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ABSTRACT

A description and appraisal of Projeect MEET (a pilot internship
projeét in teacher education at Macdonald College, of MeGill Univer=-
sity) end the interms in the project was made by focusing on the.
project and the interns in two ways. The study focused first on
the "setting" -~ the interns in the project, the programme followed
by the interns at the university, and the co-operating schools that
were involved in the programme, Secondly, the study focused on
the attitudes of interns and the change in some of their attitudes
from the beginning to the end of the programme, The findings of
the study suggest that the attitudes of interns do change during and
as a result of their participation in an internship programme, The
findings also provide some idea of the ways in which the piogramme

was successful and not successful in its first year.
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CHAPTER I

THE NATURE OF THE STUDY

In March, 1967, a proposal for MEET, the McGill Elementary
Education Teaching-Teams Pilot Project, a project of the Faculty of
Education at MeGill University, in co-operation with a number of
school boards and teacher associations in Quebec, was submitted to
the Faculty by Dr. Myer Horowitz, Assistant Dean of the McGill
Faculty of Education. The proposal was accepted in principle by
Paculty at the time, |

The proposal dealt with the preparation of graduate elementary
teachers (teacher candidates who previously had taken no education
courses,; but who had obtained an undergraduate degree, B.A,, B.Sc.,
etc.,y from an approved university and who were accepted by the
Central Board of Examiners, Department of Education, Quebec, as

Class I Diploma candidates).l It was proposed that in 1967-68 a

lMEET interns graduate with a Class 1 Diploma, the same as do
teacher candidates in the conventional Class I Diploma programme,
(1-6 Programme), In the conventional l-G Progremme, students are
offered courses in educational psychology, history and philosophy
of education, English, and curriculum and instruction. In the
curriculum and instruction area, the student studies general
approaches during the first part of the year. He then elects to
study the teaching of a number of subjects at either the high school
or the elementary school level for the remainder of the year. All
students have an initial period of observation and student teaching
in the elementary school, (two weeks in October). In the remeining
student teaching period (two weeks in Pebruary and two weeks in
March~April) the student selects either high school or elementary
school according to his special interest. All prospective 1l-G
students who applied to McGill or to the Central Board of Examiners
before May 15, 1967 were informed of the pilot project and were
invited to apply.
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group of between fouriteen and eighteen students who were teacher
candidates in the elementary option of the one year Diploma I course
be gelected as "interns" to participate in the plilot project.

Each student intern in Project MEET, it was proposed, would
spend approximately three=quarters of the school year in an
elementary school as a member of one or more teaching-teams, From
the beginning of the academic year until approximately the fifteenth
of May he would be in the school three days each week and from the
middle of May until the end of the school year in late June, he
would be a full time member of the staff of the school, On two
days each week during the college year it was proposed that the
interns be involved in seminars, classes, and independent study at
the college.

In designing the progremme for Project MEET, attention was
given to the patterns developed by a number of other institutions
that had already explored the possibilities of the internship in
teacher education. These institutions were the University of
Wisconsin (Anderson, 1964), Central Michigan University (Brison,
1965), Claremont Graduate School (Bair and Woodward, 1964), Stan=-
ford (Allen, 1966), and several universities and colleges in Oregon
(Ward and Gubser, 1964), As in these internship programmes, there
are two related major objectives for Project MEET, The first is
in exploring the possgibilities of internship patterns of teacher
education., The second is making some contribution to practice in
the schools by encouraging curriculum development and school

reorganization.



In September, 1967, the Faculty of Education at MéGill
University embarked on the internship programme for the prepafa-
tion of elementary school teachers. The programme included nine-
teen carefully selected university graduates who were placed in
eleven "co-operating schools." The interns were awarded bursaries

of $1,500 which were financed by the co~operating school systems.l

The Type of Study ‘

A series of checkpoint studies to determine what is actually
going on in any "new" programme in education seems to be not omly
worthwhile, but necessary if the '"new" programme is to achieve
maximum success. This study is concerned with the intern in the
internship programme, his attitudes and feelings about the Pro-
gramme, and the changes in some of his attitudes and feelings as
a result of his participation in the programme.

But this study is more than just a '"checkpoint" study -- to
determine what is actually going on in the new programme -~ it is
also an evaluative study. The feelings and attitudes of the interns
involved in Project MEET that are known to this researcher are used

as a basis for an evaluation of the programme,

lThe "getting" of project MEET Programme «- the interns, the
co-operating schools and the programme at the college ~- is
described in Chapter II.



The Scope of the Study

One of the assumptions on which Project MEET was based was
that before major changes are introduced in teacher education
affecting all students, some exploration is necessary with a
small group of students. Project MEET, with only nineteen
interns in the programme, enabled the Faculty to explore a
different programme of teacher education, But, there were many
aspects of such a programme t0 be explored:

~ What effect does such a programme have on the teacher
candidate (intern)?

~ How do the co-operating schools, the principals and the
téaehers react to sﬁch a programme, and what effect do
the interns in the programme have upon the co-operating
schools?

- What efféct ig there on the children in the co-operating
schools who are in contact with the interns and how do
these children react to the teacher candidate (intern)
who is in the school for an entire year?

« How do the members of the Faculty of Education react to
such a programme?

These are some of the important questions concerning Project

MEET that require some exploration. They suggest that more than
one exploratory study would be necessary to make a complete

assessment of Project MBET,



The first question =~ What effect does the internship pro-
gramme have on the teacher candidates (interns)? == is the one
which interests this investigator, It is of prime importance to
know the effect of any teacher preparation programme upon teacher
candidates, and of any change that occurs in their attitudes and
behaviour. It is the purpose of this study, then, to describe
and appraise some of these effects uporn the teacher candidates
involved in the Pilot Project. This study will be limited in
scope, therefore, in that only the student intern will be con-
sidered, No attempt will be made to explore other aspects of the
progranme (for example, the economics of the programme, the effect
of the programme on the schools, etc.) which warrant studies in

themselves,

The Iimitations of the Study

Time is a limitation in that the effects of the Pilot Project
upon the interns and the description and appraisal of these effects
take place during one academic year. A more complete appraisal
would be one that followed the intern during his first few years of
teaching. Hence, the results of this study are at best indicative
of developing patterns.

The small size of the sample (19 interns) and the fact that
each of the interns was specially selected are also limitations

with regard to the level of generalization that is possible., The



results of this study, however, should suggest some interesting and
useful hypotheses about teacher education and, especially, about

the internship experience in teacher education.

Related Studies

The status of evaluative research on teacher educetion pro-
grammes is poor and, consequently, only rarely has planning in
teacher education develoﬁed from research findings, even though
evaluation is an integral part of intelligent planning in any
phase of education (Stinnett and Clarke, 1960, p. 1463). 1n§1eed,
Saranson and Davidson (1962) refer to the preparation of teachers 4
as "an unstudied problem in education."

If the status of evaluative research on teacher education
programmes is poor, it is even poorer on student teaching and the
internship (Michaelis, 1960, p. 1473; Stinnett and Clarke, 1960,

P. 1464). Newsome, Gentry and Stephens (1965) report that although
the desirability of student teaching is not often questioned by
educators, critics, or students, studies of the value of this
training are often based upon opinions rather than upon observable
changes in behaviour, Indeed, "there seems to be no strong research
evidence regarding the value of student teaching" (Corrigan and
Grisworth, 1963, p. 913)., Aveilable published literature on
teacher education seems to be made up largely of articles based

on opinion, description of practice, recommendations of committees



and commissions, surveys and related recommendations, and a few
critical studies (Stimnett and Clarke, 1960, p. 1464).

Concern for the effectiveness of the commonly used approaches
to the evaluation of teacher education reported by Stinnett and
Clarke (1960) of (a) discovery by consensus, (b) the survey of
practice, and (c) follow-up studies of teacher pérformance has
been reflected by the many efforts to establish relationships
between {eaching effectiveness and measurable factors in pre-
service teacher education (Stinnett and Clarke, 1960, p. 1465).
However, with few exceptions, these efforts have not met with
success (Getzels and Jackson, 1964, pp. 506-582; Fattu, 1963,

Pe 20). The problem is that "we still do not know how to define,
prepare for or measure teacher competence" (Howsam, 1963, p. 8).

Perhaps the mdst significant evaluative studies in teacher
education have been those that have attempted "to determine what
ié actually going on in a teacher education programme......and
to0 determine what effects a programme in teacher education has
upon the teacher candidates" (Stinnett and Clarke, 1960, p. 1465).
Such studies have revealed much valueble knowledge of teacher
education programmes (Bailey, 1965; Cooper, 1958; Cornish, 1965;
Corrigan and Grigworth, 1963; Courtney, 1965; Faber, 1965
Getzels and Jackson, 1963; Hoover, Kaiser and Podlich, 1965;
Horowitz, 19653 Lantz, 1964; Michaelis, 1960; Newsome, Gentry,

and Stephens, 1965; Pettit, 1964; Ratsoy, 19663 Sprenson, 1967;



Walberg, 1967, 1968), The present study is similar in some
respects to the type that "determines what is actually going

on in a teacher education programme,"

The General Design of the Study

As complete a description apd appraisal as possible of Project
MEET and, especially, of the interns in the project is given by
focusing on the project énd the interns in two entirely different
ways.

The study focuses first on the "setting," a description of
(1) personal data for the interns involved in Project MEET in
1967-68, (2) the progremme that is followed by the interns at the
university, and (3) the co-operating schools that are involved in
the programme, The first part of the study is, then, a descrip-
tion of the setting.

Secondly, the study will focus on the attitudes of the interns
and the change in some of their attitudes from the beginning to
the end of their programme., Thus, to some extent, this part of
the study will be a description of what happens to the intern as
a result of his involvement in Project MEET,

By focusing on the project in these two ways, it is hoped
that this study:

1) can provide some idea of the extent of success or failure of

some aspects of the programme in its first year,



2)

3)

can point out some of the difficulities to be guarded against
in tﬁe future, and so decrease the numbei of unanticipated
consequences in other years,

can suggest a number of hypotheses about teacher education,
curriculﬁm'development and school organization that mey prove

useful in condueting further research.
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CHAPTER II
THE SETTING

As has been mentioned, this study proposes to focus on Project
MEET in two ways: <first, on the "setting" of the project, and
second, on the attitudes of interns in the project. It is in this
chapter that the "setting" is described -- the interns who ére
involved in the project; the programme that is followed by the
interns at the university; and, the co-operating schools that are
involved in the programme., It is in Chapter III that we are con-
cerned with the attitudes of interns, and how some of their attitudes
change.

It is not only because the MEET programhe is a "new" programme
in teacher education in Quebec that it seems rw¢cessary to describe
the "setting" of the programme in some detail., An understanding
of the attitudes of interns involved in the pilot project would
hardly be possible without such a description of the "setting."
Therefore, there follows ixn this chapter, first, a description of
the personal data for the interns who were involved in Project MEET;
second, a description of one phase of the MEET internship, the
programme that was followed by the interns at the university; and
third, a description of the other phase oflProject MEET, the nature

of the involvement of the interns at the co-operating school.
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The MEET Intern

In mid July, 1967, a selection committeel met t0 choose nine-
teen interns‘from a total of sixty one applicants. The criteria
used in the selection were generally an applicant's personal
qualities, academic performance, and work experience. Each member
of the selection committee had a summary of the characteristics of
the prospective interns and also, any other pertinent information,
such as references or essays2 that the prospective interns had
been asked to submit with their applications.

Table 1 is a summary of the data on the ninsteen interns.3
There were four single males, ten single females, and five married
females., Most of the interns were in their early iwenties, although
two were in their thirties, and two were in their forties. Seven~
teen of the interns had graduated from a Canadiar wniversity, one
hed received her degree from a Scottish university, and one intern
had graduated from a university in Egypt. Although the majority
of the degrees held by interns were B.A., degrees (2 = 15), one

intern had received his Bachelor of Music Degree;, and three interns

The selection committee was representative of co-operating
school systems and teachers' associations, as well as of the Faculty
of Education.

2Along with their applications each of the prospective interns
was requested to submit an essay of approximately five hundred words
on the topic "Teaching in the Elementary Schools of the 1970's,"

3It should be noted that one of the interns included in this
sunnary withdrew from the programme in early November., This intern
was replaced by a student from the conventional 1-G Programme,



TABIE 1 12

@ DATA ON PROJECT MEET INTERNS
S o= R

SEX
4 male; 15 female

MARITAL STATUS

14 single; 5 married (3 are parents of children)
AGE
Range: 20 -~ 45; Median: 22; Mode: 21; Mean: 25,

UNIVERSITIES

MeGill - 8
Bishops -3
Mt. Allison -2
Sir George Williem's -2 "
University of British Columbia - 2
Averdeen (Scotland) -1
American Univeraity of Cairo -1

DEGREES

B.A., (Including Scottish M,A,) - 14 interns
B.Sc, - 3 "
B.A, (Business) - 1 intern
BoMuso - 1 "

SUBJECT AREAS OF COMPEZENCE

(Number refers to interns who have taken 3 or more full courses
in the subject)

Anthropology -1 French -3
Biological Sciences = 2 History -1
Business -1 Latin - 2
Chemistry -1 Mathetics -6
Divinity -2 Music -1
Economics -2 Physies -1
English -8 Psychology - 8
Fine Arts -1 Sociology -5

TEACHING EXPERIENCE

2 = Full time

5 « Part time (Formal teaching such as substitute teacher,
religious school teacher, etc.) '

12 - No formal experience
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had graduated with Bachelor of Science Degrees. Every intern

has completed three or more full courses in at least one subject
area, Seven interns had had some teaching experience, but only
two of these people had ever been employed as teachers on a full

time basis.

The Programme at the College

Interns participated in lectures and seminars ét Macdonald
College for two full days each week, on Mondays and Fridays.
Excluding the normal holidays (Thanksgiving, Christmas, Easter,
etc.), the interns attended lectures and seminars on all the
Mondeys and Fridays from Sepiember 1lst to May 15th.

At the college the interns were involved in classes a total
of eight hours a week; four hours on each of the two days. This
weekly schedule included sessions on psychological and social
foundations (1% hours), historical and philosophical foundations
(14 nours), and on curriculum and instruction or methods courses
(4 nours). In addition to these classes or seminers, the interns
met with their advisor (the project director) for one hour each.
Friday morning in what was called an advisoxry group session,

The advisory group session and the courses in histoxry and
philosophy of education, educational psychology, and reading and
language arts were scheduled weekly throughout the college year

(history and philosophy, 43.5 hours; educational psychology, 49.5



hours; reading and language arts, 30 hours; and advisory group,
31 hours). The remaining curriculum and instruction coursés -
science, mathematics, geography, history, art, and nmusic =
shared a total of 91.5 hours. The year's schedule is shown in
Table 2.

It was originally planned that cycles 4, 5 and 6 would
simply repeat gycles l, 2, and 3., However, at the request of
some of the MEET instructors, the pattern was changed slightly
to suit them. For example, history wes scheduled in the third
and fourth cycles and science was scheduled in the first and
sixth cycles, Also, it can be noted from Table 2 that educa~
tional paychology was taken by the interns twice in the final
cycle (Monday 10:30-12:00 and Friday 1:30-3:00) but not at all
during the first cycle.

Besides these changes which were initiated in September by

the MEET instructors, other changes that are not noted on the

14

schedule in Table 2 took place, In art, for example, some sessions

in both the second and fifth cycles were increased by one half
hour, by starting the classes at 8:30 a.m, instead of 9:00 a.m.
Occasionally, the instructors traded their scheduled time when

this flexibility was to the advantage of all concerned.

In addition to these scheduled claases, for a six week period

during the late autumn, some sessions on group relations were



SCHEDULE OF MEET COURSES

CYCLE 1

Mondays, Sept. 1ll-Oct. 16 inc.

Fridays, Sept.

CYICIE 2

Mondays, Oct.
Fridays, Oct.

CYCLE 3
Mondays, Nov.
Fridays, Nov,

CICIE 4
Mondays, Jan.
Fridays, Jan.

CYCLE 5
Mondays, Feb.
Fridays, Feb.

CYCLE 6
Mondays, Apr.
Fridays, Apr.

8=0ct.

23=Nov.
lB"NOV.

27-Jan.
17-1)80.

15-Feb .
12-Feb.

19-M8r0
16-Mar.

6 inc,

20 inc.
10 inc.

8 inc.
15 inec.

12 inc.
9 ince.

25 inc.
22 inc,

1-May 13 inc.
5=May 10 inc.

MONDAYS

Science
Hist & Phil
Read & Lang

Art
Hist & Phil
Read & Lang

History
Hist & Phil
Read & Lang

History
Hist & Phil
Read & Lang

Art
Hist & FPhil
Read & Lang

Science
Ed Psych
Read & Lang

9:00-10:30
10:30-~12:00
1:00- 2:00

9:00-10:30
10:30-12:00
1:00= 2:00

9:00-10:30
10:30-12:00
1:00- 2:00

9:00-=10:30
10:30-12:00
1:00- 2:00

9:00-10:30
10:30-12:00
1:00- 2:00

9:00-10:30
10:30-12:00
1:00- 2:00

FRIDAYS

Advisory Group
Geography
Mathemtics

Advisory Group
Ed Psych
Music

Advisory Group
Ed@d Psych
Geography

Advisory Group
Ed Psych
Mathematics

Advisory Group
Ed Psych
Music

Advisory Group
Hist & Phil
Ed Psych

9:30-10:30
10:30=12:00
1:30= 3:00

9:30=10:30
10:30=12:00
1:30- 3:00

9:30-10:30
10:30-12:00
1:30- 3:00

9:30-10:30
10:30-12:00
1:30- 3:00

9:30-10:30
10:30-=12:00
1:30- 3:00

9:30-~10:30
10:30=12:00
1:30- 3:00

ST
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attended by the interns. Although these sessions were not com-
pulsory, nearly all of the interns decided to participate. Iwo
small groups were formed and each group met once each week, on
eithér Mondays or Fridays.

The fact that the interns were in the schools three out of
the five days in the week affected the content of their courses.
Certainly, there was an attempt on the part of the education
instructors to include in their courses the themes, concepts,
and skills that were directly related to thé interns' experiences
~in the co-operating schools. In the educational psychology course,
for example, the major assignment was the preparation of an
observation report of a pupil with whom the MEET intern had been
in close contact over a period of at least four months. In the
curriculum and instruction courses, atiempts were made by the
instructors to consider the individual intern and his situation
in the school when setting assignments for the group.

The project director not only served as liaison with the
co-operating schools and directed the internship in the field,
but he conducted a one hour advisory group session every Friday
morning. At the majority of these informally structured sessions,
the nineteen interns met with the project director and sometimes
with the other supervisors to talk about their activities of the
previous week. It was in the advisory group that problems were

aired, criticisms were voiced, and the "highs" and "lows" of the
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progremme were discussed, But, the advisory group leader (the
project director) acted as more than & soundingboard. It was as
a result of some of these sessions that changes were made to
co-ordinate more satisfactorily the programme at the college and
in the schools, and so to maintain an equilibrium in the programme,
For example, as & result of one of the advisory group sessions a
letter was sent to the co=-operating schools which included the
following:
We anticipated that there would be problems in helping
the interns achieve balance between their involvement in
the schools and their studies, I don't think the situe~
tion is serious at the present time, but may I suggest
the following arrangement which may help us avoid problems,
No intern should be involved in actual teaching for more
than half of each day. You nmay feel that a particular
intern is not ready 4o carry such a load, and we would
encourage you to modify this suggestion accordingly, ZFrom
our point of view it would be helpful for the interns to
use part or all of the remainder of the school day to plan
for his teaching and to correct assignments, In this weay,
the intern will have more time during each week to prepare
for his courses.
The advisory group session was to an extent, theh, the "keel" of
the programme,

During the year, the MEET interns turned to their instructors
as well as to their advisory group leader with their problems,
Sometimes an instructor and an intern were able to discuss at the
college the problems which an intern was heving in his co-operat-
ing school, At other times the professor would arrange to observe

the intern at the school,
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The actual administration of the programme at the University
was the responsibility of the director of the project, his admine
istrative assistant (this investigator) and a college inBtructor.
These three persons were concerned with the overall oiganization
and administration of the pilot project. They also had the major
responsibility for supervision of the interms in the schools,
wﬁich involved visits to them at least once every three weeks
throughout the schocl year. Their major tasks revolved around
the prbblem of helping interns "fit in" to the co-operating school
situation. These problems are described in more detail in the
section entitled "The Co-operating Schools,"

The administration of Project MEET at the college involved
the assignment of staff, selection of interns, scheduling of
courses, and the many other tasks common to any programme in teacher
education. The added number of persons involved in the teacher
education process ~- co=-operating teachers and principals as well
as members of the Faculty =-- tended to increase the problems of
organization. The "newness" of the pilot project was also a factor
which increased the likelihood of some administrative "unanticipated
consequences,"

Two committees, a Committee of Principals and a Committee of
Instructors, were organized to play a part in the administration of
the project. Their function was advisory and they served as a means

for co-ordinating the various parts of the project.
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The Committee of Principals, made up of the eleven co-operat~
ing principals, met five times during the year; twice at the college
and once at each of three co-cperating schools., Some members of
the Committee of Instructors (made up of all those instructors at
the college involved in Project MEET) attended meetings of the
Committee of Principals, as well as attending their own meetings
at the college, The Committee of Instructors met three times
during the year. The meetings of these two committees enabled
the prolect director to keep in touch with imstructors and princi-
pals, to know what was happening at the college and in the co~-op-
erating schools, and to respond to the probiems expressed by these
people. These meetings also enabled the college instructors and
the co~operating principalé t0 meet ahd to talk to each other.

A description of aspects of the MEET Programme at the college
would be incomplete without mentioning some of the interns' most
significant "miscellaneous" experiences. At three separate work-
shops held at the college during the year, the interns were involved
in various capacities., At two elementary science workshops, for
example, the interns were able to discuss their teaching of elemen-
tary science with other teachers who hed been invited to the work-
shop.

In March, the interns were involved in a Seminar on the
Internship in Teacher Education which was held et the college. This

geninar represented an important part ol taeir total experience



during the year, They were able to meet the guest speaker on an
informal baslis in one of their advisory group sessions, and they
played a major role in the small group discussion sessions at

the Saturday conference.

The Co-operating Schools

From the very beginning of the school year, the MEET interns
were involved on Tuesdays, Wednesdays, and Thursdays of each week
in the co-~operating schools, For the last seven weeks of the
public school year (part of May and June), when sessions were no
longer being held at the college for any group of student teachers,
the MEET interns remained in the school on a full time (five day
week) basis. There were eleven co~operating schools and these
schools were represented by four public school boards and one

independent school corpora'bion.l Each of these boards contributed
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1The Protestant School Board of Greater Montreal, West Island
School Commission, Macdonald Protestant Central School Board,
Pointe Claire., and Beaconsfield Catholic School Commission, and
the St. Georges Independent School co-operated with MecGill Univer-
sity on Project MEET in 1967-68.

One intern was placed in each of Northview, St. George's and
Sunnydale Park Elementary Schools. Each of the following elemen-
tary schools received two interns: Barclay, Cedar Park, Greendale,
Oekridge, St. Charles, Vivian Graham, Westminster and Westpark.
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$1,500 for each intern assigned to schools of that board.1

It was considered_essential that each school be given the
opportunity to develop its own way of involving interns because it
was felt that an imposed structure would not necessarily'result in
desirable educational change (Borowitz, 1967). Thus, a letter
sent to the eleven co-operating principals in August before the
progremme got under way included the following:

Each principal will develop a programme which is suitable
for the interns. Situations differ a great deal from
school to school and so the pattern which is profitable
in one situetion may not be too meaningful in another.
During the year we want each intern to have valuable
experiences working with professional teachers in the
school, Initially, you may want to assign the intern to
one particular co-operating teacher. Many interns have
special subject interests, and they should be encouraged to
develop further their strengths, but, normally, each intern
should have some experience teaching each subject. The
interns are keen people and they will went to do a great
deal right from the outset. We prefer that the intern
accept responsibilities graduelly., He should observe
carefully and plan and evaluate thoroughly for the first
while. Therefore, he should be responsible for no more
than one or two formal lessons each day. You and the
co-operating teachers ‘will know when to increase his load.
But even in the latter half of the year the intern's
t{eeching responsibilities should be sufficiently realistic
80 that he can do a good job on planning and evaluating.
Think of the intern as & part-time member of your staff
and expect him to meke his contribution at the school with
regard to administrative and extra~curricular responsibil-
ity.

lThe original plen was for the school systems to pay the intern
directly. However, numerous problems developed with regard to
income tax and other deductions and so it was agreed that school
gystems transfer to the university the money which in turn was given
to the interns in monthly installments. In this way each intern
received a bursary rather than a salary.
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The schools into which the MEET interms were placed were as
varied as the interns themselves., They ranged from the traditiomnal
one~teacher-one~classroom situvation to a team teaching non-graded
organization, with many degrees beiween the two. Some schools
developed teams which included a team leader and teachers from a
number of grade levels as well as a MEET intern. In other schools,
an intern was assigned to two or more teachers of a particular
grade. In one or two situations an intern was assigned to one
teacher at one grade level. In each of the eleven schools, however,
an attempt was made to develop for each intern a programme which
was of benefit to him and to the school,

There was no "typical"” pattern in the case of each intern,
Also, the programme developed in September by the co-operating
teacher(s), principal and the intern changed during the year. This
change also varied considerably from intern to intern. Some interns,
who in September were involved in an actual team teaching situation,
with a team leader and teachers from a number of grade levels,
gradually accepted more and greater responsibi;ity within the team,
Other interns who were originally in a more traditional situwation,

were later involved in a co-operative teaching pattern.l All of

1Co-operative teaching is used to refer to a setting in which
two or more persons are responsible for the same group of children

in the various phases of teaching -~ planning, instructing, and
evaluating.
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the interns observed and taught at a number of grade levels. Each
intern changed his teaching schedule at least once during the year.
To describe in detail the sitaation of each of the nineteen interns
in each of the eleven co-operating schools would be very difficult,
Even the patterns followed by two interns within the same co~-operet-
ing school were often completely different, The fact that no two
interns received an identical "set of experienceé" caused some
observers of Project MEET to refer to the programme as a "truly
individualized programme in teacher education.”

In Mey and Juyne when an intern was in his co~operating school
on a full time basis, the experiences of each of the interms aiso
varied. Some of the interns were completely responsible for a
group of children for one or more weeks and in this way their
co~operating teacher was released from classroom duty. He was
then able to become involved, during school time, in curriculum
planning for the following year. In other instances, interms
themselves became involved in curriculum planning. For example,
one intern who had been contracted for the next year by the school
board for whom he had been an intern, mét with two other teachers
and the board consultant on two days each week for six weeks to
plan for a "team approach" in mathematics. Other interns carried
on in much the same way in which they had been working all year,
except that they were at the school on a full time basis. Some

interns were encouraged by their co-operating principal and



teachers to utilize some of the additional time to visit classes
and grade levels in which they had worked little or not at all,
and to visit other schools in the area,

Although no pattern can really be considered "typical"
ppecific reference t0 one or two individual interns will be made
with the hope that this description will result in an apprecia-
tion of the role of the interms.

The experiences of one intern in a conventional one-rocom-one-
teacher situation can!be described by reference to some notes kept

by the intern's co-operating teacher. These notes are reproduced

below:

The following observations are noted after a three month
period of time, During this time, a graduate student under
the MEET project has been with me in a regular Grade VII
class, I have made no attempt at an overall summary; these
notes are merely intended to show how we have co-operated
in various aspects of our teaching.

READING

Reading in groups of various reading levels has been much
more easily accomplished. Varying from a single large
group to individual ones, we can move about freely. Prob-
lems are noticed much more quickly and we can thus hope to
remedy them.

LANGUAGE

In the teaching of spelling we can conceatrate upon the
poorer spellers. ORAL REPORTING has been part of our
programme, In this case the MEET member has been allowed
time to meet individual youngsters prior to their oral
presentations which obviously benefited the child.

24
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GEOGRAPHY

Although we have basically employed a large group method,
we heve shared the showing of pictures, f£ilms, etc,
allowing better time for preparation.

HISTORY

More time has been used in careful preparation and in the
finding of visual aids, etc.

MATHEMATICS

The flexibility of groups is allowed. As the grouping
tends to vary as new problems are encountered we can again
help individuals with the time available.

SCIENCE

When individual experiments are done by groups or by a
single youngster, the two teachers can be useful in seeing
that work is carried out as planned. The intern does all
the planning and large group leasons in science,

ART
Obviously two teachers can much more readily be of use in
gethering and distributing materials.

GENERAL
In classroom routines, either teacher is on hand, should
one be delayed because of other duties., Because of my own
particuler responsibilities, I have been allowed a greater
freedom to carry out such things as the administering of
standardized tests, supervisory responsibilities, etc.
These notes give some idea of the experiences of one interm in her
first three months in the co~operating school., This particular
intern devoted the largest percentage of her time in the classroom
of the co-operating teacher who contributed the above notes, not
only during the first three months, but also for the seven months

remaining in the school year., During this seven month period the

intern followed more or less this same pattern with some increase
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in her workload. Some smaller percentage of her available time

in the school was spent observing and sometimes helping in other
classrooms and at other grade‘levels. Also, the principal of this
intern's co-operating school planned at least five full day visits
t0o other schools in the area at both the high school and at the |
elementary school levels.

The pattern developed for this intern was similar to that
for other interms in that some form of "co-operative teaching"
took place., In all of the other co-operating schools, co-operative
teaching evolved, but in most the form differed.

I+ has been stated that the schools into which the MEET
interns were placed were as varied as the interns themselves.

It was partially for this reason that the roles of the interns
were as varied as they were., If the co-operating schools and
the patterns developed for interms in these schools could be put
on some continuum, the situation that was described above would
be at one end and the situation which will be described below
would be at the other end.

One of the interns became & member in an organized team
teaching situation in a newly built school which was designed
specifically for a team teaching, non-graded, continuous progress
approach to education. The classes in this school were held in

large, general teaching areas rather than in individual class-
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rooms, and each team; of six teachers and a teachei alde was
responsible for approximately two hundred children. Therefore,
from the very beginning, this intern was involved in a co-op-
erative teaching situation., She was able to mix with six different
teachers, working, planning, and evaluating as a member of a tean,
and sharing with tpem knowledge and teaching methods. Her exper-
ience, as a result of the pattern developed for her by‘the tean,
was obviously very different from the experience of an intern in
the one~teacher-one-classroom school.

In most of the participating schools it was impossible to
think of any one of the co~operating teachers as being "in charge"
of the intern. Indeed, in one or two of the schools it was
impossible to identify an intern's "major" co-operating teacher.
Certainly, this was not so at the other extreme, where an intern
did not work with a number of teachers, but remained for long
veriods of time with a single teacher. Howevery, even in this
latter situation, the co-~operating teacher was often an ‘intern's
"confrere" rather than the intern's "boss."

At the start of the programme in Septémber it was perhaps

eagier to identify the co~operating teacher who was in charge

1There were three "teams" in this school -~ a primary, inter-
mediate and senior team. The two MEET interns in this school were
members of the intermediate and senior teams, The intern referred
$0 in the discussion was a member of the senior team, which was
respongible for children between the ages of ten and twelve.
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and in some situations a very traditional student teacher 1o
supervising teacher relationship existed. However, at different
rates, in most of the different schools, team teaching or co=op-
erative teaching patterns evolved. Thus, the confrere relation-
ship developed.

Frém this discussion of the co-operating teachers, it perhaps
becomes obvious that it would be Jjust as difficult to define a
co-operating teacher's role in Project MEET as it would be %o
describe the "typical" intern's experience in the schools. BNo
co=-operating teacher met any specifically prescribed qualificae
tion and, indeed, none of the co-operating teachers was chosen by
the project director or the FPaculty of Education, UNot only did-
each school develop its own pattern for involving interms, but
each co-operating principal was responsible for involving co=0p-
erating teachers who wished to participate in the project, and
who he felt were able to participate. Some teachers who expressed
azwish not to participate in September volunteered or even requested
to participate later on in the year. This situation occurred in
nearly all of the schools.

Being a part of Project MEET resulted in some changes in
the organization of the elementary programmes in all the co-operat-
ing schools., The fact that some form of co=-operative teaching

evolved in all of the schools meant that a school's programme



chenged at least to this extent., But, the change in the schools
varied considerably. Where a well-defined team teaching pattern
exigsted in the co-operating school in September, the change in
organization of the programme was not as great as in the schools
in which very traditional situations existed.

The interns also contributed to some innovations in the
co~-operating schools by bringing to the schools materials from
the college and new ldeas about teaching, The interns, therefore,
helped to bring the college and the schools together.

Some faculty members also helped in this way. On many
occassions an instructor would meet with an intern and his
co~operating teachers to discuss different aspects of their
teaching,

Most of the college faculty members involved in Project MEET
visited the co~operating schools and observed the interns in a
classroom situation at least once during the year. However,
three other people from the college (tne project director, his
agsistant, and a Project MEET instruetor) comprised the more
"official" supervisory team. One member of this team visited

each school at least once every three weeks. The eleven schools

were divided into three districts so that one of the three super-:

visors was responsible for each district for a certain length of
time (approximately six weeks, with each of the three supervisors

visiting each district twice during the year). The Project MEET

29
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instructors, on the other hand, did not have responsibility for
any specific disirict or for any particular group of interns.
Instead, they would arrange to visit an intern at a time most
convenient and most beneficial to both of them.

Fach of the three members of the supervisory team was involved
with much more than supervision. Their major task (especially early
in the programme) was in helping the intern to fit in to his -
situation in his co-operating school. In some instances, this
meant changing an intern from one situation in the school in which
he was not achieving success to another situation in the same
school in which there would be more likelihood for success.

Helping the intern to adjust to his co-operating school also
meant helping the intern and his cc-operating teacher(s) develop
new patterns of organization for co=operative teaching. Finally,
the task of the supervisory team was one of liaison between the
Paculty of Education and the co~operating school.

Anecdotal reports on the interns were written by & supervisor
after his visit to a co-operating school., These reports represented
the running account of what was going on in the co-operating school ==
problens of the intern, successes of the intern, comments made by
the principal of the school or comments made by other people con-
cerned with the project, etc. These reporis were read by each
member of the supervisory team and other faculty members involved
in Project MEET in order to keep aware of what was going on in the

field.
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The task of the supervisory team of helping in the development
of patterns for intern participation in a school very often brought
the member of the supervisory team in contact with the principal
of the co-operating school. On many occasions, these two persons
worked together to develop a pattern for the intern which would
be of advantage to both the intern and to the school. Also, on
five different occassions during the year all of the co-operating
principals met with the project director and some members of the
Faculty of Education to explore the many advantages and to reduce
the disadvantages of having interns in the schools.

The eleven co-operating principals (referred to as the Committee
of Principals) met not only at Macdonald College, but on three
different occasions their meetings were held at co-operating schools.
On these latter occasions the host co-operating principal was
responsible for that part of the programme in which the internship
in that particular setting was discussed. Therefore, concrete
exaemples of patterns that had been developed in particular settings
were examined. Also, the possibilities for co-operating schools

were explored.
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CHAPTER III
THE ATTITUDES OF INTERNS -~ THE FINDINGS

In this study there are two kinds of data that are used to
describe the attitudes of interns, and the changes in some of their
attitudes during the course of Project MEET and at the end of the
year. First, there are "quantitative data" ~- scores on instruments
that purport to measure attitudes. Secondly, there are the "other
data" that describe the attitudes of interns, but these data were
obtained in a more subjective way, from interviews with the interns,
or from diaries which were submitted to this investigator by the

interns.

The Quantitative Findings
Three measures are used to describe the attitudes of the MEET

interns, and the effect of the MEET Programme on these attitudes.
First, there is the Minnesota Teacher Attitude Inventory SMTAI!
{Cook, Leeds and Callis, 1951), which purports to measure "those
attitudes of a teacher which predict how well he will get along
with pupils in interpersonal relationships, and indirectly how well
satisfied he will be with teaching as a profession” (Cook, Leeds and

Callis, 1951, p. 3). Second, there is the Teacher Role Description

{PBD) Questionnaire (Horowitz, 1965), an instrument designed to
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measure role expectations and role perceptions, The third
measure is a slightly modified version (modified by Silas, 1968), of

the Tasks of Public Education (TPE) Opinionnaire (Downey, 1960),

which measures opinions regarding the tasks of the public schools.
Eighteen MEET interns completed these three instruments, the

MTAI, the TRD, and the TPE both before and after their intermship

experience.1 The remaining sections of this chapter contain

degeriptions of the three instruments, and the findings revealed

by them.

The Minnesota Teacher Attitude Inventory

The Minnesota Teacher Attitude Inventory (MTAI) is designed

t0 measure those attitudes of a teacher which predict how well he
will get along with pupils in interpersonal relationships, and,
indirectly, how well satisfied he will be with teaching as a
profession (Cook, Leeds and Callis, 1951, p. 3).

It was anticipated that three purposes would be fulfilled by
having the interns complete the MTAI at the beginning and at the

end of their teacher preparation programme., The firét purpose

lln June, the three instruments were administered only to the
eighteen MEET interns who completed the full progremme, from
September through June. One of the interns withdrew from the college
in November, and she was replaced at that time, The instruments
were completed by each intern before he arrived at his co-operating
school, before he had attended any formal sessions at the college,
and they were completed by these same eighteen interns nine months
later, during the week following their last formal class at the
college.
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wags to determine the attitudes of interns that are supposedly

measured by the MTAI, The second, was to determine whether an
internship programme was effective in changing those attitudes
of the MEET interms. The third purpose, was to determine the

nature of the change in the attitudes of interns, if, in fact,
any change in their attitudes took place.

The MTAI was one of the instruments chosen to obtain the
expression of attitudes of the subjects of this investigation for
a number of reasons., It is by far the most popular inatrument for
the nmeasurement of teacher attitudes, with more than fifty research
studies using the instrument being reported in the literature (Gage,
1963, p. 508). The published form (Form A) of the inventory which
is used in this investigation has been subjected to several studies
of validation. It has also been found to measure attitudes with
a high degree of reliability and these attitudes are significantly
correlated with the teacher-pupil relations observed in the class-
roon,

Form A of the MTAI was administered to the MEET interns before
they embarked on their internship experience, and nine months later,
after the college part of the internship had ended. Following the
steps outlined in the manual (Cook. Leeds and Callis, 1961, p. 3);
the preinternship and postintermship responses of each intern were
then hand scored. For the group of eighteen MEET interns, a sige

nificant difference was found to exist when the pretest attitude



35

scores were compared with the posttest scores, as determined by
the critical ratio 1 procedure., This difference was significant
at the .0l level with t = 2,93, (The pretest and posttest scores
are found in Appendix A.)

If the change in response to this attitude inventory between
the pre and postinternship experience is assuﬁed to be the reault
of the internship experience, it would'appear that the intermship
programme is effective in chenging the attitudes of the interns
which were measured by the MTAI, Moreover, this change in attitudes
is significant in the positive direction.

In his study, Campbell (1967) was concerned with five areas
included within the yggg} and considered these areas as dimensions
rather than as part of the whole, He suggesis that "a better
understending of attitude changes may be more appropriately evaluated

by inspecting the dimensions of the attitude changes" (1967, p. 162).

1The authors of the MTAI state in Section V of the manual that
the inventory was constiructed with items from five areas of socio-
education literature to include:

(1) Moral Status of children in the opinion of adults, especially
as adults impose standards.

(2) Discipline and problems in the classromm and elsewhere, plus
methods employed to deal with such problems,

(3) ZPrinciples of child development and behaviour related to
ability, achievement, learning, motivation and personality
development.,

(4) Principles of education related to philosophy, curriculum,
and administration.

(5) Personal reactions of the teachers to include likes, and
dislikes, sources of irritation, etc.
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In his investigation, Campbell, therefore, studied the responses
of student teachers to the yggg statements classified according
to0 the five dimensions, in an atteﬁpt to determine whether there
were significant differences in the student responses to the dimenw
sional statements prior to student teaching when compared to
responses after student teaching. Following the procedure used
by Campbell, this investigator also studied the differences in
the interns' pretest and pbsttest responses to the dimensional
statements in the hope that these differences would identify more
clearly the nature of the influence of the internship experience
on the attitudes of interns.

Campbell (1967) selected for each of the five dimensions
items of the MTAI which seemed most representative of each area,
and which could Be most easily classified. Ninety of the one
hundred and f£ifty MTAI items were selected to include the following:
Moral Status =~ 14 items, Discipline =~ 19 items, Principles of
Child Development and Behaviour -- 18 items, Principles of Educa~-
tion ~~ 22 items, and Personal Reaction ~- 17 items. (These ninety
items are categorized in Appendix B.)

Following Campbell's procedure, a table for each of the five
diemensions was prepared to record the interns' responses to the
MTAI items (Figure 1), The pre and postintermship experience
MTAI responses (150 responses) were hand scored following the

steps outlined in the manual., The wrong responses were subtracted
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from the right responses to provide pretotal and posttotal
attitude scores for each intern.> (14 has already been noted
that the difference betwpen the means of these scores of the
MEET interns were significant at the .01 level of confidence
with t = 2.93.) Then, each of the pre and postinternship exper-
ience MTAI answer sheets was rescored with specially prepared
right and wrong keys which included only the inventory items
selected for the designated dimension., These dimension
responses were tabulated on the specially prepaied tables
(Figure 1). Thus the scores for each intern included the total
right minus wrong on both the pretest and posttest for the one
hundred and fifty MTAI items, plus a total right minus wrong for
the preinternship and postinternship experience for each of the
five dimensions included within the MTAI (see Appendix A).

In this study, as was the case in Campbell's (1967), the
procedure for the non-paremetric sign test (Siegel, 1956) was
used to compare the pre and postinternship experience dimensional
attitude scores. There were two primary reasons for employing the

sign test rather than the t test which would have ordinarily been

11 the manual (Cook, Leeds and Callis, 1951, p. 5) the authors
note that "There are no 'right' or 'wrong' answers with the MTAI,
There are, rather, agreement or disagreement with specific attitude
statements. In order to avoid a change in the accepted terminology,
however, the scoring keys have been given the commonly used 'right!
and 'wrong' labels; no implication of correctness or incorrectness
of answers is intended."
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used. Because the MTAI provided right (+) and wrong(-) responses,
the sign test was deemed most appropriate. Also, unlike the t test
the only assumption underlying the sign test is that the variable
under consideration has a continuous distribution (Siegel, 1956,

Pe 68)0

FIGURE 1

SAMPLE TABLE USED FOR RECORDING
DIMENSIONAL MTAI RESPONSES

Subject
Dimension
Preinternship Postinternship

%%él Right Wrong Right Wrong Change

em Response Response Response Response

18 X X

47 X X

58 X X

Sub Total 10 2 12 1l

Total +8 +11 +3

The five dimensions of MTAI scores are noted in Table 3., Vhen

the preinternship and postinternship experience dimension attitude



scores were compared on three dimemsions, Moral Status, Discipline,
and Principles of Child Development and Behaviour, the interns

were found to have a significant change in attitude, (Moral Status,
P = .036; Discipline, p = .030; Principles of Child Development

and Behaviour, p = ,001), On all three of these dimensions, the
change in attitude shifted in the positive direction from disagree-

ment to agreement,

TABLE 3

COMPOSITE OF FIVE DIMENSIONS OF THE
MINNESOTA TEACHER ATTITUDE INVENTORY

_— ]

Beginning Score At Cch -
Dimension Score Conclusion ange-
Ra-wW R-W

Moral Status +80 +110 +30
Diseipline +68 +134 +66
Principles of Child Development +93 +168 +75
Principles of Education +158 +193 55
Personal Reactions +62 +74 +12

It is interesting that on all five dimensions of the MIAI some
shift in attitude scores occurred in the positive direction, even
though, on only three of these dimensions‘is the change significant.
In terms of these five dimensions of the MTAI, the findings in

Campbell's study (1967) are not similar to the findings of this
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study. In Campbell's study, no significant difference was found

in MTAI attitude scores; as a result of a student teaching experience.
Moreover, only one dimension, Principles of Child Development and
Behaviour, was found to have a significant shift in attitudes, and
this shift was in the negative direction, from agreement to dise
egreement,

A better understanding of attitude changes was achieved in
both of these studies by inspecting the dimensions of the atititude
changes. As was the finding in Campbell's study, it would appear
that interns approach the internship with pre-established attitudes
and convictions which are not necessarily balenced in each of the
five dimensions of professional preparation (Teble 3)., Also,
interns score higher on the total MTAI, and on each of the five
dimensions of the MTAI, after the internship experience than

before.

The Tasks of Public Fducation Opinionnaire

To obtain the opinions of interns regarding the tasks of
elementary education and to determine how their opinions changed
after nine months in an internship programme, the MEET interns

were asked to complete a slightly modified version of the Tasks

of Public Education STPEQ Oginionnaire.l The questionneaire

1With the exception of the substitution of the words Canada
and Canadisn for America and American in element G (see Appendix C),
the sixteen tasks were presented in their original form.
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was completed both before and after the internship experience,

The original TIPE was constructed by three graduate students
at the University of Chicago in 1958 in an attempt to obtain an
expression of public opinion about the tasks of the public school,
A synthesis of various statements of the tasks of schools resulted
in the isolation of sixteen distinct elements. These were arranged
in four categories with four elements in each: Intellectual Elements,
Social Elements, Personal Elements and Productive Elements. The
conceptual framework of the instrument is shown in Figure 2.

The TPE which resulted from the framework outlined in Figure 2
permits a numerical expression of the relative importance of e;ch
of ine sixteen tasks., Respondents were asked to select from the
sixteen tasks, which are printed on small cards., the one most
important, the two néxt in importance, the three next, the four
of intermediate importance, the three hext, the two next, and
finally the one task of least importance., This forced choice
technique known as the Q Technigue or Q Array (Silas, 1968, p. 11)
allows for comparison of the rankings of a group over & period of
time. Such comparisons are accomplished by weighting each category
of the Q Array from one to seven and thus establishing e numerical
value for each task, Silas (1968, Pe ll) notes, however, that there
are disadvantaeges of this ranking system, the primary one being its
inability to indicate the degree of preference or the level of
importance, In other words, the investigator has no way of

knowing how much more importance the respondent attaches to rank
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FIGURE 2

DIMENSIONS OF THE TASK OF PUBLIC EDUCATION

THE CONCEPTUAL FRAMEWORK OF THE TPE OPINIONNAIRE

1.
2.
3.
4.

5
6o

Te
8.

13.
14.

16.

A, Intellectual Dimensions

Posgession of Knowledge: A fund of information. Concepts.
Communication of Knowledge: Skill to acquire and transmit.
Creation of Knowledge: Discrimination and imagination, a habit.
Desire for XKnowledge: A love for learning.

B. Social Dimensions

Man to Man: Co-operation in day~to=day relations.
Men to "State": Civic rights and duties,

Man to Country: Loyalty to one's own country.
Man to World: Interrelationships of peoples.

C. Personal Dimensions

Physical: Bodily health and development,
Emotional: Mental health and stability.
Ethical: Moral integrity.

Aesthetic: Cultural and leisure pursuits.

D, Productive Dimensions

Vocation~Selective: Information and guidance.
Vocation-Preparative: Training and placement.

Home and Family: Housekeeping, do~it-yourself, family.
Consumer: Personal buying, selling and investiment.




one over rank two. Also, he has no way of knowing at what point
the level of importance of the task is too low to be of any
significance as a task of the school,

Pilot studies revealed that the IPE in its final form was
eliciting true response. However, the reliability of the ITE
has not been ascertained too completely. Silas (1968, p. 18)
suggests that a measure of reliability‘may be assumed from the
fact that the findings of studies using the IPE have corroborated
reasonably well with the responses of the original Chicago
investigation.l

Sincg the original Chicago investigation, the TPE has been
used in at least four published studies, The samples in two of
these studies (Faber, 1965; Silas, 1968) were student teachers,
The findings of Faber's study are outlined in Table 4, The
student teachers in his study, when compared with educators and
noneducators in the original 1958 study, agreed with the other
two groups on the high priority to be given to intellectual
aspects of the tasks, Prospective teachers in his investigation,
however, rated accumulation of a fund of knowledge and knowledge
of world affairs significantly higher than either of the other
two groups, and they rated development of moral integrity far

lower,
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1The report of the original investigation appears in Admin-
istrator's Notebook, Vol, VII, No, 3. (November, 1958), Midwest
Administration Center, University of Chicago,




TABIE 4

MEANS AND RANKS OF HIGH SCHOOL TASK DIMENSIONS BY
COMPOSITE EDUCATOR, NONEDUCATOR, AND PROSPECTIVE TEACHER SAMPLES¥

— Educator Non Educator Progspective Teacher

Task Dimension X Renk X Renk X Rank
Knowledge 3.079 14 3.198 13 4,185 8
Intellectual Skills 5.449 1 5.507 1 5.901 1
Creativity 5.099 3 4,852 3 5.416 3
Desire for Knowledge 5.399 2 5.167 2 5. 704 2
Man to Fellow Man 4.641 4 4,535 4 4,335 7
Citizenship 4,411 6 4,337 7 4,741 4
Patriotism 3.963 10 4,000 9 4,004 9
World Citizenship 3.982 9 3.955 10 4,429 5
Physical 3.222 < 12 3.265 12 2.644 15
Emotional 4,535 5 4,016 8 3,815 10
Ethical 4,336 7 4.377 5 3.185 11
Aesthetie 3.657 11 2,995 15 2,991 12
Vocation-Selective 4,194 8 4.344 6 4.373 6
Vocation=-Preparative 3,150 13 3.763 11 2,657 14
Home and Family 2,188 16 2.526 16 2.451 16
Consumer 2,876 15 3.168 14 2,785 13

*From Journal of Teacher Education, Vol., XVI.

(September, 1965), p. 296.
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In the present study, the median (rather than the mean as
in Faber's study) is taken to be the index of each element's
importance as a task of the school. The choice of median rather
than mean was made because the median is a non-parametric
statistic., Non-parametric statistical techniques do not assume
that the scores under analysis were drawn from a population dise
tributed in a normal way and in this study the ranks assigned
the items as demonstrated in the frequency distributions, (Table 5)
do not always approach a normal distribution.

From Table 6 it can be seen that after the internahip experience
interns rank the tasks of elementﬁry education in a manner very

- similar to the way they rank them prior to the experience. It
could certainly not be said that the interns' opinions of the tasks
of the elementary school show any general change as a result of
their internship experience. Seven of the tasks are assigned the
same rank before and after the experience in Project MEET, Only
four tasks appear to be ranked differently to an extent which may
be significant.

It is perhaps impossible to ascertein the specific reasons for
the differences between the interns' pretest and posttest rankings
of the tasks of elementary education. Some observations, however,
may be in order. Faber (1965, p. 296) notes in his study that
prospective teachers rank the accumulation of a fund of knowledge

significantly higher than did either educators or noneducators.
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TABIE 5

PERCEPTIONS OF INTERNS REGARDING THE TASKS OF THE
ELEMENTARY SCHOOL EXPRESSED IN FREQUENCIES OF RESPONSES*

Tasks Low High
Weight=- 1 2 3 4 5 6 T Total

A, A fund of information Pre 2 1 4 91 1 0 18
Post 1 3 4 8 2 0 0 18
B, The basic tools for knowledge Pre 0O 0 0 0 0 810 18
Post 0 0 01 3 113 18
C., Figuring things out for one's Pre 0 01 2 510 0 18
self Post 0 0 0 0 512 1 18
D, A desire to learn more Pre O 0 0 0 3 8 7 18
Post 0O 0 0 0 115 2 18
E, The ability to live and work Pre 0 0 0 110 7 0 18
with others Post 0 0 0 311 3 1 18
P, Rights and duties of Pre 0 2 5 7 4 0 0 18
citizenship Post 0 4 3 8 3 0 0 18
G, ILoyalty to Canada Pre 5 8 3 4 0 0 0 18
: Pogt 4 6 5 3 0 0 0 18
H, Knowledge of the peoples Pre 0 0 213 2 1 0 18
of other lands ' Post 1 13 8 5 0 0 18
I, A well cared for body Pre 1 2 5 8 2 0 0 18
Post 0 3 210 3 0 0 18
d. An emotionally stable Pre 1 11 113 0 1 18
person Post 1 0 0 3 8 5 1 18
Ke A sense of right and wrong Pre 0 0 3 7 8 0 O 18
Post 01 5 6 6 0 0 18
L, Enjoyment of cultural Pre 12 %9 5 1 0 0 18
activities Post 0O 2 6 7T 3 0 0 18
M, Occupational opportunities Pre 1 4 4 8 1 0 0 18
: Post 1 37 4 3 0 0 18
N. Training for a specific Pre 1 27 4 3 1 0 18
. high school programme Posgt l1 5 3 8 1 0 0 18
0, The role of various family Pre l1 8 7 2 0 0 0 18
members -Post 2 4 9 3 0 0 0 18
P, Use of money and property Pre 7 6 4 1 0 0 0 18
Post 7 4 7T 0 0 0 O 18

]

*See Appendix C for complete statement of tasks,




TABLE 6

MEDIANS AND RANKS ASSIGNED TO SCHOOL TASKS
BY MEET INTERNS BEFORE AND AFTER THEIR INTERNSHIP EXPERIENCE

Before Internship After Internship

Experience Experience
Median Rank Median Rank
A, A fund of information about many things. 3.72 9 3.62 11
B. The basic tools for acquiring and communicating 6.60 1 6.81 1l
knowledge -- the 3 R's,
Ce The hebit of figuring things out for one's self, 5.60 3 5.83 3
D, A desire to learn more ~- the inquiring mind. 6.25 2 6,03 2
E. The ebility to live and work with others. 5¢30 4 5.04 5
F, Understanding rights and duties of citizenship and 3.80 8 3.75 9
acceptance of reasonable regulations.
G, Loyalty to Canada and the Canadian way of life, 2.25 15 2.33 15
H., Knowledge of and appreciation for the people of 4,04 7 4,00 6.5
other lands.
I. A well cared for, well developed body. 3.62 10 3.90 8
Jo An emotionally stable person, able to cope with 4,88 5 5,12 4
new Situations.
K. A sense of right and wrong -- a moral standard of 4,36 6 4,00 6.5
behaviour,
L, Enjoyment of cultural activities =~ the finer 3.18 13 3.64 10
things of life,
M, General awareness of occupatlional opportunities 3¢50 11 3.21 13
and how people prepare for them,
N, Classification and training for a specific kind of 3.36 12 3.50 12
high school programme -- academic, technical, etec,
0, Understanding the role of various family members. 2,50 14 2.83 14
P, An introduction to budgeting and effective use of 1.83 16 2.00 16

money and property.

Ly



48

Silas (1968, p. 64) in her study at McGill mekes & similar observa-
tion, Faber (1965, b. 296) suggests that "the higher ranking given
t0 aceumulation of a fund of knowledge may be a reflection of the
prospective teacher's current role as student." If this is so,

it would be interesting to know at what point after beginning a
teaching career the relative importance of this task begins to
decline in the eyes of the teacher., 1t would appear from the
findings of this study that this task (accumulation of a fund of
knowledge) is peréeived by the intern as being less important after
his internship experience than before.

The other task considered by the interms to be of less
inportance is the task relating to the development of a general
awareness of occupational opportunities and how people might pre-
pare for them, Two tasks of the elementary school, the development
of 1) a well cared for, well developed body, and 2) an enjoyment
of cultural activities -~ the finer things of life, appear to be
renked significantly higher and are therefore considered more
importent by the interns after their internship experience., The
reasons for these changes in the perceptions of the interms are
not clear to this investigator.

Nothing can be siated about the extent of agreement between
interns' and co-operating teachers' rankings of the tasks of
elementary education, The question of whether the internship

experience results in more agreement between interns' and co=op~
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erating teachers' perceptions of these tasks cannot be answered

as a result of this study., The interns' posttest rankings of the
tasks of public education are more similar to the rankings of the
educators in Faber's study than are their pretest rankings, but

the extent of agreement between the rankings of these educators

and the co-operating teachers of this study is not known., If it

is assumed that these co-operating teachers perceive the tasks

of public education more like the educators in Faber's study than
like the prospective interns in this study, this would imply that
interns change from perceiving through the "eyes of a student" to
perceiving through the "eyes of a teacher.," TUnder these conditions,
it could be said that interns agree more with co-operating teachers!
rankings of the tasks after their internship experience than before.
It is unfortunate that the rankings of co-operating teachers are
not known and that the above discussion must of necessity be based
on questionable supposition. It can be sald, however, that interns
change in their perceptions of a number of tasks after the intern-
ship experience, After the internship experience, they feel that
it is a less important task of the elementary school to (1) be a
fund of information about many things, and (2) develop a general
awareness of occupational opportunities and how people prepare

for them; and that it is a more important task to (1) instill in
students the value of a well cared for, well developed body and,

(2) to inspire in students an enjoyment of cultural activities ==

the finer things in life.
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The Teacher Role Description Questionnaire

The purpose 6f administering the Teacher Role Degcription

(TRD) Questiomnaire (Horowitz, 1965) to the nineteen MEET interns

was to determine in still another way the effect of the programme
on the expectations and perceptions of the interns. TIRD is an
instrument which was designed by Horowitz (1965) to enable student
teachers to indicate their expectations of elementary school
teachers and their perceptions of the expectations held by co~op-
erating teachers, both before‘and after a student teaching exper-

ience. (The TRD Questionneire is included in Appensix D,) At

least four measures éan be obtained: (l) interns'! expectations
before student teaching, (2) interns' perceptions before student
teaching of co-bperating teachers' expectations, (3) interns!

expectations after student teaching and (4) interns' perceptions
after student teaching of co-operating teachers' expectations.l

For each of these measures it is possible to obtain three scores ==

lThe following outline summarizes the code that was used in

this study for these four measures,

Pretest Posttest

Interns' expectations for the role El E2
of elementary school teacher

Interns' perceptions of co-operating Pl P2
teachers' expectations for the role
of elementary school teacher
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nomothetic, idiographic, and transactional -~ corresponding to the
three diﬁeﬁsions of the Getzels model on which TRD is based.l

The TRD consists of five replications and each replication
contains twelve items which deal with the behaviour of the elemen-
tary school teacher, Among each set of twelve, four of the siate-
ments are nomothetic, four are idiographic, and four are transac-
tional., In this study, as in Horowitz's, the respondent was asked
to select from each set of twelve items, the four items that he
considered most appropriate for describing, say, his own expectea~
tions and to select the four items that he considered least
appropriate. When scoring the items, a value of three was assigned
to those considered most appropriate, a value of two to those
unmarked, and & value of one to those considered least appropriate.
It was in this way that nomothetic, idiographic, and itransactional
scores were calculated for each form that was completed,

A trial run with Stanford University students (n = 56) was
made by Horowitz, 1) to estimate the reliability of the IRD and
2) to correlate the TRD with the MTAI, The instrument was found
to be reliable (Horowitz, 1965, p. 36). The MTAI, which is
‘purported to predict "how well satisfied the teacher will be with
teaching as a vocation" (Cook, Leeds and Callis, 1951, p. 3), was

found to be positively related to the idiographic dimension =~ the

1Whereas the nomothetic (N) dimension refers to goals of the
] institution and to emphasis on role in behaviour, the idiographic (1)
@%@ dimension refers to needs of individuals and to emphasis on personality
in behaviour. The transactional (T) dimension represents the balance
between idiographic and nomothetic (Horowitz, 1965, p. 20).
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dimension of personality needs in bpebaviour -~ and negatively
related to the nomothetié dimension. There was a very slight end
insignificant coefficient of correlation of +,03 between the
transactional items of the TRD and the MTAI,

In Horowitz's study, the only published study using the TRD,
Pive samples (n = 98y n = 70, n = 62, n = 24, n = 20) completed
both forms of the TRD before and after a student teaching experience,
Two general conclusions (among others) that he was able to make |
were that (1) student teachers change in their attitudes toward
teaching after a student teaching experience and (2) student
teachers perceive differences between their own expectations and
the expectations of co=opereting teachers both before and after their
student teaching experience., It is the purpose of this section of
this study to determine the effect of the MEET Programme on the
expectations and perceptions of the interns., Whether the internship
experience has a similar effect on the attitudes of interns as the
student teaching experience had on the student teachers in Horowitz's
study is the question which is being raised. Do interns change in
their attitudes toward teaching after their internship experience,
end if they do change, how? Do interns perceive differences
between their own expeciations and the expectations of co-operating
teachers both before and after an internship experience, and if
they do, what kind of differences are perceived?

To determine the effect of the MEET Programme on the expecta=-
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tions and perceptions of the interns, two-tailed t tests of
significance for related samples were used. Ferguson (1959, p. 145)
points out that the t test assumes that the population distributions
are normal, The distribution for each of the scores for the MEET
semple are included in Appendix E, and it can be seen from their
frequencies that the distributions are at least roughly bell-

shaped and not U-shaped.

From Table 7 it can be seen that four differences appear to
be significant: +the interns! expectations are less nomothetic and
more idiographic on the posttest as compared to the pretest; the
interns' perceptions of co~operating teachers are less nomothetic
and more idiographic on the posttest as compared to the pretest.

E2I ig greater than E1I, PIN is greater than P2N, and P2I is greater
than P1I, with the differences being significent at the 0.01 level

of confidence, or better, EIN is greater than E2N and the difference
is significant at the 0,02 level of confidence.

The internship experience seems to bring about two significant
changes among interns, They become less nomothetic and more idio-
graphic in their expectations after their internship experience.
This change suggests that interns are less concerned after theirl
internship experience than before with the expectations of others
for the role of the teacher and interns are more concerned with
self after this experience than before. The second important change

is that after their internship experience, interns perceive



TABLE 7

DIFFERENCES BETWEEN PRETEST AND POSTTEST MEAN SCORES
FOR INTERNS EXPECTATIONS AND PERCEPTIONS

Greater Score Lesser Score Tevel of

Score Mean S.D. Score Mean SeD. T t Signif-
icance
E1N 32,88 3.94 E2N 32,50 3.34 «50 2.68 0.02
E2T 51.72 1.98 E1T 51.39 2.44 e T2 .+ 82 " 050
B2l 38,06 3.16 E1X 35.61 4,02 78 4.15 0.01
P1N 36,28 5.50 P2N 32450 2092 046 3.29 0.01
P2 50,28 2,82 P1T 5017 3.94 «51 el3 0.95
po1 3717 3.48 P11 33.72 3.70 32 3.48 0.01

144
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co-operating teachers as being less nomothetic and more idiographic.
As well as becoming more idiographic and less nomothetic in their
own expectations, interns perceive co-opereting teachers in a
similar way.

The interns' scores on the TRD can also be analyzed to deter-
mine the extent of agreement, or difference, between interns!
expectations and interns' perceptions of co-operating teachers!
expectations both before and after the intermship., Horowitz
(1965, p. 75) refers to these scores as assumed dissimilarity
scores, It can be determined whether interns see themselves
diffgrently from the way they see co~operating teachers. In
Table 8 it can be seen that the t values of the differences of
four relationships are significant at the ,05 level of confidence,
or better. Only in two of the relationships, the differences
between E1T - P1T and E2I -~ P21 are the i values not significant
at the ,05 level or better. On both the pretest and the posttest,
therefore, the interns perceive co=operating teachers as being |
more nomothetic than they perceive themselves. Although on the
pretest, interns perceive co-operating teachers as being less
idiographic than they perceive themselves, on the posttest the
difference between interns' expectations end interns! perceptions
of co-operating teachers' expectations on the idiographic dimension
ere not significant, Finally, on the posttest, but not on the pre-
test, interns perceive co-operating teachers as being less transac-

tional than they perceive themselves.



TABLE 8

ASSUMED DISSIMILARITY SCORES
FOR MEET INTERNS ON PRETEST AND POSTTEST

b

Greater Score Lesser Score Tevel of
Score Mean S.D. Score Mean S.D. r i Signif-
icance
P1N 36,28 5.50 EIN 32.88 3.94 «54 3.04 0.01
E1T 51.39 2,44 P1T 50,17 394 -48 1.47 0.20
E1X 35.61 4,02 PiT 33,72 3.70 .58 2.19 0.05
P2N 32,50 2,92 E2N 30.50 334 75 37T 0,01
E2T 51.72 1.98 P2T 50.28 2,82 .86 4,11 0.01
B2I 38,06 3.16 P21 37.17 3.48 .83 1.82 0.10

96
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Interns perceive, therefore, that differences exist between
their own expectations and the expectations held by co-operating
teachers. However, although they perceive major differences
between their own expectations and the co-operating teachers!
expectations on both the nomothetic and the idiographic dimen-
sions before their internship experience, it is only on the
nomothetic dimension that interns perceive a difference after
their internship experience. In other words, on the idiographic
dimension interns perceive the co-operating teachers' expectations
as being similar to their own.

Generally, it can be concluded from the findings that: l)
interns change in their attitudes toward teaching after the
internship experience and 2) interns perceive differences between
their own expectations and the expectations of co=-operating teachers.,
Horowitz (1965) was able to draw the same general conclusions. His
findings suggest, however, that students become more nomothetic
and less transactional in their expectations after a student
teaching experience; and that students perceive co-operating teachers
as being more nomothetic, less transactional, and less idiographic
than they perceive themselves both before and after their student
teaching experience. Not all his findings, it is noted, are
similar to the findings of this investigation.

We should not be too surprised to find the results of this
study differing from the results of Horowitz's study to the extent

that they do. The internship experience is different from the
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student teaching eiperiences of the prospeciive teachers in his
study. It does appear that, after the internship experience,
interns perceive co-operating teachers as being similarly con-
cerned with personal needs. At least on the idiographic dimension,
therefore; the interns would appear to see themselves more like

teachers.,

Papers and Intexrviews

The feelings and attitudes thet student teachers have reveal
much about this programme in teacher education. Indeed, an
evaluation of any programme in teacher education would be incomplete,
if there was a lack of understanding on the part of the investigator
of the feelings and attitudes that students have toward their teacher
rreparation programme,

A knowledge of the feelings and opinions of the MEET interns
should add significantly to an understanding of:
1) what is actually going on in the teacher education process in

Project MEET,
2) the extent of success of some aspects of the progremme, and
3) +the difficulties to be guarded against in the future.

A knowledge of these feelings and attitudes should also provide
some of the information necessary to the formation of hypotheses
about teacher education and, especially, about the internship in

teacher education. It is the purpose of this section, then, to
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discuss the interns' feelings and attitudes about Project MEET,

Two weeks before their final class at the college the interns
were requested to submit anonymously a short paper in which they would
describe "their feelings about their teacher education programme
and their year at university."l They were asked to complete this
aggignment during & two week period, The interns were not given
any guidance in structuring their papers.

From the eighteen papers approximately one hundred and fifty
"gpecific" feelings of the interns toward Project MEET were expressed.
There were also other "vague" feelings or attitudes such as "I
feel very satisfied" or "I feel that there have been things of
inestimable value." However, only those specific feelings expressed
by the MEET students were categorized:.by this investigator,

The one hundred and fifty specific feelings or attitudes
appeared to fall into three categories: 1) positive feelings or
attitudes, 2) negative feelings or attitudes, and 3) changing
feelings or attitudes, A list of these specific feelings gquoted
directly from the interns' papers and under the three categories
ig found in Appendix F.

From the papers it wes impossible to know whether a feeling
toward Project MEET expressed by a few or even one of the interns

was in fact a feeling held by only those interns. Did the interns

lThis request was made to the interns by this investigator.



who did not express a certain feeling about the programme simply
overlook that feéling when they were writing their papers or did
they not have such feelings?

Another question which arose from the papers submitted by
the interns concerned the "source" of the feelings expressed by
the interns, Nearly all of the interns expressed the feeling
that Project MEET was very demanding and perhaps even too
demanding in terms of work load, In whet way waslit demanding?
Wﬁat'aspects of the programme were most or least demanding?

To determine how common certain feelings were, to give more
meaning and depth to some 0f their feelings, and to determine
the gource of these feelings interviews were arranged with all

of the interms. The structure of the interviews was based on the
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papers that had been submitted to this investigator by the interns.

Certain feelings that had been expressed by only one or a small
number of interns were discussed with the interms in the inter=

view setting to determine how common these feelings really were,

Also, there was some discussion of other feelings that the interns

had expressed in their papers so that a better understanding of
these feelings could be achieved.

The interview guide~line or siructure which was employed by



the interviewerl, who met with the MEET interns approximately a
month after they had submitted their papers to this investigator,
is found in Appéndix G. With the permission of the interns and
their co-operating principals, each of the interviews took place
at the co-operating schools and lasted between thirty and fifty
minutes., They were completed within two days.

As can be seen in Appendix G, there were seven very general
questions which each of the interms was asked to consider in the
interview. The interviewer allowed the interns time to respond
to. these questidns on their own so that forced aneweis 1o a
large numbexr of specific questions were avoided. For example,
although one of the interns in his paper had expressed a negative
féeling toward the "confessional atmosphere of the advisory group
sesgions," the interviewer avoided asking a specific question of
how intérns felt about the confessional atmosphere of advisoxy
group sessions; In this way simple responses were avoided.
During the interviews the interns did most of the talking and

probing and direct questioning on the part of the interviewer
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were minimized, The interviewer simply took notes of the responses

of the interns to the general questions,

lThe interviewer was a trained professional counsellor who
was an impartial observer of Project MEET, This individual had
not previously met with any of the MEET interns. He was chosen
by this investigator because of his ability as an interviewer
and because it was felt that the interns would be more open and
honest with such an individual,



One way of describing the feelings and attitudes of the

interns toward Project MEET is to use the seven general interview

questions as headings, and to deal with the reactions of the
interns as revealed in their papers and in the interviews undex

these headings.

1) "pia you feel during your college year as if you were under
a microscope?"

It can be concluded from the papers that two of the interns
would answer this question positively., One intern, for example,
stated in his paper:l

eeveel feel I am the Project MEET bug being scrutinized
under & giant microscope, while the chain of power (i.e.
co-operating teacher, authorities at Mac, ete.,) is kept
informed end aware of my every move, expression, opinion, :
act, statement, feeling. Always always under scrutiny,
every minute.....very uncomfortable feelingiseeesos

In the interview, twelve interns answered "yes" to this
Tirst general question., They did feel as if +they were under a
microscope. Seven internms ahswered "no.," However, in the
discussion which took place during the interview, seven of the

twelve interns who answered in the affirmetive qualified their

answers by explaining that being "under a microscope" did not

lQuotations from the interns' papers, and from other sources
have no footnote references. Preceding and following these typas
of statements are five dots. In this way the identity of the
respondent is concealed. Most of the time the identity of the
individual being quoted is not even known to this investigator.
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bother them at all; they "felt it very necessary," they "expected
it," and "it didn't bother them.”

The same twelve interns who indicated that they did feel as
if they were under a microscope claimed that a "confessional
atmosphere" was part of Projéct MEET, Only one intern in his
paper mentioned this aspect of Project MEET,

eeseol remember at times being quite fed up with the con-
fessional aspect of some of the conferences and the feel-
ing that everyone wanted to know exactly what you were
thinkingeeeese
Four of the twelve interns who claimed that a confessional atmog-
rhere did exist in the project felt that there was no pressure
for them to "confess.," However, eight of the interns appeared
t0 hold negative feelings about this éspect of the programme,
One of the interns in his paper claimed that:

eeesshll year long we have been milked of our opinionS.sesee

Pifteen of the interns made similar statements in the interviews,

but ten of them claimed that they "appreciated" the fact that they

were "milked of their opinions;" they "felt it was necessary"
because of the nature of the programme., Four interns in their
interviews did not voluntarily express the feeling of being
"mjlked of their opinions" nor did they respond pomitively when
the question, "Did you feel that during the year you were milked
of your opinions?" was asked of them,

Although only one intern mentioned in his paper that:

eeeoesThere is a built in grape-vine in the projectececscs
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thirtéen_of the interhs in the interview indicated agreement
with this statement., Six interns did not agree. The thirteen
interns who did agree credited this "built in grape-vine" aspect
of the project as contributing to the solidarity and "sharing
atmospherd' of the group.

Finally, in response to the general question of whether an
intern felt as if he were under a microscope, thirteen of the
nineteen interns claimed that interns tended to be candid in
their opinion, "at times." Four of these thirteen interns were
more specific and claimed that "some individuals" tended to be
candid, Three interns confessed that they were candid in their

opinions because they "wanted the programme to succeed.," Six

interns did not feel that they or other interns were at any time '

candid in their opinions.

2) "How diq you feel about the work load that you were required
to carry?"
In their papers almost half (n = 9) of the interns appeared
to express the feeling that their work load was too heavy.
eeeeel have found the programme extremely exhaustingseecses
eeeseThere is Just too much work.....and the work seemed
to be concentrated at one time.ss..l am truly looking
forward to an early-to-bed night.esss.
In the interviews sixteen of the interns asgreed that their work

load was heavy, but only two specified that it was too heavy.

Three interns thought that the work load they were required

64
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to carry was "reasonable,"

All of the interns qualified their answer to the general
question concerning their work load. They all felt that their
load at the co-operating school was more "reasonable" and more
"flexible" than their load at the college. This is not to say
that they all felt their work load at the school was any easier
or.lighter. Six of the nineteen interns stated that they felt
that their work load at the school was heavier than at the
college., Thirteen interns felt the opposite was true, However,
over half of the interns (n = 11) mentioned the fact that any
pressure on them at the school was "self imposed." (The inter-
viewer has explained to this investigator that in his opinion
this is why many of the interns described their work load in
the school as "reasonable" and more "flexible" than at the college.)
Sixteen interns felt that their work load was not steady but
fluctuating and these same sixteen mentioned that they felt their
load was heaviest near the end of the programme at the college
because many of their assignments were due at this time,

At this pqint (Question 2) in the interview, as well as one
other point, many of the interns claimed that during the year
they felt a "conflict of loyalties" between the school and the
college. This feeling they claimed influenced the extent of
their effort at the school and at the college. This "conflict of

loyalties" factor is discussed in more detail under Question 4.



3) "How did you feel about the people you worked with?"

In their papers interns expressed a variety of feelings
about the people with whom they worked -~ co~-operating teachers,
principels, supervisors, and other interns.

The least specific feelings were expressed about the co-op=-
erating teachers, and the interns who did express in their paper
some feeling toward their teacher (n = 3) tended to gxpfess what
seemed 10 be negative feelings. In the interview, however, only
two interns expressed dissatisfaction in their "interpersonal
relations" with their co-operating teacher. Fourteen interns
claimed to be well satisfied and three said that although they
started poorly, their relationships continually improved. It
was in the area of professional help that the interns felt they
were "let down" by their co-operating teachers. Most of the
interns (n = 16) expressed a need for more direction; observa~
tion, and constructive crificism from their co-operating teachers.

In their interview, eleven of the interns said that they
were treatedllike teachers in the éo-operating school from the
very first day at the school, Seven interns felt that in their
situvation there had been a gradual shift from the student-to-
teacher to the teacher-to-teacher relationship. Only one intern
claimed that he often felt "annoyed" and "frustrated" because
et times he was treated like a teacher, while at other times

he was treated like a student. All of the interns stressed how
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importent they felt it was to achieve the status of a teacher
in the school,
On the whole the interns (n = 16) felt that they did not
receive enough guidénce from other people involved in the project
(supervisors and 1nstructors). In the interview, fourteen felt
that their supervisors and instructors could have been "more
constructive" and sixteen claimed that they did not come often
enough. These sixteen interns especially mentioned the lack of
guidance they received at the beginning of the project.
Some of the feelings that the interns expressed in their
papers concerning this "lack of guidance" are as follows:
eseeel did not achieve a situation in the school whereby
I could learn much from teachers, I worked alone too
often =~ attacked prodblems alone, This is partly my
fault end partly due to the situation in which I found
myselfeseoces ’
eesesAt times I felt like I was teaching in a vacuum ==
teaching myself. I was also not getting enough feedback
from the collegeseecee

Seven other interns expressed similar feelings in their papers.

In their relationships with their supervisors and instructors,
the majority of the interns (n = 16) felt (in the interview) that
they were treated on an equal basis with these people. Thisg fact
seemed t0 be appreciated by the interns,

seeeosPart of the success of the programme is due to the
smallness of the group and the "special treatment" by
the professors. By special treaiment I mean the egree-
ment between professors and interns that the interns

are mature responsible and reasonably intelligent individ-
ualBacesse



eeesosThe "MEET" agpect of our programme is exciting --
interns in constant dialogue with professors and admin-
istration instead of just soaking up materialicecee
Eight other interns expressed similar feelingé in their papers.
Only three interns expressed t0 the interviewer that they felt
their relationships with their imstructors and supervisors had
been on a "conventional" student-teacher basis.

All of the MEET interns (n = 19) commented in a variety of
positive ways about their relations with other interns. They
felt that there was a generally co-~operative rather than a
competitive atmosphere amongst the group. Some of the interns
did feel, however, that there was a "élight" competitive atmos-
phere. Some of their feelings concerning the intern group as
expressed in the papers were as follows:

eseesWorking with the group of nineteen was & huge morale
builder. We felt the same ways and worked together; we
helped each other in ways that may seem trivial but really
were very important to each of us and the group as a
wholeeseos

eeeeoKnowing that you weren't the only one and knowing that
every member of the group would stand behind you 100% was
very comfortinge.css

eeoessl learned a great deal from interacting with other
MEET internSeecese

Seventeen interns felt that the advisory group sessions were
a very valuable part of their experience at the college. In the
interview, they talked about the "sense of security" they acquired

as a result of their advisory group sessions, and the "morale

68



69

boosting atmosphere" of these sessions. One intern described it
as "group therapy." PFour interns felt that the sessions decreased
in value during thenlafter part of the year., Only two interns
valued the advisory group sessions for the exchange of teaching
- methods and ideas which at times took place in these sessions,
The other inferns felt that there was more of an exchange of
ideas over lunch and coffee than there was in the advisory group
meetings. |
Only four interns expressed in their papers any feelings

they held abou£ the advisory group sessions. One intern expressed
his feeling in this way:

eesssThe advisory group sessions were the highlight of the

week because we were together in all respects and this was

really one of the ways through which we were able to relate

Mac days with school daySeeecss

The seventeen interns.who appreciated the advisory group sessions

as a "valuable experience" would agree with this statement.

4) "How do you feel about the integration of the two phases of
the prngamme?"

In their papers nearly all of the interns (n = 17) expressed

how they felt about the integration of the two phases of the

programme -- the experiences in the co-operating school and at

the college. These feelings were expressed in a variety of

ways which were considered by this investigator to be both

posgitive and negative,



Some of their positive feelings concerning the integration
of the two phases were typified in their papers by such comments
ag:

seesoMost of what I have learned at the college has become
very meaningful,esees

eeeeel was able to come back to the college and say to an
instructor that this particular method didn't work amd I
could f£ind out Whyo eseve

eeeesThe practice either reinforces the theory or makes
you investigate why it doesn't......
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~ Seven other interns expressed similar, seemingly positive, feelings.

It was their programme at the college that the interms felt .

was the cause of any lack of integration of the two phases of the
programme, Fifteén interns indicated their dissatisfaction with
the lack of integration between the two phases. Statements in
their paprers such as the following typify these feelings:
eseessThe lack of continuity between the two parts of the
programme is annoyinge....0Only two methods courses actually
dealt with subjects at the grade level at which I am
teaching, and only in doing work in these two subjects
did I feel that I was working in both dimensions of the
programme simultaneouslyeccese
eesseAt times I felt that the college programme was
somewhat removed from our school activity because we
were all in such different grades and subjectSececess

eeessSome courses (methods courses) are too time and
effort consuming.ecees

In spite of the large number of interns who expressed

negative feelings about the integration of the two phases of



the programme in their papers, it was surpriéing that the inter-
viewer found that only four interns claimed to be completely
digsatisfied with thié aspect of the programme, However,

from these four interns and from some of the others he

summarized in the foliowing way the comments made by ten interns:
"Professors were not aware of the philosophy of the MEET pfogramme
and what we were doingi" by four interns: "Sometimes we had to
teach something Just to complete an assignment;" ...."Professors
could have been more flexible;" by nine interns: "Some methods
courses were not relevant to the age grouﬁ I was teaching;" by
thirteen interms: "Some methods courses were irrelevant;" and

by eight interms: '"The small assignments such as the preparation
of an isolated lesson plen were of no value." It would appear

to be true that although only four interns claimed to feel
completely diséatisfied with the integration of the two phaées

of the programme, none of the interns was completely satisfied
with the extent of integration.

Other feelings were expressed by the interns in their
papers and in the interviews concerning the integration of the
two parts of the programme, Eleven interns felt that the timing
of the methods courses (courses were scheduled in certain cycles
during the year) tended to decrease fhe value of the courses
themselves, As one intern said, "How I would have enjoyed the
history course and the science course at the right time,"

This intern happened t0 be teaching science when the history
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course was being given at the college and vice-versa, Five

interns felt that more methods courses'would have been more

beneficial "Especially,ﬁ claimed one intern, "if the courses
were optional," ‘

Finally, nearly all of the interns (n = 17) mentioned that
they felt at times that there was a "conflict of loyalties"
between their co-operating school and the college. They had
difficulty "striking a balance" between the two parts of the
programme, One of the interns expressed this feeling in his
paper:

eseeosOne thing which I have felt often is a resentment

at having to leave something half way through thinking

it out in order to meet a committment for the other

half of the programme,...Enthusiasm is a commodity which

can't be warmed OveTrsscees
Most of the interns who claimed to have some difficulty “striking
a balance" also claimed to feel this "frustration" of having "to
leave somefhing.half way through thinking it out" and having to

force themselves "to establish priorities.”

5) "Do you feel that being & part of Project MEET affected
your involvement in social and extrecurricular activities
at the college?"

Only one intern even hinted in his paper as to the way in
which he would answer this question. This intern stated that

he felt:
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seseoThe biggest let down at the college was the lack of
college spirit -~ not necessarily the tavern scenes, or
drunks after the football games, etc., but just the
opportunity to talk with and share experiences with other
1-G students and 2-S, D, or frosh education studentsScesese
In their interviews, sixteen of the nineteen interns agreed that
their MEET involvement had affected their social and extra-
curricular involvement at the college, but only seven of them

felt that they would have been interested in these activities,

6) "Can you think of any dramatic changes in your perceptions in
relation to a) the aims of education, b) teaching as a pro-
fession, ¢) specific subjects, d) the principal of the school,
e) pupils, and £) yourself?"

In the papers nearly all of the interns expressed how their
feelings and attitudes had changed during the year., To determine
how common these changes were and in an attempt to understand
the nature of these changes, the interﬁiewer encouraged the interns
to describe what they considered to be the changes in their
perceptions.

Concerning the aims of education, eight of the interns claimed
to have experienced a change in themselves, and the change was from
being subject matter oriented to becoming pupil oriented. These
eight claimed in the interview that they felt "teaching kids to
think" was most important. One intern said that he became more
"eonservative —- less like Summerhill.” Ten of the intermns felt

that there had been no real dramatic change during the year in
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the way they perceived the aimg of education.

Only one intern in his paper expressed any feeling toward

teaching as a profession. His comment was:

seessl came to realize that a teacher's education

cannot and should not end with his receiving a

diploma ~-- as someone said, "If he is a good teacher

he'll always be a student but a student who sees with

a teacher's eyes."¢eees |
In their inter%iews almost half of the interns (n = 9) suggested
that there had been a change in their perceptions in relation to
teaching as a profession. Four interms éxpressed surprise at the
amount of "experimentation and innovation" going on in the schools.
Another six interns felt they became more "broadminded" and more
"tolerant" of other methods of teaching. These six expressed
this feeling by saying such things as the following: "There
certainly is not Jjust one way of doing it;" "The teachers I
dealt with did things differently'égg successfully."

Geography and history were subjects that were mentioned by
over half the interns as subjects which'they had come to see in
a "different light." Changes in perceptions in relation to
other subjects were mentioned only by individual interns. 1In
geography and history ten interns claimed that although they
had started with "very neutral" feelings toward these subjects,
they had come to enjoy these subjects more than any of the other

subjects. Not one of the interns claimed to have felt a change

from positive to negative feelings with respect to any subject.,
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One intern in his paper expressed a change in his perceptions

with respect to the principal of the school, He said:

..;..I remember last year I thought that a principal was

an administrator only.....Instead he is an integrator of

his staff, a guide in many ways and certainly an educator

in a very vitel wayecsoes
In the interviews it became evident to the interviewer that any
expressed changes in the perceptions of the interns toward the
principal of an elementary school were based on the personality
of the principal of the particular co-opereating school. Con-
sequently, there was no common change in perceptions expressed
by the interns,

The‘only common change in the way the interns perceived the
children in the schoois, was that three'interns claimed (during
the interviews) to hawevbeen “surprised" that "pupils were not as
passive as they thought they would be." The other interns (n = 16)
did not express any change in their feelings toward children.
Concerning this change, one intern in his paper claimed:

eeoooMy attitudes toward the children I teach have cer-
tainly changed, Where before I thought in terms of the
"group" or the "class", I now see individuals, unique and
interesting of themselveSeseees

All of the interns felt that there had been a "dramatic"
change in the way they perceived themselves during the year., In
their interview, they talked about the changé from "feeling like

e student" to "feeling like a teacher." For the majority of them
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(n = 16) they felt that this had beﬁn a "gradual change." Three
interns singled out Christmas as the "turning point." All of a
sudden they were not "students at heart" but "teachers at heart.,"
A number of interns express this feeling in the papers:

esseelin September, I was a student at heart. I loved the
ivory tower. Conflict arose in me because my academic
feelings were being challenged by a new responsibility -
being a teacher.sssslt took me many months to finally
recognize that my academic life and my professional life
were not seperate entities, but only different sides of
the same COiNssevse :

eeeeo.March was the turning point.....I began to consider
nyself a teacher, a teacher who was privileged enough to
be exposed to the research and innovations of the ivory
tower....Macdonald College work assumed the role of a
secondary education, sort of a reinforcement of my
principle education which was taking place in the
8cho0lecsvee ‘

eeseosAt £irst I was terribly enthusiestic about every-
thing. However, during the second term I've noticed a
great decline in this enthusiasm, PFirst, there is the
metter of loyalties...In situations where there arose a
conflict in my mind or a situation where the school and
the college made demands on time or effort simultaneously,
in the end, the school held priority in ny mindececes

eeoesMy £irst experience in the classroom "was & bomb," It
was & shattering experience.....At this point I looked
forward to the Mondays and Frideys at the college with
eagerness and tremendous need .....Migsery does have company
eeeel enjoy going to Oskridge better than Mac now. Its as
if I don't need the college as much nowe I am no longer
"tied to its apron strings" as I have much more self-con-
fidenceeecoss :

7) "Did your feelings toward the programme follow any pattern?"
Four interns, in their papers, described in a general way,

how their feelings toward the programme changed during the year.

Two of the comments were:



eeesolooking back at Project MEET one picture I get is

of me riding on the "Project MEET roller coaster"

gometimes up on the summits and peaks, but other times

wey down in the dips and depressions. One long roller

coaster ridescoese

eeese] don't think there has been & year. in which I

have varied so much between loving it and loathing

it end hitting all the points hetween these two

extremesSsecese
In the interviews the interns were only slightly more specific
as to what had caused their "ups and downs." Their major cause
for "loving it" came from the pupils with whom they came in
contact. At ieast seven interns mentioned this factor as the
"highlight" of the programme. It was the heavy work load at
the college that twelve interns mentioned as the cause for
their sometimes "loafhing" the project., Also, three interns
mentioned that they felt "low" when a fellow intern was having
difficulty.

When the interviewer asked the interms if their feelings
toward the programme had gone from positive to negative, only
three answered in the affirmative. Sixteen interns explained

to the interviewer that their feelings toward the programme

had followed a pattern from "positive" to "even more positive,"

Other Findings
There are other sources of data that can contribute to the.

description of the feelings and attitudes of the interns. The
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sources of these other data are 1) the diaries that were submitted
to this investigator by seven interms, 2) the anecdotal reporis
kept by the three major supervisors, 3) the assignments completed
by the interns for some of their seminars, and 4) this investie
gator's own observations, which he recorded during the year.

The data from these sources will be discussed in an order corres-
ponding to the seven general questions of the interview guideline.
It appears thatlto a great extent the feelings expressed
by some interns in their papers and in their interviews of "being

under & microscope" and of being "milked of their opinions,"
are positive feelings that the interns hold toward the project.
One interm in his diéry stated that he liked the fact that "the
faculty seems interested in the MEET interns" and that there
seemed t0 be "an enlightened administration." From comments
such as these, and from the observations of this investigator,
it would seem that the interms felt they held, what some of them
referred to as a "special status" as MEET students. They were
a part of the "new programme' and they were not adverse to
condemning the "ordinary programme" in teacher education at the
college, One intern, for example, in his diary discussed the
"ordinary programme" in this way:

esesel think that the 1l-G students will feel the need for

Macdonald College next year -- when it will be too late

for them., They will rant and rave and maintain that

their courses were bare and inadequate, But, this is not
s0; it's just that they consumed their courses at the
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wrong time. The intern is able to grope his way through
a teaching day feeling secure that the college will help
him out and point him in the right direction as he
matures. The beginning teacher (a product of the "ord-
inary programme") will also be a "groper", but without
this cushion to fall back on.....When he (the conven=
tional student teacher) tekes his courses, he is

unaware of their meaning and importance. It is probably
like learning to ski from a book, with a couple of short,
scary "practice" visits to the ski slope@lesses

Comments such as this one indicates that the MEET interns
perceived their progrémme as being "superior" to a conventional
programme in teacher education, but, it must be emphasized that
they were not always accurate in their perceptions of other.
programmeé.

Even in their assignments for their courses, some interns
supported the'MEET Programme and compared it with other programmes,
One intern, for example, reviewed 2 book which criticized methods

1
courses, He wrote:

eesesThe solution is to improve methods courses, not (as
the author suggests) discard them.....Al50 my own exper-
ience in Project MEET has shown me that increased practice
teaching is indeed profitable, but because I have the
opportunity to apply immediately what I acquire in my
methods courses, I find myself appreciating the benefits
of the latter more than some people I know in the con-
ventional coursesesces

Their perceived "special status" seemed to give them the confidence
to discuss other programmes as well as their own. They appreciate,

for the most part, what goes along with this special status. As

1Neaxby, Hilda, So Little for the Mind, Clarke Irwin, Toronto,

1953.
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one intern put it: "It's nice t6 be listened to after four years
in college when you are not listened to." - Without "listening

to the interns," and "milking them of their opinions" and having
them feel "as if they were under a microscope," it is debatable
whether the interns wéuld have achieved their "special status."

Concerning the work load that the intérns were required to
carry, little more cen be adde& to what has been noted earlier.
In the diaries and in the anecaofal reports thefe are some
references to the fact that the work load "at times" is heavy.
Also, in the diaries the words "flexible" and "reasonable" are
used by the interns to describe their work load at the co-operating
school, With regard to the programme at.the college one intern
said, "I don't mind working hard, but not on some irrelevant
agssignment."” Therefore, it'appears that any negetive feelings
that they have about their work load are feelings about their
work load at the college rather than at the schools.

The interns eipressed a variety of feelings in thelr diaries
and - in conversation with this investigator about the people with
whon they worked. From these sources it can also be said that
the interns felt it was important to achieve the”status of teacher
in the school, Moreover, their co-operating teachers and to a
lesser extent their principals, were the persons who assigned to
them this status. Two interns mentioned that their co-operating

teachers had introduced them o the children as "student teachers,"
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These two interns were very annoyed at this event and felt that

it had hampered their progress in the school. Another interm
complained that he did not always receive the staff notices

end this made him feel "left out" of events at the school, The
interns who were most satisfied with their "status" credited

their satisfaction to such things as "having to do the same things‘
as teachers do, like takiﬁg attendance, ete,"

The one time when all of the interns expressed a satisfaction
with their status in the school is worth mentioning. It was in
January when student teachers from the other programmes at the
college were in the co-operating schools. One intern described
the student teachers in his school as "lost sheep," TFrom the
other interns, there were similar comments made concerning the
role of student teachers. The consensus among interns was that
the segregation of teachers and student teachers was quite
noticeable. "Student teachers ate lunch at their own table or
in their own group, while we sat with the teachers and were
considered a part of the teaching staff," claimed two interns,
"even to the extent that the teachers talked and joked about the
new student teachers with us."

From reading their diaries and the anecdotal reports, and
from personal observations, it is obvious that the interns were

dissatisfied with the guidance they received from their super-
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visors, instructors and their co-operating teachers., The same
conclusion was reached from the papers an& the inter?iews, and
little more insight is acquired from the diaries and anecdotal
reports.

I+ has already been mentioned that all of the MEET interms
commented in & variety of positive ways, in their papers and in
the interviews, about their relations with other MEET interns.
In'théir dieries and in conversation with this investigator they
support these positive feelings. "Knowing that you weren't -
alone.....was very comforting." was the statement of one intern.
Most interns implied that they also felt this waye

The comments concerning the integrationvof the two phases
o: Project MEET from the diaries and from conversation add little
t0 what was accumulated from the papers and interviews. One
different and perhaps even significant comment expressed by an
intérn in his diary was as follows:

eseesl have had some problem achieving the 'balance' we

have talked about. However, I am not too worried about
this. It is naturel to become more excited about specific
plans for a geography project than to spend hours reading
philosophy in the cloistered state. The one is more
immediate., I am rediscovering the fun of doing, putting
ideas into practice., I look forward to.lecture days in
which I will learn more about things I can pass on to
children -~ and soon. This is the beauty of the course.
When you are excited about an idea, you can incorporate

it at the school before it loses its freshnesS.....

This intern appears to accept the difficulty of achieving

"balance" in the programme. Although no other intern expressed
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his feelings about the balance in Project MEET in quite this
way, it would be interesting to know the extent of agreement
emong the interns with regard to this opinion,.

During the advisory group sessions there were times.when
some of‘the interns claimed to have felt "left out" of certain
events and activities at the college, The majority of the interns
toward the end of their internship appeared to be a little "hurt"
that no picture and, even more serious, that no mention of the
Pilot Group of MEET Interns appeared in the college yearbook,
However, as has been reported fewer than hailf (n =7) of the
interns in their intervieﬁ felt that they missed very much by
being excluded from social and extra-curricular involvement
at the college.

Concerning the changes in the interns' perceptions during the
year there are little other data to expand what is already known,
and what has been discﬁssed. Interns did perceive changes in
their perceptions in relation to the aims of education, teaching,
specific subjects, pupils, and themselves, Sometimes these changes
in perceptions were described as gradual.....more and more I am
seeing myself as a teacher.....and sometimes these changes were
abruptsees.Was I ever surprised to find out what the role of a
principal of a schobl really was..s.s Also, the way in which the
interns perceived the programme changed many times during the
year. As one intern claimed in the advisory group session.....Bhere

are real "highs" and real "lows" in this programme,.ese.
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CHAPTER IV

SUMMARY, CONCLUSIONS, AND IMPLICATIONS

Both the quantitative and the other findings of this study
ellow some discussion of what is actually going on in a teacher
education programme,. The quantitaﬁive findings, especially,
give some insight concerning the change in interns' attitudes as
e result of hiS participation in an internship programme. To =&
lesser extent, the other findings also allow somethihg to be
sald about the'change in interns' attitudeé. Therefore, in the
first pert of this chapter, an examination of the changes in
interns' attitudes will be made.,

Only the other findings provide some idea of the ways in
which Project MEET was successfull and unsuccessful. These
findirngs also reveal some of the problems in the programme, In
the second part of this chapter, therefore, a closer look will
be made regarding some of the successes and failures or problens.
Also, fhe possible reasons for the success of the programme will

be discussed.

1Project MEET duiing its first year was considered sufficiently
successful by the Faculty of Educetion so that the decision was

taken to extend the programme for 1968-69.
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Attitude Changes of MEET Interms

At the stert of their progremme all of the interns claim
t0o have seen themselves as students. By May, interns perceived
themselves more like teachers than like students. Most of the
interns described this change in perception as a gradual one,
but three interns referred to a specific "turning point" in the
way they perceived themselves.

The interns felt more like students iﬁ September, when they
aiso felt a great need for the college. This is not surprising.
One would expect a recent university graduate to feel more "com-
fortable" in a college setting than in & school setting. As an
intern gained self confidence in his co-operating school, he
appeared to become less and less dependent on the college. There-—
fore, their need for the Mondays and Fridays at the college
decreased., Even the advisory group sessions, valued so highly
by the interms during the pre-Christmas term, according to some
interns diminished in value during the second term. At some time
during the year all the interns, when faced with demands from
both their school and the college, gave priority to the demands
of their school,

Perhaps this change in attitude of interns, from seeing them=
selves as students to feeling more like teachers, has implications
concerning the scheduling of the two phases of the programme, At

least the questlion should be studied as to whether these two phases,
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the Mondays and Fridays at the college, and the three days each
week in the co-operating school, should be scheduled differently.
Would it be beﬁter, for example, 1f rather than spending two days
each week throughout the college year at the college, the interns
could spend perhaps three or even four days each week in the
.college classroon a% the start of the programme, and only one day
each week at the college toward the end of the college year?

Or, would it not be even better if the intern could return from
his school to the college when‘gg felt the need for this return?
Vhether the reorganization of the college programme to facilitate
the interns in these ways would be possible br even practical
would have to be determined, However, it seems that this approach
would result in a programme which would more completely meet the
needs which the intern perceives as being important.

The interns also changed in their attitudes toward teaching
as measured by the MTAI and this change was in the positive directiom.
A further study of the nature of this change showed that on three
of the five dimensions (Moral Statué, Discipline, and Prineiples of
Child Development) there were significant changes, also in the
positive direction.

Comparison of the pretest and posttest MTAI scores in this
study are interesting when compared with the results of other

studies in which the MTAL was used with student teachers, Studies
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of the MTAI have tended to illustratelthe detrimental effects of
practice teaching on the attitudes of student teachers toward
teaching. Getzels and Jackson (1963, p. 509), for example, report
& tendency for students to drop in their pesitive attitudes toward
teaching during their first experience. “Rabinowitz and Rosenbaum
(1960, p. 319) found & more severe decline in MTAI scores for
beginning teachers in New York City. Although Cempbell (1967,
p. 161) in his study of student teachers foﬁnd no significant change
in the total MTAI scores after a practice teaching experience, he
did report a decline on two of the dimensions within the MTAI on
the posttest (on only one dimension was this decline significant).
These end other studies reports Walberg (1968, p. 43) suggest a
conflict between personality needs (to establish rapport with
children) and role demands (to establish authority and discipline
in the professional role of teacher during practice teaching).

The results of this study show that the positive attitudes
of interns toward teaching increase after a nine month intern-
ship experience. The question that arises, then, is whether or
not this rise is continuous., If the interns were 1o complete the
MPAI a number of times during their nine month internship exper-
ience, would their total scores be higher after each completion,
or would the interms, like student teachers, shqw a drop in their
positive attitudes toward teaching at the start of their exper-

ience?
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Considering, especially, the way in which interns described
the chénge in their perceptions of both themselves and the college
- 8 change'from feeling like a gtudent to feeling more like a
teacher, and a change froﬁ feeling a real need for the college to
feeling confident without the college =~ it would appear that an
initial decline in positive attitudes precédes the increase. If
this is so, and the interns actually decline in their attitudes
toward teaching before there is a significant shift in the positive
direction, the findings of some of the other studies can be better
explained., Perhaps the student teacher, who, compared to the intern
does not have & long experience in & school does not arrive at |
the hypothetical "turning point" at the end of his student teaching
period, . Perhaps the intern also declines %o this hypothetical
"turning point" at some time during the internship, but shifts
in his attitudes in the positive dirgcfion hefore the year is over.
Might this explain why numerous studies have shown a negative
ghift in MTAI attitudes of student teachers after a student teaching
experience? And, if student teachers never do reach this "turning
point" in their attitudes toward teaching during their teacher
education programme, but begin a teaching career with negative

“attitudes toward teaching, could this be an explanation for the
high drop out rate of teachers during their first years in the
profession? A further investigation of the change in ettitudes of

interns and student teachers is certainly warranted. If the

’
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neophyte teacher is at the hypothetical "turning point" perhaps
the intern was correct is suggesting that other student teachers
would "feel the need for the college next xear;...when it will be
too late.,"

It seems possible that the scores on the idiographic dimension
of fhe TRD might also follow a pattern of initial decline and
eventual increase. In Horowitz's study (1965) the student teachers!
idiographic expectations decreased (although this decrease was not
signifieanta after the student teaching expeiience. Their idio=-
graphic perceptions did not decrease, but the‘increase on this
dimesnion was nof significant. In the present study with interms,
however, both the idiographic expectations and perceptions increased
significantly. This finding is not surpfising considering the
findings of the MTAI, and the fact that the idiographic dimension
of the TRD ;nd the MTAI are positively related (Horowitz, 1965,

Pe 37)e Perhaps, as was hypothesized for the f£indings on the MTAI,
the interns scores on the idiographic dimension of the TRD would
be similar at some early stage in the internship to the scores of
student teachers after an initial student teaching experience, and,
the posttest scores on this dimension are the result of many more
months of field experience.

The findings of the TRD also suggest that interms change in
their attitudes toward teaching on dimensions other than the idio=-

graphic one., Interms appear to become less nomothetic == less
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concerned a;ter their internship experience than before with

the expectations of others for the role of the teacher. They
seem to0 change in theii perceptions so that they perceive co-op-
erating teachers as being less nomothetic after the intermship
experience than before.

Finally, the results on the TRD indicate ~thet interns
perceive differences between their own expectations and the
expectations of co-~-operating teachers, On both the posttest and
the pretest, interns perceive éq-operating teachers as being more
nomothetic than they perceive themselves. On the pretest, but
not on the posttest, interns perceive-éo-operating teachers as
being less idiographic than they perceive themselves,'and on
the posttest, but not on the pretest, interns ﬁerceive co=operat-
ing teachers as being less itransactional than they perceive
themselves.,

These findings explein some changes in intern attitudes,
Perhaps the most interesting overall finding is that there seems
to be little similarity between the intern's and the student
teacher's change in attitudes. Although this should ndt be
surprising, hecause of the very different experience of the intesrn
and the student teacher, it would be interesting to know if at any
time, but, especially near the beginning of an intern's experience,
the change an intern attitudes paralleled the change in the atti-

tudes of the student teacher.
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Finally;'the pretest and posttest rankings of the tasks of
public education indicate that interns also change in their
perceptions of these tasks as a result of their internship
experience., Two taéks of the elementaiy school appear to be
ranked higher by the interns after their internship experience
than before., A well cared for, well developed body, and an
enjoyment of cultural activities == the finer things in life,
are the tasks which are perceiwved by the interns as being more
important. Two tasks -- the development of a general awareness
of occupational opportunities and how people prepare for them
and the eccumulation of a fund of knowledge - are perceived by
the interns as being less important after thelr internship
experience, |

Because the TPE was not completed by any other group but the
intern group for this study, very little cen be sald concerning
the change in the interns! perceptions of the tasks of public
education, other than they did change in their perceptions of a
number of these tasks, It would be interesting to determine the
extent of agreement in the ranking of these tasks between interms
ond co-operating teachers and between interns and tﬁeir college
instructor;. Another study might attempt to determine which of
these two groups has the greater influence on the change in the

interns' perceptions of the tasks of the elementary school.
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An Evaluetion of Project MEET

From the additional findings it is impossible to determine
the extent to which certain factors contributed to the success
of Project MEET, There would éeem to be no doubt that at least
t0 some extent the success of the pﬁoject is simply a result of
the "newness" of the prograﬁme. This aspect of the project gave
the intern'a "special status" of which he was aware., He was part
of a small group involved in a pilot project. For this reason,
some interns felt "privileged", because they were the chosen
few, and they were involved in what they considered the "superior"
teacher education programme at the college} The newness aspect
of MEET, then, contributed to the emergence of a Hawthorne effect,
which certainly was e part of the success of the programme.
However, the extent to which this factor did contribute to the
success of the project would be difficult to determine.

Another factor which contributed to the success of Project
MEET (and which is related to the "newness" factor) is what one
intern calied "an enlightened administration." We label it as
the "treatment of the interms." Supervisors and instructors at
the college were genuinly interested in the MEET interns, There
was "constant dialogue between the interns and the administration
(the three major supervisors)." The interns were for the most
part treated on an equal basis with their instructors, and they

felt, as one intern explained, like "mature, responsible adults."
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BEven their status in the school helped the intern to percelve
himself less asgs a student and more as a teacher, a mature respon=
dible adult, The MEET interns were "talked with" and not "talked
to'"s they had achieved, to some extent, what the student activist
of 1968 is demonstrating for: a part in the decision-making
process.

It could, of course, be argued that this factor =~ the
"treatment of the group of interns" -~ cannot be separated from
the "newness" factor in contributing to the success of the programme,
It could be suggested that the concern shown for the opinions of
the interns was a result of the '"newness" of the pilot project.
However, the treatment of interns as mature, responsible adults
is surely something that can be continued in any year with any
gimilar group of iﬁterns.

Perhaps one factor above all others could be singled out
as the one which seemed to contribute most toward the successful
interpersonal relations to which the interns refer. The intermns
were given their own desks and they were treated as teachers to
a great extent in the school, However, the advikery group sessions
appear t0 have been the most necessary ingredient in the success
of this aspect of the programme., Some interns referred to them
as "group therapy" sessions, with a "morele boosting" atmosphere,
where they really "got to know each other." The findings would

suggest that for these reasons the advisory group sessions were
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.essential to the success of the project.

Another factor which appears to have contributed to the
puccess of the internship project and which, perhaps, is also
related to the "newness" factor, is the size of the MEET group.

In addition, this féctdr is probably related to the "treatment
of the group." The small size of the groﬁp ellowed members of
the faculty and supervisors to get to know the interns well and
enabled each of the interns to get to know each other well.
"Knowing that you weren't alone was important,”" claimed one
intern. |

Ag#in, the importance of this factor -- the size of the
group -- to the success of the programme is difficult to determine.
But that it is one ingredient that contributed to the success of
the internshi» seems clear, And, of major importance for the
future, the size of the group of interns and the treatment of a
group of‘interns are factors which can be easily controlled.

A final major factor which appears to have contributed to
thewsuccess of the programme is the flexibility of the programme,
especially in the schools. The position that an imposed structure
would not result in desirable educetional change (Horowitz, 1967),
allowed for an almost individualized programme in teacher education
to evolve. The interns spoke of their workload at their school as
reasonable, flexible, and "self imposed." To a great extent they

acquired experience in the schools at their own speed ahd in areas



95

of their own choice. They, along with their co-~operating teacher(s),
developed teaching patterns which.were of benefit to themselves.

From the findings, then, it seems appropriate +to conclude
that there were four major factors contributing to the success
of the pr;Ject in the first year «- the newness of the project,
the "treatment" of the interns, the size of the group of interns,
and the flexibility in the internship in the school., The four
factors are probably related. It is questionable whether the
interns would have been treated any differently from student
teachers in other programmes had they not been involved in a
totally '"new" programme., Also, to a great extent the size of a
group of interns dictates the treatment afforded them, If is
difficult to imagine a group of interns much larger than fwenty
five having similer interpersonal relations, eépecially with
their instructors and supervisors. 4nd, it is doubtful whether
the flexibility achieved in certain aspects of the MEET programme
could have been initiated to the same extent in a regular student
teacher programme. Indeed, change (in this case, change in the
way students were treated, change in the size of a group of
teacher candidates, and change in the organization for flexibility)
is facilitated by & new institution. But the internship cannot
remain "new" for very long.

The importance of concerning ourselves with the other three

major factors == the treatment of a group, the size of a group,
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and the flexibilify of the programme -~ which appear to have
contributed most to the success of Project MEET in its first year
cannot be overemphasized. The ways in which the interns were
"treated" by the faculty should be studied carefully., When the
excitement of the "new" programme weers off, there will be a
great danger of reverting to the perhaps more comfortable studente
faculty role relationships, which surely is in part the cause of
student unrest.

For the same reasons, the size of future intern groups must
be carefully considered. We hear so much today about the dehumanized
urban high school and the much more dehumanized universities, with
their large classes in which no one really gets to know anyone else,
If the time Ehould come, when it was considered advisabie and
practical to institute the intermship pattern throughout the college,
experience with this year's MEET group would suggest that & number
of groups or sections of interms should be formed, each with its
own advisory group, advisory group leader, project director, and
instructors.

There is also great danger of "slipping back" by destroying
the flexibility that naturally evolved in the first year of Project
MEET, It is "neater" and for many people mpre comfortable when roles
are clearly defined and uniform patterns are systematically developed.
I+t is debatable, however, whether the MEET internship could remain

successful if this kind of rigidity were introduced. Certainly, the
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roles of the different people involved in the intermship should

be studied, as the lack of understanding of these persons! roles
has given rise to some difficulties this year. Also, the different
teaching patterns developed by and for the interms must he investi-
gated so that we can come to realize which patterns are the most
desirable ones, However, we should not forget one of the basic
notions of the project director =~ that an imposed structure will
not necessarily result in desired educational change,

It is from our knowledge of some of the feellngs that are
held by the interns that we can cq&clude that there aré these four
major factors that contributed to the success of Project MEET in its
first year. But, this same pool of information enables us to focus
on some of the problems or shortcomings of the project, which are
at least shortcomings from the point of view of the interns.

There appears to be two major factors which were perceived
by the interns {0 have contributed to the shortcomings in the
pilot project: 1) the lack of 2lexibility in the programme at the
college, and 2) the lack of guidance provided by the college.

While the interns described their workload at the school as
"reasonable, flexible and self imposed", they described the work
that they did at the college as "unreasonable, often of no value,
and frequently irrelevant." Also, concerning the integration of
of the two phases of the programme, the interns expressed their

dissatisfaction with the inflexibility of the college phase,



They sometimes had to teach something at school to complete an
assignmeni for the college. In some cases the courses were not
relevant to the age of children an intern was teaching. Because
2ll the courses were compulsory, some interns were forced to
attend courses pertaining to subject areas in which they were not
teaching, and would probably not be teaching in the future. Often
asgignments seemed to be of no value to the interms.

There is nothing quite as useless as answers for which you
have no problems. Is this not in essence what the MEET interns
were saying? Because of the way the programme at the college was
structured, the interns were often receiving enswers to questions
which were not significant to them, The Project MEET programme
has been called an "individualized programme in teacher education"
with respect to that phase of their programme in the co-operating
school, However, the intern programme at the college did not
achieve the same degree of individualization.

It seems that one of the advantages of the internship
programme over a more conventional teacher education programme
is that interns, more likely than regular student teachers, become
aware of problems for which they need answers. The MEET interns
were able to solve many of their field problems by talking with
their instructors and supervisors, but, this they were able ‘o
do in spite of the formel programme at the college. It would

seem, therefore, to be a very desirable change to introduce more
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flexibility into the programme at the college., Research on the
curriculum of an internship programme would also seem to be vexry
important at this time.

A second major shortcoming of Proﬁect MEET in its first year
of operation appears to have been the lack of guidance provided by
the college., The interns felt a lack of guidance, especially at
the start of the programme, Most of the interns were dissatisfied
with the guidance they received during the entire year. They felt a
need for more direction, observation, and constructive criticism
from both their co-operating teachers and the MEET staff from the
college., MNost interns felt that their instructors end supervisors
did not come often enough and most felt that when they did come
they offered meither praise nor eriticism. More than one intern
claimed to have been frustrated by "never really knowing" whether
he was doing well or poorly.

Concerning this lack of guidance, the MEET interns also felt
that both they and their co-operating teachers should have been
more familiar, especlally in the beginning, with the project and
what was expected of them, But, we have already suggested that
one factor which contributed to the success of the programme was
the flexibility of the programme in the school setting. To be éure,
the interns and their coe-operating teachers encountered some
difficulties owing to this flexibility in approach or what the

interns refer to as a lack of guidance. No doubt everyone would
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have been more comfortable had the roles been more clearly defined.
As was concluded previously, however, it would seem desirable in
future to avoid imposing prescirbed patterns and sitrict role
definitions.

This investigator has taken advantage of data from a number
of sources in his attempt to describe and analyse the attitudinal
change dn the pait of interns. Some negative changes were nofed
and shortcomings of the project were discussed, but it is this
investigator's belief that in the main, the positive attitudinal
changes and the advantages of the project outweigh the negative
changes and the shortcomings. It is as a result of such an
analysis 't;haf we conclude that the project was auccessfﬁl in its
initial year and we recommend that it be continued and developed

further.
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PREINTERNSHIP AND POSTINTERNSHIP SCORES
FOR THE MEET INTERNS ON THE TOTAL MTAI

AND ON EACH OF THE FIVE DIMENSIONS OF THE MTAI

TOTAL MTAI MORAL DISCIPLINE PR CHIID DEV PR OF ED PERS REACT
INTERN PT PIT CH P PIT CH PT PTT CH PP PIT CH PT PTIT CH PT PTT CH
1 72 85 13 8 11 3 7- 0 <7 9 14 5 13 12 =1 -1 7 8
2 49 90 41 4 7T 3 8 15 7 2 8 6 10 13 3 2 10 8.
3 85 99 14 9 5 -4 0O 6 6 8 10 2 14 17 3 12 10 =2
4 79 91 12 8 9 1 6 9 3 6 11 5 11 12 1 3 =1 -4
5 32 50 18 1 0 -1 1 0 -1 o 3 3 2 5 3 -4 0 4
6 46 53 7 6 9 3 2 8 6 o 7 7 7 6 =1 o 2 2
7 28 31 3 5 6 1 1 8 7 3 5 2 8 9 1 -4 -~4 O
8 26 49 23 1 3 2 1 6 5 -1 2 3 -2 3 5 3 1 =2
9 89 113 24 7T 7T O 6 15 9 11 14 3 13 13 © 11 14 3
10 85 90 5 7 9 2 7T 11 4 8 10 2 11 14 3 12 5 =7
11 86 94 8 1 5 4 9 8 -1 10 13 3 13 16 3 6 6 O
12 73 104 31 -4 11 15 4 11 7 7 14 7 13 15 2 7 6 =1
13 94 88 =6 9 9 0 T 3 -4 6 14 8 12 14 2 14 5 =9
14 61 40 -21 5 =2 =7 -3 3 6 5 T 2 11 7 -4 4 0 -4
15 78 109 31 8 9 1 5 15 10 12 13 1 14 18 4 2 9 7
16 20 62 42 -3 1 4 0 4 4 o 9 9 -4 9 13 -3 2 5
17 27 59 32 0 3 3 5 6 3 =3 9 12 7 5 =2 -4 3 7
18 63 39 -24° 8 8 0 4 6 2 10 5 =5 5 5 0 2 =l <3
TOTAL 1093 1346 253 80 110 30 68 144 66 93 168 75 158 193 35 62 T4 12

m—_

PT = Pretest

PTT = Posttest

CH = Change

Lot



APPENDIX B
THE FIVE DIMENSIONS OF THE MTAIL

AND THE MTAI ITEMS IN EACH OF THESE DIMENSIONS




MTAI DIMENSIONS
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19 items

14 items 18 items 22 items 17 items
Moral Digecipline Child Dev. Prine, of Ed. Personal
Reactions
18 3 24 12 1
47 7 28 16 5
58 13 37 19 6
65 15 40 21 25
T0 35 41 23 31
72 39 43 26 54
75 46 52 42 67
871 51 76 48 94
95 60 81 53 98
w99 17 89 59 101
125 102 97 63 106
137 104 103 71 107
140 110 122 82 111
145 118 127 o1 117
133 128 92 119
136 129 93 132
144 131 105 141
146 143 108
148 121
123
135

149

f
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THE T,P.E, CPINIONNAIRE

. an instrument for obtaining opinions . - ' e

regarding

THE TASK OF PUBLIC ELEMENTARY EDUCATION

The T.P.E. Opiniennaire is net a test ef your knowledge
or skill, It is simply a devicg to record your:opinions gbout the job of
.the public elementary school,
In the first section, you are asked to previde certain
\ information about yourself - but, you will note, we do not require your
name, Information and opinions will not be identified with individuals,
Now please turn to section one and answer éll qpesti¢ns to the

best of your ability. Do not leave any question unanswered.
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2 , ‘ | (Do not—write
SECTION 1 ' - | in this space.
™ For Computer
1@E§~““ 1. In vwhat course and year are you presently enrolled? Circle one: , .| use only.,)
| ED 20 28 FD 200 1

2. Have you ever been a full time teacher? If so, for how many years?

Circle one only: NO . YES, 1-4 .YES, 5-9 YES., ovex 10 12

- 8. Have you ever held any other full time employment? How many years?

Circle one only: NO  YES, 1-4  YES,5-9  YES, over 10 |3
4., Occupation of head of your familf 4

5. Circlé'category which contains salary of the head of your family;:

less than $2000. T . $8000-9999, |
$2000-3999, . ' $10,000-11,999, 5
$4000-5999. - $12,000-13,999.
$6000-7999. $14,000-and over, -

6. Country of mother's birth

Country of father's birth ‘ 16

7. Age. Circle: under 18 18-20 21-25- 26~30 31-40 over 40 17

8. Sex. Circle: ¥ F . - e

9. Denomination of mether. Circle: Prot. Jewish R,C. ‘Other

Denomination of father. Circle: Prot. Jewish R.C. Other 9

10, What average did fsu achieve in Grade X1? Cirxcle:

55-59,9% 60-64,9% 65-69,9% 70-74,9% 75~79.9% 80% and over | 1.0

11. Do you intend to continue your education in the evenings and holidaysi

Circle: NO_ YES ‘ 11

12, What are your ultimate ambitions in education? Circle one only:

Eiementary Teacher "High School~Tchr. University Tchr. Administrator |12

(End of Section 1)

(Do not write below this line. For Computer use only.)
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SECTION 2 - ' 113

Please assume that the schools, for financial reasons, find it necessary to
decrease the number of functions or services that they can perform. The Board of
Education faces the problem of deciding which functions to drop and which to retain.
Your opinion is sought by the Board.

You realize that children must learn many thlngs -- some from their homes,
some from their church, and some from the public school, You must decide now

which functions belong to the school and which are most important.

‘Some of the services or functions that the elementary school now performs
are listed on page 4. Please indicate your opinion of their importance as tasks
of the elementary school in the folloﬁing way:

~ Detach page 4 and separate into sixteen slips along the perforated lines.
Then, read the slips carefully and sort them in¥Q three piles, On the left,

' place the three or four which you regard as most important. On the right, place

the three or four which are least important. Place the remainder in a pile in

" the middle.

Now, sort them further into seven piles -~ the one most important in the first
pile, the two next important in the second pile, three next important in the third
pile, four in the fourth, three in the fifth, two in the sixth, and one "least
important in the seventh.- When you have finished, your sort will look like this:

ist Rank 2nd Rank 3rd Rank 4th Rank 5th Rank 6th Rank  7th Rank

(T slip) (2 slips of (3 slips of (4 slips of (3 slips of (2 siips of (1-S3ip)

-equal rank) equal rank) equal rank) equal rank) equal rank)

Remember, you are not ranking these items simply in terms of their importance-
but in terms of their importance as tasks of the public elementary school. When
you are satisfied with your sort, enter the letters corresponding to the sixteen
items (A, B, C etc.) in the spaces above. Please print clearly using capital lette:

 When you have completed Section 2, clip slips together with paper clip,

You are asked not to leave your seat until the entire group has completed

the Opinionnaire, Please hand in slips and Opinionnaire separately. Be careful
not to detach sheets 1 to 3.
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for the peoples of other lands,

i
——_—_'——"T—-
i

1 4
. ...,.,..:“\; . . Yl A‘ . .
@ 8, A fund of information about v . L Awell cared for, well develope
: many things. '! | body.
|).
| -
B. The basic tools for acquiring i J. 'An emotionally stable person,
and communicating knowledge i able to cope with new situatior
-- the 3 R's, ' ' [ '
— A
C. The habit of figuring things- {' K. A sense of right and wrong-—
out for one’s self, l v a moral standard of behaviour.
" Ii A desire to learn more -- the . !~ L. Enjoyment of cultural activitie
inquiring mind, : : -~ the finer things of life,
‘E. The ability to live and work [ M. General awareness of occupatior
with others, [ opportunities and how people
, prepare for them.
F. Understanding rights and duties N. Classification and training
. of citizenship and acceptance for a specific kind of high
of reasonable regulations. - school program -- academic,
J technical, etc.
G, Loyalty to Canada and the 0. Understanding the role of varic
Canadian way of life. family members.
" H., Knowledge of and appreciation P. An introduction to budgeting

and effective use of money

and property.



APPENDIX D

THE TEACHER ROLE DESCRIPTION (TRD) QUESTIONNAIRE



Name . vesasseres

116 -

Date

Unless instructed otherwise, please return to:
Professor Myer Horowitz, ‘
‘ . Institute of Education,

- Box 161,

' Macdonald College, Quebec, Canada.

TEACHER ROLE DESCRIPTION"

Form I — Expectations

School of Educatioxi
Stanford University
Stanford, California

°Adapted by Myer Horowitz from Teacher Behavior Questionnaire,
an instrument developed by Egon G. Guba and Charles E. Bidwell



READ THIS PAGE CAREFULLY BEFORE
COMPLETING THE INSTRUMENT
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- The Teacher Role Description (Form I — Expectations) consists of 60 items which re- -

late to different aspects of teacher behavior. These statements are arranged in five sets

of 12, each set printed on a separate page. There are thus five such pages lettered from
A to E. ’

For each page you are to select the four items (and only four), from among the 12
on that page, that you consider most appropriate for describing what you expect the
elementary school teacher to do. Mark the four most appropriate items with a plus (++)
sign in the spaces provided beside the statements.

For each page you are to select the four items (and only four), from among the 12
on that page, that you consider least appropriate for describing what you expect the
elementary school teacher to do. Mark the four least appropriate items with a minus
(—) sign.

Four items on each page (and only four), which in your judgment are neither most
" nor least appropriate, should be lefi blank.

It is essential for you to follow these directions. One error may invalidate your responses. .

After completing the five pages, you will be asked to summarize your responses on an
answer sheet. ’

In responding to these items, you should remember that there are no “right” or “wrong” "
answers. The only thing of importance is how you feel about the items in question.

You will probably find it difficult on some pages to identify exactly four appropriate
and four inappropriate items, or you may feel that none of the items on a page des-
cribes exactly how you feel. Please do your best and follow the instructions carefully.
Do not spend too much time on any one item; first impressions are preferable to la-
boriously thought out answers. You should not spend more than five minutes on any page.

Your replies will be kept strictly confidential and will be available only to the researchers

from the School of Education at Stanford University. You have been asked to write
" your name and to give other pertinent information because it is essential to have
these data for the kind of analyses that will be employed. In no case will it be possible
to ‘identify your personal responses in the group reports that will be made.



PAGE A* e 11¢
Indicate plus (+

or minus (-), ¢
leave blank
Q 1. I expect the elementary school teacher to. maintain the physical vigor and high 1.

efficiency which the’teaching job requires so as to be able to meet the most

exacting physical demands of teaching, )
2. I expect the elementary school teacher to participate actively with groups of pa- = = 2.

rents, since such participation is a part of the teacher’s contractual obligation.
3. I expect the elementary school teacher to participate actively in the development s.

of administrative policies.
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4, I expect the elementary school teacher to believe that physical fitness and freedom 4,
‘ from communicable diseases are the least that can be expected of the teacher, and so
she maintains rigorous standards of personal health.

5. I expect the elementary school teacher to base teaching upon a clear awareness = . &.
of goals which she determines herself, excluding from her considerations recom-
mended practices which she does not consider useful.

6. I expect the elementary school teacher to cooperate with other teachers to ob- - 6.
tain maximal usefulness from limited facilities, since every teacher is entitled to
share equally in using them. :

7. 1 expect the elementary school teacher to place emphasis on the guidance of the 7
“pupils in her class in order to understand each student’s own needs and desires.

8. I expect the elemenfary school teacher to display independence b{x ignoring her 8.
supervisor’s suggestions, except when they can be integrated with her own goals.

9. I expect the elementary school teacher to adapt the content contained in stand- = 9|
ard study guides to the conditions found in the individual classroom. .

10. I expect the elementary school teacher to utilize all school program suggestions  10:
outlined in the teacher’s manual, since she feels that she is expected to do so.

11. I expect the elementary school teacher to view supervision as a means of finding 11
out what the principal or supervisor expects her to do.

12. I expect the elementary school teacher to dress any way that is personally pleas- 12.
ing, since the kind of clothes that one wears is one’s own business.

This column n
T W e .+ - .. . . containexactly
plus (+) and |
minus {—~) sigx

® Male respondents, please substitute male pronouns throughout this instrument.
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PAGEB

. I expect the elementary school teacher to get personal satisfaction from hahdling
administlrative problems, even the frustrating type that others would refer to the
principal. S :

14. I expect the elementary school teacher to set a good example of personal beha-

vior by acting the way she thinks she should, but being careful to avoid activ-
ities which might be misunderstood or misconstrued. :

]

15. I expect the elementary school teacher to maintain that children have highest

morale in a well disci}ilined environment, and so to show extreme firmness
in the control of the class.

16. I expect the elementary school teacher to insist upon good work habits as the

17.
18. 1 ekpedt the elementary school teacher to belong to a political party and to main-
19

20. T expect the elerhentary school teacher always to follow proper channels in deal- -

first order of business, since learning the content of the school program presup-
poses adequate methods of study. '

I expect the elementary school teacher to cooperate with-other members of the
staff in the guidance of pupils. ' :

tain that her membership is of no concern to the school.

v I expecf the elementary school teacher to live in surroundings exemplifying the
best standards of family life, since only then is she displaying her fitness to
deal with children. , :

ing with the front office, since this is the best way to keep in touch with
latest developments in the principals thinking. :

21. I expect the elementary school teacher to be determined to have everything she

22

23

24

considers important included in revisions of the school program.

. I expect the elementary school teacher to participate willingly in the extra-curri-
cular activities of the school, since, in terms of its own objectives, the extra-
curriculum is as important a teaching function as most of the more traditional
classroom activities.

.1 expecf the elementary school teacher to believe that children are resourceful
."when left on their own. : .

. T expect the elementary school teacher to display independence, without, how-
ever, slighting the supervisor’s suggestions and criti\cisms. '

13,

14,

, 16,

18,

o4,

119

Indicate plus (+)
or minus (=), or
leave blank

15,

17,

19.

20.

21.

22.

23.

This column mus
contain exactly fou
plus () and fou
minus (—) signs.



25.

96.

27.

28.

29.

30.

3L

33.

34.

35.

36.

. I expect the elementary school teacher to feel personally responsible for helé)

PAGE C
\

I expect the elementary school teacher to respect established patterns of subject
matter organization and content, since they have stood the test of time and have
demonstrated undoubted worth. -

I expect the elementary school teacher to maintain her classroom in whatever

state of order and appearance she personally feels will facilitate teaching
the school program.

I expect the elementary school teacher to participate actively in the determina-

tion of curriculum objectives, and to bring to this experience her special com-

petencies and insights of the school program.

I expect the elementary school teacher to follow the supervisor’s suggestions

carefully, since this is the only way that established school objectives can be
attained.

I expect the elementary school teacher to maintain willingly a wholesome envi- |
P ti}’ _

ronment in her own home because she realizes that the home has a close

relationship with the school.

I expect the elementary school teacher to satisfy her own goals in all contacts
and dealings with the administration. :

I expect the elementary school teacher to cooperate with her colleagues, but to

disagree when such disagreement is appropriate and necessary for the healthy

operation of the school.

ing
the pupils with their social problems, since she is able to know each individual.
I expect the elementary school teacher to ignore school regulations by setting

gfrsonal standards for her health because she believes that physical capacity
iffers from person to person. ' ‘

I expect the elementary school teacher to work cooperatively with the principal
and to seek his assistance where it’s helpful, but to handle familiar aspects
without further consultation.

I expect the elementary school teacher to adhere to the standards of morality in -

her personal affairs which she thinks are expected of teachers by her superiors.

I expect the elementary school teacher to relegate all important problems with

parents to others for solution, since she is not best qualified by legal position
and training to handle such critical issues.

120

Indicate plus (+)
or minus (-), or
leave blank = -

26.

26.

27.

28.

29.

30.

31'

82.

383.

84,

35.

36.

This column m
contain exactly fo
plus () and fo
minus (~) signs




37.

38.

39.

40.

41.

45,

46,

47.

48.

PAGE D

I expect the elementary school teacher to belong to a number of organizations

lc;ultside of school, since every professionally-minded teacher is expected to
elong.

I expect the elementary school teacher to maintain that the purpose of the extra-.

curricular part of the school program _is to get each child to relax and to do what
he wants to do.

I expect the elementary school teacher to develolp definite curriculum objectives
in line with the thinking of experts in the field, and. to follow them closely

once they are developed as the best means of assuring a clearcut program for
the school.

I expect the elementary school teacher to feel free to be selective about partici-
pation in community affairs, and to choose just those activities which are in-
teresting and enjoyable to her.

I expect the elementary school teacher to view supervision as a help in solving
teaching problems in terms of general concepts and policies.

. I expect the elementary school teacher to interpret administrative regulations

with flexibility, since rules are a restraint to intelligent-personal action.

. I expect the elementary school teacher to conduct classes with an eye for public
relations, and to remember that the reputation of the school can be damaged -

by groups in the community.

. I expect the elementary school teacher to keep in close touch with other teach-

ers about school problems, and to remember that the best solutions are usually

achieved when everyone involved has the opportunity to voice his own opinion.

I expect the elementary school teacher to devote a good deal of time to becom-
ing aware of new developments in subject matter content and teaching method.

I expect the elementary school teacher to utilize detailed knowledge of each
child in motivating learning, since each child’s problems will require an
individual and somewhat unique approach.

I expect the elementary school teacher to believe that the administrative affairs
of the school should be of no concern to the teacher, but should be left to the
discretion of the principal. :

I expect the elementary school teacher to be guided by both community opinion
am,iqi]er own desires in setting standards for her personal behavior outside school.

12

Indicate plus (-
or minus (=),
leave blank

a7.

38,

39.

40.

41,
42,

43.

45.

46.

47.

48.

This column m
contain exactly {i
plus (<) and £
minus (—) sign:



49.

50.

51.

52.

53.

55.

56.

PAGE E.

I expect the elementary school teacher to view supervision as an opportunity to
influence the supervisor to accept the teacher’s own ideas and desires about va-
rious aspects of the teaching job.

I expect the elementary school teacher to maintain impartiality in the face of pa-
rental pressures for special favors and “priviieges, and to realize that the teacher
has an equal obligation to the parents of all students.

I expect the elementary school teacher to support a pattern whereby orders and
information are handed down by the principal to the teachers, because it is im-
portant for teachers to know exactly what the principal’s expectations are.

I expect the elementary school teacher to maintain impeccable personal behavior
because she remembers that self control is part of the teacher’s contractual
obligation, '

I expect the elementary school teacher to believe that the success or failure of
the other teachers in the school is determined primarily by individual char-
acteristics of teachers.

. I expect the elementary school teacher to assume full personal respbnsibility for

the teaching and learning within the classroom, since she knows best what
learning activities are appropriate.

I expect the elementary school teacher to abide by the dictates of her own con- -

science in living her personal life outside the classroom.

I expect the elementary school teacher to belong to professional organizations be-
cause other teachers want her to do so. ‘

. I expect the elementary school teacher to utilize district approved curriculum

guides in her teaching, but to adapt them to the needs and interests of the

_pupils in her class.

58.

59.

60.

I expect the clementary school teacher to place considerable stress on the devel-
opment of detailed lesson plans and not to deviate from the plan in her teaching,

I expect the elementary school teacher to view the rincipal (frimarily as a col-
league, but to remember that he is the professional leader and not just a friend.

I expect the elementary school teacher to engage in personal activities which she
personally enjoys and which others would consider in good taste.

- 49,

b2,

b4

122

Indicate plus (
or minug (=),
leave blank

60.

o1,

3.

66.

66.

7.

58.

89.

60.

This column 1
contain e.tactfi/
plus () an

minus {—) sig



Name

123

Date

Unless instructed otherwise, please return to0:

Professor Myer Horowitz, ‘
- Institute of Education,

Box 161,

Macdonald College, Quebec, Canada.

TEACHER ROLE DESCRIPTION

¥

Form II — Perceptions'

Schocjﬂ of Education
Stanford University
Stanford, California -

°Adapizd by Myer Horowitz from Teacher Behavior Questionnaire,
an instrument developed by Egon G. Guba and Charles E. Bidwell
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READ THIS PAGE CAREFULLY BEFORE |

| @ - ' COMPLETING THE INSTRUMENT

The Teacher Role Description (Form II — Perceptions) consists of 60 items which re-
late to different aspects of teacher behavior. These statements are arranged in five sets

of 12, each set printed on a separate page. There are thus five such pages lettered from
A to E.

For each page you are to select the four items (and only four), from among the 12 -
on that page, that you consider most appropriate for describing what you think cooper-

ating teachers® expect the elementary school teacher to do. Mark the four most appropriQ . |
ate items with a plus (4) sign in the spaces provided beside the statements.

For each page you are to select the four items (and only four), from among the 12
on that page, that you consider least appropriate for describing what you think cooper-
ating teachers expect the elementary school teacher to do. Mark the four least appro-
priate items with a minus (—) sign.

Four items on each page (and only four), which in your judgment are neither most
nor least appropriate, should be left blank. '

It is essential for you to follow these directions. One error may invalidate your responses.

After completing the five pages, you will be asked to summarize your responses on
_ an answer sheet. ' '

In responding to these items, you should remember that there are no “right” or “wrong”
answers. The only thing of importance is how you feel about the items in question.
You will probably find it difficult on some pages to identify exactly four appropriate
and four inappropriate items, or you may feel that none of the items on a page des-
cribes exactly the expectations of cooperating teachers. Please do your best and follow
the instructions carefully. Do not spend too much time on any one item; first impres-
sions are preferable to laboriously thought out answers. You should not spend more
than five minutes on any page. '

- Your replies will be kept strictly confidential and will be available only to the researchers
from the School of Education at Stanford University. You have been asked to write
your name and to give other pertinent information because it is essential to have these
data for the kind of analyses that will be employed. In no case will it be possible to
identify your personal responses in the group reports that will be made. ' .

® Throughout this form cooperating teacher is used to designate the teacher to whose class a student teacher
is assigned for his practice teaching. Cooperating teacher is synonymous, therefore, with terms such as
assisting teacher, supervising teacher, master teacher, and critic teacher,
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Indicate plus (+)
or minus (), or
leave blank

. Cooperating teachers expecf the elementary school teacher to maintain the 1.
physical vigor and high efficiency which the teaching job requires so as
to be able to meet the most exacting physical demands of teaching,

[ e

. Cooperating teachers expect the elementary school teacher to participate activ- 2
ely with groups of parents, since such participation is a part of the teacher’s con-
tractual obligation.

3. Cooperating teachers expect the elementary school teacher to participate activ- 3.
ely in the development of administrative policies. o '
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4. Cooperating teachers expect the elementary school teacher to believe that physical 4,
fitness and freedom from communicable diseases are the least that can be expected -
of the teacher, and so she maintains rigorous standards of personal health.

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

5. Cooperating teachers expect the elementary school teacher to base teaching - - &.
upon a clear awareness of goals which she determines herself, excluding from '
her considerations recommended practices which she does not consider useful.

6. Cooperating teachers expect the elementary school teacher to cooperate with 6.
other teachers to obtain maximal usefulness from limited facilities, since every
teacher is entitled to share equally in using them.

Cootieratin teachers expect the elementary school teacher to place em hasis 7.
on the guidance of the pupils in her class in order to understand each stu-
dent’s own needs and desires.

8. Cooperating teachers expect the elementary school teacher to display indepen- ~ 8.
dence by ignoring her supervisor’s suggestions, except when they can be
integrated with her own goals.

9. Cooperating teachers expect the elementary school teacher to adapt the content 9.
contained in standard study guides to the conditions found in the individual ‘
classroom. '

10

Cooperating teachers exg;(l:t the elementary school teacher to utilize all school 10.
program suggestions outlined in the teacher’s manual, since she feels that she
is expected to do so.

11. Cooperating teachers expect the elementary school teacher to view supervision 11.
as a means of finding out what the principal or supervisor expects her to do.

12. Cooperating teachers expect the elementary school teacher to dress any way 12.
that is personally pleasing, since the kind of clothes that one wears is one’s
own business.

This column mus
. contain exactly fou
plus () and fow
minus (—) signs.

° Male respondents, please substitute male pronouns throughout this instrument.



13.

14.

15.

16.

17.
18.

19.

20.

21.

22.

23.

PAGE B

Cooperating teachers expect the elementary school teacher to get personal sa-
tisfaction from handling administrative problems, even the frustrating type
that others would refer to the principal.

Cooperating teachers expect the elementary school teacher to set a good exam- -

ple of personal behavior by acting. the way she thinks she should, but being
careful to avoid activities which might be misunderstood or misconstrued.

Coogerating teachers expect the elementary school teacher to maintain that
children have highest morale in a well disciplined environment, and so to show
extreme firmness in the control of the class. L

Cooperating teachers expect the elementary school teacher to insist upon good .
work habits as the first order of business, since learning the content of the..

school program presupposes adequate methods of study.

Cooperating teachers expect the elementary school teacher to cooperate with
other members of the staff in the guidance of pupils.

Cooperating teachers expect the elementary school teacher to belong to a poli-
tical party and to maintain that her membership is of no concern to the school.

Cooperating teachers expect the elementary school teacher to live in surround-
ings exemplifying the best standards of family life, since only then is she dis-.

playing her fitness to deal with children.

Cooperating teachers expect the elementary school teacher always to follow

'Eroper channels in dealing with the front office, since this is the best way to

eep in touch with latest developments in the principal’s thinking.

Cooperating teachers expect the elementary school teacher to be determined to’

have everything she considers important included in revisions of the school
program.

Cooperating teachers expect the elementary school teacher to participate wil-
lingly in the extra-curricular activities of the school, since, in terms of its own
objectives, the extra-curriculum is as important a teaching function as most
of the more traditional classroom activities.

Cooperating/teachers expect the elementary school teacher to believe that chil-.

dren are resourceful when left on their own.

. Cooperating teachers expect the elementary school teacher to display indepen-

dence, without, however, slighting the supervisor’s suggestions and criticisms.

15.

el

12
Indicate plus (

_or minus (=),

leave blank

13.

14,

16.

17.

18.

19.

20.

22.

23.

24.

This column m
contain exactly £
plus (+) and fi
minus (—) sign



25.

27.

28.

PAGE C

Cooperating teachers expect the elementary school teacher to resli)]ect estab-
lished patterns of subject matter organization and content, since they have stood
the test of time and have demonstrated undoubted worth.

. Cooperating teachers expect the elementary school teacher to maintain her

classroom in whatever state of order and appearance she personally feels will
facilitate teaching the school program. '

Cooperating teachers expect the elementary school teacher to participate activ-
ely in the determination of curriculum objectives, and to bring to this experience
her special competencies and insights of the school program.

-~

Cooperating teachers expect the elementary school teacher to follow the super-

~ visor’s suggestions carefully, since this is the only way that established school

29.

30.

3L

32.

33.

34.

35.

36.

objectives can be attained.

Cooperating teachers expect the elementary school teacher to maintain willing-
ly a wholesome environment in her own home' because she realizes that the
home has a close relationship with the school.

Cooperating teachers expect the elementary school teacher to satisfy her own
goals in all contacts and dealings with the administration. '

Cooperating teachers expect the elementary school teacher to cooperate with
her colleagues, but to disagree when such disagreement is appropriate and
necessary for the healthy operation of the school.

Cooperating teachers expect the elementary. school teacher to feel ersonaﬂy
responsible for helping the pupils with their social problems, since she is able
to know each individual.

Cooperating teachers expect the elementary school teacher to ignore school
regulations by setting personal standards for her health because she believes
that physical capacity differs from person to person.

Cooperating teachers expect the elementary school teacher to work cooperativ-
ely with the principal and to seek his assistance where it’s helpful, but to handle
familiar aspects without further consultation.

Cooperating teachers expect the elementary school teacher to adhere to the
standards of morality in her personal affairs which she thinks are expected of
teachers by her superiors.

Cooperating teachers expect the elementary school teacher to relegate all im-
portant problems with parents to others for solution, since she is not best qual-
ified by legal position and training to handle such critical issues."

' 26.

- 30.

84

127

" Indicate plus (+"‘

or minus (~), o

leave blank

25.

21.

28.

29.

81.

32.

33.

35.

36.

This column mu
contain exactly fou
plus (+) and for
minus (—) signs.



37.

- 38.

39.

41.

43.

45.

46.

47.

48.

PAGE D

Cooperating teachers expect the elementary school teacher to belong to a num-
ber of organizations outside of school, since every professionally-minded teacher
is expected to belong. ' ,

Cooperating teachers expect the elementary school teacher to maintain that the
purpose of the extra-curricular part of the school program is to get each child
to relax and to do what he wants to do.

Cooperating teachers expect the elementary school teacher to develop definite .
curriculum ob{ectives in line with the thinking of experts in the field, and to -

follow them closely once they are developed as the best means of assuring a
clearcut program for the school.

Cooperating teachers expect the elementary school teacher to feel free to be
selective about participation in community affairs, and to choose just those
activities which are interesting and enjoyable to her. ‘

Coog}erating teachers expect the elementary school teacher to view supervision
as a help in solving teaching problems in terms of general concepts and policies.

. Cooperating teachers expect the elementary school teacher to interpret admi-
nistrative regulations with flexibility, since rules are a restraint to intelligent

personal action.

Cooperating teachers expect the elementary school teacher to conduct classes

with an eye for public relations, and to remember that the reputation of the
school can be damaged by groups in the community.

. Cooperating teachers expect the elementary school teacher to keep in close

touch with other teachers about school problems, and to remember that the best
solutions are usually achieved when everyone involved has the opportunity to
voice his own opinion. :

Cooperating. teachers expect the elementary school teacher to devote a good
deal of time to becoming aware of new developments in subject matter con-
tent and teaching method. :

Cooperating teachers expect the elementary school teacher to utilize detailed
knowledge of each child in motivating learning, since each child’s problems will
require an individual and somewhat unique approach. )

Cooperating teachers expect the elementary school teacher to believe that the
administrative affairs of the school should be of no concern to the teacher,
but should be left to the discretion of the principal.

Cooperating teachers expect the elementary school teacher to be guided by
both community opinion and her own desires in setting standards for her per-
sonal behavior outside school.
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Cooperating teachers expect the elementary school teacher to view supervision
as an opportunity to influence the supervisor to accept the teacher’s own
ideas and desires about various aspects of the teaching job.

Cooperating teachers expect the elementary school teacher to maintain impar- -

tiality in the face of parental pressures for special favors and fpf:‘:lilvilegdes, and
students.

Cooperating teachers expect the elementary school teacher to support a pattern
whereby orders and information are handed down by the principal to the

teachers, because it is important for teachers to know exactly what the prin-
cipal’s expectations are.

Cooperating teachers expect the elementary school teacher to maintain impec-
cable personal behavior because she remembers that self control is part of
the teacher’s contractual obligation.

Cooperating teachers expect the elementary school teacher to believe that the -

success or failure of the other teachers in the school is determined primarily by
individual characteristics of teachers.

Cooperating teachers expect the _elementary school teacher to assume full per-
sonal responsibility for the teaching and learning within the classroom, since
she knows best what learning activities are appropriate.

Cooperatin%1 teachers expect the elementary school teacher to abide by the
. dictates of

er own conscience in living her personal life outside the classroom.

Cooperating teachers expect the elementary school teacher to belong to profes-
sional organizations because other teachers want her to do so.

Cooperating teachers expect the elementary school teacher to. utilize district

approved curriculum guides in her teaching, but to adapt them to the needs
and interests of the pupils in her class.

Cooperating teachers expect the elementary school teacher to place considera-

ble stress on the development of detailed lesson plans and not to deviate from
the plans in her teaching,

Cooperating teachers expect the elementary school teacher to view the prin-

cipal primarily as a colleague, but to remember that he is the professional
leader and not just a friend.

Cooperating teachers. expect the elementary school teacher to engage in per-

sonal activities which she personally enjoys and which others would consider
in good taste. : :
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FREQUENCY OF SCORES ON TRD FOR MEET INTERNS

Score Frequencies¥*

EIN EIT E1I E2N E2T E2I PIN PI1T P1I P2N P2T P21 -

=

vl
=
HEMRW WO R
H WHENS PR
ViHR SRWR
O VIW O

e >
') W
INEC ™
|
W

'—l

W

-3
D N H
PHW W
RO W
SN NN
H

HOHWW R RN

w
[
IO RS
RFHRHHRMODHOWER RN
W W

[
H RO OVE R

MR HW  H

Total 18 18 18 18 18 18 18 18 18 18 18 18

Expectations 1 = Pretest

*¥Code: E = = ¥ = Nomothetic
P = Perceptions 2 = Posttest T = Transactional
I = Idiographiec




APPENDIX F
THE FEELINGS EXPRESSED BY THE

INTERNS IN THEIR PAPERS




POSITIVE FEELINGS AND ATTITUDES
EXPRESSED BY THE INTERNS

eessel felt the methods courses lacked thought provoking,
challenging content,....but they did provoke me to think,
analyze, and criticize the elementary schools in QuebeCeceres

eseeeThe history and philosophy course was best when people
got away from texts, and put things into their own words.

This course as well ags others let the MEET interms be individe
uals, and did not set up any strict forms.oceese

..}..Over the year I have appreciated my classmates more and
moOYe.seee this is in part due to the T=group sessionSesesse

essosHistory and philosophy was provocative and mentally.
stimula.ting. X xXrx i

eeeeel felt ti:o% the professors were genuinely interested in
ny PprogresSeeess.

veseel felt throughout the year that what I said and the way
I felt was very important to those connected with Project
MEET, o s e« 81most all these people.....seemed to f£find the time
t0 talk over any difficulty we hedesssss

eeseelt was the constant interacting with professors which I
found to be of greatest benefit here at the collegeesssss

eeeseThe relationships with people at Mac, with teachers and
the principal at the school.....etc, had an effect on how 1
fels ‘l;hroughou‘b the JeBreesees

eeeesThe understanding thaet each of us got from most of our
instruectors and our advisors seemed {0 be of great help most
of the timececoces

eeeeeThe "MEET" aspect of our programme is exciting -- interns
in constant dialogue with professors and administration
instead of just soaking up material.sese.

eseessDiscussion of courses and overall programme, meeting a
staff and working for a principel =~ the consultation of
people concerned with education at all levels is a good
'thing......

esesesThe main benefit of MEET is that interns are treated
as mature people. Xxxx
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esesel did so greatly appreciate the visits paid to me by the
college supervisorseeseces

eeseoPart of the success of the programme is due to the
smallness of the group and the "special treatment" by the
professors. By special treatment I mean the agreement
between professors and interns that the interns were mature,
responsible and reasonably intelligent individuals.seeee

eevesPart of the advantage of MEET has undoubtedly been being
in a small group and treated as responsible adultSceecos

eeeesl particularly enjoyed the close relationships with our
professors, This was definitely a high point in our Mac days
and those of us who took advantage of their kindness, their
precious time, and helpfulness gained far more from the
courses than the lectures alone could providescsess

eecseel feel like a teacher......

eeeselt was at the school that I became positive that teaching
was definitely for meeesess

¢oseoTeachers and students forgot that I was & student teacher
- for the most PBrtecsrces

eeesel feel confident that I am prepared for next year and
most important I know for certain that I truly enjoy teaching
and it is the best profession for messsee.

eesesl feel that the informal evaluation in the staff room
and in the classroom have been extremely valuable t0 MEeeceos

eeeeel am sure all of us have grown terribly involved and
concerned with the teaching profession and the future of
educationeeesese

seseel intend to help this programme in future years.seceeee

eeeeel really hope that I can be involved with an intern
sometime before my starry-eyed ideas lose thelir brightnessescee.

seseeslogt of what I have learned at the college has become
very meaningfuleseees




135

eseselAt the school I was given the freedom to experiment and
I learned so much from my own mistekes, I feel that I have
already made my share of big blunders.....l've learned a
great deal of what not t0 d0seeess

eeee.I was able to come back to the college and say to an
instructor that this particular method didn't work and I
could £ind out WY eeeeee

essesBeing in a school for such a long period gave me a
chance to try different methods and to have time to think
about themMeseeos

eeeeel had time to sit back and think about why I am teaching
e certain thingesseee

eesooThe emphasis on the pracitical aspects of teacher educa-
tion has given me an opportunity to try the methods given at
the college, evaluate them, modify them, or in some situations
discard them.....this "second chance" has been great.sece.

eeeseslime spent in the college and in the schools was properly
distributedecesee

eese.The practice. either reinforces the theory or makes you

investigate why it doesn'tesess.

esessl learned a great deal from interacting with other MEET
interns.sesee

eeseoThe nature of the group eased many of the difficultieScecceee

eoeesKnowing that you weren't the only one and knowing that
every member of the group would stand behind you 100% was
very comfortingessese

esesel feel that it was through the group members that morale
was kept high all through the year.seese

essssThe understanding that each of us got from each other
seemed to be of great help most of the timeseesss

eeeeeThe group tends to exclude criticism from other outside
groups, but is full of internal critical discussioNececess

eesessThere is an awareness now that our group is a more tightly
cohesive unit since growing and discovering ‘togetherssesss
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eeseoThe group of nineteen was a blessing, We were such a
close group and so very honest with each other., This was
my 'feedback' -- the sharing of experiences with eighteen
other concerned individualSeessss

eseesThe closely knit group which we have formed has been
a great strength to the programme., I do not feel that any
of us hesitate to put forth our viewsSeseose

eecesWe try to be helpful to one another by sharing our
ideas, materials, etc. There is no competitive factor
s‘l:a.nding in our wayeesoeoo

eeessWorking with the group of nineteen was a huge morale
builder., We felt the same ways and worked together, we helped
each other in ways that may seem trivial but really were very
important to each of us and the group as & wholeeceooos

eeeeoThe advisory group was valuable in that it served to
weld the group together at the beginning of the ye&Treesoeo

eeseoThe aspect of loyalty to the programme, I feel, is very
much a part of the success of Project MEET.oeeee

eseesPart of the success of the programme is due to the
feeling that we must prove a pointeiceeces

sseeesThe advisory group sessions were the highlight of the
week == hecause we were together in all respects and this
was really one of the ways through which we were able to
relate Mac days with school daySeeeese

esessl feel that I want to do much more reading in phllosophy
and educationesceee

eseess]l was impressed and enjoyed the workshops or seminars
in educationeeeces
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NEGATIVE FEELINGS AND ATTITUDES
EXPRESSED BY THE INTERNS

esssel feel I am the Project MEET bug being scrutinized under
a giant microscope, while the chain of power (i.e. co-operating
' teacher, authorities at Mac, etc.,) is kept informed and aware
of my every move, expression, opinion, act, statement, feeling.
‘Always, always under scrutiny, every minute.....very uncom-
fortable feelingeeveee

eeeesAll year long we have been milked of our opinionsececee
eseesThere is a built in grape-vine in the projectecece.
eeees]l Temember at times being quite fed up with the "con-
fessional" aspects of come of the conferences and the

feeling that everyone wanted to know exactly what you were
thinkingeesees

eesesThere are just too meny vested interests involved. We
all want this project to succeed, As a result, the internms
have often not been as completely honest as they might have
beeNecesve

eeeeel am tired and waiting for Juneececee
eessel have found the programme extremely exhaustingesecsse

seeeeThe most importent and lasting feeling I have now is
exhaustionseeeee

eseee e were overworked at tineSeeccees

eesoel feel exhausted and would prefer to put more time and
energy into school activitieS.eseee.

seeesRight now the work seems piled over my head and I can't
see......

seessThere is just too much work.....and the work seemed to
be concentrated at one time,.es.l am truly looking forward to
an early-to-bed nighto s00 e

veeesl feel that the choice of co~operating teachers was too
haphazardesceee
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eseeesThe present situation that I am in is not as desirable
as I would like.....the co~operating teachexr cannot change
_ t00 readily. There are meny ideas that I hold which are
,vastly different from herseececece ’

e seesThroughout the year my co-operating teacher was aloof
and distant.....he really doesn't enjoy sharing his teaching
tasks with MCeescee

esecoOne thing which I have felt often is a resentment at
having to leave something half way through thinking it out
in order to meet & commitment for the other half of the
programme,....Enthusiasm is a commodity which can't be
warmed OVErecceece

eseeoThe lack of continuity between the two parts of the
programme is annoying.....only in two subject areas did
I feel that I was working in both dimensions of the pro=-
gramme simulteneouslyeecssces

eeesel found it difficult to strike a balance hetween school
and collegeecesrsss

ssssslOow I would have enjoyed the methods courses at the
righ‘b timeseeeses

eoseel féel that the agsignments given at the college have
been very badly timedeecoses

eseesAt times I felt that the college programme was somewhat
removed from our school activity because we were all in such
different grades and subjectSeeceees

seeslany assignments were so ridiculous and unfitted for
OUr USCeseeeoe

seseoSome courses I now feel are too time and effort consuming,
(I am thinking particularly of music methods, but of course
this is only my own personal reaction to the course and not
that of most internsg

esseoThe only course which really frustrated me was arteiesses

ssseoliany of the methods courses taught at the college could
not be put inioe practice this year, which is frustrating, as
they demand & knowledge of the subject matter which we do not
have, The year was a constant battle to keep up on content
as well as on methodSeseoes
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veeesOnly two methods courses actually dealt with subjects
at the grade level at which I am teachingeseese

esseeTwo courses, art and music, proved to be ¥very frustrating.
Some of the frustration in the art course I attribute to my
lack of ability and some to the approach to the course
itself...;:.

eeeselt was frustrating that at the end of each short cycle
. I always felt I wanted to know more and 4O MOTr€sesvee

eeesel don't see why we didn't have four lectures on Monday
and on Friday or at least two hour lectures instead of one
hour and one and a half hour lectureS.cs«..

esessMost of the methods courses I have found very vague and
unguided. I felt that more stress should be put on the aims
of the courses end how they may be fulfilledececs.

esseoThe professors didn't observe us and discuss our strengths
and weaknesseS.seess ‘

esoeeThe assignments in courses were issued all at once at
the end of the yearsieeees

eseeel found some of the assignments irrelevant to what we
were doing in the schoolfSesces.

veseoMy assignment at the college could have been better
co-ordinated with what I was teaching at the scho0licsess

eeseeAll 0of the methods courses have not been that helpful,
for example, music, since most of the schools have a specialist
in this fieldessese

eesseMore time is required for methods courses.....especially
to properly understand and learn to teach the new maths. The
two cycles in math were insufficienteecces

eesseThe art and music were time consuming but not rewarding
or worthwhile £Or USsesese

eeseel did not achieve a situation in the school whereby I
could learn much from teachers, I worked alone too often --
attacked problems alone. This is partly my fault and parily
due to the situation in which I found myself.ceeee
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seessl had been under the impression that the teacher I was
working with would give me a great deal more guidance than
he dideseess

eeesel should have been inducted into the programme with more
guidanceecessse

eeeeel did not feel. that I was receiving enough assistance
from my co-operating teachereeesss

eeveelt times I felt like I was teaching in a vacuum =-

teaching myself, I was also not getting enough feedback
from the collegeecsces

eseesl feel that the school does not exactly réalize that
their criticisms and evaluations of our lessons is a
supplement to our methods courses.....Sometimes I wonder if
the teachers feel we should sink or swim; we must to a
certain extent —=- but helpful criticism definitely is of
great valuCeeosss

eeeesl would have liked more visits to the school by the
professors =- not just to evaluate us but to give us some
help in planning our work and in Bhowing us their actual
techniques and success in the classroom by demonstrating a
few lessOnS.ecees : '

seesel feel and I know my co-oOperating teachers feel that a
closer contact between professors and co-operating teachers
would help interns in that there would be some consensus on
what is expected of them. Sometimes professors do not under-
stand the restrictions placed on interns by school or school
environmentseecees

esessThe college has not been a big enough force in my life
this Jeareeseee

eeeeel thought that my professors tried very hard to make the
assignments £it the school situation, but in my case at least
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they failed, and most assignments turned out to be theoretical.

This made life a bit difficultececes

eeeoeThe biggest let down at the college was the lack of
college spirit =- not necessarily the tavern scenes, or
drunks after the football games, etc., but Jjust the
opportunity to talk with and share experiences with other
education studentSeecesoe



CHANGING FEELINGS AND ATTITUDES
EXPRESSED BY THE INTERNS

eeeselooking back at Project MEET one picture I get is of
me riding on the "Project MEET" roller coaster, sometimes
up on the summits and peaks, but other times way down in
the dips and depressions., One long roller coaster ridescese.

seeesYou may get an entirely different set of date if you
ask for it in the summer sometimeseceee

eeeesesl don't think there has been a year in which I have
varied so much between loving it and loething it, and
hitting all the points between these two extremes..sss.

seeeeAt times I felt like laying down my pencil in defeat
and giving upe ‘I felt this way especially during the

first two months of the project. Thank God for Dr. Horowitz
and the supervision team who helped us over the rough spots
and kept our spirits highe....1 now have a feeling of
nostalgia that the year will soon be OVersecssss

eoeseeln September I was a student at heart. I loved the
ivory tower. Confliet arose in me because my academic
feelings were being challenged by a new responsibility,
being a teacher.....lt took me many months to finally
recognize that my academic life and my professionel life
were not separate entities but only different sides of
the same coinesivee

eoee.March was the turning point.....l began to consider
mygelf & teacher, a teacher who was privileged enough to
be exposed to the research and innovations of the ivory
tower.....Macdonald College work assumed the role of a
secondary education, sort of a reinforcement of my
principal education which was teking place at the
school.eeeee

evessAt first I was terribly enthusiastic about everything,
However, during the second term I've noticed & great decline
in this enthusiasm, PFirst there is the matter of loyalties.,
eseln situations where there arose a conflict in my mind or
a situation where the school and the college made demands on
time or effort simultaneously in the end the school held
priority in my mindesecee
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eeeeosht this late date I would prefer to put more time and
energy into school activitieseseeees

ecesoly first experience in the classroom "was a bomb,"
It was a shattering experience..,..At this point I

looked forward to the Mondays and Fridays at the college
with eagerness and tremendous need.....Misery does have
companye...s.ol enjoy going to the school better than Mac
now, Its ag if I don't need the college as much now.

I am no longer "tied to its apron sirings" as I have much
more self confidencessesss

eeeesBradually I have come to feel much closer to members of
the teaching teem than professors at the collegessesee

esee.My major complaints revolve around the fact that at
this time of year I want to be totally involved at the
school, but I can't because of all the assignments due
at MacCeoeoos :

evesel Yremember last year I thought that a principal was an
administrator only.....Instead he is an integrator of his
staff, a guide in many ways and certainly an educator in a
very vital WBYeoscees

eese oMy attitudes toward the children I teach have certainly
changed. Where before I thought in terms of the "group" or
"class," I now see individuals, unique and interesting of
themselveSeeseos

eeeeoMy feelings toward my co-operating teacher have taken
a complete turn about.....At first we did not get along in
that we both felt uneasy =~ a spy vs spy situation. Now
we get along like any two teachers on the staffeceers

eesosThe biggest single attitude change has been that of

the aims of teaching., I had always thought of education as
the "be all and end all" for everyone, I had the idealistic
sentiment that I was teaching children to appreciate academic
truthSesseenot so at alleeesenow I feel I must give them that
which is most useful to theMeesees

seeesllve learned a great deal, Specifically history and
geography were two subjects I've always been rather neutral
about., Because of these methods courses at the college,
the enthusiasm of the co-operating teachers, etc., I now
enjoy teaching them and have a lot of fun with themessese
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eseeeln the beginning I asked "how could anyone have the
gall to tell me how to teach a group of children." The
answer was not long in coming., Once faced with the real
gituation I soon reelized that without my education at
Macdoneld I would not be able to be a quality teacheriecse..

eeeesl came to realize that a teacher's education cannot
and should not end with his receiving a diploma —- ag
someone said, "If he is a good teacher he'll always be a
student but e student who sees with & teacher's eyes."ecees

eeeeosAt first, perhaps, it was a false air of confidence
that was inspired by the position of MEET; now it is a
genuine feeling of confidence in myselfeseese

‘eseeesThere have always been many ups and downsees..but I
feel I have "grown" a very great deal this year.ieeese.

essso)y Tole as 8 teacher is seen differently now. I feel
that children need a teacher rather than a friend -- at the
beginning and in the past I played the part of the "good
guy" rather then that of a real educatorscss..
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1, Did you feel during your college year as if you were under
a microscope? Yes No

- confessional atmosphere
- milked of opinions
- built in grape-vine

- Did this create a tendency for you to be
candid in your opinions?

2., How did you feel about the work load you were required
to carxry?
- at school
- at college
~ fluctuating? or steady?

3. How did you feel about the people you worked with?

teachers?

- supervisors (student-teacher or equal basis)?
- other MEET people (competitive or co-operative)?
- enough guidance?

- status in the school (teacher, student)?
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3. (Continued)

-.advisory group sessions?
= workshops?

4, How do you feel about the integration of the two phases of
the programme

Poor Good

= do you think poor timing distracted you from
the courses themselves?

5. Did being part of MEET affect your involvement in social and
extra-curricular activities at the college? Yes No.

- would you have been interested?

6. Can you think of any dramatic changes in your perceptions in
relation to:

- aims of education?

teaching as a profession?

specific subjects?

your ability to teach (teacher training)?
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Te
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(Continued)

- principal of school?
- pupils?

- yourself (Was there eny point where you felt like
a teacher rather than a student?)

Did your feelings toward the programme follow any pattern?
~ positive to negative?
- negative to positive?

- fluctuating (What events caused fluctuations?)



