat change evident in the perspectives of the 

teachers in the maduk, into the factors that effected change, and into the lived 

experiellce of t k  skrdents* 

Student Entry and Exit Betiefs 

The first objective of this study was to determine whether or not conceptual 

change had occurred in the Sated beliefs of the students in the modute. In order to 

determine this, I selected seven students that I blieved to be representative of the 

range d Miefs in the haH of the module that i supervised. From the writing and 

interview transcripts of these studem, 1 selected passages that were indicative of 
0 

sntdent beliefs upon entering and exiting the program. These data are presented 



Table I. 

STATEMENTS OF ENTRY AND EXIT BELIEFS 

Entry Statements - 
Exit Statements 

I Student A 

f come from a traditional schoof background 
where the teacher was the direct source of 
information- 1 Mieve that the teacher is in 
charge of relaying content and knowledge (not 
quite the empty vessel, bu? that idea.) The 
children must learn information, interact with it 
and give it back on a test. Grrzup work or drama 
are "add-ons" to enrich the experience 

The teacher is a part of of cIassroom 
interactions, not the direct source of 
knowledge. The learning experience includes 
interadions with classmates and materials. It 
extends beyond the four walls of the 
classroom to include learning from buddies, 
from members of the community, and from 
explctrhg a varie?y of rich media. 

8 I Student B I 
I 
/ Niy experience of being a student has : contributed to my initial philosophy about 
teaching and learning. I came from a very 
-ured school system where it was very 
much paper and pen and sit in straight lines. I 
Mieve that there are fundamentizts that need 
to be taught in order to equip children to be 
contributing members of society. The teacher 
is the direct source of knowledge. 

There is no comparison with the amount 
children learn when they are actively 
constructing meaning rather than with me just 
iaiking. i nave found that group hands-on 
activities allow students to explore and collect 
their own knowledge with me acting as a 
facilitator rather than "imparter of knowledge." 
As 1 was more immersed in the teaching, my 
frame of mind became more open and I looked 
for different and exciting ways to present 
curriculum materials. 1 guess when you believe 
in an approach to teaching and embrace it, it 
becarnes a part of who you are. 

I I Student C 1 
1 
The pat tm goes like this; The teacher stands 
up at the front. The students read something 
or the teacher lectures about something, then 
the worksheets are handed out and students 
nave to finish them before the end of the 
period. 

The whole idea of "giving more" to students, 
tike responsibilrty, ownership, inquiry, hands- 
onlminds-on learning experiences and 
inleraction with peers ... I feel like we are on the 
forefront of all this exciting information and it is 
our responsibilrty to use it, model it and share it 
with all the teachers we come into contact with. 

Student 0 
i 

Sclsool is a preparatory stage for t ie outside of 
sehoot. ft is to instill certain dues. ski& and 
kmwkdge which will hdp students to be 
poductive members of society- 

When I entered PDP my head was full of ideas 
or, M w  I was going to create positive 
relationships and learning experiences within 
my classroom. All good ideas, only problem 
urn m l r  I e n m e  \.l-r- A t d - A  --A -.IS i I ry t E k u t  13 WGI G tcab I I -UII cum ar IU 

Irrelevant. I would say there has been probably 
a dramatic shiit in beliefsi or warU view. i no 
longer liken teaching to being an actress on 
Sage but rather see my voice as one among 
twentyseven. h e  made great strides to take 
tfie focus off me and place it were it is rightfully 
due - on the students. 



Tabie 1 continued 

STATEMENTS OF ENTRY AND EXIT BELIEFS 

Entfv Statements Exit Statements 

Student E 

Children lean from positive reinforcement that 
comes from enjoyment in the task. 1 would 
make classroom management a priority from 
the first day. It is i rnpcrh t  for the teacher to be 
respected and i tnink that structure is the key 
in the classroom. Cfear expations are a must. 

I realize that students are unique and cannot 
be treated or taught like "cookie cutter kids," I 
have tried to put myself in their shoes, watched 
for their personal Oests and celebrated with 
them. I feel 1 have grown from having the focus 
on me shift to where I can better look at the 
students' needs and attempt to meet them. I 
am reaching further into the future now..to the 
impact I can have on the leaders of tomorrow. 

Pam I 
Students are very worthwhile and very valuable 1 do not think that schools should portray 
and yet they are sinful. They need structure, knowledge zs solely persona9ly determined 
guidance, and they sometimes need to be I 

I without any standards or starting place. The 
taught a certain understanding of the way life schools should give students as much as we 
is. Direct instruction is what i learn best by and know thus far. I hadn't expected so much 
what 1 believe in for other students. I am fluctuation in the "trendyn philosophy of 
convinced students must learn an actual body schools, but I have also seen that teachers do 
of knowledge because they will not be able to not fluctuate quickly. 
funeon in our technological society. I also I Se:iwe &st Ithere is absolute ti-uih and miid i 
knowledge. 

Kathryn I i 
if you want to deliver content and if you want i would never go back to teaching with the 
students to learn facts, the best way to get that stand and deliver approach because I know I I across is to either read it in a textbook or hear it wouldn't be reaching the students and they 
from the teacher and to memorize it. Traditional would be bored to death. I don't think it's 
methods of teaching are the most effective responsible. I have come to realize that 
way of teaching content and innovative 

I 
children like to do things with their hands, they 

methods are best for teaching skilis and like to be active, they like to work with their 
attitudes. The role of the teacher is to transmit friends. Through my practicum I have come to 
knowfedge and skiiis and pass on cultural I the realization that I must present whatwe do in 
vafues. Children learn in various ways and a strategic way to "hookn students in until they 
learning is hard work but once you get some become convinced of the importance of 
factsttrenmumStartbapplytfiem. I becoming "educated.' 



There is evidence in Table 1 to confirm the contention in the literature (e.g. 

Hoifingsworth, 1987; McDiarmid, 1991 ; Britzman, 1986; Powell and Riner, 1992) 

that presentice teachers enter teacher education programs with well-formed 

beliefs about the teaching and learning relationship. For example, Student 6 states 

"I began PDP with a pretty clear, if theoretical philosophy of education and my 

expectations of students." it is also evident in the data that these beliefs were 

formed, in part, by their prior experience as students in schools. In support of this 

assessment, Student A says, "I come from a traditional school background were the 

teacher was the direct source of information. I believe that the teacher is in charge 

of ialaying the context." 

A theme that is consistent in the data regarding the entry perspectives of the 

student teachers is that teaching is a transmissive act. It is evident from the data in 

Table 1 that the preservice teachers entered the program believing that knowledge 

is external to the learner and was to be found in textbooks and in the mind of the 

teacher. To illustrate this, Kathlyn states "the role of the teacher is to transmit 

knowledge and skills and to pass on cultural values." 

The data do, however, indicate a clear conceptual shift in perspective in the 

befief statements taken at the end of the program. Student 6, upon entry to the 

program, indicates that she believes that there are "fundamentals that need to be 

taught." She continues by saying that "the teacher is the direct source of 

knowledge." When she exits the program, she says "there is no comparison with 

the amount children learn when they are actively constructing meaning." She 

antinues to note that she has become a facilitator of activities that allow students 

to explore and oolIect their own knowledge. 

Student B does use the word "present" to speak of the learning experiences 

she designs for children. Her choice of this word could lead one to believe that she 



was using didactic methods. My observations of this student's teaching, however, 

are quite the contrary. For example, during a formal observation of a lesson 

intended to facilitate the expression of student opinion and to determine the 

difference between fact and opinion, this student teacher broke the class of seven 

and eight year olds into four groups. The groups met to discuss the new 

playground rules and to debate their relative merits. The children then met in pairs 

with members of other groups to discuss their perspectives. Finally they met with 

the student teacher who extended and clarified their thinking and promoted their 

reflection. The only "presenting" done during this lesson was to provide a 

framework within which the students could discuss their perspectives. 

In support of my assessment of conceptual change on the part of this 

student, the following quotation from her school associate triangulates my 

perception. The school associate writes: 

... significant change seen in ability and willingness to take risks with 

instructional strategies such as "four corners," and science stations. 

and 

. . .turnaround in classroom management beliefs; moved from quieter more 

structured approach to belief that noise (children talking and being actively 

involved) can lead to better learning. 

Another example of conceptual change is indicated in the belief statements 

of Student C. This student's entry beliefs are a recitation of a pattern familiar to 

many students: teacher talks, students listen, students do worksheets. Her belief 

statement upon exiting the program indicates a dramatic change in perspective. 



The student wants to "give more" responsibility, ownership, inquiry, and interaction 

with peers and materials to her students. She believes she is "on the forefront" of 

new information about teaching and learning. Moreover, the data indicate a sense 

of agency in her perspective from the quote, "it is our responsibility to use it, model 

it and share it with ali the teachers we come into contact with." 

My obsewatisn of her teaching would support my assessment of conceptual 

change as weii. For example, on one observation, pupils in groups were given 

large tubs of water and an assortment of containers with which to experiment, 

observe, hypothesize and draw conclusions about liquid measure. The student 

teacher circulated, probing pupils' thin~ing and inviting them to share their 

discoveries with their classmates. 

At the end of the program, the data reveal that our program goals had been 

realized, to varying degrees, in the practice and perspectives of all of the students 

with the exception of Pam. There is evidence in Pam's vignette that her entry 

beliefs about teaching and learning were a persistent factor into her second 

practica. At the end of the program, Pam reports that her beliefs about teaching 
I 

and learning have dramatically changed but I am wary of this assertion. It is clear 

that Pam expanded and deepened her intellectual grasp of factors that influence 

learning. Moreover she employed a variety of teaching models. Her involvement 

in reflection and action research projects challenged her to envision new ways of 

providing learning experiences for children. She also says that she understands 

constructivist theory and its application to teaching. Additionally, it is evident that 

action research stimutated reflection throughout her practica. 

But, as Pam stated at the outset of the vignette, she believes children are 

sinful and need contr01 and guidance and it appears that her classroom 

perspective was an extension of her religious perspectives. Throughout her 



practica she continued to stress control over both students and content. Pam uses 

atternative modeis of teaching as a means to help students to master the content 

she has presented to them and to arrive at the one correct answer for every 

question. Because of the persistence of this mindset, questions remain for me 

about Pam's long-term commitment to alternative methods of teaching and I am 

skeptical about her claim of conceptual change. 

Table 1, however, tells only tells part of the story of student belief. While the 

table represents the students' statements of beliefs in relation to the delivery of 

curriculum, further examination of their entry perspectives reveals that the 

preservice teachers aiso held liberal, humanistic views of the relationship between 

teacher and learner and that they were concerned with the affective side of 

teaching. For example, Student B stated in Table 1 that the "teacher is the direct 

source of knowledgen but she also states the following: 

... I have developed a deep consciousness for justice for all people. This 

extends itself into the classroom in that the children we teach deserve the 
I 

very best available to them to develop their uniqueness. This requires a 

commitment to the children first as people then as learners. The curriculum 

is of no relevance if it is presented in a manner which is inappropriate for 

students. it is important for the teacher to create a supportive atmosphere for 

learning and growth. 

Student B may well have been "ripe" for conceptual change. It appears from 

her exit statements that she relinquished her belief that the teacher is a direct 

source of knowledge in favor of methods that advance her liberal and humanistic 

views. A further example of the students' conflicting beliefs is evident in the entry 



statements of Student C Table I who recites a "teachers talk-students listen and 

regurgitaten conception of teaching. This student also states that the teacher 

should be a "facilitator and guide." That teachers need to "motivate learners by 

drawing on the abilities, needs, interests of the students," mindful of their 

uniqueness. She continues that the teacher "must create exciting, stimulating 

learning environments" and a "caring, loving, encouraging atmosphere." This 

leads me to suspect that she may simply have been unaware of alternative models 

of teaching. 

There is evidence in the data that these preservice teachers held 

transmissive views of teaching at the same time holding beliefs that are liberal, 

child-centred and humanistic. Moreover, the data indicate that the preservice 

teachers were willing to relinquish their transmissive beliefs by the end of the 

program. The following exploration of the data provides insight into the conditions 

which nurtured the development of students' child-centred beliefs and persuaded 

them to surrender their transmissive beliefs. 

Factors that Contributed to Conceptual Change 

The questionnaire (Appendix C) asked the students to indicate the degree to 

which a number of factors influenced their understanding of teaching and learning. 

f coded these questionnaire responses together with additional documentary 

evidence and interview transcripts. 1 analyzed the coding to determine themes that 

were indicative of factors that were instrumental in promoting or limiting their 

conceptual change. The foilowing themes emerged from my analysis of the 

student : modelling, autonomy, and refiection and inquiry. 



A theme that emerges from the student data in promoting conceptual change 

is the modelling done by the module team, guest presenters and school 

associates. 

The Module Team 

Analysis of the data on the modelling done by the module team reveals that 

the modelling was an effective contributor to students' conceptual change when the 

teaching behavior of the model was consistent with the goals of the program. The 

students understood what it is to be a tifelong learner, what it is to strive for 

excellence, to be open and reflective and to demonstrate care when they saw this 

behavior modelled by the module team. The following excerpts illustrate the 

students' perceptions of modelling done by the module team. 

My FA was a good "role model" of the PDP goals. She modelled that we 

shoutd continuaify be growing professionatly ... This enhanced my growth by 

encouraging me to always strive towards excellence and continually 

develop new understandings- being a life-long learner. 

My faculty associate really practices what she preaches and seems to be in 

the same boat 8s us to some extent as a student. She was being very 

vulnerable by giving us her action research which is very personal and this 

opens an avenue for me to be vulnerable with her. Now I understand that 

we are both on a learning curve together. It narrows the gap between 

teacher and student. 



My faculty associate was a role model for me as a teacher, a professional in 

her field and as a reflective practitioner. She was able to reflect on and 

enhance her interactions with us and was always open to comments. Her 

love and respect for us and for children, as people and learners, was 

apparent in ati she did. 

When the behavior of the module team reflected the goals of the program, it 

helped to lower the level of abstraction so that students could understand what the 

goals of the program looked like in practice. This analysis is supported in this 

excerpt from the data: 

1 think we had a wonderful opportunity to be exposed to a lot of different 

models of teaching. I felt my understanding dramatically changed and 

shifted through this process. Teachers can create positive and relevant 

learning environments when they understand what it looks like. 

/ 

It is also evident from the quotations cited in the preceding data that the 

students formed a strong personal connection with their faculty associate. In 

connection with this, I recall a quotation from an educator whose name I have 

forgotten but whose sentiment remains. The quotation went something like this.. 

"we can learn nothing from those we do not love." If this is the case, a strong 

personal bond between teacher educator and student could result in advancing the 

sttidentsf learning, 

in my experience of PDP as a preservice teacher, my perspectives on 

teaching and learning were forever influenced by the dose personal relationship I 

had with my teacher educator. She modelled a caring concern for her students. 
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Because of her example, i believed I had the moraf obligation to be an agent of 

change and to make a contribution to the lives of children. Her modelling and our 

personal connection twenty-eight years ago continue to inspire my practice and to 

direct rn y reflections. 

Judging from the student data, the teaching that is consistent with the goals 

of the picgram and Mhin the Sods of a close personal relationship between 

student and teacher has the potentiai to effect the teaching perspectives of these 

preservice teachers. Yet modelling is a factor that appears to be ignored in the 

literature. An ERIC search on the effect of modelling on preservice teacher beliefs 

yielded no empirical studies. 

Guest Presenters 

To gain further insight into the elements of modelling that crate an impact 

on the student teachers' perspectives, i analyzed the students' response to the 

modelling done by guest presenteTs to the seminar. Two of three guest presenters 

had a positive impact on the students while a third presenter engendered 

resentment and annoyance. While they had only one contact with these 

presenters, that impact lasted for the duration of the program, Students' feedback 

forms cited the modetling done by the positive presenters as inspirational and 

motivating. The following quotation captures student experience of this modelling: 

One presenter who did a sssiarr in the module a!= showed me ?he deep 

devotion that is hers for her students. Her inspiration spilled over into her 

presentation. I hop to inspire children to do the same things in my 

classroom. 1 wonder if language arts w d d  be a veh'rcte which m i d  be 



Aif three presentations were practical, concerned with curriculum and had 

direct apptication to tfle ctassmm. in ail three cases the presenters were 

experienced in working with adults, were knowledgeable in their fields and well- 

prepared with engaging activities to advance student understanding. The 

difference, however, appears to tie in the manner in which the material was 

presented. The teachers who received the positive response from students in 

regarcis to their modefling spoke to students as equak and set an inclusive tone in 

the ciasrmm. f hey spoke d their work ~a"r chiidten in ways that dernsnsWateb 

their desire to empower and enfiance children's lives. spoke of their beliefs 

and practices about teaching and learning with conviction and passion. They were 

visimary and charismatic and they inspired an emotional response from the 

students.. The students believed these teachers exemplified the goals of the 

program. 

The students reported the fasting impact of these one-shot workshops 

throughout both semesters. I%ey spoke of these tedchers in glowing terms and 

desired to emulate their teaching practices. In contrast, the presenter who fostered 

student annoyance and resentment was believed by students to ''talk down" to 

them. They felt she established herself as ?he expert* and them as "the \earners." 

The taw of the interactions during ti-re presentation was hierarchical and distant. 

S k  demonstrated technicai mastery but mmrnunicated no passion for her beliefs, 

no vision or caring to W e  sWmt teachers. Tt-ie students did not want frer to return 

to ck, a fdfuw-ttp session. 

t have no data to indicate whether or not the students actuaily implemented 

&bas frm the work- ttregl reoeived so positivdy. it is my peiclleptim mt the 



content of the seminars was iess important that the manner in which it was 

delivered. The presenters spoke from their hearts about programs that enabkd and 

empowered children in ways the students had not yet imagined. They spoke to the 

students' ideatism and teft a tasting impression of what is possible to be and to 

achieve in teaching. From this encounter, it is my perception that students 

experienced modeliing as conducive to conceptual change when it was inclusive, 

visionary, and connected with children. 

~ s s o c i a t e s  

In their response to the questionnaire, most students report that the 

rnodelting of their school associate was a factor in their devefopment. The foliowing 

quote summarizes the students' response to school associate modetlirtg: 

t was very forkmate to be piaced -v&h two wonderfui school associates. Both 

of them had a signifkarrt influence on the development of my childcentred 

philosophy of teaching. 
l 

and.. . 

Conversations after lesuns, after school, and on teaching in general had a 

tremendous impact m my p r a m ,  methods and the strateg-s 1 tried. 





been placed with teachers whose practices were consonant with the pfogram 

goals, her entry perspectives may have been challenged. 

5 hree of the student subjects in this study had school associates who 

enrofled in the field sttidy course on mentoring student teachers. The students all 

report that their school associate's invofvement in action research through the 

mentoring program was a positive contributor to their growth. Through their 

irnroivernent in action research, school associates modelled themselves as 

learners in the continwus process of inquiry into teaching. This strengthened the 

bond between school associate and student teacher and created a reciprocal 

rehiionship which placed '0013-1 student and teacher on a \earning continuum as 

pcofessionats. This is d e m o ~ i t t e d  in the fotlowing quotations from the student 

data. 

My s c b 1  associate's involvement helped bring us together to work even 

dosr  as a team. Her interest in helping me to grow encouraged me. It was 

helpful to see someone go through the action research process at the same 

time as i was and it was beneficial to be so closely involved in the research. 

What f found most encouraging was that she was learning something from 

me and was not there just to help me grow.. . l could reciprocate! 

It; was great to share the experience of doing action research--and sharing 

our growth and new understandings. Overall, a posave experience and i 

highhj recommend it. It gives a m m o n  language for discussion and 

enabks the school d a t e  to better understand the PDP experience, to 

empathize, and cooperate with the program to help tead the student teacher 

on to growth as a pmfeSSIonal. 



The modelling in this case is influential because it placed the student and 

school associate in a coltabora'rive learning relationship. The students felt that their 

experience as a learner was better understood and was shared by the school 

associate through their common involvement in action research. Once again, the 

data convey that the students found modelling to be influential in their 

development when it parallelled the goals of the program. 

Autonomy Contributes to Conceptual Change 

The module team set out to promote student autonomy because we believed 

that autonomy was a necessary prerequisite to genuine conceptual change. In 

connection with our efforts to promote autonomy, a number of students in the study 

recounted their m e f q b r  of their first few weeks in PDP. They expressed the 

feeiing that they were free failing, like skydivers, out of control. This feeling 

persisted for them until they "understood enough to open the chlute" and they were 

able to "use the toggles to direct their fail." 

The students* meaphur for the initial weeks of the program resembles my 

own. I felt during those weeks that we had "pushed them out of the nest." In my 

mind as weif, they were free falling. It is my observation that before too long, they 

began to experience the program in a different way. Their free fall became an 

experience of controlled flight as #eir confidence and sense of autonomy began to 

grow. 

The theme of student autonomy and its influence on their pedagogical 

ffiinklng is recurrent throughout the data.. The data report that the feeling of 

autonomy was promoted by numerous factors within the program design and its 

impfernemtation. Vtze faam that were conducive to autonomy and their impact on 
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student beliefs and prspxtives are discussed in the fo!towing sections. 

Factors Within the Proaram that Promote Autonomy 

Trust, Choice and Limited Assignments 

The first theme that is evident in the data is the feeling of trust experienced 

by the students. This is reported by Kathryn in the vignette when she states, 

Even when I felt I should like I've got it all together, my faculty associate 

made me feel like I didn't have to, and this helped me to grow. (never 

judging, always buiiding up.) 1 was completely honest her because I knew 

she wouldn't judge me. f k t  h e r  know when I was stressed out and didn't 

have it all together. She gave me the message that she believed in me, that 

I could become an excellent teacher. 

Analysis of the data indicates that students believed they were entrusted to grow 

and that they were given choice in determining the direction of their growth by the 

module team. The choice perm-Rted them to direct their development in their own 

way. The following quotation supports this assessment: 

I; felt €hat i was given the responsibility and trust to grow as a professional 

without ahvays being told what to do- We were given a lot of choice and by 

ahwing us to become independent teamers we could develop our own 

person, personality, and styk in teaching. 

The data report that sWdmS feeling uf autonomy also arose from the 



eqwknce of havirq input into the direction af the program. !3ecause they were 

required to assess their needs and have input into their curriculum, they had to 

assume the responsibilities of professionals in directing their own learning. This 

belief is evident in the foliowing: 

This module program has enabled me to become an independent learner in 

that it was focused on meeting our needs. 1 feel like the students in the 

module owned the program much more than our FA'S did. They were there 

basically to meet our needs. We were continuously asked for input. What to 

we feel we need? What are our most pressing concerns? I really appreciate 

the way that they took our concerns into consideration. It made us take the 

responsibility of the program upon ourselves. 

The limited number of assignments prescribed by the module team 

wntJbLlt,ed to the students' S P ?  of alAmmy and freed them to pursue their own 

goals. The following quotation illustrates this perception. 

We were given freedom from "requirementsJ1 and that pushed 

us to pursue our own autonomy and success. 

SeH Evaluation 

Seit evaiwpion -was aiso indicated by the data as factor in promoting student 

a.~-y. As a ie&t of se!i maliiaBon, stiirits began to identify thernseives as 

prdessionats and to develop a mastery orientation towards their development. 

This is indicated in Kathryn's vignette as she states "some people think we will 



sfack off if we don't have this extma! evaluation =;rt I think if you hate the iig6 

people working with you it makes you work harder, it makes you strive for more." 

Kathryn's perspective is also shared by other students in the module and 

demonstrated in the following quotations: 

Not having grades, midterms and a written final has helped me a great deal 

in switching from "stucknr to "professional." I'm learning for myself and my 

students now, not just a grade. 

Unlike many courses in university I feel I've taken charge of my own 

learning. Readings and assignments are no longer done just because I 

need to jump through a hoop but because I want to grow as a professional 

and have a positive impact on my class. 

As resistant as i was Po se# evaiuation, i feei that it more than anything eise 

shaped my understanding of teaching and learning. Self evaluation forced 

me to iook for answers and guidance within myself. It made the whole 

practicum and PDP process more meaningful and, I feel, more beneficial. 

The data further indicate that self evalua;tion promoted student autonomy by 

creating an environment for students to experimen! and take risks in teaching: 



Self evaiiiatisri i-teipeci me to see myself as a professional rather than a 

student. It aiso gave me security as I felt free to take risks and try different 

things. 

Pam's vignette illustrates one example of how self evaluation promoted 

autonomy and risk-taking in the practice of the students in the module. In Pam's 

case, she planned a difficult and complex lesson for a formal observation but she 

viewed it as an opportunity to learn rather than as a threatening situation because 

of the absence of external evaluation. 

Action research promotes autonomv 

The data indicate that students believed that action research promoted their 

autonomy and independence by providing them with the tools they needed to 

problem-solve, critique and analyze issues in teaching. The following quotation 

demonstrate the students' understanding: 

I 

Action research has taught me to become an independent learner. It has 

given me the tools to be able to make tbings problematic and how to find 

answers to these problems. Being able to critique things according to the 

technical, practicat, and critical aspects has really helped me in that I can 

now take a deeper and more informed look at teaching in general and my 

own teaching performance. 

The data mwat itsat action r s m h  promoted student autonomy by giving 

them confidence in !heir own abilities to deal with the complexities of teaching. 

They betieve that action research and reflection enaMed and empowered them 



during their practica but also, the students attest to continuing to use this tools 

throughout their careers. This assessment is supported in the following quotation: 

I believe in action research (you've convinced me!) and I'm willing and 

excited to make it "my own." I know I'll continue to use it in my career as I 

face big challenges. Action research is a tool I now have to help me and that 

gives me confidence. 

Perhaps one reason why students are so much in favour of inquiry in the 

form of action research is its perceived ability to make learning to teach more 

manageable. Preservice teachers write that there is too much to learn. They are 

overwhelmed with the magnitude and the compiexity of teaching that becomes 

evident during the practicum. Most students gained comfort and confidence in 

knowing they were responsible for depth of understanding in just one area of 

inquiry: 

Action research taught me how to approach and attack my questions and big 

ideas and issues in education. It kept things manageable for me and I liked 

how we were encouraged to thoroughly re9earch one area and dig deep 

rather than skim the surface of several ideas. 

While some students expressed frustration at "being restricted to one aspect 

of teaching when there was so much to learn," they soon realized that in-depth 

examination of one issue devebped understanding of many other inter-related 

issues. This is apparent in foilowing quotation: 

There are so many big and overwhelming issues in education. My action 



research heiped me to focus and concentrate my efforts on learning and 

discovering new ideas about one specific topic. But 1 quickly learned that 

within education, ideas are very much interconnected and have a profound 

effect on one another. 

The autonomy afforded by the process of action research prompted students 

to look beyond themselves and begin to address issues that impact upon the lives 

of children. As they began to reflect on larger social issues, they began to 

explore, chat lenge, and question existing classroom practices and their 

implications for society. Their conceptualization of the role of the teacher 

expanded and they feft empowered to make changes in their teaching and to 

address larger issues impacting the lives of their students. They became pro-active 

and deveioped a sense of moral agency. The following quotations support this 

anatysis: 

I began my practicum with a question for my action research: How can we 

celebrate divbrslty? This question caused me to look at my classroom again 

in a cSierent light. What can i do to make it more inclusive of the differences 

found in the class? At present there is not a single bit of evidence of other 

cultures in the classroom besides an anti-racism poster on the door which 

seems to be there more for the bright cdours than the sentiment described 

thereon. There seems to be a total lack of sensittrvity to this whole issue in 

the classroom- 

Another student writes ... 

SoGiety on the whsk needs help in understanding each others' unique 



abilities and how we can work through those differences together for a 

desirable outcome. We need to help students learn to work together so they 

can survive in an increasingty complex, changing and unpredictable social 

and economic world. It's about bringing peace and security to our society--- 

together. 

She contiflues to addr~ss another issue in her classruom ... 

I am increasingly concerned about the passivrty of my girls. I need to make a 

conscious effort not only to call on them more but to get to the real "root of 

this gender issue." Yet 1 need to proceed cautiously. 

It is clear from both of the vignettes that Kathryn and Pam also reflected on 

moral issues in education as a result of their involvement in action research. Pam 

ixprienced difficulties with students' sxia! relationships ma? she attributed to 

their home environment. She reflected on ways to address this concern and to 

Mng about changes in student perspectives that will create an impact on society. 

Kathryn hoped to empower learners through literacy. She saw her teaching role 

as instrumental in changing and improving society. While Pam and Kathryn have 

different objectives as moral agents, it is apparent in the data that both students 

view agency as part of their role as autonomous professionals. 

While action research was instrumental in promoting students' confidence 

and consequently their autonomy, there were a number of stcdents whose 

confidence was undermined by the teaching practices of the module team. Our 

teaching created dissonanoe and uncertainty for them. 



Dissonance and Uncertainty 

Two student teachers expected faculty associates to teach in ways that 

minimize ambiguity and uncertainty. Pam's vignette expresses a need for more 

direction. She expects the module team to "let her in on the secret" of how to 

teach. Another student teacher writes that she needs "a straight answer from a 

professional." She complains that there is "too much eduspeak and too little 

practical information." More direction, guidelines and standards are seen by 

students as ways to provide clarity and reduce ambiguity and uncertainty in 

learning to teach. 

There is evidence in the data that self evaluation contributed to students' 

dissonance and uncertainty. Pam reports feeling that external evaluation was still 

a factor in the program because of the portfolio requirements. It appears that she 

viewed the presentation of her work in portfolio like an external evaluation. 

Another student shares this perspective and the following quotation indicates that 

she felt that autonomy was given with self evaluation and then withdrawn with the 

portfolio requirement. 

I feel that the intent of self-assessment is a good one, however, I do feel that 

we were given this opportunity and then some of it was taken back by the 

descriptive manner in which our action plans and summaries were 

requested. 

For one student, self evaluation created tensions, anxiety and a heightened 

sense of wlnerability bemuse she did not receive the tangible and external 

recognition of their efforts to which they had become accustomed. She wonders if 

she is 'making it" and she wonders if she is pleasing the teacher: 



I was never quite sure -re I stood with my facuity associate. Was I doing 

OK? Was 1 progressing amt growing in her estimation? Did I disappoint her 

as a teacher and a srowina professional? A student teacher needs to grow 

and develop at their own pace and individually yet I would like to know 

comparatively where 1 stand and if she thinks I am meeting those descriptors 

of excellence. I struggle with my confidence. 

The final was a great disappointment and source of frustration -- after all my 

hard work I left the finaf wondering if I had done it right and what my faculty 

associate thought of my growth. 

While I did not indude these perceptions of the module program as a factor 

in timiting students' concephml growth, it has given me cause for reflection on the 

heightened sense of vulnerability experienced by student teachers. It was my 

perception that I was lavish in praising, recognizing and encouraging student 

development, however, the data indicate that some students needed more. I am 

umwe to what extent this need sbouid be fed by the faculty associate. I believe it 

is more appropriate to encourage preservice teachers to strive to meet personal 

goals and to develop a sense of independence and autonomy rather than aiming 

to please the teacher. 

Moreover, I did not indude the creation of dissonance and uncertainty as a 

factor in limiting conceptual change because I believe it can contribute to 

pmfessionai growth and it can i e ~ i  in a~?awn;ji a r i  r;ris'candi%. ?b 

f~i"bwi~g qmta"uoii from the s t i i f t  data Sndimtes he!r per-on ?!!at growth 

resutted from h e r  stmggfe to make meaning: 

Just as we Sudmts grew in our understanding .,.so too did our FA%. 



Through their own stmggfes, dam was brought to the task for me. If they 

had known all the "answers* at the start they may not have understood our 

confusion. Witfi our faculty associates starting with us, it forced me to 

struggle ... and as a result, it brought me to a piace where 1 would not have 

gone. You often find value and worth in an activity when you have to 

struggle with understanding it as opposed to being handed a black and 

white proposition of what it should look like. 

Refiective Practice Contributes to C~nceptuat Change 

A third theme emerging from the data as factor contrib~ng to studentss 

mnceptual change is reflective practice. This section analyzes the student data for 

infomation regarding the students' perception of reflection in their practice, the 

factors that encouraged their reflection and the ways in which reflection 

contributed to conceptual change. 

Students' perception of reflection 

The data express the studem' belief in the power of reftection to help them 

to grow as teachers. 

Reflection was crucial to growth in this program and as a professional. I 

learned to identify my own weaknesses and strengths and areas that I 

needed to improve and change. This particularly prepared me for the future 

- crSticalty looking at my teaching and issues that affect the students, their 

lives and my teaching. 



Refleekm vd!! keep my practice fresh, discarding what isn't working .a artd 

stren-niq what f keep. ReftecQon brought me to a place of discovery. 

Many areas of weakness and strengths were brought to light. In particular 

was my tendency to lean towards teacher diiectedness in the begiming. 

Reflection came to be a huge part of my teaching. I discovered it to be a 

powerful ar?d marzinghi tool in my deveioprnent. More than any thing else I 

have seen that tfae compkxit)r of teaching can be exmwiating. I was 

overwhelmed with how much L had to learn. What I came to realize was that i 

couldn't possibly learn everything and that there were not clear-cut, 

straightfoward methods and techniques to be learned. A teacher must be a 

life-fong learner. Teaching requires a commitment to teaming and 

growing ...I am eager to demonstrate that I too am a researcher and 

experimenter as an in-service teacher. 

These data express the students' belief that, through reflection, they are 

better able to assess and anakyze their own teaching. keflec-tim is seen as a tool 

to assist the professional to continue to learn and grow in teaching. 

Factors that Stimulate Reflection 

Becstuse the elements of tfte program were intenelated and m m f f y  

reinfurcirtg so, too, are the data that s q p w t  the themes. A number of factors that 

were instrumental in promoing a t r t m y  m e  aiso indicated by the data to be 

supportn/e of r&te&ve p r a m  as well. The student data rebating to #ese -&ues 

t t - t e Z e r r s d a ~ y , ~ t w i f f ~ r e v i s i t ~  

&tainm&-eM-toreflection. B u t m , s u p p o t t m y  



By allswing me to have lWA sejf  evaluation I reaily thought through things 

bemuse I was fk me that was going to make a decision. I had to see 

where my Sfr wtxe and my weaknesses were. So it helped me to be 



me on track, never losing sight of the big picture in spite of daily challenges. 

it gave me a focus, and helped me to tackle a challenging situation one step 

at a time. 

Additional aspects of the program that were noted in the data to promote 

reffection are explored in the foitowing sections. 

Examination of ideas. 

It is evident in the data that the examination of educational issues and 

alternatives became a stimulus for reflection and promoted students' conceptual 

change. The students engaged in discourse concerning their beliefs on 

educational issues. They had opportunities, in study groups, to chatlenge each 

other's assumptions and articulate alternative points of view. This discourse was 

sparked in seminar by guest speakers, readings, case studies and so forth and was 

fundamentat to the module program. 

it was a concern of me rnsrjtrie team 3mt the students nct experience the 

program and our perspective as dogmatic and limiting. We wanted the students to 

kave the program quipped to assess and analyze educational contexts and 
- .  

decrs#lms for thmsehres. In this regard, the data relate a feeting of acceptance of 

&verse opinions within the module community. This acceptance of diverse beliefs 

promoted students' a u t o m y  and their critical examination of educattional issues. 

i* ~ & t y  apfxeciatM We fact that it didn't matter if we didn't agree we could 

just stand aml say i reatly - don? agree - with you and these are my reasons 

and I woufdn't be shat down in mmes but they wwki be discussed and 

accepted. 1Le redly appreciated mat because it's made me think and it's 



made me challenge my own beliefs and defend my own beliefs more than 

f 've ever had to do. 

The data further report that tbe examination of educational ideas and 

exploration of alternative perspectives in a supportive environment cuttivated 

students' reflection and resulted in changes in their teaching practice. The 

following excerpts iliustrate this: 

What has stretched me most and pushed me out of my comfort zone has 

-n the thinking and biscusing and reflecting about the "why" and issues 

of social justice, and equality and the impact of education on society and 

vice versa. 

Another student relates.. . 

As a result of my campiis experience, I am more determined than ever to 

impfement cooperative learning in my classroom. Participating in various 
I 

group activities this week has shown me how important it is to have fellow 

classmates that you can bounce ideas off of, see where you lack 

understanding and find support for your ideas. 

Conqruence between belief and oract ice. 

The data reveal the potential of reflection to assist students to align their 

Wtets and ~~~. An ex;tmpIe of this is found in Kathryn's vignette. Kathryn 

~ m n t s  the d i n c e  she experienced because of her reluctam to impiement 

irtEem3h teaching practices in the chssroom. She is hesitant and n m u s  about 

the outcome of venturing into 'mteractive teaching but her reflection points out the 



inconsistency between her belief and her practice and she takes steps to align 

them. Her vignetk Zitustrates 9-s change in practice that resulted from reflection. 

Reflection Promotes Chancte in Perspectives 

The data demonstrate that reflection and inquiry prompted students to think 

of teaching and learning in new ways. Kathryn's vignette reports her changing 

perspective on evaluation. Through the process of reflection, she began to 

envision new methods of evaluation that would be more effective in enhancing 

student growth. Another example of practice changing as a result of reflection is 

found in the iotiowirtcj iitirstiatioi?. 

One area that has changed quite dramatically is my view of classroom 

management. l have come to see that loud voices and lots of talking can 

lead to lots of learning and does not mean that children are off task. 1 now 

enjoy the chatter instead of being worried about it. This has come with my 

comfort at trying new approaches to student learning. 

There is lots of student interaction in my cfassroom. This has been the case 

from the start as that is the way my SA teaches, but I have been able to caw 

that over into my teaching and f am tearning new ways to allow this 

interaction to be meaningfui and useful to student leamTnng. My view of the 

teacher has changed from that of a more direct source d knowtedge to that 

of a facilitator of students' own discovq of knowledge. 



facilitated a change in student perspective and practice. 

An area that i have had to work on is my interactions with students while they 

are working. Initiatb, 1 merely asked them how they were doing which, I 

found, failed to promote further thinking or to challenge them. I began to 

realize that I was missing a valuable opportunity to promote further 

understanding of concepts and extend iearning. I began to ask more 

probing, process-oriented questions and answering student questions with 

questions which would take them through steps to the answers required. 

Student understanding of concepts learned became dearer and the focus 

was then more on the process than the product which is far more important 

for much of the students' later teaming. 

Factors that Limit Conceptual Change 

In order to promote conoepW1 m n g e  and move students beyond survival 

in the pmdca, the rnudk.de team asked the students to articulate a vision of their 

ideal dassroorn. Kathryn's data d M b e  her vision of a rich and 

dassrwm environment with students putposefully engaged in aailenging and 

intwxtiwe kaming tasks. She was fmtrated, however, in her to enact her 

vision and to bring her practice more in line with her new-found understandings 

about teaching and! teaming. One swrce of this frustration is ttte difficutt)r she, like 

sew?& other students, efmmtered with cbsfoorn management 

Classroom Manaaement 



dassrwm management impact upon student iearning and upon their ability to 

move beyond transmissive teaching. The data consistently communicate that the 

preservice teachers struggled to manage the behavior of students in order to 

establish a climate for learning and to enact their vision. 

While difficulties with classroom management were a factor for all of the 

students in tbe study, they posed the greatest obstacle for Kathryn. It is evident in 

the vignette that she was rettstant to employ more interactive teaching strategies, 

although her action research focus was "active learning," because she believed 

that the teaming s-rkisttion would disintegrate as a consequence. She believed that 

she was more able to manage the ciass with direct instruction and she preferred to 

use traditionai teaching methods rather than risk the loss of classroom control. 

Complexity 

Another factor that limited the students' ability to demonstrate conceptual 

change is f P i  mm@exitjf a ~ d   mag^!&& =f tk demands n&ced on the piesewice 

teacher in the practicum. The data are rich In detailing the feeling of exhaustion I 

expe%m& by the vesewice teadws during their extended practkurn. The data 

reveai they fed overtntheimed with the newness and complex-@ of the tasks. This 

aspect of teaching is ~ ~ t e c t  in bth vignettes. Pam believes if she could just 

get ta her &)dm& for a mmeilt, she wkl establi~h a dass~oom a-phere 

cmdmhe to b m i q -  Tfie &la in Katbp's vignette anb ttie fieidnuts reveat her 

-m tn sumhe. This theme is repeated in the foilclwing 

Panicattack! lmmar~y~ingsgoingmandI'm~etchedto~point1feel 

a W  imddsep- ~otgood. I'mnearly-Wthetime 

€Whome. lak m t t t r t r w m e i r n s t ~ .  TtrisweekIaSebam 



bank and i cried on the phone to FtZirre Shop. TOG rnwh stress, more than I 

can handle. 

Kathryn attempted to lessen the demands on her and to reduce the workload 

by relying on te>ctbmks and direct instruction. Pam enforced a "no talkingn policy 

and a series of escalating punishments for her pupils. Both of these practices were 

perceived as attempts to minimize the compiexity of teaching but they are not 

indicative of conceptual change. 

Entrv Bet iefs 

The finaf factor that limited conceptual change for two of the seven students' 

in the study is the persistence of transmissive entry beliefs about teaching and 

learning. The following excerpt, taken from the reflective writing of one of these 

students, illustrates Wis point: 

The transforrnatbn from the way I was taught to who I want to become 

as a teacher Is a long and difficult process. There is a stark contrast between 

these two and I am struggling with how I can challenge the notion that was in 

my head (of what a teacher W s  and sounds like) and triumphantly replace 

it witfi my new unfolding vision. 

When f, entered PDP my head was full of ideas of how 1 was going to 

cweate p-e ieiatiunships and ieslining experiences within my ciassroom. 

ASf gQad ideas, miy pr&km was I had left the students out of the decision 

Wing proces. Many iessotls were teacher directed and nat very 

meaningkrt- 

Chiidfen need to be iwohred in thejr learning in active learning and I 



knowing that, it's another thing acting that and being able to let the children 

discover for themselves. 

The hardest transition for me was taking what was in my head as a 

student in elementary school, years ago and translating that into what as 

teacher I wanted to -me. I was just acting upon ail the experiences I had 

had as a student and using 'tt-rose to guide my direction as a professional. It 

was hard because at the beginning it's a panic situation and you just draw 

back to what you know best . The resutt was something that wasn't what I 

wanted to be as a teacher. 

It is clear from this excerpt that this preservice teacher had a vision of the 

type of teacher she aspired to become. Her vision differed greatly from her 

experience of teachers in the past but she found herself reverting to those 

traditionai teaching behaviors in moments of pressure. The inconsistency between 

her teaching idea! and the reality created dissonance and promoted her reflection. 
I 

She sZruggied to bring her teaching behaviors in line with her vision. 

There is also evidence in Pam" vignette that her entry beliefs about 

teaching and learning were a persistent factor into her seoond practica. In contrast 

with the student quoted above, Pam does not struggfe to change her beliefs, but 

ratfrer to change the program to Mng it in line with her beliefs. 

Summary 

This chapter has presented an anatysis of the data related to the prese~ce 

&adper education prqyan. itre purpose of the anaiys'i was to e w e  whether 
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wiiceijcrirat change had =iiired as a result of the program and the factors that 

promoted or inhibited this change. The data reveal that conceptual change did 

occur in six of the seven students in this study. The factors in the program that were 

found to promote conceptuai change are as follows: 

- modelling 

student autonomy 

reflection 

The factors in the program that were found to inhibit conceptual change are 
as follows: 

complexity of teaching 

classroom management 

student entry beliefs 

Chapter Seven presents a summary of the issues presented in this study 

and my conclusions and reflections as a result of this inquiry. 



SUMMARY, CONCLUSIONS AND REFLECTIONS 

This thesis came abut  as a result of my work as a faculty associate in the 

Professional Development Program at Simon Fraser University where my 

teammates and I designed and irnptemented a teacher education program that 

reflected constructivist learning perspectives. The intent of the teacher education 

program was to promote conceptual change on the part of preservice teachers. Our 

goal was to prepare teachers who were capable of enhancing student learning 

through the creation of rich and vital learning environments based on constructivist 

theory, Moreover we sought to enhance the life chances of chiidren by preparing 

their teachers to embrace critical inquiry and self-renewal. We believed that 

learning opportunities for children would be enhanced if their teachers were 

cuntinuing to learn and grow. We were convinced that 

... the future of pibiie &mation rests t;t:imateiy on the shoulders d strong 

teachers who have been nurtured in viable and challenging programs of 

teacher preparation. Wideen and Grimmett (1995, p. vii) 

The study examined the Professional Development Program (PDP) at 

Simon Frzser University and its potential to contribute to conceptual change. While 

PDP has many aspects that have the potential to contribute to the preparation of 

outstanding teachers, t found limitations w~thin PDP. These limitations were evident 

as a result of my o m  experience within the program and in the literature 

concerning probIems common to many teacher education programs. Additionally, 

the study examined the research on teaming to teach and the factors that impact 

presertlice teacher development. This examination of t k  literature was 



undertaken for direction in designing a program thrt could result in conceptual 

change on the part of preservice teachers. 

Because our module is unique within the general program, the particular 

needs and circumstances of our students were additional factors that were 

considered in developing the program. The module team considered these 

challenges and discussed ways to address them within the situation in which we 

worked. Our belief was if we could create the "right" environment for learning, the 

program would result in the realization of our goals. Our deiiberations resulted in 

an inquiry-based teacher education program founded in constructivism and 

emphasizing three program elements: modelling effective teaching, self evaluation 

and reflection and inquiry. 

To determine the effect of the program, I interviewed and observed seven 

preservice teachers and examined documentary data. These seven preservice 

teachers represented a range of perspectives. The data from two of the students in 

the program were compiled and presented as vignettes. My purpose in presenting 

the vignettes was to reflect the the students' voices and for readers to gain an 

impression of the nature of the data and of the lived experience of students in the 

program. The data were further analyzed for themes to determine the elements of 

the program that promoted or limited conceptual change. 

Conciusions 

This thesis set o ~ 4  to explore three questions. In response to the first 

question, "Can we meate change in the perspective of the preservice 

teactzers in the program?" the answer Ss a quafified yes. Based on the documentary 



evidence, interviews, and my observations, I would argue that it is possible to 

create conceptual change in the perspectives of preservice teachers. 

Despite repeated claims in the literature that preservice teacher education 

programs fail because of the persistence of entry beliefs, the data from this program 

indicate that: the program was effective in creating conceptua! change. Each of the 

students in the study reported different perspectives on teaching and learning from 

their entry perspectives. This assessment is also supported by my observations as 

a participant observer in the case of six of the seven students. it is also my 

observation that the remainkg f i e  students, who were nut subpds of this study, 

also experienced conceptual change. I noted in Chapter Four that the data were 

assembled from students who had completed the program under my supervision. 

Data from two students, one who withdrew and another who was transferred to 

another supervisor are not included in this study. It is possible that they may have 

had a different perspective of their experience in the module but I did not have 

access to their data for inclusion in this study. 

it is evident from the data that we were successful in creating a climate that 

led to the realization of many of our goals. The data reveal that the preservice 

teachers believed that their experience in the program promoted their appetite for 

learning and nurtured an inquiring attitude toward their teaching practice. The data 

demonstrate that the student teachers ktieve that their involvement in the program 

resulted in greater thoughtfulness about the ways children learn, the ways to 

engage iearners, and ways to enhance learning and social deveioprneni. There is 

evidence in the data that the preservice teachers began to think of cmieilkim in 

new ways. 

The data further reveal that the students beiieved thernseives to be more 

MougMful teachers as a result of the program and that they daimed, at the end of 



the program, to be cummitted to continuous growth and development as teachers. 

Most students report that they experienced a sense of autonomy and freedom to 

experiment and to take risks within a supportive and caring environment. As a 

consequence of our module design, the prese~ice teachers expanded their 

perspectives of teaching to include multiple models of instruction and they 

embraced a constructivist perspective. The evidence in the data leads me to 

conclude that under the "right conditionsn conceptual change will occur. 

This conclusion causes me to question the assertion in the literature that 

preservice teachers' entry beliefs are robust and persisterit. The data revealed that 

the transmissive beiiefs of the prese~ice teachers in this study were held in conflict 

with more iiberal and child-centred beliefs. It would appear that entry perspectives 

are more complex than the literature indicates and that students may be willing to 

relinquish transmissive beliefs if the learning environment creates conditions in 

which their child-centred beliefs can flourish. 

If the data are accepted as written, the results of this study are optimistic. 

But I am mindf,ul of the iimitations of this study. It may be that the perceived changes 

in the beliefs of these preservice teachers are not genuine or enduring and they 

may not result in changed practice when they become teachers. Richardson (in 

press) argues that 

Perceived changes in preservice students' beliefs and conceptions may be 

transitory or artificial and turn out not to drive their actions when they become 

teachers. 

Ewn if the changes are geiiiice, t am wii=md iii the beginning teackizfs' ability 

to sustain practice that wns counter to the culture of the school. in my experience, 

a number of scRoofs would find the practices the module team espoused as 'state 



of the art' tt.lreatening and undesirable. New wine may not fare well in the old 

bottle. Longer term studies would be needed to determine ... 

if these beginning teachers continue, as they vowed, with some form of 

inquiry into teaching. 

what beliefs they hoid after one, and after five years in the profession. 

if their practice is consistent with their beliefs. 

what factors have influenced their teaching behaviors. 

what their impression of their teacher preparation experience is after one 

year in the classroom. 

if this study could be replicated with a different group of student teachers. 

Factors that Contribute to Conceptual Chanqe 

The second question f set out to address concerned the conditions under 

which the student teachers were persuaded to relinquish their transmissive beliefs. 

The first fx tor  noted by studm?s ?.L) wntrib~ae to this conceptual c & q e  was 

modelling done by the module team, by guest speakers to ttw! seminar, and ,by 

school associates. 

Modellinq has the ~otentiai to contribute to conceptual chanqe 

Modelling by the module team, guest presenters and school associates had 

the potential to be a contribmq factor to the students' conceptuai change. 

Modelling was effective in contributing to conceptual change when it involved a 

dose personal relationship between teacher and learner and when it 

demonstrated ttre g d s  of ttre program in action. When model!jng honoured and 

indirded the presetvice teachers as emerging profession;tJs and es-tabiishd a 

mItaimratiwe and nowhierarchicat tone, students' learning was enhanced. 



progrm, and spoke cf a pssiomte commgment to enhance the lives of children, 

it touched the students' emotions and captured their imaginations. The modelling 

then inspired them to emulate the style or belief of the model in their own teaching. 

The data from this study rndieate that the modelling done in the module produced 

wneptuai change- 

This conclusion raises a number of issues for teacher education. Firstly, the 

literafure argues t k f  university programs fail to provide adequate modeis for 

presentice teachers to emulate (e.g. Zeicfiner and Tabachnick, 1981 ; Fuffan, 1993; 

Tuinman, 1995) and that this resub in persistence of transmissive teaching 

practices. This argument appears to -be -based on assumpuon as i couid find no 

studies to confirm or refute this assessment. Thus, those involved in teacher 

preparation are nut informed by the literature as to those practices that constitute 

& d m  or ineffective mmfliing. If modelling done in preswice teacher 

preparation programs has the potential to effect change in the beliefs of preservice 

teachers; more needs to be known about it.. 

Pert-laps one reason why there is IjWe research d m  on the effects of 

mcxHling in teacher peka%m programs is because d the failure sf academe to 

@ace as much emphasis an teasing as it does on research. Research is done in 

m a s o n  and colWrm with others, it is open to public scrutiny and critique. 

Et is the currency of academic aediirritity !t teaching within the university were 

subject to the s;xm rigarous stamfads, m doubt more effective modeffing would 

result. F&we research &fats that focus on the beliefs and practices of #e 

pp&mMte or c=fmkaI ~~~ ycwld be fieipful for those attempting reform. 

if rnelfing potentiat to be a powerful contributor to futvre teachers' 

preparation programs must address what is 



=the hiring oT academic and clinical professors and for the selection of school 

associates for practicum pfacements. 

White the data in this Sudy suggest that modelling is most effective when it 

is consonant with the goals of the program, hiring individuats who present a 

uniform perspective on the interpretation of those goats presents, in my opinion, a 

dangerous consistency. When the views within a teacher preparation program are 

humogeneous, there is the potential for aspects of the program to be accepted as 

given and the assumptions upon which the practices of the program are based are 

not open to examination nor are they considered to be problematic. Cochran- 

Smittr f 1991 b, p.107) argues that #ere is a danger in programs when neither 

teachers mr sfuderr'rs.. . 

are encouraged to examine their knowledge and language from multiple 

perspectives, draw upon their own resources to pose problems and generate 

theories, question the cunicwlum and its underlying assumptions, and 

cba!!enge s k i  the mc;trk&-Ean tS a generic knowledge base for teaching 

or the institutimd arangernants and consequences of schooling. , 

The danger ties in tf'te dognta@sm that may arise from unexamined acceptance of a 

un%wrn pe~spctive. 

i kiieve, rather, that the interests of prese~ce teachers, and the children 

they wilf encounter, are r seNeo by diverse p e r s m e s  and by vigorous 

examination of pedagqkxd ~~. i, Mreve it is impartant that presenrice teacher 

eefiucatkm prwams -re the dewbpmt of reflective and criical teachers by 

expanding €he r a m  @-on and rdleciion on teaching to mfiMe~ d rzinge 

af p e q ~ & ~ e s ~  This is more effectively accomplished when teacher educators 

m a r a n g e  



Autonomy has the potential to contribute to conceptual chanqe 

The second factor contributing to conceptual change was autonomy. The 

data from this study indicate that the development of preservice teacher autonomy 

had a significant impact upon their perspectives and teaching practices and 

mtribluted to their mmpPd21 chaw.  

The students' experience of autonomy was a consequence of numerous 

factors within the design and delivery of the module program. Critical among those 

factors, in my estimation, was self evaluation. The reported significance of self 

evaluation in the program and the degree of conceptual cbnge evident in the 

student data muses me to wander if student entry beliefs persist because of the 

threat of failure. As nolied in the vignettes, Pam and Kathryn made every Mort to 

controi alf the variables in the tearning situation when there was a threat of failure. 
.AIL- --AA- wrzert exrema! eiiaiuatio~ is a i a a ~ i  in deiemtining the siuck-iiis' iuture, they ii7w 
attempt to control the tearning situation by teaching in transmissive ways or by 

bii-MQ itcfgpting the graetices of their supwissrs in order to sunrive in the program. 

Neither of mese aiterrnattves is mdticive to producing genuine conceptual 

mw- 
The issue of sePf ewttiation in teacher preparation prsgrams is rife with 

f~~ m m i q  ity, cmtrul and Bust. In my experience, self 

ewht ion resprked in a I shift nat on& for the presenrice teachers, but for 

me as tkeir teacher- When the module team relinquished the power to remove 

students from the program and cptekecping was not lcqw an option, the focus 

was then @aced on our teaching and the ekments d thr! program that would have 

t b ~ t ~ f o r p r e s e r w i o e t ~ c S r e P s .  Wwoureffortstoensurettratthe 



program was as mmpeiiitlg as pssibie. Furtkrmore, when we divested 

ourse!ves of power and control, we gave it over to the presewice teachers. We had 

to trust that they they, too, wanted to be the best teachers for children. This resulted 

in the creation of a climate of trusting expectancy in the students' desire and ability 

to develop as professionals. Moreover, it resulted in providing opportunities for the 

students to direct the program stnd their inquiry according to their needs. In this 

way, they experienced autonomy and freedom Ps set their own p i s  and to pursue 

theif own interests in advancing their professional development. 

With the exception of the one student, mentioned in Chapter Four, who was 

transferred to another supervisor for the extended practicum, t believe that the 

power and trust invested in the students was not misplaced. Moreover 1 believe 

that the positive outcome of the prcgram for the majority of students far outweighs 

the negative results for one stetdent- Because of the potential of seff evaluation to 

pimuce conceptual chmge, it woaid be woflhwhile to conduct empirical studies 

into the effects of evatmticm practices on program design and delwery and on 

conceptual change. I 

Another critical factor in creating student autonomy and pruducing 

conceptual change was the stubem' imtotvernent in action research. The choice of 

topic and the plan of adion was chosen by the student teacher based on their 

assessment of needs w-rtlirin the ~ssroorn, itW knowledge and experience in that 

setting, Wir readings, wrksProps, and seminars. Action research made teaching 

rme marageabk am$ it gave s&dam %ha mnfi&~i irt theif am ability to 

m ~ a ~ e !  the mmp!exW Mse !hem thrmgr! ref!WJon, ohnratinr! and t!!ugMuf 

adon. It reinforced far them that teaching is a continuous prooess of inquiry, 

dkmvepy and re invem cd pm%ke. Because action research piaced the control 

and direction d their 



perwon of ih3mse1w~ as a~~oiiomoiis agents, the st~dentt -me active, not 

passive ieamers. 

At one time in POP, there was an emphasis on coflaburative research into 

teaching and learning by faculty, school and facub associates, and student 

teachers. Regrettabiy, this effort seems  to have been abandoned of late. In my 

opinion, action research has the putentlal not only to have profound and lasting 

effect on presei-vice i~~-t-rn~ &wefopmerit: tr3: also to expand md hrforrn the 

genera! knowledge b a s  on teacher education. it is within the milieu of 

coltaborative inquiry that all stake-holders may engage in dialogue surrounding 

issues in the on-going work uf learning to teach. It is from this discourse that the 

moral dilemmas that confront teachers k a m e  evident and the resolve to effect 

change may result. 

Reflection has the potential to contribute to conceptual change 
- r he third facfol ma% piornoted wncepiuai change was reported in the data to 

be $he emphasis in ths program on reflective practice. This leads me to the 

mius*m that reflection in, on and abm pracfice has the potentiat to produce 

mmeptuaf change. 

This raises a number of issues of importance in teacher education. Firstly, 

as dewmated by my eqxxkwe as a first year faculty associate, time and space 

must be cleared in piolyams €0 alkmr for reflection. Teacher educators most resist 

the wge to "fill ali the bks* aad time w:min their prnngams for ref!&sn 

W is cwcM not mIy fw the devrslogment af ,oreservice teachers but also for those 

who wutd facilitate! their grOWtAOWtA I fear we have a tendency to k e e p  the students so 

b y  with @c~nrrtmts, @ i  real a m o n  is rare. 

SescmdQ, in my e-, ability of preseNSce teachefs to reflect may 



be in direct refationship to the abifity of their supervisors to support reflection. 

Facilitating the growth of preservice teachers through interactions that stimulate 

r&iection is a sophisticated and complex skiit. It requires that the superwisor 

uriirstands the students' level t3f development and is able to frame questions that 

are within t k  students' concepkrai grasp in order to scaffold the students' 

uweraanding from o m  place in the zone of proximal development to another. To 

do .this well, requires time, experience, self-evaluation and concerted effort on the 

pari of the supervisor. 

A~other challenging aspect of facilitating reflection lies in the development 

of a trusting relationship. In order to facilitate reflection, the student teacher must 

fed safe to expose their vutner&ifities, to think aloud and to take risks. Once 

again, promoting reflection requires that me supervisor have the necessary skills 

and experience to be effective. In the case of PDP as noted in Chapter Two, the 

WO-year appointments of kcuRy a d a t e s  may not tx, emqh time to devebp the 

necessary cammuniatbn and rwrt-btiifding skills. It may be that teacher 

education programs in ather universities atso d~ not provide emugh time or 

emphasis on the skitis prerequisite to cubvating reflection and, consequently, the 

devetoprnent of preservice teackrshabif-@ to reflect may be circumscribed. 

A third issue reiated to reflective practice concerns the fad that nritch of 

teaching is done in isoMm and contacts with supervisors are limited. In 

C O ~ S . ~ ~ ~  with this, ShuImm (1989, p.381) relates his perspective that genuine 

refkAiorr cannot *be a m p k M  aim.  &I Sh~iman's war&, too mmi heppm 
---=A --A r---L--- A-A -,,,L€- L, ,,LA ..-A AC +k ~h,.--,;- W raprob a m  tea~~tws are trimme ru r r i a n r :  snmcz  vt rr & uuut i ry ,  bibSllk& 

amhs~on" of the ctassrm. Refiation requires coitegiality to overcome the 

" j i m b m  of iixBividu& ra-iiy." if r e + f k d m  has the potential to tocreate 

change and, if as Shufman argues, reffection is unproductive whsn 



practiced in isoiation, Wen frequent oppoWn%es to engage preservice teachers in 

reffeetie discourse is imperative. This speaks to increasing the number of contacts 

W e e n  srrpewisor and preservice teacher and to the selection of school 

associates and their preparedness to engage in reflective dialogue. These issues 

will be discussed separately as follcnnrs. 

Curttacts between supervisor and prese~ce teacher are problematic. 

WIthin PBP, for example, in one semester I supervised fourteen students in four 

school districts spanning a radius of seventyfive kilometres I felt like f spent more 

fme in the c a r  than I did waged with my studen& in thoughtful discussion related 

to issues of teaching and learning. Ciustering students and reducing the numbers 

crf students in the supenrisory bad would ease supervision and ptavide more 

opportunities to promote reffection on practice. 

Anortfrer factor in enhancing the opportunities for presenkce teachers to 

engage In cefIective practice lies in improving field experiences for students in their 

pracfica. in this regard it is essential that the university work coilaboratively with 

teahers in the field to deSgrr and imptement innovative programs. I believe such 

cofkibf'aaive teaching has poteirtial to create improved teaching and learning 

ca?ditions for all cornem. fn support of this belief, Shulman (1989, p.186) states 
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kerning, but pupils' learning as well. In this way, reflection on the part of all the 

stakeholders in the preparation of preservice teachers may result. 

factors that limit conceptual change 

The data indicate that conceptual change for the students in the program 

was limited by three factors: classroom management, complexity of teaching tasks 

and their entry beliefs. t have chosen to consider classroom management and 

cornpfex'ky together under the heading complexity. This is followed by a discussion 

of entry beliefs. 

Com~iexitv of teaching 

The student teachers' attempts to innovate are effected by the complexity of 

life in the classroom. Classroom management is one of the main contributors to 

this cornpiexity. According to Smith and Geoffrey (1968, p.71) management 

imofves a complex relationship af belief and sentiment ... "part of the teacher's task 

is not onfy to have pupils know what they 'should' do but to be 'willing' to do it." It 

is evident in the vignettes that the preservice teachers found it difficult to persuade 

their pupits to be wifiing. They found it easier to survive in the classroom when they 

were in cx>Mrot af as many variables as possible. 

Moreover, they are exhausted and overwhelmed by the complexity of the 

leaching tasks. Even rotAirie activities such as writing on the chalkboard, taking 

attendance, mWcQng and dis@i!buiing materials are aii new exprier- @ti 

cbiienge the novice teacher* They attempt to miniinire We ~mki;;ad bjj l&@j 

texts, worksheets, and direct instntction but the expectation of th6r university 

wperv'rs is that they will demorrstr- inmatbe teaching mt, in many mses, 

the teaching modelied by their &mu! associiate. 



This leads me to wonder if, indeed, we are asking too much of these 

beginning teachers. Kathryn pleads, "why does it all have to happen in Education 

405?" and in her poignant metaphor at the end of her vignette she states, "so the 

process of cnanging and improving in teaching is a process over time. Coal turns 

into diamonds under heat and pressure. It takes a million years." I have no doubt 

that Kathryn is committed to constructivist perspective. She understands that 

teaching will require a tifelortg effort in pursuit of excellence. Ail of the conceptual 

goals of the program are met within Kathryn's perspective but the complexities of 

teachiq ayswhe';m per &F,& to i-pfemen+i & v':s':sn. 

The data lead me to consider that if expectations of student teachers remain 

the same, teacher education programs need to find better ways to support student 

success. Kathryn's experience prompts my reflection on modifications to the 

program and to our teaching that could enhance student learning by reducing the 

level of complexity of the teaching tasks. One possibility may be to encourage 

team teaching with school associates during the first weeks of the practicum or 

during periods when innovations are introduced. In this way, the presenrioe 

teacher is retieved of the full responsibitrty for the learning experience and the 

'cognitive overload' would be redwed. f believe, like Holiingsworth (1 $389: 186) 

"that improved learning would result if presenrice teachers were not required to 

think about all aspects of teaching at 

It also m u r s  to me that, while the module team modelled effective teaching 

in zn adult settinq, we did m€ demonstrate how teaching children WOUM 

wassitate addressing a range of sociat, behavioral and academic mncem that 

are not evident in a dass at hQhb motivated and capable adub. This asertjon is 

cmfimed by the research into urban dass~oorns c o n d m  by Smith and Geoffrey 

(1968). Therefore, when presxvia teachers srtfempt to model Zhe behaviors 



&mons.trated by the module team, they encounter difficulties in the classrclom. If 

the module team had demonstrated models of teaching with a class of children and 

guided the student teachers' understanding of what they were seeing throughout 

the lesson, preservice teachers may have been better able to grapple with the 

admi events of the classroom. School associates do demonstrate ways to work 

effectively with children, however their knowledge of teaching is often tacit and they 

are inexperienced in articulating reasons for their pedagogical actions. 

Another factor that may exacerbate the difficulties student teachers 

emewter h tke classmas is the 'hidden cuniw!uml cf the mivers'&y surrounding 

issues of dassroom management. fn my experience of PDP, far example, it is 

'politically incorrect' is to address issues of classroom management in 

comprehensive ways. Classroom management is assumed to take care of itself 

when the learning experience is well-conceived and engaging. Experience in the 

classroom has taught me, however, that this is only partly true, Even the best of 

feaming experiences requires tAat the teacher is able to focus the attention of the 

children and to direct their behaviors in safe, purposeful, and respectful ways. This 
I 

is a mlteging task for a beginning teacher but one that is zn essential 

prsquisite to ptysit teaming (Denscumbe, 1982.) This leads me to conclude that 

university programs that downplay ttre signiificance of ciassrmrn management do 

student ie;tckrs a dissenrie. While I do not support Kagzin's (1 992) wndusion 

that teacher education programs should focus on teaching procedural and 

to the exdusim of mare subst;trrWe issues, more 

attention 0oM have been spent on these concern -:~ithin the program under 

srudfy- 



Entry betiefs 

The final factor that limited conceptual change for the students in this study 

was the persistence of transmissive and authoritarian entry beliefs. This was a 

factor for Pam throughout her practicum and a factor for one other student who was 

aware of her transmissive conditioning and struggled to change it. I believe that 

Pam was the only student whose entry beliefs were unchanged. 

W'nile this study was limited to seven students and not generalizable to a 

larger population, the results raise some doubts for me about daims that success in 

creating conceptual change is limited by the persistence of entry beliefs. It may be 

more productive for teacher ebiicators to remriceptiiaiire their mission and to 

restructure programs to create conditions in which conceptual change is most likely 

to occur. 

Refinements 

in the preceding sections, a number of issues have been raised that could 

be instrumental in advancing conceptmi change. There are a number of 

additional factors that coufd a h  have promoted our students' conceptual change. 

t consider these to be refinements to our initial mncepmaltzatiun that have the 

potential to make our program more mmpeliing. For example, the module team 

did ask students to articulate a vision and to take steps to realize it through their 

action research. Upon reflection, more could be done with tbese vision statements 

to enhance s t ~ s ~ & t ~  on the rate of the school and W e  teacher, to inspire 

o h r  students in the rna&k, and to inspire moral action. 

WForeover, a i r  program fell short in expanding shtdent understanding of the 

social factors that tmpact upon tfre f'wes d pupils. We did not, for example, 

examine issues crf pauWyf gender, race, c u k e  or sexual orientation in depth. TO 



address this shortcoming, inquiry couid be extended to include writing 

ethnography. This form of inquiry could be effective in deepening students' 

understanding of the critical issues of diversity and inclusion. 

Summarv 

A number of issues have been raised as a result of this study that could have 

impact on the outcome of teacher education programs and their ability to effect 

conceptual change. In summary, those issues are 

the emphasis of research over teaching within university communities 

the shortage of research into teacher education programs generally 

= the lack of research into the effects of modelling on preservice teachers 

- the iack of research into the effects of evaluation practices on the 

perspectives of presefuice teachers and on the effects of setf evaluation on 

the teaching pradhs of teacher educators 

the need tc, place more emphasis on collaborative inquiry with all 

stakeholders in the education community 
I 

= the need for increased opportonitks for supervisors and student teachers to 

engage in refliective dialogue 

attention to the selection and preparation of school associates 

consideration of ways to Iessen the "cognitive overload" of preservice 

teaching 

- reconceptualize the mission of teacher education programs and restructure 

with a n c q t w !  change in mind 

- continue to r e f k t  i p ~ ~ n  and refine program elements to ensure that they are 

as ampelling as possible. 



Reflections 

It is my perception as a participant observer in PDP, that conceptual change 

was created, not only because of the themes evident in the data related to the 

program of seminars implemented by the module team, but also because of the 

structure of PDP itself. In Chapter Two of this study, I noted the similarities between 

Tom's (5995) conceptualization of a teacher education program that had the 

patentid to promote change and PDP at Simon Fraser University. As a result of my 

experience in PDP, I would argue that the structural elements of the program, (i.e. 

its intensity, ihe assirnpeofi i h ~ t  pedagogimi content knciwtdge arises from 

reflection upon practice, not in advance of it, the use of differentiated staffing and 

the clustering of students in cohort groups) create an opportunity for conceptual 

change to occur. 

Moreover, PDP takes structural redesign a step furU9er than Tom's vision by 

creating the module components in which experimentation can occur independent 

of the rest of the program. While there is a normative infiuence within PDP that 

tends to limit the parameters of risk-taking and experimentation, there are 

opportunities within the broad interprektion of the goals for ihose module teams 

who wish to innovate. As a result of my exprience in the program, I believe that 

this programmatic structure was a powerful contributor to conceptual change. 

T his was not afways my belief. Foilowing my first year as a faculty associate, 

L believed that PDP mxkd to have a prescribed curriculum in order to provide 

directh and guidance for novice facuky associates. Like my students, I was 

searching for a 'recipe' to minimize the dissonance I experienced in the program. 



One director of FDP refers to i k  program as "messy." I kiiet'eei that 

"messiness," of the prugrarn created by the broad goals of the program and the lack 

of explicit curriculum was a tiabiftty Upon reflection, and as a resuf of my 

experience as a second year faculty associate, t have changed my perspective on 

this issue. Because uf the fiexibi1it)r of tlhe goals and the resultant opportunity to 

expriment, profound changes can occur, not only for student teachers but for 

facuby assdates as weii. 

The structure of PDP was intended to create "synergy'" between the 

members of the module teams. This did not happen on our team in our first year 

together. However, as a result of our second year, true synergy was created and it 

was manifest in our ability to create the "right environment" for conceptual change 

to occur. Our synergy and the resulting program grew, because within our triad, 

technical rational knowledge and personal practical knowledge became, as Evans 

(1996:22) describes "a fuzzy distindictn. Each member of the team was 

considered to possess . . ..both forms of knowiedge." 

fn this connection, it was fascinating for me to encounter the literature on 
6 

cfeating conceptuai change (e-g. Posner, Strike, Hewson and Gertzog, 1982; 

Strike and Posner 1985; Ncvak, 1988, Driver, 1987; ) after the program had 

finished because the factors proposed in the research were a part of our program 

and our tacit understanding from the outset. As we coliaborated to realize our 

respective visions for conceptual change, we were able to harmonize our 

w-xWff,a~&~gs 2nd $9 r-slize w r  work as teacher ~ U W ~ Q I S  

Pm~er et a!. (1 982) and Strike a_nd Posner (1 985) use the term 

uco~eptual ecology" 30 explain the conditions under which conceptions of 

kmtpcfed~e are held. According to Strike and Posner (1985, p. 217), in order to 

create mncepWl new cospcepgions must meet the following conditions 



mir, the Iearner's canceptml ecotqy. They must: 

- appear to have the "potential to solve the anomalies the learner has 

identified in practice. fn short, the individual must have "lost faith in 

existing conceptions to solve the problems encountered. 

- be analogous with existing conceptions so that connections can be made 

with prior knowledge. 

appear to be reamnabie, intelligible and plausible. 

- interpret past experience in a new way rather than contradicting past 

experience. 

- fit within the individual's understanding of what constitutes knowledge. 

fit within the individual's metaphysical beliefs 

Posner et ai. elaborate on the educational implications of the conditions for 

cunceptual change. They argue (1982, p. 224) that students are prepared for 

conceptual change when their current "conceptual ecologies" are in a state of 

"eognWe wrrff'rct." 

It appears, from the data analysis, that cognitive conflict occurred as a result 

of the modelling by the rnadule team and guests to the module, and because of the 

students' involvement in reflection and inquiry. Then, as a result of the autonomy 

afforded the students by the program design, they took an active role in addressing 

these anomalies. They began to assimilate their new understandings and to 

reconceptualize their perspectives on teaching and to demonstrate their new 

understandings. 

It appears from the data that these preservice teachers entered the program 

with a moral imperative that contributed to their conceptualization of their :ole as 

teachers. This is evident in both student vignettes. It appears that when the 

program was consistent with the students' moral agenda because their intent was 



to e m p e r  iearners, mm-ivism was accepted as a means to do that. For these 

students, the program designed by the module team was perceived to be 

anafogous with existing conceptions and to ccnnect with their prior knowledge. 

Because of students' moral imperatives and their child-centred beliefs, 

constructivism appeared to be reasonable, intelligible and plausible. 

Where the students' moral agenda was focused on academic content and 

control of student behavior, constructivism was not as readily accepted. This is 

evident in Pam's vignette. The perspective of the module team contradicted her 

understanding of knewledge and her metaphysical beliefs. 

When I began this study, I was concerned that the students might perceive 

the module team's perspectwe as exploitive, radical or threatening and that would 

impede their conceptual change. The research of Posner et al. (1 982) supports 

this analysis. The "radical" beliefs of the module team appeared to contradict Pam's 

previous conceptualizations and appeared to be incompatible with her conceptions 

of knowledge. For Pam; our experiment failed because it did not fit within her 

"conceptual ecology." 
I 

The module team believed, based on our experience in the first year, that 

students needed to have a sense of autonomy and personal power to be active in 

creating their own understandings. This became one of the central concerns of the 

program in the second year. This concern is again Supported by the literature on 

conceptual change. Novak (1988) cites the work of Robertson (1 982) and Sherris 

and Kabte (1984) who found that students with a "constructivist commitmenf' 

tended to demonstrate an "internal iocus of control" and to "believe that they are 

generally in control of their own destiny." 

Where the student, e.g. Kathryn, reported to feel empowered and enabled, 

she adopted a constructivist perspective. But in Pam's case, she remained 



esisttnt tci wmpbua! chaw.  She did not, a w a r  t~ fe! ernpouvmd, nor did 

she want to be. She wanted to be told how to teach and she wanted to tell her 

pupils "the way things are." 

Biid and Uttte, 1986 [cited in Hargreaves and Dawe, 1990) argue that 

conceptual change is more likely to occur within an environment that supports "the 

norms of collegiality." These mrms are considered to include trust, support and 

sharing. Nias, Southworth and Yemans (1989, also cited in liargreaves and 

Dawe, 1990, p.238), posit that these norms are created through gestures, jokes, 

kindness, interest, praise, sharing af resources and the sharing of ideas. This 

finding affirms the module team's belief that students' growth and their conceptual 

change would flourish in a caring and risk-free environment. It is this 

understanding that led us to implement self evaluation and to foster and nurturing 

environment. 

Within the structurs of PDP at Simon Fraser University, the module team was 

abie to develop a program to nufitire mrrceptiial change. i believe this conceptual 

change was a result of the horizontal staffing in PPP and the synergy developed 

within our module. 

But conceptual change was not limited to our students. As noted in the 

opening chapters of this thesis, the impetus for this program came from my 

dissatisfaction with my work as a teacher educator in my first year. My personal 

goai, as a result of this program, was to emerge transformed from the "carwash" 

experience of the first year. Since that time, I have come to understand that I am in 

possession of a complex and multi-faceted knowledge base regarding teaching 

and learning. I have come to appreciate the richness of my experience as faculty 

associate and graduate student and I have been fascinated by my work in teacher 

education, because, like my students, i am learning to teach. The following quote 



from Shulrnan (1 987, p. 103) captures this sentiment: 

Their development from students to teachers, from a state of expertise as 

learners through a novitiate as teachers exposes and highlights the complex 

bodies of knowledge and skill needed to functions effectively as a teacher. 

The fesuft is that error, success, and refinement--in a woric, teacher 

knowledge growth--are seen in high profile and in slow motion. The 

neophyte's stumble becomes the scholar's window. 

The module team collaburated to enable our students to become reflective 

professionals equipped to design student-centered programs with a constructivist 

foundation, to engage in criticat inquiry, and to view professional growth in terms of 

continuous renewal. As a result of our efforts, I have become more skilled in 

teaching practices founded in constructivism, more aware of critical issues, and I 

have experienced personal and professional renewal. In participating with my 

students to transform the learning experiences of the seminar into teaching practice 

I t,  too, have been transformed. 

i have come to understand more clearly what it means to be a good teacher 

and I have struggled to align my practices with my espoused beliefs. As I 

deliberate about curriculum experiences for my return to the classroom for the 

coming year, i find I have shifted from 'activities' to considaring ways in which I can 

engage my seven and eight year olds in the cctllaborative process of creating a 

neanin@tii and purposeful cuT1-ietlium founded on inquiry. i have come to 

recognize the pxver of not knavifig, of seeking and discowring as 'learners and 

teachers together. I have come to understand the significance of building time to 

reflect in each day, of creating spaces for considering our actions, intentions and 

gmfs. 



As a resulf of this inquiry, f have become aware of the complexity of teaching 

sand f am learning to celebrate questions and their inherent opportunity for 

exploration and discovefy rather than seizing solutions. i am corning to understand, 

as Patey (I 99, p.80) rdates: 

Prublems are riot meant to be solved. They are ours to practice on, to 

exptore the possibilities with, to help us study cause and effect. Important 

issues can't be solved with one grand plan or in one schooi year. Some are 

worked at for a lifetime, returnirtg in different disguises, requiring fresh 

insights. 

My practicaf, task-oriented nature wants to take action and fix things. It was my 

desire to "fixn schools, that brought me to PDP at Simon Fraser University and 

formed the motivation for this study. I hoped that through the preparation of 

teachers: schoois couId become places where children would flourish 

intellectually, emotionally and socially. !n this connection, the module team 

developed a hypothesis that would drive our practice with preservice teachers. We 

theorized that if we could create the 'right' climate for learning, teachers that would 

make a contribution to the revitalization of schools and consequently to the life 

chances of children. 

What, then, was the criical difference between the two programs and their 

suc~ess in facilitating conceptual change? It seems fair to assume that students in 

both years would have entered the program with a similar potential for learning, for 

demonstratiq commment, for acting on a moral imperative. The programs in both 

pars empbsized ref!ectbe practice and inrxrrp~rated inquiry in the form of action 

research; both programs included emphasis on modelling effective instruction. 

U p n  reflection, however, 1 believe that the critical difference in creating 



mnceptual change was the empowerment of students in tt-ie second year. 

We realized, after our experience with the students in the first year, that we 

could not "make them into teachers;" they would have to make themselves into 

teachers. Once the m d u k  team took this radical stance, then every decision 

made about the program was filtered through the lens af student autonomy and 

their need to construct their own understanding. When that became our goal, our 

interactions with students changed; our teaching changed, our very mindscape 

changed. We tried, at every opportunity, to divest ourselves of power and authority 

and to hand it over to :he students. Se!f evaluation was a logical outgrowth of this 

remii-zeptualizatk-,7-- Whan we zmsidered stiddent assignments thro~gh the lens of 

autonomy, we move from our first year directives of "submit video tapes of your 

teaching with accompanying refiective analysis on the following three dates during 

the semester" and "conduct action research on a topic of your choice and submit a 

paper on your findings" to asking 'Wow can you use action research to come to 

understand the goals of PUP? How muid you demonstrate your understandings of 

what it is to teach and to :earn? With what data will you support your self 

assessment?" In this way, the students were charged with the responsibility of 

creating themsetves as teachers. They embraced this challenge with none of the 

minimalist "hoopjumping" that we had seen in the first year. They were passionate 

and committed to their growth as professionals. 

In the same way, empowering students charged the module team with the 

responsibitrty of recreating uurseives as teacher educators. Thus, conceptual 

change was reaiized, not only in the presefvice teachers in the module, but also in 

the perspectives of the module team. It is ironic that our teaching at once became 

more powerful when we divested ourselves of power. The conceptual change that 

we were not able to mandate through gatekeeping in the first year, was embraced 



freely by empowered students in lhe second year. 

The findings of this study, whife subject to numerous limitatiuns, give me 

hope f gr children and their f irture in schmk. Kathryrt's statement zt the end of her 

vignette supports my optimistic view- In it she implies that her entry perspectives on 

teaching ard learning were effective& "washed out" by her teacher education 

program. This belief is evident in the following excerpt from her vignette: 

While f have had !memeen years of schmi in one way, the experience that i 

had in PDP is far more impactful than the modelling that came before me 

because f was at a point wkre  f was in a crisis because i needed to teach 

children and I ~ + a ~ : t d  to & 2 we!! and there W ~ S  a !of more to it, than I 

thogi-rt. I was at my most irnpressiombte state because I was doing it for the 

first time. I was like a sponge. I was sucking up everything. The theory, the 

rnodetling we received in our module and with the books and videos of 

expert teachers, it's all so much clearer. I'li remember it because I was at the 

point where I was cfoing everything for the first time. i didn't matter that i had 

had all of high school modelled for me in m e  way. it didn't bring up the 

emutiot 4 response and it didnY oonnect with my philosophy. It didn't "work." 

So t could reatly never go back to that. 

Zekhner and Tabachnick's (I 981) contend that teacher education programs at 

uniweisity are "washed OM by school experiences but Kathryn's statement 

suggests that students' transmissive and manageriai beliefs about teaching and 

learning might also be "washed ouT by the intensity of their teacher education 

experience. 

As a result of this study, I Mieve that it is possible for teacher education 

programs to prepare teachefs who are able to contribute "in constructive ways to 



enhancing the learning crf sQciety% yuuung in a rapidly changing and disintegrating 

context* (Grirnrnett, 15995, p-222)- 1 &so believe that this is the challenge that 

confronts &ackr e c f u m  pograrns, nd only within the context of SFU, but also 

in other juriisdictions. It Zs a chalienge that requires teacher ecimtors to engage in 

aitkal reftection on the objectives of their mandate and to reconceptualize their 

mission. If this challenge is addressed in a wholehearted way, teacher education 

programs may, indeed, become effectbe agents in reforming the practices of 

teacRters and enhancing oppatunities for children. 
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GOALS OF THE PROFESSIONAL DEVELOPMENT PROGRAM 

GOALS RELATED TO THE DEVELOPMENT OF TEACHERS AS EDUCATORS 

I .  The development of a clear, coherent and justified view of education that 
enables one to: understand the place of education in an open, pluralistic and 
caring society; determine the content, methods and institutional arrangements that 
are relevant, worthwhi!e and appropriate for the education of children; have a 
prsonai vision of what one can achieve as an educator; understand how 
schooling and other institutions influence students. 

2. The development of a ctear commitment to; respect students as persons with 
varied interests, backgrounds, pints o? view; plans, goals and aspimtions; care 
about students and their individuat deveioprnent; uphold standards of excellence 
inherent in various forms sf inquiry; uphold the principles that ought to govern a 
civilized, democratic and pluralistic community; establish and maintain ethical and 
professionai working relationships with all members of the educational community. 

3. The development of clear commitment to lifelong learning manifest in; openness 
to alternatives and possibilities; reflective practice; engagement in dialogue and 
collaboration with col!eagues, students, parents and others in the educational 
community; ability to form and reform ideas, methods, techniques; setting an 
example to students; stimulating students to be continuous learners. 

GOALS RELATED TO THE DEVELOPMENT OF EFFECTIVE CLASSROOM 
PRACTlCES 

1. The development of ability to create opportunities for learning that are; engaging 
and imaginative; significant and relevant to pupils' educational development; 
intellectually challenging; sensitive to issues of social equity and cultural diversity; 
appropriate to building habits of sound thinking; responsive to students' individual 
learning needs; reflective of growing understanding of what goes on in the 
classroom; consonant with learning goals. 

2. The development r z f  ability to p;.t eduzati6naii.y. sound zuriiziluin ideas into 
practice in well-organized ways. 

3. The development of knowledge about teaching subjects, about how individuals 
and groups of students learn, and about evaluation practices that enhance 
learning. 

4. The development of ability to be thoughtful and sensitive observers of what goes 



on in the classroom. 

5. The development of ability to use evaluation and assessment practices that; use 
evaluative data as a means of furthering student learning; appreciate the 
subjectivity of evaluative assessments; make use of varied evaluative practices that 
are congruent with learning goals; respect the dignrty of each learner; show 
understanding of the morai imptications of evaluation and assessment practices; 
promote seif-assessment. 

6. The development of abiiity to use ciassroom interactions that: show caring and 
respect for every student; encourage learners to clarify and examine their ideas; 
are authentic, unpretentious and honest; communicate openness, a tolerance for 
uncertainty, and appreciation of the spirit of inquiry. 

7. The development of apprsciztlon for and skill in organizing harmonious working 
groups, and interpersonally sound working relationships among students. 

8. The development of ability to observe, understand and respond respectfully to 
students with learning difficulties. 

9. The devefopment of appreciation fur and ability to be flexible about curriculum-- 
recreating, reinventing, remnstitution, and discarding practices that have been 
observed, upon reflection, to be inappropriate to individual and group learning 
needs. 



STUDENT SELF EVALfJaTIOM FORM 

SIMON FRASER UNIVERSITY 
Faculty of Education 

Professional Development Program 

Edncatbn 401f402 Final Self Evaluation 

Student's Surname 

Student Number 

First and Middle Names 

Faculty Associate 

LeveIs/Subjects Taught 

School Associate(s) 

- 
School District 

Semester Fall Spring 19- 

I h e  found the student teacher's growth and development in Education 405 to be competent for certification and 
therefore recommend that this student be assigned the grade of PASS for Education 405 / 

FacuI ty Associate 

School Associate(s) 

I have read this statement: 
Student Signature 

Date: Student Number: 

rctcrn to: program coordinator, Faculty of Education, Simon Fraser University, Burnaby, BC V5A IS6 

distribution: 
1st copy to records 2nd copy to student 3rd copy to school associate 
4th copy to faculty associate 



This report represents the student's self evaluation of their growth and 
development toward professional competence, recorded at the completion of 
Edocation 4011402. 

The student is required to: 

I. Refiect on the following questions: 

What did you set our to accomplish through your action research? 

What personal beliefs led you to this plan of action? 

2. Explain under each goal heading the following: 

What activities did you undertake in order to develop your 
understanding in this goal area? 

In what ways and to what extent did reflection play a part in your 
actions? 

Technical Reflection 

Practical Reflection 

Critical Reflection 

3. 'Finally, what are your recommendations for your continuing professional 
development? 

This report will be presented by the student teacher to both school 
associates and faculty associates. The student's self assessment will be 
snpported by authentic evidence and presented in a portfolio conference. 

Following the presentation of the portfolio documents and the self 
evalnatiom, the triad, consisting of student teacher, school associate and 
faculty assmiate, will discoss recommendations for the student's continued 
professional growth during Education 405. 



Indicators of f rofessional Competence Related to PDP Goals 

A. The Student Teacher As A Growing Professional 

The demonstration of: 
thoughtful, self-initiating, ntional, responsible behavior that is reflective, positive in outlook, genuine, 
non-defensive, non-judgmental 
a clear, coherent, well-thought out philosophy that is inclusive of all learners, places students 
at the centre of decision making; upholds ideals of inquiry, collaboration, integrity and caring 
a commitment to lifetong learning; ethical and professional working relationships with all 
members of' the educational and wider community; an openness to possibilities and alternatives 

What activities did you undertake in order to develop your 
understanding in this goal area? 

In what ways and to what extent did reflection play a part in your 
actions? 

Technical Reflection 

Practical Reflection 

Critical Reflection 

What are your recommendations for your continuing professional 
development? 

I 



B. The Strrdent Teacher and the Pupils 

The demonstration of: 
respect for students with varied backgrounds, interests, points of view. gads and aspirations; 
respect for the dignity of each learner 
recognition for and responsiveness t~ individual icarning needs 
understanding of how individuals and groups of students lcarn 
bchr io r  that prizes students; that is free from attempts to dominate them 
behavior that is free from bias; that communicates sensitivity to students 
behavior that is red, genuine, authentic 
skill in organizing harmonious working groups in which students are actitely In\ oivcd in 
learning and purposeful inquic 
interactions that show caring and respect; encourage learners to clarify and etmtne idas; arc 
unpretentious and honest; that communicate openness and tolcmcc for uunctrtrlint:. 
ability to observe, understand and respond appropriately and rcspcctfuil y IO siudcnn \\I th 
learning and b e k i d  difficulties 
ability to atlend and hear students; to be non-judgmental in &ponding 

What activities did you undertake in order to develop your 
understanding in this god area? 

In what ways and to what extent did reflection play a part in your 
actions? 

TechrricaE Reflection 

Practical Reflection 

What are yonr recommendations for your continning grefcssiond 
development? 



* Critical Refleetion 



21 0 

APPENDIX C 

TEACHING AND LEARNING BELIEFS QUESTIONNAIRE 

1. My understanding of teaching and learning has changed since I entered PDP 

strongiy disagree 1 2 3 4 5 strongly agree 

Please elaborate on your experience. 



My understanding about teaching and learning have been effected by: 

modelling by my school associate(s) 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

observation of children 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

professional rsading 
I 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

conversations with education professionals 
strongly disagree I 2 3 4 5 strongly agree 

comment: 



modelling by my faculty associate(s) 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

reflecting on teaching and education issues 

strongly disagree 1 2 3 4 ' 5  strongly agree 

comment: 

my action research 

strongly disagree 1 2 3 4 5 strongly agree 
/ 

comment: 

self evaluation in Education 401/2 

strongly disagree I 2 3 4 5 strongly agree 

comment: 



other (Please 
specify) 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

other (Please 
specify) 

strongly disagree 1 2 3 4 5 strongly agree 

comment: 

other (Please 
specify) 

strongly disagree 1 2 3 4 5 strongly agree 

comment: . 

Pleas8 make any other cornmefits that have not bean addressed in your comments above. 



This question is for those students whose School Associates took part in the 
teacher research group on mentoring student teacher development. 

Please comment on how the involvement of your FA and SA in teacher research 
effected your practicum experience. 


