


TABLE VII 

SELF -ASSESSMENT PROFILE OF INTERN 12 

~--~--~-~-

Instructional StUdent Self- Classroom 
Techniques Learning Adequacy Management Total 

Month Rating Behavior 
Average 

Total + Total + Total + Total + Total + 

Jan. 2.3 3 2 1 4 4 0 2 0 0 0 9 7 2 

Feb. 2.3 3 2 1 0 0 0 2 0 1 6 3 3 

Har. 3.4 5 0 5 3 0 3 5 0 5 1 0 1 14 0 14 

April 2.0 6 5 1 4 3 1 1 0 0 0 0 11 9 2 

Hay 2.5 2 0 2 0 0 0 2 0 2 4 2 2 8 2 6 

TOTAL 2.5 19 9 10 11 7 4 12 3 9 6 2 4 48 20 38 

+ = positive rationale 

- = negative rationale 

... 
~ ... 
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teaching. While this intern was self-critical and noted 

many areas where changes would improve a lesson, through 

participant observation the investigator observed 

satisfactory and above satisfactory teaching by Intern #2. 

Perhaps, the lower rating reflected a personal trait of this 

intern toward self-criticism, as well as the personal 

behavior of searching for specific changes that would 

improve future instruction. 

A total of 48 rationale statements were expressed, with 

20 positive and 28 negative. The most frequently reported 

rationale comments were about instructional techniques. 

Nine were positive <"I taught an aerobics class which 

covered all the basics I intended"), and 10 were negative 

(III should have given them a minimum expectation for each 

category"). The comments contained specific information 

related to instruction, and noted what components made a 

lesson successful or not successful. 

Student learning behavior was the basis for rationale 

of self-assessment from 11 statements: 7 were positive 

(liThe klds did not have trouble thinking up things to 

draw"), and 4 were negative <"In their present state of 

mind, students are unable to understand the information"). 

This was the only category where the intern reported more 

positive than negative statements, perhaps, relying upon 

student learning behavior for more positive feedback about 

teaching. 
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Rationale statements focused on self-adequacy were more 

frequently reported by Intern #2 than any other intern. 

Personal feelings of self-adequacy in teaching may have 

influenced the intern/s self-assessment ratings, resulting 

in lower numerical ratings. Of the total 12 self-adequacy 

statements, 3 were positive (III am satisfied with what I 

did"), and 9 were negative (III must remember there are more 

things to consider than just academics, I made a big 

mistake ll ). When Intern #2 discussed possible lesson 

changes, comments about the intern/s personal involvement 

were included often, which increased the number of 

self-adequacy rationale statements. Also, an individual 

trait of Intern #2 was self-reflection, which included 

expressing thoughts about her confidence and ability to 

teach. Possibly, due to these individual traits, Intern #2 

reported more rationale statements about self-adequacy. 

Of the 48 total rationale statements expressed by 

Intern #2, 6 focused on classroom management. Two were 

positive (liTo keep the kids busy I had them come up one at a 

time and play an instrument"), and 4 were negative ("Our 

kids were totally distracted al I dayll). Classroom 

management as a rationale for self-assessment was used 

infrequently by Intern #2, which was a consistent finding 

for the entire group of interns. 

Intern #3. The average self-assessment rating for 

Intern #3 was 1.8 (see Table VIII). The highest rating 



TABLE VIII 

SELF -ASSESSMENT PROFILE OF INTERN 13 

Instructional Student Self-
Techniques Learning Adequacy 

Month Rating Behavior 
Average 

Total + Total + Total + 

Jan. 2.3 6 2 4 3 3 0 1 0 

Feb. 1.5 3 2 1 0 0 0 0 0 

Mar. 1.6 5 4 1 0 0 0 2 1 

April 2.3 4 3 1 0 0 0 1 0 

May 1.3 2 3 3 0 2 2 

TOTAL 1.8 20 12 8 6 6 0 6 3 

+ = positive rationale 

- = negative rationale 

Classroom 
Management 

Total + 

1 1 0 

0 0 1 

1 3 2 

2 0 2 

0 0 0 0 

3 7 2 5 

Total 

ITotal + 

11 6 

4 2 

10 6 

7 3 

7 6 

39 23 

5 

2 

4 

4 

16 

.... 
~ 
~ 
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occurred in May, along with the highest proportion (5 out of 

7) of positive rationale statements reported. The repeated 

incidence of higher numerical ratings occurring during 

months when higher proportion of positive rationale 

statements are reported supports the finding of a 

relationship between the content of the rationale statements 

and the self-assessment rating. A total of 39 rationale 

statements were expressed during the 5 month period, with 23 

positive and 16 negative, resulting in more positive than 

negative comments reported by Intern #3. Over half of the 

rationale statements were focused on instructional 

techniques, with 12 positive ("Planning was thorough and 

lesson went well"), and 8 negative ("I could have shortened 

the discussion to make more time for experiments"). The 

rationale comments reflected direction for the intern to use 

in improving instruction. 

A total of 6 comments were expressed using student 

learning behavior as rationale for self-assessment. AIl6 

were positive and clearly described the students' behavior 

("The students experimented with the science equipment and 

discovered some properties of magnetism"). A possible 

explanation for the high proportion of positive comments may 

be found in the personal character of Intern #3. This 

intern expressed strong desires to succeed in the field 

experience to others during seminars. This desire may have 

influenced the intern to seek out and notice the positive 
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student leaLning behavioL in oLdeL to LeinioLce successes in 

instLuction. 

Of the 6 Lationale statements LepoLted about 

self-adequacy, 3 weLe positive ("I was able to get the 

lesson finished"), and 3 weLe negative ("I felt unSULe of 

some paLts of today/s lesson"). With limited statements 

about self-adequacy and and equal division of positive and 

negative comments, there aLe no significant findings noted 

in this aLea. 

InteLn #3 expLessed 7 Lationale statements about 

classLoom management during the 5 months. Two of the 

classroom management statements were positive ("The lesson 

went smoothly 1n student behavior"), and 5 were negative ("I 

would change how I dealt with some student behaviors"). Of 

the 7 statements, 3 were repoLted in March, when the intern 

began to teach full-time, indicating classroom management 

was more of a focus during MaLch than otheL months. During 

May, theLe were no statements reported about classLoom 

management, and this was when Intern #3 was completing 

full-time teaching. Perhaps, the intern was satisfied with 

classroom management techniques and was now mOLe concerned 

about other areas of instruction. 

Intern #4. The average of the self-assessment of 

teaching by InteLn #4 was 2.0 (see Table IX). This intern 

began full-time teaching late in March, although she had 

taught several lessons each day beginning in January. The 



TABLE IX 

SElf -ASSESSMENT PROfILE Of INTERN 14 

instructIonal Student Self-
TechnIques LearnIng Adequacy 

Month Rating BehavIor 
Average 

Total + Total + Total + 

Jan. 2.0 4 3 1 2 1 0 0 

Feb. 2.3 5 2 3 2 2 0 2 0 

Har. 1.8 3 0 3 1 0 1 0 0 

AprIl 2.3 1 0 1 0 2 0 

Hay 1.5 4 2 2 0 0 0 0 0 

TOTAL 2.0 17 7 10 6 4 2 4 0 

+ = posItIve ratIonale 

- = negatIve ratIonale 

Classroom 
Management 

Total + 

0 0 0 0 

2 0 0 0 

0 0 1 

2 0 0 0 

0 0 0 0 

4 0 

Total 

Total + 

6 4 

9 4 

5 0 

4 

4 2 

28 11 

2 

5 

5 

3 

2 

17 

..... 
J>. 
--.I 
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highest self-assessment rating occurred in May, when the 

intern was spending the majority of time observing in other 

classrooms and teaching infrequently. Also, as this intern 

had completed full-time teaching and gained teaching 

experience, this may have been reflected in the self­

assessment. 

Twenty-eight rationale statements were expressed by 

Intern #4, 11 were positive. and 17 were negative. In March 

and May, when the highest ratings were recorded, Intern #4 

reported the highest proportion of negative statements. The 

finding of more frequent positive statements related to 

higher ratings did not continue with this intern. Possibly, 

the intern was basing the numerical rating on more 

information than reported in the rationale statements. 

Instructional technique comments were the most 

frequently reported rationale for self-assessment. Several 

seminar sessions had presented instructional techniques, and 

in addition, the support teacher worked specifically on this 

area with the intern. This may have increased this intern's 

awareness of the significance of effective instructional 

techniques In successful teaching. Seventeen comments were 

expressed, 7 positive ("The response group technique worked 

will"), and 10 were negative (I should have included an 

essay in the test"). All of the comments the intern 

reported contained specific information applicable to 
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improving classroom instruction, both in early and later 

months. 

A total of 6 comments were expressed about student 

learning behavior, with 4 positive (hI want students to read 

for enjoyment h) and 2 negative ("One student kept 

disagreeing with me during the irony discussion"). Intern 

#4 was aware of the student learning behavior and reported 

specific illustrations. 

Of the 4 self-adequacy comments expressed regarding 

self-assessment of teaching, all were negative ("I didn/t 

think to collect outlines soon enough"). The comments were 

all closely related to instructional techniques, which was 

the major area this intern based the rationale for 

self-assessment upon. 

Classroom management was mentioned infrequently (1) in 

the self-assessment rationale statements, and was coded as a 

negative statement. 

Intern #5. Intern #5 reported the highest self­

assessment rating (1.7) of the group of subjects. A total 

of 44 rationale statements were expressed, with 22 positive 

and 22 negative (see Table X). Over half of these contained 

instructional technique comments. Thirteen were positive 

("Reading went smoothly and the objective was met easily"), 

and 12 were negative ("Social studies needed to be 

shortened. I packed too much in for the time allotted"). 

POSSibly, the extensive presentations in seminars about 



TABLE X 

SELF-ASSESSMENT PROFILE OF INTERN '5 

Instructional Student Self-
Techniques Learning Adequacy 

Month Rating Behavior 
Average 

Total + Total + Total + 

Jan. 2.3 6 2 4 1 0 4 2 

Feb. 2.0 5 2 3 0 1 2 1 

Mar. 1.8 5 3 2 1 0 2 0 

April 1.3 3 3 0 3 2 1 0 0 

May 1.3 6 3 3 1 0 1 0 0 

TOTAL 1.7 25 13 12 7 4 3 8 3 

+ = positive rationale 

negative rationale 

Classroom 
Management 

Total + 

2 3 1 2 

1 0 0 0 

2 0 

0 0 0 0 

0 0 0 0 

5 4 2 2 

Total 

Total + 

14 6 

8 3 

9 5 

6 5 

7 3 

44 22 

8 

5 

4 

4 

22 

t-

en 
o 
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instructional techniques along with the experienced Leality 

of the importance of effective instLuctional techniques may 

have influenced this inteLn to LepoLt a high numbeL of 

statments in this aLea. InteLn #5 LepoLted specific 

infoLmation about II why II a lesson was effective or 

ineffective, using the vocabulary pLesented in ,seminars. 

There were 7 rationale statements expressed about 

student learnIng behavior, 4 positive (IIKids participated 

and were interested in subtraction regrouping"), and three 

negative (liThe kids were a little stir-crazy at the end of 

the lesson"). Although the category of student learning 

behavior was used less frequently than others as rationale 

for self-assessment, the intern was aware of student 

learning behavior in the class and included this in 

developing rationale for self-assessment ratings. 

Eight statements about self-adequacy were reported as 

rationale for self-assessment ratings. Three were positive 

(III feel good about some things today"), and 5 were negative 

(" I'm not exact 1 y sure what to do di fferent II ). The comments 

were based on intuition or feelings about the lesson, which 

reflected the personality of this intern. Intern #5 was a 

sensitive person and frequently discussed her feelings about 

students and her teaching during seminars. 

Classroom management was reported as rationale for 

self-assessment 4 times, 2 positive (IlToday the kids were a 

lot better than normal") and 2 negative (IIThere are a lot of 
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management techniques that! could have changed to make it 

go even smoother"). This was a minor basis for 

self-assessment for Intern #5, and significant findings were 

not noted in this area. 

Intern #6. Intern #6 had an average self-assessment 

rating of 2.2 (see Table XI). There was a general increase 

in the ratings during the study, (except for a slight 

decrease in March). This intern was teaching full-time from 

February through June, so the decrease would not have been 

related to beginning full-time teaching. As the number of 

negative statements were lowest in March, this is also not 

an explanation for the decrease. A total of 35 statements 

were expressed as rationale for the self-assessment ratings. 

Sixteen were positive, and 19 were negative. There were 

more negative statements reported in January, when the 

lowest rating was recorded. This was the month when this 

intern was preparing to teach full-time, and the reality of 

accepting this responsibility may have influenced the 

ratings in January. 

The rationale statements contained instructional 

technique comments in 16 of the 35 total statements. Seven 

were positive (liThe lesson was fast-paced and kept the 

students thinking"), and 9 were negative (III would change 

the lesson by leaving out the spelling test"). The comments 

included specific information about the effectiveness or 



TABLE XI 

SElf-ASSESSMENT PROfILE OF INTERN 16 

Instructional Student Self- Classroom 
Techniques Learning Adequacy Management Total 

Month Rating Behavior 
Average 

Total + Total + Total + Total + Total + 

Jan. 2.9 3 1 2 2 0 2 3 1 2 2 0 2 10 2 8 

Feb. 2.0 4 2 2 2 2 0 0 0 0 0 0 0 6 4 2 

Mar. 2.4 2 2 0 3 3 0 0 1 0 0 0 6 5 

April 1.8 4 1 3 1 0 1 0 0 0 0 6 1 5 

May 1.8 3 1 2 4 3 1 0 0 0 0 0 0 7 4 3 

JOTAL 2.2 16 7 9 12 8 4 4 1 3 3 0 3 35 16 19 

+ = positive rationale 

- = negative rationale 

-<I1 
W 



ineffectiveness of each lesson. This intern made valid 

suggestions that would improve future instruction. 

154 

Twelve rationale statements focused on student learning 

behavior, with 8 positlve ("Reading the article in groups 

helped the low-level readers"), and 4 negative ("The 

students couldn't understand or use the forms"). Intern #6 

illustrated student learning behavior with specific reasons 

for the success or failure in a lesson. 

Four statements of rationale about self-adequacy were 

included, 1 was positive ("I saw light bulbs go off during 

this activity-it felt good"), and 3 were negative ("I was 

very disoriented from being out of the class for 7 days"). 

With few statements expressed in this area, there were no 

significant findings uncovered. 

Of the 3 rationale statements expressed about classroom 

management, all 3 were negative. For example, the intern 

stated, "Classroom management and keeping them quiet is 

still the main underlying problem." Intern #6 reported 

classroom management as a problem in the rationale 

statements, yet the frequency of these statements was low. 

Perhaps, the intern intentionally excluded these thoughts on 

the self-assessment forms, or did not feel they provided a 

basis for assessing teaching. 
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Summary of Self-Assessment of Teaching 

The average self-assessment of teaching rating for all 

interns in this group was 2.0, which reflects a satisfactory 

rating with minimal changes needed if the lesson were to be 

presented again. The range of ratings was from 1.7 to 2.5. 

These scores again reflect satisfactory ratings of the 

interns/ teaching. Although the ratings tended to increase 

with the amount of teaching experience, individual 

differences were noted during the 5 month period of the 

study, 

Irvine (1983) reports self-assessment of teaching may 

not be useful, as discrepancies exist between actual 

practice and reported activites. Therefore, the perception 

of the individual may influence the self-assessment rating 

and rationale in conjunction with "what really happened" in 

the classroom. While this may have occurred in this study, 

the focus was not on the accuracy of the self-assessment, 

but on ~ interns assessed themself, and the rationale used 

for assessment. 

In looking at the rationale interns used for 

self-assessment, 237 rationale statements were expressed. 

Of these 237 statements, 113 focused on instructional 

techniques. This was the most frequent rationale interns 

relied upon 1n determining their self-assessment rating as a 

group, within each month, and for each intern. 
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Instructional techniques were the major source of teaching 

behavior interns used in rating their teaching. Student 

learning behavior was reported as the rationale for 

self-assessment 66 times. Interns were aware of student 

learning behavior and included this in their comments. 

Self-adequacy was reported as a rationale for 

self-assessment 37 times, with 25 of these comments 

negative. While interns did not rely frequently upon 

self-adequacy as a major rationale for self-assessment, it 

did contribute to the rating of interns/ teaching. The 

lowest number of rationale statements in a category were 

about classroom management. Thus, classroom management was 

a minor influence in determining interns/ self-assessment 

ratings. 

Interns/ statements reflected slightly more positive 

than negative comments. Although the interns generally 

reported that they were satisfied with their teaching, a 

large number of negative statements were expressed. A 

possible explanation for this finding may be found in 

examining the rationale statements. When a statement 

expressed a need for a change, the statement was coded 

negative, and if the statement reported no changes were 

necessary, the statement was coded as positlve. If the 

statement was negative, interns generally reported "how" and 

"what" needed to be changed in order to improve the 

instruction. The interns offered constructive criticism 
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about their teaching. During the study, interns reported 

assessing their teachlng during times of the month when data 

was not being collected. The interns were practicing 

self-assessment, and attributed this learning to the 

introduction of the self-assessment process implemented by 

the participant observer. Interns also reported 

implementing ideas and changes in their teaching that had 

originated from the self-assessment process. As a 

participant observer in this study, most of the ideas 

expressed would produce desireable results when instituted 

in teaching. 



CHAPTER V 

CONCLUSIONS. IMPLICATIONS, AND RECOMMENDATIONS 

INTRODUCTION 

This study examined the "lea~ning-to teach" p~ocess in 

an alte~native teache~ education p~og~am. The gene~al 

sample included 22 inte~ns en~olled in the Coope~ative 

P~ofessional Education P~og~am (CPEP) at Po~tland State 

Unive~sity, and the intensive sample included 6 inte~ns f~om 

this g~oup. Th~ough obse~vations, inte~views, and 

questionnai~es, inte~ns p~ovided qualitative and 

quantitative info~mation that c~eated a comp~ehensive, 

holistic pictu~e of "lea~ning-to-teach". Th~ee majo~ 

questions we~e add~essed to p~obe the field expe~ience: 

1. To what sou~ces of influence do the inte~ns 

att~ibute thei~ lea~ning of specific teaching behavio~s and 

ideas? 

2. What a~e the p~ofessional conce~ns of inte~ns, and 

a~e the~e changes in conce~ns as they p~og~ess th~ough the 

field expe~ience? 

3. How do inte~ns assess thei~ teaching as they 

p~og~ess th~ough the field expe~ience, and what is the 

~atlonale fo~ the assessments? 
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Fol lowing are conclusions based on findings from each 

question. Reviewing the program components of the 

Cooperative Professional Education Program (CPEP) may 

produce a more accurate understanding of the conclusions. 

Components such as extended field experience, concurrent 

seminars, and multiple teaching and observation experiences 

may have influenced the findings. In addition, 

implications, and recommendations derived from these 

findings will be presented. 

SOURCE OF INFLUENCE ON INTERNS/ TEACHING BEHAVIORS AND IDEAS 

The findings of this study related to source of 

influence on prospective teachers differ from those existing 

in the literature. Haberman reports that cooperating 

teachers are the major source on influence on student 

teachers (1983). In this study, multiple sources of 

influence were reported, with seminars found to be the major 

source of influence on interns/ teaching behavior. 

CPEP interns had completed a minimum of education 

courses before ente~ing the CPEP program and were involved 

in learning subject area knowledge, elements of- instruction, 

and classroom management in seminars (see Appendix). The 

content of CPEP seminars differed from seminars in 

traditional programs. Goodman (1983) finds the most 

frequent function of seminar is collaboration and support of 

student teachers in their field experience. While this 
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function occurred in CPEP seminars, the major purpose was to 

provide interns with pedagogical knowledge, understanding, 

and skills. The seminar schedule was developed to present 

information in a sequenced curriculum. Therefore, the 

influence of seminar on interns' teaching was derived from 

both the content and scheduling of seminars. 

Support teachers were rated as the second most 

influential source of interns' teaching behaviors and ideas. 

Teaching behaviors most likely to be influenced by support 

teachers are classroom routines and subject matter. A 

review of the literature (e.g., Freibus, 1977; Karmos & 

Jacko, 1977; Seperson & Joyce, 1973) regarding influences on 

prospective teachers found most of the research reports 

cooperating teachers as the major influence on student 

teachers. In this study, while support teachers were 

reported to be an influence, they were not the major 

influence. CPEP interns observed in many classrooms during 

the school year and taught with several teachers. In 

addition, the interns were encouraged to "tryout" different 

instructional approaches through seminar content. Interns 

experienced several different "models" of instruction, while 

a traditional field experience is restricted to one model, 

the cooperating teacher. As a result, CPEP interns were 

involved in a wide range of teaching experiences and were 

not as strongly influenced by the support teacher as student 

teachers in traditional programs. Increasing exposure to a 



greater number of models during the field experience 

lessened the lmpact from any ~ source of influence. 
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Interns in this study reported "self" as an additional 

source of influence on their teaching. No literature was 

found presenting information about prospective teachers' 

"self" as a source of influence on their teaching behavior 

or ideas. CPEP interns designated "self" as a frequent 

source of influence. The extended field experience provided 

an opportunity for interns to analyze, synthesize, and 

integrate teaching ideas from many sources. During this 

process, interns were able to personalize teaching ideas; 

therefore, they attributed the ideas as coming from "self." 

The "self" is a large and rich reservoir of ideas. Teaching 

preservice teachers how to tap into this reservoir should be 

included in teacher education curriculum, acknowledging that 

each person's ideas have worth and value (J. D. Lind, 

personal communication, June 26, 1987). 

PROFESSIONAL CONCERNS OF INTERNS 

The professional concerns of CPEP interns gradually 

moved toward concerns-with-students during the field 

experience, followed by a slight decrease in the final month 

of the field experience. The results of this study support 

the findings of Silvernail and Costello (1983) and Fuller, 

Parsons, and Watkins (1973), who report student teachers 
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~etu~n the focus of conce~ns to "self" towa~ds the end of 

the field expe~ience. 

Inte~ns, I ike student teache~s, sha~e the common "dual" 

~ole of both student and student teache~ du~ing the field 

expe~ience. In Fulle~/s late~ studies (1973), the ~eve~sal 

of conce~ns back to conce~ns-with-self was assumed to be 

~elated to student teache~s' ~etu~n to the student ~ole. 

Student teache~s ~epo~ted conce~ns about g~ades, college 

~equi~ements, and othe~ college ~elated conce~ns. CPEP 

inte~ns a~e also stUdents, and ~epo~ted conce~ns about 

completing p~og~am ~equi~ements along with futu~e 

employment. These conce~n patte~ns a~e simila~ to those 

found in ~esea~ch lite~atu~e desc~ibing teache~ development 

at the p~ese~vice level. 

SELF-ASSESSMENT OF INTERNS 

The ave~age self-assessment of teaching ~ating fo~ the 

g~oup was 2.0, w~ich ~eflects a satisfacto~y ~ating, with 

minimal changes needed in the lesson. The ave~age of the 

g~oup ~atings tended to inc~ease slightly ove~ the 5 month 

pe~iod, although individual inte~n/s ~atings va~ied. 

Inte~ns ~epo~ted "thinking about thei~ teaching" in 

te~ms of self-assessment. They att~ibuted the effects of 

~eflection and analysis to the use of the self-assessment 

p~ocess in this study. On-going self-evaluation as 
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conducted in this study may initiate the internalization of 

a self-assessment process. 

The individual ratings of intern/s teaching were 

influenced by their personal traits. Several interns were 

self-critical, while others tended to be satisfied and rated 

themselves consistently high. This was demonstrated both in 

their ratings and rationale statements. Higher frequency of 

positve rationale statements generally corresponded to 

higher ratings, although examination at an individual level 

yields a more accurate account of the self-assessment. The 

participant observer/supervisor noted many of the 

self-assessment ratings were higher or lower than her 

ratings. The interns who were self-critical continually 

rated their teaching with lower scores than the score the 

supervisor would have recorded, while other interns 

consistently rated themself higher than their instruction 

warranted. Each intern brought personal perspectives into 

the self-assessment exercise and relied upon individual 

"standards" for the assessment. Therefore, the value of the 

sel~-assessment process lies in the development of 

reflective habits at a preservice level rather than as a 

comparison or measure of effectiveness or success in 

teaching. 
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IMPLICATIONS 

Sou~ce of Influence 

This study found multiple sources of influence on 

interns' teaching behavior, due to the wide range of 

expe~iences included in CPEP. If we want p~ospective 

teachers to develop the ability to analyze and evaluate 

teaching strategies, and to develop a range of teaching 

styles and st~ategies to accomodate a range of learners, 

then teacher education programs must include opportunities 

for additional experiences to occur during the "learning-to­

teach" process. Exposing student teachers to one model (the 

cooperating teacher) encourages imitation for "survival" 

purposes. In contrast, CPEP interns had extended time to 

tryout a range of observed models and develop personal 

instructional styles and strategies based on several sources 

of influence. Providing interaction with multiple "models" 

of instruction and allowing time for personal interpretation 

while "learning-to-teach" can promote the development of a 

range of strategies and a more individualized instructional 

style. 

Professional Concerns of Interns 

Extending the field experience (in this study, to 9 

months) did not alter the movement in level of concern in 

prospective teachers. Moving through concern levels may be 

similar to moving through developmental levels. People 
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advance to the next stage or level when they are "ready" for 

the move. Spending more time in the field experience did 

not cause interns to move toward concerns-with-students 

earlier than students in a traditional program. Until 

"self" concerns are acknowledged and addressed, prospective 

teachers can not be expected to move to concerns-with­

students. Resolving concerns-with-self during the field 

experience with the assistance of university and 

school-based personnel may enable prospective teachers to 

move to the next stage of concerns. 

Self-Assessment 

Due to the impact of the self-assessment process from 

this study, interns reported incorporating self-assessment 

of their teaching into their repertoire. Interns reported 

using their personal feedback for improvement in their 

instruction. Prospective teachers can be taught to assess 

and evaluate their teaching, and can be taught how to 

implement assessment feedback to improve their teaching. 

Teacher education programs should include instruction and 

practice in self-assessment and the process of change and 

improvement in teaching, especially when prospective 

teachers have the opportunity to directly apply the 

information. 

In the "real world" of education, teachers receive 

scant feedback from outside sources; thus, the self-
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assessment process will facilitate teachers in gaining 

feedback and information about their instruction. The 

self-assessment feedback becomes the foundation for 

improvement in instructional skil Is. Encouraging analysis 

of instruction and the building of future instructional 

decisions on such feedback develops an ethos of lifelong 

"learning-to-teach." 

RECOMMENDATIONS 

Program Development 

The conclusions and implications from this study lead 

to the following recommendations for possible changes in 

teacher education programs. 

1. Adding multiple observations and teaching 

experiences during the field experience component of teacher 

education provides multiple sources of influence for 

professional development of preservice teachers. Educating 

teachers to analyze and evaluate instructional "models" can 

change the "Iearning-to-teach" process from the traditional 

model of imitation to a model of selection, synthesis, and 

individual interpretation. This level of "learning-to­

teach" requires reflective abilities. 

2. Including instruction in self-assessment, 

rationales for use, and analysis strategies, with the 

promotion of regular practice in teacher education programs 

has long term effects. Preparing teachers with the ability 



to reflect upon their instruction and the impact of 

instruction results in teachers who are more likely to 

continue professional growth and improvement. 
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3. Assessing and modifying the sequence and content of 

seminars during the field experience is essential. Seminars 

were reported to be the major source of influence on CPEP 

interns' teaching behavior. In light of this finding, 

analysis of both seminar content and the sequence of this 

content is warranted in order to utilize the potential of 

seminars in developing the teaching of prospective teachers. 

4. Addressing and supporting prospective teachers' 

concerns should occur during the field experience. 

Reflecting on and resolving concerns-with-self in conjuction 

with presentations about levels of concerns may influence 

the movement toward concerns-with-students. 

Future Study 

Since the literature on alternative teacher education 

programs is not extensive and since more questions about the 

field experience have been raised than answered, there are 

many possibilities for future research. In advance of 

responding to calls for major changes in teacher education 

programs, further research examining and describing the 

Hlearning-to-teach H process is essential. The following 

recommendations and research questions have been selectd to 



expand the findings of this study, in examining and 

exploring "learning-to-teach". 
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Qualitative Research of Teacher Education Programs. 

The majority of research completed in teacher education and 

more specifically in field experiences has been quantitative 

in nature. Most studies of the field experience have relied 

upon pre- and post-test surveys (Popkewitz, Tabachnick & 

Zeichner, 1979). In order to report an accurate portrayal 

of the field experience, observational and field-based 

methods must be employed. The field experience is complex 

and consists of numerous interrelated components; thus, it 

must be studied as a dynamic process. Researching "pieces" 

of the field experience will not unfold the actual 

"learning-to-teach" process. Studying the entire process 

requires a combination of study strategies. 

In addition, research methodology must be designed that 

allows for "unanticipated events as well as anticipated 

events" (Tabachnick, 1981) to emerge from the study. Many 

of the findings in this study were unanticipated, and 

emerged due to the structure of the study/s methodology and 

content of the data. Methods which allow for emergent 

findings as well as studying the process over a period of 

time are recommended. 
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Research Questions for Future Study. 

1. Do sources of influence on teaching change 

significantly after preservice teachers complete the field 

experience and enter the teaching profession? 

2. Do inservice teachers who completed alternative 

extended programs move sooner to concerns-with-students in 

their first years of teaching than inservice teachers who 

completed traditional programs with 10-12 weeks of field 

experience? 

3. If preservice teachers learn self-assessment 

processes during the field experience, does the practice 

continue in the induction ph~se of teaching? 

4. Further investigation of thus far reported 

influence of the university supervisor is warranted. Most 

studies have examined this influence in relation to student 

teachers~ instruction. Observation of the supervisors' 

influence on the entire field experience and examination of 

the content of supervisors~ conferences will provide a more 

accurate and comprehensive description of the supervisors' 

influence. 

5. What impact do individual characteristics of 

prospective teachers have on "learning-to-teach"? In this 

study there were Significant differences among interns on 

their self-assessments ratings and rationale statements, 

concerns, and reported sources of influence. Future studies 

that continue to attend to individual characteristics of 
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preservice teachers will provide essential information to 

strengthen teacher education programs. 

6. What are the relationships between seminar content 

and preservice teachers/ instructional behavior? Examining 

the source of influence on teaching in relation to seminar 

content may provide additional information about the 

application of seminar curriculum into the field experience. 

SUMMARY OF IMPLICATIONS AND RECOMMENDATIONS 

Implications from this study pointed to the need to 

expose prospective teachers to multiple "models" of 

instruction, and provide for application of these models 

during the field experience. Secondly, addressing and 

supporting prospective teachers/ professional concerns may 

facilitate the movement to concerns-with-students. Finally, 

integrating self-assessment procedures, and the purpose of 

self-assessment of teaching into the teacher education 

curriculum enables prospective teachers to evaluate their 

teaching and make improvements based on their self­

assessment. Implementing these implications in teacher 

education programs promotes reflection of teaching beliefs 

and knowledge. 

Recommendations for program development included 

suggestions derived directly from the three implications. 

In addition, the fourth recommendation stressed the need to 
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analyze the content and sequence of semina~s, as semina~s 

provide a major source of influence on preservice teachers/ 

instructional behavior. 

Utilizing qualitative techniques in examining teacher 

education programs was recommended for future study. 

Employing research methods that allow for emergent findings, 

field-based studies, and studying the process over a period 

of time will provide an accurate portrayal of "Iearning-to­

teach. " 

Additional recommendations for future study included 

following the program development recommendations into the 

first years of teaching, and assessing the impact or changes 

in sources of influence, professional concerns, and 

self-assessment. Investigating the influence of the 

university supervisor on the entire field experience through 

observations and content analysis was suggested. Examining 

individual characteristics of preservice teachers and the 

impact of these individual differences in "Iearning-to­

teach" was a further recommendation. The final 

recommendation proposed exploring the relationship between 

seminar content and preservice teachers/ instruction. 

Following these recommendations will result in 

information significant to curriculum development and the 

context of teacher education programs. An important 

consideration is the recommendation to incorporate teaching 

of "reflection" in teacher education curriculum. Preparing 
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teachers who have the ability to reflect upon their teaching 

beliefs and knowledge creates teachers who have moved beyond 

the level of "imitation" and "survival", and are able to 

create personal "models" of teaching. Combining this 

recommendation with those for future study will produce 

information useful for those responsible for teacher 

education programs and policy development. The response to 

the calls for reform in teacher education is to base 

improvements in teacher education programs on current 

research rather than tradition. 
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Aug. 24 & 25 
A.M. & P.M. Inservice Days <Included observation techniques, 

and an overview of CPEP) 

Sept. 5 
A.M. & P.M. Instructional Theory 

Sept. 12 
A.M. & P.M. Instructional Theory 

Sept. 19 
A.M. 
P.M. 

Sept. 26 
A.M. 
P.M. 

Oct. 3 
A.M. 
P.M. 

Oct. 10 

Oct. 17 
A.M. 
P.M. 

Oct. 24 
A.M. 
P.M. 

Oct. 31 
A.M. 

Nov. 7 
A.M. 
P.M. 

Nov. 14 
A.M. 
P.M. 

Nov. 21 
A.M. 
P.M. 

Nov. 28 

Reading Instruction 
Instructional Theory 

Reading Instruction 
Instructional Theory 

Reading Instruction 
Classroom Management 

Professional Inservice Day 

Reading Instruction 
Instructional Theory 

Reading Instruction 
Instructional Theory into Practice 

Reading Instruction 

Reading Instruction 
Math Instruction, Elementary School Level 

Readlng Instruction 
Math Instruction, Elementary School Level 

Elementary Math Seminar <Math Their Way Program) 
Math Instruction, Elementary School Level 

HoI iday 



D~!;;· ~ 
A.M. 
P.M. 

Q~~. 12 
A.M. 
P.M. 

4sHl· 9 
A.M. 
P.M. 

J~D: 12 
A.M. 
P.M. 

4~DI 2~ 
A.M. 
P.M. 

J~D. ~Q 
A.M. 
P.M. 

E~g. 2 
P.M. 

E~bl 2 
A.M. 
P.M. 

E~bl l~ 
A.M. 
P.M. 

Eggl 2Q 
A.M. 
P.M. 

Fgb. 27 
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Writing Instruction 
Elementary Math Seminar (Math Their Way Program) 

Classroom Management 
Elementary Math Seminar (Math Their Way Program) 

Elementary Reading Instruction 
Effective Use of Praise 

Review of Instructional Theory and Practice 
Classroom Management 

Reading Instruction 
Elementary Science 

Teaching Thinking 
Inservice Day In Schools 

Learning Styles 

Special Education Programs and Mainstreaming 
Elementary Science 

Health 
Substance Abuse and Suicide 

Social Science 
Working with English as a Second Language 
Students 

A.M. & P.M. Multi-Cultural Workshop 

Macch 

ApCI 3 
P.M. 

ApC. 10 

Seminars were suspended due to interns/ 
full-time teaching 

Classroom Management: Love and Logic 

A.M & P.M. Inservice Day in Schools 



AQr. 
A.M. 
P.M. 

AQ[~ 
A.M. 
P.M. 

May 1 
A.M. 
P.M. 

May 8 
A.M. 
P.M. 

17 

~~ 

May 15 
A.M. 
P.M. 

May 22 
A.M. 
P.M. 

May 22 

Aesthetics <Art. Music & Drama) 
Aesthetics, cont. 

Aesthetics, cont. 
Aesthetics, cont. 

Physical Education 
Classroom Managment/Communication Skil Is 

Equity and Gender Issues in Education 
Technology in Education 

Placement Office/Resumes/Recommendations 
Interviewing and Hiring Process 

Interviewing and Hiring, cont. 
Elementary Physical Education 

A.M. & P.M. No Seminars, Work in Schools 

June 5 
A.M. & P.M. First Aid <Red Cross) 
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