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ABSTRACT .
, Student teach1ng is examined in relatlon to uaslow's _
theory of ' human motivation that proposes an inherent human tendency -
* toward self-actualization. It is pointed out that the majority of
student teachers operate in fear as they enter their final plase of
teacher training, and according -to Maslow, they are operating at the
safety level, concerned with their own survival at a timeé when they.
are asked to glve to others. At least one study suggests student
'teaching does Dot have to be this way. A.team of researchers
-identified six developmental stages during the student teaching -’
experience that parallel the intermediate sequence of Maslow's theory
vy (safety, love and belongingness, and esteem) : (1) concerns with
placements, school rules, identifying and ascertaining the -
expectations of supervisory personnel; (2) concerns about the student
teachers' perceptions of their’adequacy in the teaching role; (3)
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not advance beyond the fourth developmental stage--concerns for
feedback and evaluation. It is suggested that. (1) microteaching and.
51mulatlon prior to student teaching have potential toward gratifying
a number of the safety related concerns of the student teacher; (2)
that student teachers should have the" opportunlty to establish close
personal relationships with at least one teacher educator to promote
feelings of belonglng. and (3) that prior experience with pupils 0
would promote feellngs of comfort when studegt teaching. A ’
three-phase program of exploratlon, skill acgquisition, and
skill-testing and revision is also suggested to help gratlfy student _
teachers' needs. (MM) ) 7
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Even a perfunctory review of the 11terature on student
teashrng in the last 75 years leads qulckly to the concluslon

o - that there is no comprehensive theoretlcal ratlonale for the

' 'congrlbutlons of studgnt teaching and related direct experi-

-'iV‘ -" .+, ences to the dévelopment of ‘a profes31onaLrteacher (Andrews,
’ . S 1964, p 30}.

" . N . . - .‘ P K ,
~ ? : ’ Y N S L TR, .
. M . . 4 R ’ 2} VU .

. a
. EO . }
. B « :

- . Vet Béba*se of the dack of a theoret1ca1 base from ‘which to 2

v o 1 - v

aﬁperate, research ln student teachlng has been cr1t1c1zed as belﬂg
, 4 . DT . .,

s, "hlghly ramdomlzed » 1ead1ng-one wr1ter -to conclude: "}x, . what we
' S ? LG J -
'/F T haVe actually sa1d is sohethlng 11ke th1s we do'not’ know what we

K] t ¥

want to happegpi but surely it w111 happen if we give the teacher Yoo
i education_student eppugh exposure" A(LaGrone, 1965 , P- 97? «

~

e Conant (1964, .leZ) consldened professlonal 1aboratory
‘_ ‘experiences .;:h'e 'one ’indlsputably essentJ.al element ;.n professé)al o
CAEN cog N

education." But as-sllberman has pdlntyout th1szv1ew is prlmarlly

\ ‘ ’ : .1' ’ I~
based on #he opiniens of graduates oﬁ{&
B . _1\4. i

cher‘educationlprograms

v vy . 3
“w‘ rather than being rooted in a systemaf '4dust1f1catlon. "To the
. ,4'W, 4

'extent to which they value ghy aspect of the1r profess1onal educatlon,'

teachers-genera)dy cite practice teaching as the most valuablef—_
 sometimes the only valuable;épart" (Silberman, 1970 p -451).
v v . N . -«
W1th1n the past few years, professlonal educatlon has .
.y, : ¥4 .

* become 1" more sc1entific undeptaking. One thrust has been’directedbtoward
ol .

2

‘ . V4
breaking\ the teach1ng act down 1nto more spec1f1c, def1nab1e behav1ors.
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. S S, As profe551onal educatlon becomeﬁpmore scientific in 1ts

ot . . ’ S .

.approaqh controversy multlplleslbetween "behav1orlsts" and "human- . .

ists. In one corner of the ring are tlose who see the propger goal o ©

. ’

of teacher education programs/as the production of a teacher who has

3 2

 mastered a variety:of teaching skills. The trainee is expected to

v

display a certain minimal degree of competence in his/her behavior

as measured against predetermined objectives.- Cooper and ‘Weber
.‘ - 'A ! & ‘: . . )
define.competency-basedbteacher education as follows: - ‘ "

< -

A competencbea%@d (or performance—based) teacher education
' program is a program in whlch the competen01es to be acquired
..by the student. and the criteria to be applied in asse551ng the
competency of the-~student are made explicit and the student is
held accountable for meeting those criteria (Cooper and Weber,
quoted in Elfenbeln, 1972, p. 4). '

L d
[

C T The reader should note at thls polnt that this definition of

competency based teacher educatlon involves only the exp11c1t natureé

of the objectives of the program, and the accOuntability of the
“ i e
student for meeting_those objectives. Other concepts, such as

.1nd1v1dual progre551on and mastery 1earn1ng, are not given in this .
. N & N P
deflnltlon but are often introduced ;nto dlscu551ons concerning

- - .

cqmpetency—based teacher education.

Teacher educators who value teachers possess:.ngg "self—as-

o . .

instrument" self concept, a view of the teacher as helper,-as the

ultimate goal of professional education, tend to be in the oppOSing v N
corner. .Arthur Combs:* may be considered representative of this L.
group. He has argued that, "The production of an effective teacher

is a highly personal matter," and "Effective teacher education must

N

concentrate its efforts on meanings .rather than behavior" (19;5,

pp. 286;287). Behavior is only a symp%om: 'subjective,'idiosyncratic
" _meanings are the causallagehts;‘ -

a

EI{I(? . . ) . o «
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"made. 1In criterion—referenced inge

i .
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.

< Combs ‘has criticized'the_competency approach for a number

of redsohs, questioning whether methods of experts can be taught to

beginners, whether’ long, lists of competenc1es cannot be discouraging

'
. \

» to the neophyte and the experienced teacher alike, because one never

“

: really farrives." Therewareialways more cbmpetencies to be mastered

<

L. .

(1965, pp. 4-5). . o - ;_

For the selﬁ—hs—instrument group, becoming a’teacher is

\ s
- o

part of an overall process of "becoming“ as a person, part of the

development of a total personality. And that process of becoming

must "start from security and acceptance" (Combs, 1972, p. 287). .

A
s

Such arguments, however, tend to obscure a deeper difference
/ m} . i
between these two appioaches to the training of teachers." That

’
-

e

difference is one of epistemology, of ‘basic assumptions concerning
>

¢

that which is worth knowing Epistemological assumptions.are basic B

. . e’

to any view of science, for they .outline the rubrics of empirical
. . i

inqujry.

e

* Competency-based programs, by ‘Cdoper and'Weber‘s definition,

‘are organized on the principle of’ criterionsreferenced instruction.
N : . 3

This has been outlined earlier, bnék-frurther distinction must be
frtion,-the basic operational

B ..

problem is the’ deﬁinition of desirable outcomes of units’of instruc-

[
«

tion, and the statement of those outcomes in behaVioral terms

v ’ 2

‘Outcomes stated in this way aré'known as behavioral objectives, and

the basic epistemological assumption of behavioral objectives is

°

that outward: behavior is that which is worth knowing, worth studying

-

J . : , .
and measuring. g —_—

>

Ut
v




. ) - R - o . 3 . ’ N yg- T
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. . RN

"+ This assumption is in"@irect oppbsition to the position 0 N

: , o .
. taken by Combs,'alluded_to earlier, that those entities worth know1ﬁg ST e
are the subjectlve, 1dlosyncrat1c meanlngs whﬁch cauge behav1or. This ".' T
' v - ] . . PR . - )
. 1s the phenomenologlcal p01nt of view--that behav1or should be

consldered from w1th1n a subject s* frame of reference rathey than from '
. . i e . s .
w1thout. o : - - . ) A

THE NEED FOR A MORE COMPREHENSIVE PERSPECTIVE

e BN

- -
Y . .

Each of these approaches ppsits a desirable goal of

programs rof teacher education and.dellneates, to a degree, the types

.
»

and structure of field, exper1ences necessary to obtain that part1cular . L
. . l_‘ K f E'N . !
7 end goal. If, for instance, one's ideal picture of a beginning - oo

. i i

teacher emphaslzes pr1mar11y measurable, observf%le basic skills, - . B

probably the most efficient methodaof achiev1ng that end would be to._

¢ .
- A .

(1) modularlze skill learplng packages, glVlng ‘the tra1nee the

0y ~ . > ,
opportunlty to develop specific competencies in simulated environments,
and (2) to expect the trainee to exhibit those skills'gained in later, e

s

.« direct.classroom performance. : . .
A
If, on ,the other'hand one's. 1deal beglnnlng teacher is

- .

one w1th a strong sense of purpose, a pos1t1ve v1ew of - self hzghly

’ attuned to the needs,of 1nd1v1dua1 students; responsive to, "and

- . / A}

v .
capable of functlonlng 1n, an enV1ornment that is 1nterpersona1 and
/ ' -
1nteract1ve, 1f this-is_ the case, then the pr1nc1p1e of "appropriate

°.practice" would seem toxsuggest much more direct experience and'less - .
. ‘ « / . ‘ ’ °

: i
- o . . ! .
indirect, simulated experience. -
v . /' . . o . ' .

ERIC - - T
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' In théwfirsq case, extreme emphasis on_skiil development
T : T ' o= . o
“alone ignores other e1ements of—pérsonal development. .In the second,

- . (2
- s

. skill development is sacrificed’ because of the lack of control by
. ' \e

- the teacher«trainer over the dynamics of direct classroom experiencei'
N ' . - - ' v ) 4 R
' a0 ° Truth, as is“customary,'lies somewHére betweeh the extreme

-

v ; L4 4\
poies&_ The real goal of all teacher educators is d beginning te cher

% ’
- -y g . f ’ -

who enjoys working w1th pupils, who. finds great satisfaction helping -

< -~

them 1earn,‘and who Jpossesses the requikite skills to’ accomplish this

<

I~ - .

.end. This description isHVirtually identical!With what Abraham Maslow

.
‘

‘hashdescribed as a self-actualizéd 'individual.. \ T
.‘:' , g . . N v M

. .
-
[ P | «

_ s
. - .

S Maslowjhas proposed a ' theory of human motivation that is’

© .

baSically teleological proposing an inherent human tendency toward self-‘

actualization. Maslow ranks what he proposes to be‘inherent human needs,

. _. ' . e N .- %
".in order of decreasing strength:

-~ 7
Y

[

1 . ’

* .+ + 1. Physiological needs .

o ';).2. Safety LT ,

- < 7'-""‘3f:_Love and affection - ) o .

‘ . 4 . N .o . "'lj » -
B ) - 4.’ Self-esteem ‘and prestige (approval of others)'
R T .' . ] . .

- ’

T ¥ Self-actualization . Do- "

3 - Y
© ¢ The point of the hierarchy-is that the stronger, basic needs

) t 1] &
must be satisfied'befare the weaker, higher needs become important to us.
N ’ . {
A further pOint w1th regards to the hierarchy is that thé needs in the.

, \ - 3 L. -
- hierarchy need not be totally satisfied in order for the’ indxvidual to 4

e, > u g

become aware of, and concerned about’ beginning to satisfy, the next higher

» -

.'and weaker need. . The' degree to which each need must.be satisfied before'
movement to the next higher need occurs is an individual process. For

v
s .
L4 . 3 ' Lo 4

some ‘individuals safety or. security is a stronger-need than forqothers.

.

N i,o . -

O

ERIC o
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«It is at level four yself—esteem and independence) where theret : .
exists a possibility for integrating, at least theoreticallyt'thevtwo ' }‘\\

opposing points of view ("competency" vs. "becoming") with regards
.l. ) . . .‘ o . . .' LR i r$_.
to the goals, and therefore-the structure, of clinical experiences, y
” ’ ' B . . . . Lo . o
Maslow has from time to time referred to "competence" as an.important SR

. . .
- . -~ .
y . ) . .

Q/ . ingrgdient in obtaining and maintainfng a senselof self-esteem and D -
b . . ra B
: . ) . . .’ . .
indéZegdence._ e must view, hlmself as ‘a competent hpman belng in '
’order to gain self-esteem. :s N ' . i o v . ’ -
— o STUDENT TEACHING - e o LT ’

N , A § .
: r i - %~ . . *
At what level of*concern}afg teacher-trainees as they

« . . - .
° . . X ’.

-~

ﬁcomp;ete,their traihing? David Aspy has suggested that there is a

considerable-discrepancy betWeen what teacher educators expect of _;

. <
teacher tralnees 1n cllnlcal experlenceh and- what teacher tralnees

: . ) - s )
are jn a posltlon to g‘ . Reviewing a number of studles concernlng '

- ’
+ : o’ .

L anxieties expressed during teacher training-and durinq‘initial years:
.. ,'- H ) . : . ) . ® ‘.\- -
-of teaching, Aspy concluded; v ' / %
’ . . . the majorlty of our student teachers are operatlng
in fear as they enter thelr final phase of teacheﬁ\tralnlng : . “
lAccordlng to Maslow, they would be operating.at th3hsafety . s
-level, which neans they are concerned with their o surw1val
.at a time when we are asklng them to glve to others" (Aspy,

19§9 p.3o4) o . i LR
R Pd other data support this view? Dussault (1970) = = . !
" . ! ’ - * ;_ .\! S . ' I
‘reviewed stldies from 1931 to 1968 which-utilized professional

- . : . W T

- v

o _ < )
. .. -labaratory experiences (almost'exclusively student teaching) as -the
- T ' ' . S0 ' o i S ' ” a

I~

" . . Independent variable and attitude changes on the part of teacher S
o PR A - : - r S
trainees as the dependent variable. He found a number of positive

changes: o . ot

v
7
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- positive chandes"in self-concept

v \1 ) ) P ' ¢
. - . . g 4 : ' - >,
R . e P A X . .

“ " v,f,tk-'greater acceptancefof"Others \ ’ ‘ .
. ) A ) ) : ‘
Py - L ' . - . - ' . ) ) "
) £ -+ == greater reality-orientation - ‘ .
- g T R ‘ - . ) ‘ ‘ T §
L —- _less ‘gelf~depreciation -// i Co / . e
- Al - . - -
. T- 1mprovement (in teaching skills : SN
4 L2 \ T -vﬁ\ .- ‘4'. - * / . ¢
- == improved ability to work with children , 'f BN
. . L, . % ' O N . '
e , -~ better underStanding rof childr ¥ - ) >
. . . ~— BN - . . L , B " 1\ B ) ) . .
’ . < T iomsbe . . . . e ¢
. . L= greater S%lf-auténomy‘and;deCis on-making ’ . - . -
; : . . ~ 4.‘ '. ‘ @ .
- - greater corkelation between perceptfons of qﬁeal and R
/ actuzxl own teaching role o /4\ T
. " }r-'more positive pefc‘ﬁtions of ideal and actual teachers
- / . - . -
‘ P . .
-- decrease in professional anxieties ’ B ’ -
:\‘ '. Assuming that_ the desired outcohe is a teacher who enjoys )
,working with students, who is open to new d”“s\a\c approacbes, who begins . ‘
p . " . l A3
) to develop his“own personal idiosynJratic teaching style, and so on,‘ - ‘ )
. 3 ‘ - . .
the "bad news" effects of student teaching are: » ‘; RSN " (
. 3 .
- - . N \ ‘
- 1ess'openness'tp_experience , {) K
. > ,‘: . K Lt - . -‘ ’.. ‘ ) ///
> s " —- adoption of accepted practicdes .-

P R - S ,
* 4~ adoption of cooperatipg teacher's methods of teachiyng

P

P

-- adoption of cooperating}teacher's methods of classroom

R . . v P

housekeeping : L _ T R
o . q7 -~ less logical consistency cf édees abcut education’
‘ B ‘D. -- more negative perception of child behavicr ‘ : Ty .
[
Co : —- more custodial ﬁupilicontrollideology - }Af .
. ' gqrenson and ﬁalpert (1969) found. that 70 percent-of the g ‘

student teachers whom they studied experienced "considerable

psychoiogicél disComfost" at the beginning of the student teaching
¢ - + . '

B . ¥ . —_— . [P
L3 - . -
- e 9 |
b " "

~

Qo Tl S
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Aruitoxt provided by Eic:



. - ":. A .‘ . :‘ ,/ " . " i . | “‘ ) . ~ .
experience, and 20 percent car&i '}hat discomfort with thcm to the

K >

end of the assignment. The reseafchers 1dent1f1ed flVe stresq~factors.

.

Two of these dealt w1th -the nature of discomfort. physical discomfort 7 : K
5. B ’ .

El . L ’ . -

. " and irritability, aEd feelings of personal inadequacy-and-uncertainty ' R

ke about the teaching role. ' TwS more factors were identified as sourcés

N -

K of discomfort: drsagreements between the student teacher and the

- - "

4superv1sing teacher concerning teaching practices \and,perqe}Ved

+ differences in personality between student teacher and supervising_ R RS
teacher. Yoo v - ﬁ

A

x

.

_conperned the relationships between the student teacher and p&pils.;f"-‘a \
P . . R " o e
The researchers were unsure whether to assign this variable to either a . .

source of discomfort,,or a nature (or type)’ of discomfort. ‘They ; % R
refer to this scale as "dislike of students."A o o ) * P
STUDENT TEACHING AND SAFETY-EEVEL BEHAVIOR = Y ‘A\
\ . . . -&.A - T ey ’ \
v . ‘Do the results of research given above support Aspy [ chargﬁ
s . ™ - .
that teacher trainees are operating at a safet level 'of behaV1or . .
| Y, AR 3
during the final phase of their tra1n1ng° ’ -
. L ‘ -
e , . '
,’ Answering this question 1€;uires, first. of all, operation-. &
. alizing the term “"safety" in this specific conte . What constitutes g o . »
A ) - ) . ) . . ! )
safety here?} What is the é%gl of the orgami'sm (in this case, the # .
' . studentrteacher)? L . L ' ] L ;
oo, B ’ ’ - ' ) “»
T e ( _ Student teaching is usually a terminal experience in g f ® .
o -teacher education program. The student teacher is often in the. final e . F
N v . ; & ) \
o ﬁsemester of his .undergraduate college career. What is his most N .
‘immediate goal? To graduate. To complete the program. In order to & . -« R
: , 10 o , .
" » ) - i
] O i

O

ERIC N
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complete his college career, he must complete student teach1ng The
v 14 1
n /7 0 P

d1pléma/const1tutes the cogsummatlon of s1xteen . years of schoollng

~

- “ - N

It represents a cons1derable amount of effort and the allocatlon of .

numerous resources. Reachlngkthat goal constitutes immediate

'perceived safety. - . ;/7‘ . S
e . .- . . : ) - . . o R .
e o, B . 'How does one succeed in student teaching? whose;expecta—

L]

tlons must bev met? Daily, the superv1s1ng teacher. Occasionally, (\e

. : ) L
PR -" . . . .

udlverslty superv1sor. It is not surprising then that the student

teachef:should model a considerable'amount of his classroomvteaching

LT ; ’ : /‘\j - ) ’ -
: behavior after that of the superv1s1ng teacher-—that the superv1szng

Py

>‘ 4 teacher becomes a "s1gn1f1cant other" to the point where disagree-
- e .

ments between the student teacher and superv151ng teacher result in,
/ /. :
as.Sorenson and Halpeftfphrase 1t, "considerable psychological -~
. . v ‘ ) g ,
discomfort." - : te I .

-What of the pupils in the student teacherﬂsyCHh{ge? The

f

supervising teacher, the unler51fy superv1sor.;and“ h entlre

-
u,,cx 2

e N
' educatlonal staff pack at the uplvers1ty want- the student teacher to .

w . ) . el

lLke the chlldren he is teachlng, to help those chlldren learn, to

- “\

)

. , P
‘show respect f/or the1r abllltles.’ - ) h . . L h

e v ' ' L .
- ~“But the student teacher sees a necess1ty of presentlng him-

- self to his,evaluators as&xﬁSed,-confident, in control of his classes.

-

& “ ¢

This type'of image is, after alf‘ &ital to\success.f The students
. . . , .
donft'quite understand. With a new person in charge of the class,
the_rules changer lhe children»test};probe/‘e;plore this new leader?
to determnne the imits he w1ll place ‘on thelr behav1or. And the -

4

»
e

novice teacher v1ews th1s pupll behav1or as a threat to reaching the

agoal ghat is so close after so many years, the d1ploma. . ' oo
- © N\ C ' i . .

9: ‘ \ o 11 ’ - \,‘: g

.1. - . _ | . E o ) r - . : ) v
ERIC " )
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-experience; the positive changes,in‘attitude identified by Dgssauit

~ . « el . ) .

Ee . ¢ L.
'

et ! ' . s v

~ : “ ':.. € * A * .
It is.to be expected thaz,'upon completing,thls stressful

, . - . - "

i - . -
¢ . -

n.‘/‘ . . Cx . i

would also‘follob._ Having successfully c0mpleted the student
I

" teaching experience w1th all its stralns,_lt is to be expected that

S

ad

B

s

ERIC
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'education than when.he began. °

i

the student teacher wlll feel better about himself. He has conquered.

°

\he w1ll feel better aboutiteachers in the fi%ld; He has, after all,-.‘

P
H
. . . N

adopted many of hlsfsupervlslng teacher s methods in, order to succeed.

i

. N B .k\)‘\‘ -

»." - Almost everyone does succeed in student teaching.. Johnson:

N -
¢

(l968) found that 86 per cent of respond1ng 1nst;tutaons reported -

falllng l per cent or less of the1r student teadhers on~the first

asslgnment. ~But in. succeedlng, some %ess than deETrdble atﬁdtudes

’ - B ~ °

have been fostered. ©One 1ntentzon (or objectlve) was' for the student

teacher to use the ﬁkllls>gained 1n earller iﬁglnlng, to test.them, o

- ‘-

to use.them in developing.his own-idiosynCratic teaching‘style. But.

1nstead, he s1mply adopted many of.the methods of "his superv1s1ng >

’ . 1

. e . t

teacher--who" had adopted many of those of her superv151ng teacher.
LR L . . o ) .ot
The status quo llves. L }’v/ 7 o . .

-

Another ob3eqt;$e was ‘to open the student»teacher s mlnd to

M

R} o ) ‘
_-experience. The ' stressgs ofpthe s1tuatlon have 1nstead made him less
1. . . . i .

. . ! zi‘ (" R ) P
open. R :
S o 8

[ o 4 - K]

10

The student teacher ‘was supposed to develop ‘a fa1rly ratlonal~

¢

phllosophy concerﬁ”ﬁg educatlon and his own teachlng." He was so busy X

K . .

meetfng everyone s expectatlonsffhowever, ‘that he had little t1me to

. R N ,*
attempt to syntheslze the theory he "had been taught on cémpué with”™
the practlces he,wad eXpeéted to dlsplay ln the classroom. ‘Hs enqed
the\experlence’wtth %gsscloglcal conslstency of this Ldeas about o

\
-

. . .
. .
P ¢ : - . - . .
. - . - . .
. : . . ! :
A B
. St T . . "

[ 4
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’ The tralnee Qas suppbsed to learn to llke the age—group of - L

v
" "

chlldren he waS‘preparlng to teach as a career.‘ But with all the 4

»- i '

f.other stresses,'all the othen expectatlons he had to meet, the puplls'

P . T . . K

- |
e &eally got in the Way. They, after all, were not the ones to make *

° -
_1‘,” >

-

the final evaluatlon. ‘And much of the flnal evaluatlon rested on how
. Well he controlled/or gulded them: - The puplls' attempts to determlne
: ¢
B . " . .
RN gﬁ% 'new - rules" w1th¢the new leader were not percelved a natural .

s L . ¢ ¢ £l

coT phenomenon~but rather‘a threat‘to;success, to safety; '

1

\nd finally, under'the stresses of the situation, the trainee

) whlch he would like to’devot h1s llfe. But this was the- last

R _.ﬂ semesterlof the'sénior year!- It was much too late tp change. SO he
- ~
M..x s

made 1tﬁthrough he dld what was expecEed of him, he got- the degree

{ o Then Eerhags he toq\Qa teachlng ]Ob. And Eerhaps for just a year or . ™~

2. . V\,
- two until he found semethlng more. efc1t1ng, more. personally fulfllllng. - e
'O BRI . - _,»_~ - ’

a Ty ~

_The‘rgader atuthis point-may feel that the writer is o
painting an overly d1smal picture of student teachlng. But the A

# . g ’ R "'-"

. prev1ous d1scuss;on d1d not wander from the f1nd1ngs summarlzed by

.. Dussault, those of Sorenson and Halpert and &an additi

wi-res,‘ea.rc;h findiny ——————= “_that 50 percent of the peop"e who enter teach1ng
do not stay in teach1ng longer than ten years. ‘ '. : : , "
o The question'remaina: Does student teaching have to be this
. -~

\lfway? “At least one. study suggests that 1t does not. Fuller, Pilgrim

. - .
.

e :l and Freeland (1967) reported the results of an expcrlement whlch

> w"lnvolved prov1d1ng counsellnq and close superv1s10n to student teachers.

N
The rgsearchers 1dent1f1ed six developmental stages dur1ng0the studept

‘. - teaching experlence.'

Ll. ._ _. ~"‘ ‘ . . | o . | . , | _‘
ERIC" ¥ o . o
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- . .- In- the first-étage, traindes weré concerned about the
. . N7 L 2l ) N ) )
question, “Where do I stand?" THis initial stage concerned place-

Jments,'schdo; rules, idehtif&éng and ascertaihing the expectations of’
.' . v '

. various supervzsoxy‘personnel.

‘ 2

The ﬁgcond stage imvolved chnecerns about the student

'teachers perceptiﬁ%s of their adequa in the teaching role. Anxiéties

about subject—matter adequacy and class control were highly ev1dent.

-, ‘A deslre,to determine the causes of~@eviant behavior on

4
s

the paftsof students-was evidenced in the third stage,' while the fourth

stage exhibited a desire for evaluation, for feedback, from supervisors,

parents, principals, and other teache#s. R

N -

~ v

In the fifth.stade, traineeg began to display a concern
! $ 19

for what their pubilg.were learning as opposed to &hat they weie being
: : . ' “ :
taught. Finally, student teachers reflected a (full concern for their

pupiis~and began to achieve' new understandings ofe themselves through
their relationships with pupils. _ . .

- - Two points need to be made with reéards to this study. ‘The

t 1

first is that these developmental stages parallel'rather nicely the
o sequence of Maslow's theory of motivation,. or at least, the intermediate

'stages (safety, ddve and belongingness, esteem). The first two stages
obviously fit quitF well into ego-centered safety concerns. Stages

 ye2

'?h

. three through five eéxhibit a movement from safety te belongingness, -
: . B Y '

. 1 .
from ego-centered concerns to concerns ‘about others. And the final stage-

[

shows. the béginnings of a synergic environment--one in which the needs

of the individual - (in this‘casgf the teacher trainee) and the needs of
those about him are both beingfsatisfied by the mutual relationship.

- .o

. . . i ’ . s\,i . Q

E[{I(j' - - - g
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The second -point to be made concerning this study is that

——

; [3 , «
few schools of education exist that can afford such close supervision

- LN -

and couiiziinb on a regular basis with their student Eeachgrs. The

- results of the researchfsummarized by Dussault, and the study by "Sorenson

- .

and Halpert, suggest that most student teachers do not advance beyond )

the fourth developmental stage: concerns for feedback, for evatuation.

A

: ' S SKILLS AND SAFETY
. : v 3 R

N ‘ 5

Microteaéhingxana simulation, as supplements té direct
classroom experience in teacher educat}ony hgve a"number of advantages
toward helping the trainee inc#ease his_gognitive skills. A;; a égée

broad repertaire of teaching behaviorsxsh;uid result in the gratifida-

tion of a number of broadly defined safety needs. It would be expected °

[y . 4

tﬁat, having a broad repertoire of téaéhing skills, the trainee should,

.in the stgdent teaching expegience, exhibit somewhat less anxiety

about his abilities {ﬁ éﬁé teachipg‘role. And it might also bg

. expected that the trainee woula>exhibit less modelling after>£he
teaching behavior of the supervising teachgr.

i ' But this is conjecgure; Thdse questioﬁé have not, to the

present writer's knowledge, been researched; Much of the,researéh

that has been accomblished on microteaching an@ simulation has.dealt<

with matteis>su¢h as whether or not the trainee actually acquires

the skills presented, whether or not he cbnsideis simulation and

microtegching’aé relevant to/égnditiohs he will face in the classroom.

At present, then, the best that can be said i; that micro-

teaching and simulation have considerable potential toward gratifying

a numbe: of safety-related concerns of the trainee in the instruc-

tibnal role.

r

15

.
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' ‘ . If the general aim, however, is to assist the trainee in

e
'
’

. reaching ;llevel of esteem in the instructional role,-a level of general

s attitudinal.orientation in which—th:gtrainee finds the teaching role

. ”personally rewarding, there is an.inflermediate need-stage yet .to be

- addressed”

LOVE AND BELONGINGNESS

"- ‘ !, Aspy (1969) has noted the deslrablllty of promot1ng feellngs

»

éf belonglngness among teacher trainees, suggestlng that tra1nees should

I3

-have the opportunity to establlsh close personal relatlonshlps w1th

at least one teaéher educator from the teacher tra1n1ng institution.

Dussault's sUmmary of goals of professional laboratory experiences

’ includes "acceptance and appreciation of othér people." .

To what group should teacher educators enkourage the
.trainee to feel that he "belongs?" He should begin to-feel himself
- A
a member of the profession, certainly, by the completion of h1s tra1n1ng.
N . —
Research on student teach1ng, reviewed earlier, suggests that tralnees
complete student teaching“with more positive attitudes toward teachers

in‘the field than was the case prior to student teaching. And yet,
50 per cent of the teaching force leaves teaching within-tenryears.

Of all the factors whlch may cause avteacher to leave the .
teaching profession, what lasting bonas»of‘affection (or belonging-
ness)‘encourage one to remain.in teaching? Close relationships with
teacher educators may be valuable adjuncts to training, but are at

- best trapsitory. Such relationships will probably terminate when the

trainee leaves the institution. If modelling of teaching behavior is

—‘*-:; Fe s !

EI{I(;' T o
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. ' . . » llv .
. ’ . . " Bags ' R ) ige aiuj A
’ . oL . s \ ! .
any indication, tgainees tend'tovdexelop a rather close relationship
' L - 4 ‘

‘with superVising.teachers. But this" relationshlp is again,"in the

LR . . . v
?. . , B

majorlty of cases, transitory \ L 1 -

IS
: g?, T It would seem, thEn, that the .only lasting bondS»of attach-

ment are those between the tra1n§% and the ype of Chlld he isv~

'»preparing to- teaﬁh Of all_the 1nst1tutional1dysfunctions ide ti’ﬁ

~

earlier in this paper which might causei%ndiv1dUals to leave t? ‘51
] 48 - .

A

b'teaching profession, a yital &ngredient which would cause one to

K & 2, .- . . .
'remain 1n teaching would beaa positive v1ew of the children wrth ?
x-p. . e

ﬂ*l‘ qwioh he works.p One may decage %S become a teacher because of - ' e

R T X A et
-‘f prbvidus experience w1th admﬂrable people ‘in the teaching profession. T
] 0 " . “: 3 '. ‘; ,‘." i %
,.i“>Qne may successfully Eomplete training becaUse of cIose relationships

,,;ﬁat aqious superv1sor, pers%nnél.w But one will' probably not stay
A »}< ," . . . »v‘ .
N4 -,

in tea&hing bery long simply out‘of admiration for other teachers

~-with which one waﬁﬁ ESoclal encounters with ‘other teachers ‘over

l-

coffee, oven lunch;’ or aﬁfer hours are simply not sufficient if one
. . N .
is not attracted to the day—by—day work of helping children learn. : ot

> L4

In simpler terms, if one does not like the type of child

»

he -is preparing to teach, he may nottake ‘a teaching position in the .

first.place. And if he does take a teaching position, he will

'

probably not last long (by his own choice or that of others). This

sort of general affection for the tlype of child one is preparing to !

teach (or, in behaviorist terms, an approach tendency), is not a ,
’ =
quality that can be trained Yet if it is as important to the

holding power of the teaching profession as the.previous.discussion

has suggested,.the necessity of fostering such feelings should be

recognized and implemented in preservice training.

. » - )
. ( - .
O ' * . .
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: . -t Can stndent\teaching prove to be a useful aotivity—throqgh

which to foster_positive éergeptions‘of pupils on the part.ef trainees?
g o Research evidence, reéiewed preéiéuély, suggestsfthat student teaching
\ .
has not been particularly successfhl at achieving‘this goal in the past,
) Results have been at best, inconclusive; and at worst negative. Using
- ."4 Mlnnesota.Teacher Attitude Invetory as a data-gathering dev1ce -
‘roduced ev1dence ot approx1mately even.dlstrlbutlons of studles
. 'g- g -
W w vic f%h&E'p051t1ve changes 1n relatlonshlps with students, negative
,-[t%%&g;.m

lariges, or no significant change at all. A-fairly~consistent finding,

w

v

accOrding to Dussault (1970), is that student teachers 'tend to have a

“rnegatlve view of pupil behavior at the end of student teach1ng
r

thanQ ,the case at the outset of student teachlng. , -
' EARLY'DIRECT EXPERIENCE e
. \ ‘ "‘
? « If belongingness needs of teacher tra1neesr5ﬁgg}ned in this -~

context as the development of pos1t1ve perceptlons toward the type -

of pupiivthe;trainee is preparing to teach--are to be addressed-'so
that the trainee may have the opportunity of gratifying such needs,

neither microteaching, simulation, nor, student teaching would appear

to be viable options. i : o ;
'Y ” ) . ' -

Developing positive relatidnships with pupils necessitates

~physical encounter and interactign between the trainee and pupils: direct
experience. ret there is precious/little evidenee of the effects of direct
experience aside from student teaehing-—a'terminal activity.in teacher
education. Virtually no research has been done with regards fo-‘ateitade

changes of potentiai teachers resulting from early,gdirect contacts

-, .

with pupils. , .

" "Speculation, ' then, becomes the order of the day.

- ) : . t -
. ) ) iy

18 ,
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What types of direct classroom experience are available?

There are two generic types of direct classroom experience: observatfion

and participation., The trainee can watch, or he can do something. The
. . » . ) ) g .
trainee has, however, been observing teachers at work since the age. of

AV

fiﬁe or six. Additional unstructured observation, by itself, can

~
..

probably add little to helping the trainee answer questions concerning

»
» 3 '

his feelings about himself in the teaching role. Nor can observation

alone allow the trainee to interact with pupils, to decide for himself -
L / C 4 *

whether working with pupils is a world of work to which he would 1like *

L]

to comﬁit his time and energies, or to develop positive relationships N

with pupilsrv _ s

If, on the other hand, the reader will consider direct,

o

éarticipatiVe experience as an earlz learning deVice—-might not _the
' same sorts of outcomes identified by Dussault as the results of giudent
- . L
teaching. be antiCipated as results alSO of such early experience'>
That is, might teacher educators not expect such early, direct, 'u ‘tv . !
‘,partiCipative experience’to have positive effects of greater reality- g4
orientation, positive changes in self—concept, less self- depreCiqxion,

~ . . /.’

and so on, on the part of trainees? And might ‘not the negative effects,

i

espec1all§ modelling behavioy after the practices of personnel in the
‘field, be hetter brought out garlz_uhen such effects.can be dealt with
in later training, than left onléuas an effect'of a terminal experience D,
.in the‘program? Broadening the cognitive teaching skills of the . ‘\\

trainee after an initial reality-contact (through microteaching and
attes b .

simulation) should be more: productive because the trainee would -have

.

T ‘ - ~ . L] . “
,_@;.a more concrete frame of reference concerning the teaching role.

~

. ' . "
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eview was that of more negatlve pe;ceptlons of pupil
LY ' )
LY .

the part of the trainee. If the'previdhs analysig in

1 v s ¢
this paper hasibéen correct--that this effect of student teaching has »
béeh, to g considerable extent, the result of.trainees having to meet,

a plethor

sﬁall grqups of pupils, with'huch lessuéxpeétéd‘of'the trainee in . .
; , ,
terms of Sklll learning or dlsplay, 1ncrease the opportunity for

trainees to develop p051t1ve relatlonshlps with pupllsq Gratification.of"

belonglngness needs is then also’ potentlally addressed. ; -

A further advantage of eéarly, direct, extehsive, partici-

pative cdinical éxperiehce could be poéited;- If the trainee is viewed

: . . .
in a Masloyian senge--as a human being with a measure of free will who
. N e i . —— R - " 3

. ' N . . . . . .
must be.projvided an.optimum degree of freedom of choice--then such early

-realityfconfact, if it is an. initial experience in the teacher prepara-

o " ‘

s

"tion prbgram, can.proVide'é solid basis for the trainee to decide

whether or not teaching is a career to which”ﬁ;‘wishqs to commit his time
, . : . DR o
and energies. In providing an opportunity for the trainee to explore .

. - . [

- the instructibnal‘rdle in a low-threat environment, an opportunity is

. .4 .. ’
also set forth fo? the_trainee to explore the leés apparent complexities
!
of the teaching rple--hall duty, lunchroom duty, faculty meetlngs, : k
-~

1nstructlonal plannlng, and so ‘forth. The tralnee then has a con51derableb
amount of infprm%_tion_ on which to bas'e very ﬁer'sonal questions of _com?nit-

i . . ) O , ~‘ ’

ment, and sufficiently early in the.program so that he can, if he so

desires, shift to another.afea of professional training--another world

‘of work more cdnsonéntuwith his own needs and desires--with little penaity;

) . ' L .



'PHASES OF CLINICAL EXPERIENCE

LIt .
.
. N ~ A a -

With these conslderatlons 1nihlnd f1eld experlence might
B most profltably be cohcethallzed in terms of successive phases——each.
e phase with dlffering objectives; and experiences provided to,accomplish
those,objectives. Epr the porposes of this analysls, three phases.w1ll

’ /

be suggested: : an explorgtory—phase, a- Sklll acqulsltlon phase;- and a-

!

.

/

skill-testing and-revision phase.

S

-

! Y ce .

\ Expioratory ‘Phas’e A / ’ -
' . v

o

In the exploratorz phase, the pr1mary ob]ectlve is to '
. / -
prOV1de the trainee who hag made an 1n1t1al dec1slon tS become a T
/
) teacher, the best, mQst: reallstlc 1nformatlon posslble on whlch to

C e N

base hlS dec151on as to whether or not to continue 1n teacher tralnlng.

-
e
a

At the end of thlS 1n1t1al phase, the\tralnee would be held accountable

for maklng n initial commltment to continue(traiﬁing. Or, conversely,

to select h1mself out of the program at a suff1c1ently early stage so

that hé can seek a world of work more approprlate to his own needs.
® .

If th1§ exploratory phase also contains certain condltlons,

'

- those trainees who decide to continue theirvtraining can potentially

gain more than decision-making information: they can gain a measure

of. readiness for subsequent training as well. 1If, for:instance,'the

exploratory phase contains the basic generic, elements of student

teaching——direct‘ iarticipative experience--then teacher educators

might also expect that most of' the effects of student teaching

(as odtlined by DusSault.earlier) would also be the result ‘of this

-

early direct experience. Those trainees who decide to continue training

Aruitoxt provided by Eic:



v
.
e

shguIa evidence, as a group: an enhancéd self-concept; better'under—

. ,

; o standing of chlldren, greater reality- or1entat10n, and sO on. These

%
.
- .

posltlvé effects can only enhance later tra1n1ng.

-

.
¥

“4 . ] : e 8 ¥
v Yy R If the prev1ous analysls presented in th1s paper has been

o
o - N

. correct-—that negatlve effects such as less openness to exper;ence,,

more negative percepticns of pnpil'behayior, as less openness. to

St o . > e
.exéeriencé;vmorL negative percepticns ofhpnﬁi;'behavior, as residual
’ effects of student teaching are brimarily caused hy the trainee having
tc respondAto to; manyrexpectaticns at once--then these effects'cf'stpcent;
~ ’ ‘ TS S

teach1ng need not be effects of th1s exploratory stage. If the

¥ .

tralnee is glven limited 1nstruct10na1 tasks to accompllsh wh1ch

virtually guarantee success--such as one-to-one tutor;ng,~perhapsn ‘ -
T RN o : . ' N S

later at the judgment of thé.supervisor leading small group discussions)

".and perhaps under close supervisfon leading an entire class in a

learning activity--the effect that might be antic¢ipated is.that the
- . . | .o '

trainee will be more open to experience and less negative concerning

- .

pupil behavior.

. =:The pcfnt, then, is that by assuring the safety of the

> -

. . ' .. ”
. trainee, an opportunity is being provided for ‘the trainee to address

» . >

questions of belonging as well. " In beiné‘given a low-threat environ-

. ment in which to expldére the'instructional role, the trainee at the ' S
D same time is beiné given,the opportunity to deveidp positive'relation4

. & . B , . 3 J
‘.ships with pupils. - The complexltles of the: teachlng role w1th regards

to leading whole ‘classes have been lessened but w1th tra1nee-pup11

interacﬂion still‘possible, S o

A ) -

ERI
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information on which to bake dec1Sions concerning further commitment

-integral elements of the teaching role. To be honest with the

~

_trainee also has the opportun

4

In order for the trainee }o acguire the optimum amount of

a

« 4
. ®

to the teaching profeSSion, this-exploratory stage should not be

Lo

.
-

limited only to working with students. ;Non—instructi al activities o
. . ) : SN . A ¥
which consume so much of the teacher'_ timé in actual practice : .-

(typing, paper grading,'planning, hall‘dutyy and so on) are.also
‘ o

trainee’ demands that the trainee pe exposed to such actiVities as o S

part’ of this exploratory stage. The_primary purpose of this explora- C

E] . © o . .
;tory phase is to allow the trainee the oppbrtunity to develop positiye
. . -——Sg—____ S

relationships with pupils representative of the'age group he is pre-

paring to teach. Because this phasé’is early in the program, the.

ty not ﬁo develop positive relationships

w1th pupils, and to select himseif out ' 2

Most certainly, these purposes or objectives shouId be made

pliCit, clearly spelled out, to the trainee at the beginning of the
1

exploratory phase., The trainee should not have to expend his energies

attempting to determine what is expected of him in this phase, because
b\'

that uncertainty itself can be the’ cause of considerable anxiety and
5 :

copbng behaVior.

ve
[y

The denouement of the exploratory phase should come at the

end. At thisgpoint, trainees should.te confronted with a conscious: .

. N . . .’

rational decision based on the opportunities provided: whether or .not

t3 centinue preparing.tolbeoomerteachers. This initial commitment is

' L “

'a statement of intention, not a contrict. Tﬂg'trainee always retains the -

K

ERIC

Aruitoxt provided by Eic:

c \ -



“ .- B . ~ N ° ' ) '
A B oy AN s ~ 2
, . s . oL .
option of divogcing.hihself from the program’at a later date.='And the :
N S . , .
tra1nee s’ 1ntentlon certalnly need not be in. the form of a wr1tten &\§ *o
- ’ - Q . - ..a . 7 s
document. Most 1mp¢rtant, the trainee must be addressed with the

» - s
R . B ~

o proder questlons,'clearly and exp11c1tly, perhaps phrased as follows ' ~ ~

- ‘L

- a

’

L 2 Over ‘the past few weeks you have been allowed the oppor=~
o o tunity to explore the teaching role. You were given this
o opportunlty because you had.expresséd an interest in teaching
L ' 'as a career. Hopefully, you have found out through that
experience that teachlng is more than it may have appeared to,
.* you in your,role as a student. Helping pupils learn is a Co
. . °vast1y complicated” undertaklng, and teaching a class is hg~
9 ’ . $ho means alL there is to the role of teacher,
. : The professfonal staff in the school of educatlon at
‘ _  thi%’ institution has considerable experience in the field of
-education. They can help you become a better, more skilled
teacher. But they can not make you want to teach, nor can they '
make you' 11ke the.type of child ycu are preparlng to teach..
Both of these dualities are essential, and yYou are the only

; one- who can answer these questlons. : ,

If you dec1de to cont1nue preparing to teach, ' the next
'phase w1ll requlre that you acquire a variety of skills to
- help you function more effectively as a teacher. BAand in
- » student teaching, the final phase, you will be expected to’
L dlsplay some of those skills in your teach1ng behavior. These
' skills are not requlred for the purpose of "fitting" you into
"+ the mold’ ‘of a good teacher, but rather to supply you w1th 2
"tools" to help you become more effectlve as.,a teacher. e

If you have decided at this point that you do not w1sh to
- ' .continue in teacher preparation, then this experlence was also
benef1c1al for you. You now have the opportunlty to contact S
. ’ your advisor and rev1se your program so that YOou may prepare
for an occupatlon more in line with your 1ntefests.'

Skill Acqp1s1tlon Phase
Having provided the trainee with opportunities to a;tend;

- to the grakification of safety and belongingness needs within the N

instructional context during the exploratory phase, those trainees - : ' =
who decide to continue -training should be ready to address the . 4
ac&oisitiOn.of‘skills related to % teaching role. =~ . !

. ) R ¢ . » ’ .
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~oes IR this phase, technlﬁues such as microteaching and slmulatlon

LY

become extremely valuable. Both slmulatlon and mlcroteachlng rely
3 LR _

' 14

heavily’on selectivity.  The teaching dct is broken down into constituént .,

. ' . s . .
.

-~ elements, and this slmpllflcatlon allows analysis.. The/COmplex st u11 1f\
. ’ . < °

1nherent 1n the classroom enV1ronment are categorlzed, segarated. Tha .

tralnee is provided with a safe environment in which to attend to stimuli(

] - P .

relevant to a particu}af categorys' He is given a relatively safe '
~ - . b - " P L.
environment in which to practice decision—meking skills (simulation), [

.or specific teaching behaviors'(microteachingf. The resn%t of such-

o

training is a broadening of the, cognitive skills of/the trainee. And

‘ » . ' Fd )
' the more skrlled he 1is, the more confident he should tend.to be during .

M ! . . L

the student.teaching'bhase. With this confidence should come less

i

,Jdefenslveness under stress, and less tendency to "model” h1s teachlng

behavior after that of the supervising teacher (some modelling:is

probably unavoidable,"if only because the supervising teacher is an

important evaluator in' the student teaching phase).
P Skill—Testing'and Revision Phase ) : - - ' ?
o (Student Teaching) :

i

In the first phese,-the traineé was given the opportunity -

to gratify safety and belongingness needs in the jinstruttional conteéxt,
and at the erld of that phase was'givén the opportunity to make a

) rational'decision‘concerning‘the desirability of the.teaching role
. . » ‘ ‘ 3 . . . f ° -

in terms of his own potential for grewth. s

TP _ ey

b . .. ) '
In the second phase, the trainee was‘snpplied with skills

of teaching qnd deoision—making-- In effect, the purpose here was to
‘ ’ & -
gratify esteem needs through. prOV1d1ng the tralnee with a degree of S

technical expertise 1n'the instructional role.
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" three recommended stages summarized_and-presented in tabular form. \
Lo \ v N . :

¢ 0} . '
{training..

o - L oy
. ] le : . . ; }
i The final phase the present author has, termed sklll-testing,
E ‘ A R
and rev1slon. In the past th1s phaﬁe has varlously been referred to
N . - N . (

B

. as. apprentlceshlp, practlce teachlng, student teachlng The_functionsl
. . 7

’ ; B

I 4
whlch aze suggested for tg}s gtage are- KN S .

Y .
- - o
N .

TR e Opportun- s, for the tralnee tB test the skllls galnéh

in the_previous phases a%iénst the dynamlcs of full- professlonal role f.

’ .
v

.

v 2. through test1ng and evaluatlon, opportunltles for the

. .
tra1nee to explore varlous skill comblnatlons, ‘and ‘on the basis of
,y‘,x ~ . .
¥€- H
1 -

experlence to rev1se them. B S oo

"3. opportunities for the teacher preparlng 1nst1tutlon,

g T 1 e

through its supervisory- personnel to determlne the f1nal adequacy of

\ R 4

the teach1ng candidate for purposespof certification. . . ~
N | . . 3 » s ) ' % . a
' | . PHASE OBJEQTIVES &

hY

-
» .

. T, ° - [N ’ T R . . ‘e -
It may be useful for the reader to have the dbjectives of the
. : z N . N - . .¥

Stated from the'perspeetive of that which the trainee is expected to
. - N

_acoomplish, v : - e

AY A

17 To utilize the best ‘information available as a basis”\‘l

for a personal decision to become or not to become a teacher.

‘xv2. To begin to gratify reeds of safety and belonging-.

Al ¢
N - .
hess in‘ 'the instructional role so as to develop readiness_for skill

T ' ¥ . - - . \
N ’ N .

‘e . r\ '

. . 3. To gratify esteem nneds through “the development of

technical expertise, the acquisition of instructionsl skills.

. . c 4., To test instructional skills against the dymamics of
\ I ~ N .

classroom teaching, to revise those skills, and to inLegrate them

. .

‘into a personal teaching style. _
: . . P . ., . o

2
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. 5. T6 devélop decision-making skills.

Y

6. Tq'méet'thé°requirements of the teacher training

stitution for purposeé of "certification. ' ’
.~ < T : .

e - K s R 1 “ ,.}_g':g'._‘. .
The relabjonships between the various phases, activities,

N |
A P B

within tbbse phases as discussed above, and the objectives given,

.

. : . -
can be charted as shown in Fiqure 1.
. . * . -
~ - N ) 5 .
> L] e v -
. o~
-
4 \“ . N
! ‘ ¢
w.}4-'\«' -
. 5
1 .
]
. o ‘ .
P
AP .
Ty N
. 1 a
M i ~
oo f - .
* J
. . ’b 1
o . N .
.
- M . - "
a 2 !
. 'Y - . ’
[ ’ '
- . ’. . ) .
[ . .
»
N ot < -
R ¥4 I3 .
..'.v.-)_(.,,'
"D e
Ve )
s R
‘ .
.
[}
\ .
' 9 ) f:‘.".'
/ B ‘ .
RPN
. ‘ .
‘ . -
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Skill Testing

1 " Skill- _
Phases: . Exploratory _ Acquisition - and Revision
.o o . : ' o
. o o - >
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’ - 11." Decision on teaching
career : k 33 P S S . I
‘: - 1"_..‘ ’ 4
o : i & '
] 2. Gratificatiga' of &
= _ safety needs in -
) instructional role I P 1 P S
3. OGratifica jon of ; .
belongingness needs
in instructional role - § P ° I I S
Lo 4, Gratification of '
- esteem needs  through . -
skill acquisi€ion 1 1 P P S
. 5. Testing (by trainee)
of ingtruetional o :
. skills, and revision
v _ into personal )
teaching style.* i I S P
2 3
: 6. ° Development of : _ o
decision-making skills S - P I * P P
' 7. .Testing of trainee = ST 1
by institution for K _ )
. purposes of " . -
© .certification . S .S P
! ' ’ P - Primary Objective o .
) - . S - Secondary Objective ‘53?93’
I ~ Incidental Learning ‘ Il

. . - Do : Figure 1
. D S ’ |
Major. Objectives to be Realized from Clinical
Experjence in Teacher Education
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