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ABSTRACT

This report presents the results of a study of 221 student teaching interns

from Memorial University's Faculty of Education who pl their f¢ th

field placement in either December 1992 or April 1993. A questionnaire was

administered to the subjects through their university supervisor. Subjects rated

h lves on i ies, using a five-point Likert scale and ranked
seven common teacher stressors.

An analysis of the data from this study showed that student teaching interns
from Memorial University feel more than satisfied with their competency in all

areas surveyed. El 'y student teachers showed a tend to rate th

higher on hi ies than dary student Overall,

experienced teachers who were surveyed in an earlier study did not perceive
themselves to be more competent than these teaching interns. Both student

teachers and experienced teachers ranked "Cl and di

as the top stressor; this stressor received a significantly higher mean ranking by
student teachers.
The implications of these findings for Memorial University’s teacher training

are di: d ions are proposed for further study in the

areas of self-perceived teaching competency and teacher stress.
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Introduction

Purpose
This study involved student teaching interns from Memorial University's
Faculty of Education from the 1992-93 academic year. Their self-ratings of

perceived levels of i p were and pared to those of

experienced teachers. Also analyzed was the difference in self-ratings of perceived

by y and dary student teachers. Finally, the

intern’s ki of seven teacher were i i and

compared to those of experienced teachers.

Rationale and Research Questions

Improving teacher education programs has been a long-time goal in the field
of education. In keeping with this goal, it is the responsibility of teacher training
institutions to assess the competency level of their graduates so that appropriate
changes can be made in the training program. The success of the student teaching
internship experience is an indication of how well the student will make the
transition from the college training program to the ranks of professional teacher.

Therefore, an evaluation of in student will also give guidance

to teacher preparation programs.
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Student teacher ies have been d using college supervisor

teacher evaluati and less frequently, student teacher

self-evaluations (Hattie, Olphert and Cole, 1982; Lantz, 1967; Wheeler and Knoop,
1982; as cited in Briggs, Richardson and Sefzik, 1985). Each form of evaluation
carries with it a measure of rater bias. As Holzbach (1978) points out, however,
self-ratings of competency give the most differentiable results. For this reason, the
present study employed self-ratings by student teachers.

Self-ratings of competencies by student teachers not only provide data for
the purpose of improving the teacher training program, but also provide feedback
to faculty regarding the effectiveness of their teaching, as well as information for
students to use in selecting courses. The process of examining their competencies
also allows prospective teachers to reflect upon their strengths as well as perceived
areas of weakness in their teaching skills. As Dussault (1970, as cited in Chiu,

1975) pointed out, the feeling of competence experienced by student teachers is,

in itself, an imp i of student teachil

Considerable research in the field of education has gone into defining the
expert teacher (Welker, 1991; Borko, Lalik, and Tomchin, 1987; Berliner, 1991;
Reynolds, 1992). The present study examined the competency rating of student
teacher interns (novices) and compared them to those of more experienced teachers

). Itis d that an under ding of how the expert teacher thinks and
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acts will assist in ining p change and devel in the field of

education.

It has been estimated that as many as 20% of all new teachers leave
education during the first few years (Duke, 1984, as cited in Fimian and Blanton,
1987). It is speculated that the stress experienced in teaching can account for this
fact. In a study on teacher stress, Kyriacou (1987) accounts for the prevalence of
teacher stress data in the research literature. Prolonged teacher stress can lead to
"burnout”; can cause physical and mental ill-health; can impair the quality of
teaching; and often results in a low level of job satisfaction for teachers. These
findings justify further investigation into the causes of stress, as well as

It is also i ing to explore whether the stress

experienced by new teachers differs qualitatively from that of more experienced

teachers.

The specific research questions which will be explored in this study are as
follows:

1. How do student teachers from Memorial University’s Faculty of Education
rate themselves on thirteen competency areas and sixty-one sub-competency
areas, using a five-point Likert scale?

2. Are there differences in the way that elementary student teachers rate their

hi ies as d to their

y counterparts?
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3 Are there differences between the self-perceived competencies of student
teachers (novices) and those of more experienced teachers (experts)?
4. How do student teachers rank seven common teacher stressors?
5. How do the rankings of stressors for student teachers compare to those of

more experienced teachers?

Background of the Study

Two main themes arose in the li on ing teacher p
The first pertains to the issue of dardized p y testing for It
is evident in the h that this dardi; method of ing teacher

competencies is fraught with limitations and criticisms (Smith, 1984; Hyman, 1984;
Stedman, 1984). It seems more desirable, then, to "evaluate”, rather than to "test"
teaching competencies, which brings in the second prominent theme in the

Li hods of evaluati Student are by

college supervisors, cooperating teachers, and less frequently, by themselves
(Hattie, Olphert and Cole, 1982; Lantz, 1967; Wheeler and Knoop, 1982; as cited
in Briggs, Richardson and Sefzik, 1985). As Holzbach (1978) pointed out, self-
evaluations are the most desirable form if the purpose of the research is to
differentiate between various competency areas, as was the purpose of the present

study.
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Since de Groot’s (1965) publication of Thought and Choice in Chess,

scholars in every field have been il d with di ing the
h istics of experts, as opposed to novices. The field of educational research
is no different. Expert/novice diffe have been ined in terms of: stages

of teaching (Bloom and Jorde-Bloom, 1987; Dreyfus and Dreyfus, 1986);
prominent concerns (Fuller, 1969); images (Calderhead and Robson, 1991); and

more recently, schemata (Rich, 1993). The findings are clear: There are

ive diffe b experts and novices in nearly every aspect of
planning a lesson, delivering the lesson, and even their thought processes after the
lesson has been taught (Reynolds, 1992).

As Killian and Mclntyre (1986) discovered in their research, there are

apparent differences in the field i of el y and dary student

teachers which have been noted by their supervisors, although little research has
been done to support this premise. The research that is available tells us that
elementary and secondary student teachers differ in terms of: the quality of their
field experience (Killian and Mclntyre, 1986); their entry characteristics into

hing (Killian and y 1988; Book and Freeman, 1986); their primary

concerns (Marso and Pigge, 1989); their conceptions of a good teacher (Weinstein,

1988); and how they rate th on certain mp! ies (Briggs,




Richardson, and Sefzik, 1985; Briggs, 1991).

There is no doubt that stress exists at every level of education. As Fimian
and Blanton (1987) point out, however, "Although the literature is replete with
descriptions of the problems faced by experienced teachers, very little is known
about whether these or similar problems are encountered by inexperienced teachers

and teacher trainees” (p. 158). Common factors which arise in the research on

student teacher stress are: student b i time and self-

de 'y in the cl. lationship with supervisors, learner achievement, and

knowledge of the subject matter (see, for example, Morris and Morris, 1980;

Kaunitz, Spokane, Lisstiz and Strein, 1986; Fimian and Blanton, 1987).

Definition of Terms

The following terms are defined in reference to teaching:
Stress - Stress is the experience by a teacher of unpleasant emotions, such as
tension, frustration, anxiety, anger, and depression, resulting from aspects of his or
her work as a teacher (Kyriacou and Sutcliffe, 1978a).
Competence - A teacher can be said to be competent when he or she possesses the
necessary knowledge and skills required for success in teaching.
Novice - One who is new to teaching. For the purpose of the present study, the

term "novice” will apply only to student teachers.



T
Expert - One who is skillful in teaching. For the purpose of the present study, the
term "expert"” will apply to teachers with two or more years of teaching experience.
Elementary - This term refers to Kindergarten through grade Six.

Secondary - This term refers to grades Seven through Level IIL

Summary
The present study was carried out in order to investigate the self-perceived
competencies of student teaching interns and to explore how they rank seven

teacher An analysis of the data from this study has led to some

interesting findings regarding the level of self-perceived competence of student

in

teachers; the differences between el y and dary student
terms of their self-perceived competence; the stresses experienced by student
teachers; and the differences in novice and expert teachers in terms of how they
rate their competence and how they rank seven teacher stressors. These findings
point to some areas of strength, as well as some weaknesses, in Memorial
University's teacher training program, which can be used to guide improvements

to that program.



CHAPTER 2

Review of the Literature

Evaluating Teacher Competencies

Excell in education is ded as one of the primary goals of our

society. if we are to achieve excellence, teacher training institutions must send
forth teachers who are competent in the skills deemed necessary to that profession.
The question arises as to the best way to assess teacher competencies.

Flippo and Foster (1984) define a competency test for teachers as "... a test
developed to measure the minimum knowledge and/or skills deemed necessary for

d per in the cl " (p. 10). Smith (1984) examined the

available data on teacher competency testing and points out many of the obvious
pitfalls. Like other forms of standardized testing, teacher competency testing is
faced with the problem of exclusion of minority groups due to test failure. As
Smith points out, we cannot have excellence in education without equity. Hyman
(1984) discusses other limitations of this type of testing, which include: it is
impossible to design a test which measures the knowledge of a teacher; there is

little among as to what i ; a test score is

not a true indicator of a person’s ability to educate; there is no guarantee that those
who pass the test will be more effective educators than those who do not; and

achieving a high score on a test does not necessarily translate to more student
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learning or a better school. In all, much of the available data on teacher
competency testing points to discriminatory practices.

Fant, Hill, Lee and Landes (1985), in a review of the existing literature on
teacher competency testing, conclude that in order to make testing fair, assessments

should be done during several phases of hing, and using p!

instruments; self-evaluations should be incorporated into the assessment, and it
should be based on factors shown by research to be important to learning. The
present study fulfils most of these conditions since it is based upon self-evaluation,

and the questionnaire items are research based. As well, competencies are

evaluated at various stages of teaching; h , the study is i rather
than longitudinal.

Stedman (1984) also examined some of the limitations and problems
surrounding competency testing for teachers. He points out that:

Testing is not identical to evaluation, wlnch is a more ccmprrehenslve

process used to determine individual or the

of a program, procedure, or process. Evaluation provides room for

professional judgement, whereas testing reduces such opportunity or
eliminates it entirely if cut-off scores are established. (p. 2)

The present study, then, can be considered a form of evaluation rather than

testing since its purpose is to examine the effectiveness of a training program;

however, the results will not be used to ine the or ion or

into the p
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In summary, teacher competency testing has many inherent limitations and
criticisms. However, since this study is based upon self-evaluation, and will not

be used for pl d a form of ion rather

purp it can be
than a test, and therefore, avoids many of the limitations and criticisms associated
with teacher competency testing.

Although considerable research has gone into examining the teacher

competencies which are crucial to successful student learning outcomes, little

research has been done which examines these competencies in the context of

student hi R Ids (1992), in an ive review of the literature on
expert and novice teachers, has constructed a picture of the competent beginning
teacher.

Beginning teachers should enter their first year of teaching with:

. knowledge of the subject matter they will teach;

. the disposition to find out about their students and the
ethnographic and analytic skills to do so;

. strategies, techniques, and tools for creating and sustaining a
learning community, and the skills and abilities to employ
these strategies, techniques, and tools;

. knowledge of the pedagogy appropriate for the content area
they will teach, and

. the disposition to reflect on their own actions and students’
p in order to imp: their ing, and the
and tools for doing so. (p. 26)
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of student focus on the competencies which are

ial for success in cl. hing and which are compatible with the goals
of the teacher training institutions. University supervisor evaluations, supervising
teacher evaluations, and less frequently, student teacher self-evaluations have been
used to measure the performance of student teachers and to evaluate teacher-
preparation programs (Hattie, Olphert and Cole, 1982; Lantz, 1967; Wheeler and

Knoop, 1982; as cited in Briggs, Richardson, and Sefzik, 1985).

The i ployed in this study required the self-rating
of student teachers on thirteen competency areas. Wheeler and Knoop (1982), in
a study of self, teacher and faculty evaluations of student teacher performance,
found that self-ratings measure something quite different from what is measured

by supervisors. They conclude that,
In spite of the fact that stud rate Ives more leniently than
supervisors, self-ratings, rather than supervisor ratings, seem to offer
the greatest potential for differentiable ratings and for providing
useful i ion on how to imp: the teacher-learning process
for the training of teachers. (p. 180)

Holzbach (1978) examined superior, self- and peer-evaluations for rater bias.
He found a high positive correlation between superior and peer ratings, which

with lations b self-ratings and those of peers and supervisors.

Holzbach explained his findings in terms of two constructs: leniency errors and

halo effects. Leniency errors occur when ratings from different sources are



12
significantly different. "The evid suggests that self-ratings are more lenient

than either superior or peer ratings (Klimoski and London, 1974; Parker, Taylor,
Barrett, and Martens, 1959; Prien and Liske, 1962; Thornton, 1968), while superior
and peer ratings do not differ appreciably (Klimoski and London, 1974)" (p. 579).

While self-ratings are limited by leniency errors, Holzbach points out what
he considers to be a more serious limitation of superior and peer ratings - halo

effects. This type of rater bias occurs when a rater does not differentiate among

distinct items or di i in his evaluati but eval ding to an

overall jud of the ratee. Holzbach cites ample research which shows that

superiors consistently exhibit greater halo effects than self-ratings, and peer ratings
tend to show comparable halo effects to superior ratings. Thornton (1980, as cited
in Wheeler and Knoop, 1982) also found that self-ratings are more lenient than
supervisor ratings and that supervisor ratings are largely influenced by the halo
effect.

Wheeler and Knoop (1982) examined rater bias for competency evaluation
of student teachers done by self, college supervisor, and school supervisor.
Consistent with both Holzbach and Thornton, they found that student teachers gave
themselves significantly higher ratings than either their college or school
supervisors (leniency error). There was a high positive correlation between

academic and field supervisors which, when taking into account the self-ratings,



suggest a halo effect.

Briggs, Richardson, and Sefzik (1985) compared teacher supervisor ratings
and student teacher self-ratings of elementary student teachers. They found that
student teachers gave themselves significantly higher ratings than did their
supervising teachers. In a later study, Briggs (1991) found weaker leniency effects
in a similar study using secondary student teachers.

Research shows then, that rater bias can exist in performance ratings by self,
superiors, and peers. The option remains to have student teachers evaluated by
their students; however, research does not reflect favourably on this practice.
Various sources show students’ rating of their instructor to be positively correlated
with their liking of the instructor (Bemnardin and Beatty, 1984; Dobbins, 1982;
Cardy, 1982; as cited in Li-Ping Tang and Li-Na Tang, 1987). These findings,
which are supported by Li-Ping Tang and Li-Na Tang (1987), show that student
evaluations are also highly influenced by the halo effect.

In ing a method of ing student teachers, researchers must take

into account the various sources of rater bias and decide which is the least
damaging to their results. The present study employed self-ratings, since research
shows that they give more differentiable results than those of college or school

supervisors.  Although student teachers rate themselves higher than their

supervisors, they are better able to difft i various p 'y areas,
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a major thrust of this study. Supervisor ratings, in contrast, are clouded by their

overall judgement of the student teacher, Iting in less diffe iation b

the various competency areas. Thus, if the purpose of the research is to evaluate
a training program, which is an essential purpose of the present study, self-ratings
give more accurate results. Ideally, evaluations of both student teacher
performance and their training program should include a combination of self and

supervisor ratings, while taking into account rater bias.

Expert/Novice Differences

It is a widely accepted assumption that teachers progress through several
stages or phases from their pre-service training to their latter years as teachers.
Bloom and Jorde-Bloom (1987) examined the stages of adult development and
related them to the stages of teacher development. These teacher career stages,

according to Bloom and Jorde-Bloom, are: (1)pre-service, (2) induction, (3)

p 'y building, (4) enthusiastic and growing, (5) career frustration, (6) stable
but stagnant, and (7) career wind-down (Burke, Christensen and Fessler, 1984, as
cited in Bloom and Jorde-Bloom, 1987).

Dreyfus and Dreyfus (1986, as cited in Berliner, 1991) proposed a five-stage

model of teacher development from novice to expert. At stage one, the novice

stage, teachers learn the "commonplaces” and a set of context-free rules. Student
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teachers operate at this stage. The second stage, advanced-beginner, is generally
characteristic of first-year teachers. At this stage, context begins to guide
behaviour, and case and procedural knowledge are built up. Stage three, the
competent performer, is marked by teachers with about three years of experience.
They can set priorities and draw up flexible plans to meet reasonable goals. A
small subset of this group will progress to the fourth stage, that of proficient
teacher. The proficient teacher is adept at pattern recognition and possesses an
intuitive, holistic sense of the situations they face. Finally, a small percentage of
the proficient teachers will go on to be expert. The expert possess the perceptual
ability of the proficient performer and can respond effortlessly, smoothly, and
appropriately (Berliner, 1991, pp. 148-149).

The model of teacher d P which most ly arises in

on teacher training is Fuller’s (1969) stages of concern model. Fuller, in his early
research on concerns of teachers, differentiated between early concemns of teachers
(novices), which he referred to as pupil concerns.
Pigge and Marso (1990) examined Fuller’s model in the context of novice
teachers. They note that:
Within the Fuller model, early teacher training is characterized by
intense concerns about survival as a student with lmle concem about
teaching; then, as early teaching activities are

of self-survival as a teacher (self-concemns) ale felt; and finally,
concerns pertaining to the many situational demands of day-to-day
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teaching (task concerns), emerge near the completion of the
preservice experience. (p. 283)

They go on to point out that alth self- and task- may be felt during

teacher training, the third stage, impact ( about impact
on pupils), are not felt until the teacher becomes more experienced.

In an earlier study, Pigge and Marso (1989) examined expert and novice
differences in terms of Fuller’s model. In support of this model, they found that
teachers changed significantly from their initial teacher training through the first
five years of teaching.

Ricord (1986) examined self-perceptions of student teachers before and after
their field placement. Also supporting Fuller’s model, he found that the student
teachers’ reflections after student teaching showed them to be more concemned with
the tasks of teaching, and the majority of the deliberations were expressed in
relation to the "self" engaged in teaching.

Weinstein (1989), however, cites evidence which seems to be contrary to
Fuller's model. He states that concemns of pre-service teachers are more like those
of experienced teachers than those of beginning teachers (Reeves and Kazelskis,
1985; Evans and Tribble, 1986, as cited in Weinstein, 1989). Weinstein attributes
this to a construct which he refers to as "unrealistic optimism." Rather than being

inconsistent with the Fuller model, however, he affirms that this optimism seems
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to be characteristic of individuals at the stage of non-concern. Teachers at this

stage have not had any actual i peri and are not with the
specifics of teaching.
Many researchers have examined expert/novice differences outside the

context of a stage model. Rich (1993) explains these differences in terms of a

more highly ped sch Sch can be defined as "... abstract

k led that ize infc ion about many particular cases and

&

the relationships among them" (p. 137). The more elaborate schemata of experts

allows them to process classroom events and to understand them in ways that are

more elab i lated, and i as compared to novices.
Livingston and Borko (1989) also hold that there are qualitative differences
in the knowledge, thinking, and action of experts and novices. "For example,

expert teachers notice different aspects of the classrooms than do novices, are more

selective in their use of i ion during planning and i i hing and
make greater use of instructional and management routines (see for example,
Berliner, 1987; Borko and Shavelson, in press; Leinhardt and Greeno, 1986;
Paterson and Comeaux, 1987)" (p. 36).

Similarly, Sabers, Cusing, and Berlinger (1991) found differences in the way
that experts, as opposed to novices and beginning teachers, observed and
interpreted classroom events. They found that experts, in general, were better able
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to: monitor and comprehend classroom events; interpret observed instructional
strategies; hypothesize reasons for behaviour observed; and offer solution strategies
for problems identified.

Clarridge and Berliner (1991) differentiated between expert and novice
teachers in the areas of expectations and attributions. They found that the novice
group in their study showed an inability to recall certain unacceptable classroom
behaviour. Only the experts were able to attribute abilities to students and to
predict performance based on ability. Experts tended to attribute negative student

behaviour to causes over which they had no control (for example, a student’s

disliking of mathematics), wk beginni hers attributed such behaviour to
factors over which they had control, such as the content of the lesson.

More support for the notion of expert/novice differences in teaching is
offered by Calderhead and Robson (1991). They discuss how the knowledge of an
expert is more organized than that of a novice. Their study examines the
knowledge base of student teachers which they explain in terms of "images."
These images can influence what student teachers find useful and relevant in a
course and how they analyze their own and others’ practices.

One of the more in-depth analysis of expert/novice differences in teaching
was done by Reynolds (1992). She examined these differences in terms of three

domains: pre-active tasks, which occur prior to teaching a lesson; interactive tasks,
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which occur during the lesson; and post-active tasks, which occur after the lesson
has been taught.

In terms of pre-active teaching tasks, novice teachers often do not know
their subject matter in a way that allows them to explain it to their students, and
they do not take into account the pedagogical implications of student differences.
Their planning is more time-consuming than that of expert teachers, and it centers
around activities to involve students with the content. It lacks the contingency
plans commonly found in experienced teacher planning.

The interactive teaching tasks of experts, as opposed to novices, involve
rapid judgements, chunking of information, and differentiation between important
and unimportant information. Expert teachers are better equipped to handle
discipline problems, and in constructing answers to student questions. In terms of
the actual teaching, expert lessons are generally characterized by the following: the
tasks are of appropriate difficulty for students and are interesting and/or enjoyable;
physical and social conditions are conducive to learning; new learning is related to
previous learning; attention is focused on the most important aspects of the lesson;
the pace of the lesson is appropriate; the flow of activity in the classroom is

s Fl i

maintained; task-oriented behaviour is reil ; p on assigned tasks

is frequently monitored and d; and feedback is provided on the adequacy or

excellence of student task performance.



20
Finally, in terms of post-active teaching tasks, novices are less focused than

experts in their reflections of their lessons. Expert teachers reflect on their own

and

teaching and student resp to ine what was fi
in order to refine their own teaching practice.

‘Whether expert/novice differences are examined in terms of stages (Bloom
and Jorde-Bloom, 1987; Dreyfus and Dreyfus, 1986), prominent concerns (Fuller,
1969), images (Calderhead and Robson, 1991), or schemata (Rich, 1993), the
literature points to qualitative differences in the teaching practices of expert and
novice teachers. However, despite the present trend in educational research to
“define the expert,” Welker (1991) points to the negative implications of viewing
the teacher as expert. According to Welker, the metaphor of the expert teacher
implies that the abilities of the teacher should foster excellence in education.
Welker, however, tries to promote a wider sense of public responsibility regarding
reform in education. "Insofar as expertise suggests to the public that the answers
to educational problems lie within the abilities of a special group or within the

province of a single institutional structure, it reinforces the climate of blame and

crisis which now so clouds reasonable debate” (p. 33).
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Grade Differences
In an examination of the quality of field experiences for student teachers,
Killian and McIntyre (1986) noted that, "Differences in field experiences associated
with grade level are a common perception among those who supervise student
teachers, but research seldom has been employed to support such impressions

(Orlich et al., 1985)," (p. 367). They found major discrepancies in the quality of

the field experience of el y and y student Yy
field experience students revealed extensive personal contact with the cooperating
teacher, whereas comments from secondary field experience students revealed an

"onlooker” status. In all, elementary student teachers had a better quality field

experience than their secondary counterparts.

In a later study, Killian and (1988), i d h which
provided evid that, "... y and dary education majors differ
markedly in several entry ch istics, i ing their exp i prior teaching

experience, and reasons for choosing a teaching career” (p. 36). They go on to
show how differences also exist in their field experiences. In terms of their field
experience activities, elementary student teachers engaged more often in small and
large group teaching, while secondary student teachers were more likely to have

tutored students individually. The second variable examined was interaction with
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students. Elementary student teachers were found to have more variety and a

higher frequency of actual teaching than did their secondary counterparts.

I ion with perating hy was also ined. S dary student

h d more general i it ion with their h
whereas the y student h i the topics of teachi thod:
and with their ing teacher.

Book and Freeman (1986) examined the differences in entry characteristics

of y and y i Among their findings were the following:

Yy are more child 1 and service-oriented, have had more

prior teaching experience, and express more confidence in their teaching ability.

Weinstein (1988), in examining student teachers’ preconceptions of teaching,

found that el y and dary hers differ in their conceptions of "a really
good teacher.” While elementary student teachers most often cited the capacity for
caring as the most important characteristic, their secondary counterparts cited

knowledge of the subject matter and general level of education.

Marso and Pigge (1989), in ining el Y/ dary diffe

found that secondary teachers were less concerned about the presence of a superior,
being evaluated, meeting student needs, and lack of instructional materials.
However, they were more likely than elementary teachers to be concerned about

the teaching setting being too routine and inflexible.
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Niemann, Ball, and Caldwell (1989) found a difference between elementary

and secondary student teachers in their responses to disruptive learners.

Elementary teachers, in their study, tended to act more quickly and harshly to the
disruptive behaviour, while secondary teachers were more likely to ignore it.

The research cited thus far shows diffe in el y and y

teachers, and student teachers, in terms of: the quality of their field experiences
(Killian and MclIntyre, 1986), their entry characteristics (Killian and McIntyre,
1988; Book and Freeman, 1986), their primary concerns (Pigge and Marso, 1989),

their conceptions of a good teacher (Weinstein, 1988), and their responses to

pti iour (Ni Ball, and Caldwell, 1989). It seems that

elementary and secondary teachers may also differ in terms of how they rate

on certain p y areas ining to hi In a 1985 study,
Briggs and Sefzik compared the supervising teacher ratings and the student teacher
self-ratings of elementary student teachers. The elementary student teachers gave
themselves significantly higher ratings than did their supervising teachers on all
five competency areas examined. In a later study, Briggs (1991) compared
supervising teacher ratings and student teacher ratings of secondary student
teachers. This time, the student teachers had significantly higher evaluations than
their supervising teachers in only two of the five competency areas examined.

There was also a difference in how they ranked the five competency areas. These
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differences were not noted by Briggs, and it is unclear as to whether elementary
student teachers show themselves greater leniency than do secondary student

teachers, or actually de greater p in their student teaching

experience.

Teacher Stress

Kyriacou (1987) defines teacher stress as "... the experience by a teacher of
unpleasant emotions, such as tension, frustration, anxiety, anger, and depression,
resulting from aspects of his work as a teacher” (p. 146). Kyriacou goes on to

account for the concern with teacher stress, which is prevalent in education

First of all, prol d teacher stress can lead to burnout, a syndrome
primarily characterized by physical, ional, and attitudinal exh i There
is evide that prols d it stress can lead to both mental and physical

ill-health. As well, there is a concern that teacher stress and bumnout can impair
the quality of teaching, and therefore, student leaming. Borg and Riding (1991)
show teacher stress as being related to less job satisfaction, which, they point out,
is in line with other research (Kyriacou and Sutcliffe, 1979a; Otto, 1982; Laughlin,
1984; Litt and Turk, 1985). The findings on teacher stress, then, justify further
investigation into its causes and preventative measures.

In a relatively recent study, Borg and Riding (1991), reviewed the literature
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on factors related to teacher stress. They cite various sources of evidence which
shows these factors to be relevant: pupil behaviour and time demands, poor school

ethos, work

poor staff relationships, and curriculum demands. In their

study, Borg and Riding had hers rate twenty p ial . Teachers
reported the greatest stress ratings for factors related to pupil misbehaviour and
time/resource difficulties, while factors related to poor staff relationships and
professional recognition needs were rated as less stressful. They note that the two
factors which generated the greatest stress were concemed with what happens

inside the cl whereas i i with others outside of the classroom

appeared to be much less relevant.

Blase (1986) also found student discipline to be a major source of stress for
teachers. "Discipline problems occurring both in and out of the classroom appeared
to be most stressful when they directly or indirectly interfered with classroom
processes, adversely affecting teacher performance and student learning outcomes”
(p. 17). Student discipline is viewed as a problem since it interferes with the
normal flow of teaching, breaks student concentration, and creates a pervasive
tension in the classroom.

Fuller (1969) recognizes class control as a major stressor of teachers, but

holds that this concern lessens with hi xperi A ding to Fuller,

concern over issues such as discipline, time management, and subject matter
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knowledge are characteristic of early teacher concemns, while more experienced

teachers’ concerns are focused on pupil learning and progress.
Despite the vast documentation regarding class control and its relationship
to teacher stress, as Merrett and Wheldall (1993) point out, the issue of how to

manage a class is rarely addressed in teacher training. "The evidence produced so

far suggests that cl. behavi is not a major concern of

teacher training establishments" (p. 93). In their study of 176 teachers, 93% of the

teachers rated the ability to control a class as "very i " while the

7% rated is as "important” In addition, reports from schools indicate that

dmini; regard cl skills as being of great importance.

With no formal training in cl behavi 86% of those

interviewed in Merrett and Wheldall's study said that they had to learn classroom
management skills "on the job."
Although the research cited thus far points to student behaviour as a major

source of stress for teachers, other research points to time management as the most

significant teacher stressor. A study ducted on 799 1} dland and
Labrador teachers in the mid-eighties found that time management was rated
significantly higher than all other stressor categories (Klas, Kennedy, and Kendall-
Woodward, 1984; Klas, Kendall-Woodward, and Kennedy, 1985). Klas (1994)

compares these findings to his 1994 study in which he found that time management
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ranked second, with cl and discipline placing first among
stressors for teachers. Hawkins and Klas (1995) examined stress and stress
management in three helping professions in Newfoundland and Labrador: teaching,
nursing, and social work. They cite three separate studies which point to time
management as the most significant stressor for all three groups.

Fimian and Blanton (1987) point out that, "Although the literature is replete
with descriptions of the problems faced by experienced teachers, very little is
known about whether these or similar problems are encountered by inexperienced
teachers and teacher trainees” (p. 158). It is worthwhile then, to examine the stress
experienced in student teaching. In their study, Fimian and Blanton conclude that,
when compared with more experienced teachers, trainees and first-year teachers

express fewer stressor items; however, the stress factors which they do experience

are similar to those evid in the experi d teacher pop
Morris and Morris (1980, as cited in Bowers, Eichner, and Sacks, 1983), in

a review of the research on stress in student teaching, identified four major areas

of stress for student teach student b iour, relati ip with superiors, self-

y, and learner achi Morris and Morris concluded that in all areas

except learner achievement, the stress was highest at the beginning of student

and g ly declined toward the end of the experience.

Davis (1990) admini: a i ire to forty-fc dary student
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teachers. He found that the following top three factors were cited with almost

equal freq y: time p the cl ituation (i ing topics such as

class control and hi i d students), and the cooperating teacher.

Kaunitz, Spokane, Lisstiz, and Strein (1986) cite evidence which shows the

b the stressful situati d by experi d hers and

those encountered by student teachers. "For example, both groups report stress in

situations involving student discip p

per and organizati matters” (Campbell and Williamson, 1974;

Dropkin and Taylor, 1963; Sinclair and Nicoll, 1980)," (p. 169). Kaunitz et al. go
on to cite additional sources of stress felt by student teachers, which include:
pupils liking them; being accepted; knowledge of the subject matter; what to do in
case they make a mistake or run out of material; relating personally and

professionally to other faculty members, cooperating teacher, supervisors, the

school system, and parents; disciplining and ivating
control; and achieving lesson goals.

Although many of the stressors experienced by student teachers are similar
to those of experienced teachers (such as class control and time management),
student teachers encountered additional sources of stress relating to the nature of
the student teaching practicum. MacDonald (1993), in a study on stress in student

teaching, found that the subjects viewed the student teaching practicum as the most
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stressful part of their teacher education program. These categories of factors were

found to be significant sources of stress:

role clarification (not knowing their role in the cooperating teacher’s
classroom),

expectations (not knowing what was expected of them by their cooperating
teacher),

conformity (their need to "fit in" to an already established structure),

time constraints,

evaluation and inconsistency with evaluation criteria,

assignments,

discussions with peers which led to comparisons, and

lack of feedback.

Briggs and Richardson (1992) examined student teachers’ perceptions of

problems that they would experience in student teaching. The top three ranked

items were:

1.

2

"Because these are the problems I have observed prior to student teaching.”

"B of lack of cl p
"Because these are concerns of public school teachers with whom I have
worked." (p. 270)

In summary, although there has been little research done on stress in student
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teaching, the existing literature shows it to be a i bl

in magnitude to the stress felt by experienced teachers. The question remains as
to whether there are qualitative differences in the stress experienced by novice and

experienced teachers.



CHAPTER 3
Methodology

Sample
The subjects for the present study were a group of 221 student teaching

who their four-

interns from N ial University of N
month field placement in either December 1992 or April 1993. In total, 423

were ini giving a return rate of 52.2%. Given the

proportions of males to females, rural to urban, elementary to secondary, and the
age range of the respondents, one can conclude that this sample is representative

of the ion of student ing interns from Memorial University of

Newfoundland.

Table 1

Number of Student Teaching Interns Surveyed

Responded 221 522
Did not Respond 202 47.8
Total 423 100

As Table 2 shows, both males and females were well represented in this

sample, with 80 males and 139 females. This corresponds to the survey of
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graduate interns conducted by Clarke, Cluett, Klas, and Netten (1994), whose

were

30% males and 70% females.

Table 2

Sex of Intern Respondents
N=221

Male 80 36.2
Female 139 62.9
No Response 2 9

Total 221 100

The age of the respondents ranged from 20 years old to "over 40." The

majority of the sample (95%) were between 20 and 30 years of age, with nearly

80% in the 20 to 25 age range. The age of the respondents in this sample is

representative of the total population of student teachers, the majority of whom can

be classified in the 20 to 25 age range. See Table 3.
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Table 3

Age of Respondents
n =221

20-25 176 79.6
26-30 34 154
31-35 7 32
36-40 1 -]
Over 40 2 9
No Response 1 S
Total 221 100

For the purpose of this analysis, the definition of an urban area suggested
by the Department of Education was used (see Appendix A). Urban areas included
with a population of 5000 or more. As Table 4 shows. 71 of the

pond: p their fi th field pl. in rural schools, while 72
were placed in urban schools. The high "no response” rate may be related to the
issue of anonymity. Since many schools had just one student teacher placement,

identifying the school would mean identifying the respondent.
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Table 4

Intern Respondents by Geographic Area
N=221

Rural 71 32.1
Urban 72 32.6
No Response 78 35.3
Total 221 100

Table 5 classifies respondents by grade level. In question four of the
questionnaire, pertaining to degree awarded, a large percentage of the sample
responded "not applicable.” This is an obvious fault with the wording of the

The i ire used in the present study was adapted from a

survey designed for graduates in the work field. Since the questionnaire used in
the present study was tailored for student teachers, the majority of whom have not
obtained a degree, the question should have read, "Degree to be awarded upon
graduation.”" Some of the respondents made note of this and responded so that a
portion of the sample could be classified according to grade level. One can assume
that the proportion of elementary to secondary student teachers is representative of
the entire sample, since it corresponds to the proportion of questionnaires sent to

elementary and secondary schools.
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Table 5

Intern Respondents by Grade Level
1

Elementary 32 14.5
Secondary 49 222
No Response 140 63.3
Total 221 100

Comparison Sample

Subjects from the present study were compared to subjects surveyed in the
Graduate Survey, Faculty of Education 1986-1990 (Clark, Cluett, Klas, and Netten,
1994). Subjects from the graduate survey were 543 teachers who graduated from

Memorial University’s Faculty of Education between 1986 and 1990. This sample

was shown to be ive of hers in Newfoundland and Labrador in terms
of proportions of rural to urban, elementary to secondary, and male to female
respondents.

The sample size of 543 represents a 24.8% response rate. To ensure the

representativeness of the sample, Clark et al. choose 25 non-respondents, based on

location, to lete the i ire. The resp of this group

showed a high degree of congruency with the sample group. They also compared
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the employment rate of the respondents (75%) with the payroll records for the

Province of Newfoundland (78% of M ial University’s i d )
and found a high congruency. As a final measure of representativeness, they
compared the respondents’ subject area major and type of degree earned with the
graduation lists for the Faculty of Education as a whole and also found similar
proportions.

Table 6 indicates the general age of the graduate sample population. Nearly

50% of the respondents were between 26 and 30 years of age.

Table 6
Age of Graduate Respondents

N=543
20-25 62 114
26-30 258 47.5
31-35 75 13.8
3640 52 9.6
Over 40 96 17.7
Total 543 100

As Table 7 shows, approximately one-third of the respondents to the

graduate survey have held a position in an urban area, and nearly 80% have held
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a position in a rural area. Clark et al. cite this and other evidence which shows

that finding employment in the Avalon region is less likely for recent graduates.

Table 7

Number of Positions Held by Grad in Rural and Urban Areas
N=543

=

Urban 335 203 1.7
Rural 903 418 22
Total 1238 621 2.0

A final factor which can be examined when considering the demographics

of this sample is the undergraduate degree which they hold. Table 8 shows the

proportion of degrees to y and y teachers.
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Table 8

Number of Education Undergraduate Degrees Awarded by Category
N =543

Conjoint (B.A. and 272 43.1
BEd., B.Sc. and B.Ed.)
and B.Ed. (Sec. degree)

B.Ed. (Elementary) and 252 399
B.Ed. (Primary)

Other 107 17
Total *631 100

¥ Total number of degrees reported as received by respondents for the years
1965 to 1990.
In summary, the present study not only examines a sample of student
teaching interns, but also compares this sample with a sample of teachers who

graduated from Memorial University’s Faculty of Educati In order to draw

conclusions from the present study, both samples must be representative of their
parent populations. It has been demonstrated that respondents to both surveys
possess characteristics similar to those of their parent population, so that

generalizations can be made from these samples.
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Instrument
The questionnaire which was administered in the present study is entitled

"Memorial University of Newfoundland Survey of Interns 1992, 1993" (see

Appendix B). Itis an adaptation of "M ial Uni ity of dland Survey

of Graduates 1986, 1988, 1990," which was administered and analyzed by a team

of researchers from Memorial University’s Faculty of Education. The

items for the graduate survey are based on factors shown to be relevant in current

h in the field of ion. The i ire was pre-tested on a group of
25 experienced teachers. The necessary adaptations and modifications were made
by the team of researchers.

The adaptations for the present study involved omitting sections of the

survey pertaining to 1§ ion and i The
items included in the intern survey are worded precisely as in the graduate survey.
although instructions may vary slightly. The intern survey is comprised of three

parts. Part A consists of four ions pertaining to i it Part

B is an item on stress, in which respondents had to rank seven common teacher
stressors. Part C is a Likert-type section on perceived competency levels, with a
total of 13 competency items and 61 sub-items. Ratings could range from 1-Poor,

2-Fair, 3-Satisfactory, 4-Good, 5-Excellent, and N/A-Not Applicable. The present



study was based on the ion that this i describes the comp

which are ial for success in cl hing and that student teachers are
adequately able to assess the degree of P of these p ies in their
behaviour.

The questionnaire used in the present study was administered to the student

teachers by their university supervisor at the end of their field placement. The

was y and on a voluntary basis on the subject’s
own time. [t was then returned to the supervisor to be forwarded to Memorial

University’s Faculty of Education.

Analysis of the Data
Information from Part A of the questionnaire was analyzed to determine the

breakdown in percentage of the sample in relation to gender, age, rural to urban

and y to Y P

Each of the seven items in Part B of the questionnaire was analyzed to

determine the frequency of each possible response, where 1 = least stressful and

7 = most stressful. The mean ranking was then calculated, along with the standard

deviation. These mean rankings could then be used to give an overall ranking of
this item for the entire sample.

Part C of the questionnaire is comprised of thirteen Likert-type items, each
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with a number of sub-items rated on the same Likert-type scale. Each item was

lyzed sep to ine the fr y of each possibl (1to5,

and N/A). The mean rating and were then d directly
from the processing of response values.

In order to determine whether significant differences exist between the

competency ratings of el y and dary student h a one-way
analysis of variance was run on each item (p < 0.05).

The results obtained from the present study were also compared to those
obtained in Clark et al.’s (1994) survey of graduates. This analysis allowed
comparisons to be made between novice teachers (defined as student teachers) and
expert teachers (defined as teachers with two or more years of teaching
experience). The competency ratings of novice teachers were compared to those
of expert teachers using a one-way analysis of variance (p < 0.05). The mean
rankings of stressors by novices were compared to those of experts to determine
whether these groups differed qualitatively in how they ranked the seven items.
A one-way analysis of variance (p < 0.05) was also conducted on each of the seven
items to determine whether a significant difference exists in the mean ranking of

each item for the two groups.
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Summary

The present study surveyed a group of 221 student teaching interns from
Memorial University’s Faculty of Education. Comparisons were made within this
group, and between this group and a group of graduates from the same program.
Both the sample group and the comparison group were shown to be fairly
representative of their parent populations.

The instrument employed in this study was an adaptation of the
questionnaire which was administered to the graduate sample. The instrument is
valid in terms of surveying items shown to be relevant in current research in the
field of education.

Items were analyzed by calculating means and standard deviations.
Comparisons between samples were made using a one-way analysis of variance (p
< 0.05).

The methods employed in the present study to sample the population, design
and administer the questionnaire and to analyze the data, allow this researcher to

draw valid conclusions from the findings.



CHAPTER 4
Analysis of the Data, Results, and Discussion

Student Teachers’ Self-Ratings of Comp 'y Items

Table 9 reports the mean perceived competency ratings reported by student
teaching interns for the various competencies in Part C of the survey. Scores by
grade level and expert/novice classification are given only if the mean score of the
two groups differs significantly at the 0.05 level of significance.

It is apparent from Table 9 that nearly all of the scores are close to 4 on the
Likert scale, where 1-Poor, 2-Fair, 3-Satisfactory, 4-Good, and 5-Excellent. Only
five scores fell below a mean of 3.50: Q4, Q4.1, Q4.2, Q104, and QI1.1. The
lowest mean score of 3.46 was given on Q4 and Q10.4; however, even these are

still ids above sati: y. R d rated y items Q7

Q7.6, Q12.2, and Q12.4 above the mean of 4.50, indicating a high level of self-

perceived competence.



Table 9

Mean Perceived Competency in Memorial University’s
Teacher Education Program, Reported by Student Teacher Interns
N=221

Q.1 425 0.70

Q2 407 074

Q3 428 077 425 | 409

Q4 393 081 391 3.69

Qs 417 077

Q3 390 064

Q3.1 374 077 397 3.60
Q3.2 4.00 072

Q33 400 067 428 392
[ 346 078

Q1 349 078

Q42 347 092 364 | 335

Q43 414 069

Q4 3.99 094 412 | 393

Qs 431 062

Q5.1 424 065

Q52 4.19 0.68

Q5.3 4.16 062

Q54 4.14 073

Q55 392 080




Q6.1 4.12 0.64
Q62 4.16 0.62

Q63 435 0.61

Q6.4 4.07 0.76

Q6.5 4.12 0.75 434 398
Q6.6 398 0.70 428 387
Q6.7 422 0.68

Q7 4.56 0.55

Q1.1 431 0.65

Q72 449 061

Q13 425 0561

Q74 431 0.66

Q75 386 081 399 378

Q16 453 0561

Q8 407 0.64

Q8.1 412 0.73

Qs2 3.63 087 329 3.51

Q83 4.13 0.73

Q84 4.14 0.75

Q8.5 3.98 0.82

® 4.16 0.66

Q.1 4.18 0.64

Q92 422 0.71

.3 426 0.68

Q10 4.08 0.59

QI0.1 4.08 0.58
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Q102 3.69 0.2
Qi03 394 0.74

Ql04 346 097

Q105 378 082

Q106 4.19 0.71

Q10.7 4.16 069

Qll 359 0.79

QILl 347 091 389 326
Q112 3.78 084 3.95 369

QI3 404 074

Qil4 3.78 084

QLS 3.82 091

QL6 404 083

QiL7 365 094

Q12 429 065 444 4.09
Qi2.1 429 063

Qi22 450 063

QI23 437 073

Qi24 4.60 052

Q3 403 0.87

QI3.L 392 098

QI32 401 091 435 374
Qi33 400 091

Qi34 3.96 088

QI35 3.93 091 3.65 387 424 383
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Table 10 shows the incidence of poor or fair ratings of competency items

by the respondents. On fourteen of the items, there were no poor or fair ratings
given. On 68% of the items, less than 5% of the sample rated their competence
as either poor or fair. On only 12% of the items did more than 5% of the sample
rate their competence as either poor or fair, and only one of these items (Q10.4)

had higher than 10% of the respondents give a poor or fair rating.

Table 10

Incidence of Poor or Fair Ratings
by Student Teachers on 74 Competency Areas
N=221

0 14 19.2
< 5% 50 68.5
5-10% 8 11.0
> 10% 1 1.3
Total 73 100




Di <

Student teaching interns from Memorial University clearly feel more than
satisfied with their competency in all areas surveyed. In interpreting these results,
it is important to keep in mind the issue of leniency errors. Research has shown
that student teachers consistently rate their competencies higher than do their
cooperating teacher or university supervisor (Wheeler and Knoop, 1982; Briggs,
Richardson, and Sefzik, 1985; Briggs, 1991). Therefore, although the student
teachers in this study feel confident in their teaching competencies, their
supervisors may not perceive them as possessing the same degree of competency
in the areas surveyed. As has been noted previously in this study, however, the

feeling of competency is an important affective outcome of student teaching. As

well, student teachers are better able to dif iate b their p
than are their supervisors, who are limited by halo effects (Wheeler and Knoop,

1982). It was the purpose of the present study to examine, not the actual level of

competence, but student teachers’ self-perceived level of It can be
luded, then, that ial University’s Faculty of Education sends forth
who feel in their hing abilities.

Although the overall feeling of competence is good, student teachers clearly

feel more competent in some areas than in others. As Table 10 shows, a relatively
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low proportion of subjects gave a response of poor or fair throughout the
questionnaire. It is worthwhile to examine, however, the items to which subjects
gave a relatively low rating, while keeping in mind that even the lower-rated items
were still considerably above satisfactory.

Subjects gave the lowest rating (n = 3.46) to Q4: "Demonstrate a knowledge
of the Newfoundland and Canadian school system.” Student teachers feel that they

have “satisf: y to good” k ledge of their national and local school systems;

this topic is dealt with in at least three optional education courses: "History of
North American Education,” "The History of Education in Newfoundland Since
1800," and "Education and Culture” (Memorial University of Newfoundland

Calendar 1992-93, p. 221). There are also several courses listed which deal with

Native ion. Th this 'y area could be further improved upon

by selecting one of these courses as an elective.

Student teachers gave a similar low rating (n = 3.46) to Q10.4: "Use
information from system-wide standardized testing when appropriate to plan
instruction.” In the Graduate Survey Faculty of Education 1986-1990, Clark et al.
(1994) point out that, "System-wide tests are rarely intended to guide instruction,
but are instead designed to be summative" (p. 157). In fact, system-wide tests are

more likely to be used to guide instruction for special education teachers, not
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student related their

regular cl teachers. Th

competency lower than most others, it appears to be a competency that would not
be necessary for most regular classroom teachers.

Other items to which subjects responded slightly below a mean of 3.50
were: Q4.1: "Know and understand the governance of schools from the local,
provincial, and denominational levels,” and Q4.2: “Understand how the
organization of the district and school has an impact upon the individual teacher.”
Both of these items are sub-competencies to Q4 and deal with the same issue of
knowledge of the school system. Again, these competencies can be directly taught
to education students, and elective courses dealing with this topic are offered

through the Faculty of Education.

Finally, respondents gave a paratively low rating (n = 3.47) to QI1.1:
"Obtain and use information about students from available records.” This sub-
competency area falls under the domain of meeting the needs of exceptional
students. As is the case with Q10.4, this would be a competency required much
more by a special education teacher than by a regular classroom teacher. It is not
surprising, then, that this item received a low rating.

Since the intent of this study is to provide information for the purpose of

improving Memorial University's teacher training program, the focus should be on

both competencies needing further emphasis and on competencies that are well-



51

addressed and that should be kept at their current level. Thus, it is interesting to
also note the areas in which student teachers feel most competent. The overall
highest rating (n = 4.60) was given to Q12.4: "Demonstrate ethical behaviour.”
There is a clearly defined code of ethics for teachers in Newfoundland and
Labrador which can be easily accessed by student teachers. The issue of ethical
behaviour is dealt with in several required courses in the field components and in
at least one optional education course: “School Law For Teachers." It is
interesting to note as well that the graduates from the Clark et al. study also gave
the highest rating to this item.

The data from this study clearly suggests that student teachers feel quite
satisfied with their teaching competencies. Such a feeling of competence in
teaching skills and abilities can only come from one’s training and/or actual
teaching experience. Since the subjects in the present study have had no teaching
experience other than their four-month internship, which constitutes part of their
training, it can be concluded that the feeling of competence was gained through

Memorial University's teacher training program.

Differences in the Self-Ratings of Comp 'y Areas as a Function of
Grade Level

In inij 1 dary diff in self-ratings of perceived
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competency, it is interesting to note that, although not all differences are

ifi 1 y interns rated higher than dary
interns on 11 of the 13 major competency areas and 50 of the 61 sub-competency

areas.

y and Y

Table 9 indi on which areas
student teachers gave significantly different ratings. Significant differences were
found on one major competency area (Q12) and seven sub-competency areas (Q3.1,
Q3.3, Q6.5, Q6.6, QLL.1, Q13.2, and Q13.5). In each case, elementary student
teachers gave themselves a higher rating than their secondary counterparts at the
0.05 level of significance.

Elementary student teachers from the present study felt much better about

their ability to "meet professional responsibilities” (Q12) than did secondary student

teachers. This category i such ibilities as p
self-evaluation, working with colleagues, and following school district policies.
The ability to meet professional responsibilities, then, seems to be an important

aspect of competence, since one cannot improve upon teaching skills and abilities

without self-evaluation and professional

Elementary student teachers gave significantly higher ratings to Q3.1: "Know

and understand the major theories of human development,” and Q3.3: "Know about

various teaching styles and learning styles and und d their i
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In ining the degree lati for y majors, as opposed to

secondary majors, one may easily account for this finding. The 1992-93 degree

lati for 34 did: ifies three required courses relating to

pment and teaching/learning styles: (1) Introduction to Child Develop

(2) Principles and Practices of Teaching, and (3) Introduction to Human Learning
(Memorial University of Newfoundland Calendar 1992-93, p. 209). Elementary

student teachers may have felt more p than y student in

their und ding of human P and hing/learning styles because

they received more training in these areas.

Elementary student teachers also felt more competent in their use of
instructional techniques. They gave significantly higher ratings to Q6.5: "Use a
balance of individual, small group, and large group instructional arrangements,” and
Q6.6: "Match teaching styles and methods with the learning situation and the
learning styles of students.” Again, these differences may be accounted for by
examining degree regulations. Elementary degree candidates were required to
complete a course dealing specifically with curriculum, focusing on teaching styles
and the learning environment. They were also required to complete a course

entitled "Principles and Practices of Teaching," dealing with planning and directing

a variety of leaning experiences for d (M ial University of
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Newfoundland Calendar 1992-93, p. 207). There were no comparable required

courses for secondary degree candidates.
One of the lowest rated items for the overall sample was QI1.1: "Obtain

and use i ion about from avail, records.” El y student

teachers, however, gave a significantly higher rating to this item than did secondary
student teachers. As is the case with the previously discussed items, this difference
may be accounted for by examining the teacher training program. Elementary

degree candidates for 1992-93 were required to complete a course on

which dealt with, in part, the interp ion and lication of Standardized test
scores (M ial University of Ne dland Calendar 1992-93, p. 207). This
course had no comparable required part in the dary program.

Finally, elementary student teachers gave significantly higher ratings than
secondary student teachers to Q13.2: "Obtain and use information about students
from parents,” and Q13.5: "Use community resources in instruction.” Although

there are no actual education course listings which deal with parental and

I in hi; 1 y degree receive more
training in topics such as instructi iqf individual learning styles,
hing styles and hods, and p devel With their additional

training in these areas, elementary student teachers may feel more competent in



55
their ability to use information from parents and community resources to guide
instruction.

The findings from the present study are consistent with the research

on y and

y majors. As has been
noted in Chapter 2 of the present study, differences have been demonstrated
between these two groups in terms of: the quality of their field experiences
(Killian and MclIntyre, 1986); their entry characteristics into teaching (Killian and
Mclntyre, 1988; Book and Freeman, 1986); their primary concerns as teachers

(Pigge and Marso, 1989); their conceptions of a good teacher (Weinstein, 1988);

their resp to disruptive learners (Ni Ball, and Caldwell, 1989); and
their self-ratings of select teaching competencies (Briggs and Sefzik, 1985; Briggs,
1991).

Overall, the findings show that elementary teachers and student teachers
report a better quality of field experience and higher ratings of self-perceived

p than their dary ts. The present study demonstrates that

elementary student teachers from Memorial University percei to be

more competent in select teaching skills and abilities than do secondary student
teachers, although both groups rated their competencies quite highly.
Given the differences in competency ratings, one might speculate that

elementary student teachers feel more competent because they have less difficult
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concepts to teach. It might also be argued, however, that secondary student
teachers would feel quite competent because they work largely in subject areas in

which they hold degrees. As well, many of the items surveyed do not deal with

the actual teaching of subject matter (for "meeting p
responsibilities”).

It might be speculated that the differences in ratings reflect, not the entire
training program, but only the student teaching experience. Killian and McIntyre
(1986; 1988) cited evidence which shows that elementary and secondary majors
differ significantly in the quality of their field experience. The elementary subjects
from their studies reported a better quality field experience, with more direct
interaction with students and cooperating teachers.

Finally, it might be argued that secondary student teachers are just as

p asel y student but are more reluctant to rate themselves
as so. There seems to be no factor, however, which points to, or can account for
greater leniency effects by secondary majors, either in the study or in the literature.

Another explanation for the current findings is that elementary degree
candidates may have a better training program for their needs, than do their

secondary counterparts. There are clear differences between the two preparation

with the d: ing more on the subject area to be

progr Y P

taught and methods for teaching this subject, while the elementary program focuses
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more on the overall elementary curriculum and more general teaching methods.

The 1992-93 regulations for the degree of Bachelor of Education, Primary and

Elementary, specifies that must plete a minil of twenty-three
courses in education. Candidates were also required to enrol in a four-month
internship, after successful completion of the Professional Year. "The Professional
Year consists of ten specified education courses and the compulsory concurrent
non-credit field experience” (Memorial University of Newfoundland Calendar 1992-
93, p. 206). The secondary program for 1992-93 required only twelve courses in

education, and the internship was an option as opp toa

enroled in the dary i did not complete a P ional Year
(see Appendix C for degree requirements).

In comparing these findings to those of Clark et al. (1994), it is interesting
to note that secondary teachers who graduated from Memorial University also
scored themselves lower than other teachers on a wide range of competency items.
As Clark et al. point out, several of these differences are not explicable unless we
presume differences in the quality and/or amount of professional training.

In all, the findings from the present study, as well as those from the Clark
et al. study, point toward the conclusion that Memorial University's elementary

teacher training program produced graduates who felt more competent in their
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teaching skills and abilities than did those from the secondary program. This

finding is not surprising, considering the diffe in the two In recent

years, however, changes have been made in the secondary degree regulations, one

of which i y candi to plete an i hip progr

There are also new required courses in the secondary degree program which
were not offered in the old program (see Appendix D). These courses will be

examined as they relate to y and 5 in Yy

ratings. One such course is "Effective Teaching.” This course covers topics such

as cl lanning, general models of teaching, and deals with

teaching strategies such as grouping. The course allows for simulated teaching
experience. The competencies which are dealt with in Q6.5 (grouping) and Q6.6

(teaching styles and methods), although not dealt with in the old program, are now

covered under new secondary degree regulations.

Another required course in the new secondary degree regulations is "The
Nature of Late Adolescence,” which relates to competency item 3.1: "Know and
understand the major theories of human development,” and Q3.3: "Know about

various teaching styles and leaming styles and und d their i lati ip."

In the old program, degree candidates had a choice of one of three courses, each
dealing with one or the other of these competencies. The new course deals with

adolescent development and relates it to teaching and learning, thus covering both
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competency items.
The new degree requirements include a required course in "Evaluation of
Teaching and Leaming.” This course deals, in part, with assessing students and
applying assessment results. The course relates to competency item QI1.1:

"Obtain and use i ion about stud from available records,” which was

rated significantly lower by secondary student teachers from the old program, as
compared to their elementary counterparts.

As with the old program, there are no courses dealing with parental and
community involvement in teaching. Given the additional training in topics such

as i hi ies, models of hing, and I ing styles, Y

student teachers from the new program may feel more competent in their ability
to use information from parents and community resources to guide instruction.
The other item which received a significantly lower rating by secondary, as

d to el y student h was QI2: "Meet professional

responsibilities.” This was the only major competency item in which a significant
difference was found. Since there is no course in either the elementary or
secondary (new or old) programs dealing with this topic, it is difficult to speculate

as to the cause of this finding. It is possible that the higher rating reflects the

overall greater feeling of p y by y student

In lusion, there was a tendency for el y student hers in the
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present study to rate their self-perceived higher than y student

teachers. It seems that differences in training programs for the two groups may
account for this finding. Since the data for the present study were collected,

however, changes have been made in the dary teacher

many of which compensate for deficiencies in the old program. It would be
worthwhile to compare the self-ratings of competency for secondary student

teachers in the new versus the old programs.

Expert and Novice Differences in Self-Ratings of Comp

In comparing the present study to the findings of Clark et al. (1994), one can

examine the differences, in terms of self-p i by student

teachers from Memorial University and teachers with varying years of experience.
For the purpose of classification, student teachers were given the title "novice,”
while the title "expert” refers to those teachers from the Clark et al. study with two
or more years of teaching experience.

The literature is replete with examples of expert and novice differences in

teaching. These di have been explained in terms of: stages (Bloom and

Jorde-Bloom, 1987; Dreyfus and Dreyfus, 1986), primary concerns (Fuller, 1969),
images (Calderhead and Robson, 1991), and schemata (Rich, 1993).

Recent research on expert and novice teachers shows that there are
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qualitative differences between these two groups in terms of their teaching
practices. In general, the expert teacher has been shown to be more skillful and,
in a sense, more competent than the novice teacher. For example, Rich (1993)
showed how the advanced schemata of experts allows them to understand
classroom events in a way that is more elaborate, interrelated, and accessible than

that of a novice. Calderhead and Robson (1991) ated that the k ledg

of an expert teacher is more organized than that of a novice. Sabers, Cushing, and
Berliner (1991) found that expert teachers, as compared to novices and advanced
beginners, were better able to monitor classroom events, interpret instructional

strategies, and offer solution ies for p Clarridge and

Berliner (1991) found that experts were more likely than novices or advanced
beginners to attribute abilities to students and to predict performance based on
ability. Experts were more likely to attribute negative student behaviour to factors
over which they had no control (for example, students’ disliking of math), while
beginning teachers attributed such behaviour to factors within their control (for
example, content of the lesson). Livingston and Borko (1989) demonstrated that
expert and novice teachers differ in terms of their lesson planning, interactive
teaching, and their post-lesson reflections. Reynolds (1992) found experts to be
more proficient in planning lessons than are novices. They are better equipped at

handling discipline problems and in answering students’ questions. Expert teachers
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are also better able to reflect on their own teaching and on student responses in

order to refine their own teaching practices.

Research has demonstrated the superiority of expert over novice teachers in
nearly every aspect of teaching. Given theses findings, one might assume that
more experienced teachers would rate their teaching competencies significantly
higher than would novice teachers. As Table 9 shows, however, this hypothesis
is not supported by the present study. There were no significant differences
between the ratings of expert and novice teachers on any of the thirteen major
competency items. Only eight of the sixty-one sub-items reflected significant
differences in ratings, with experts rating themselves higher on only six of these
sub-items.

Experts gave significantly higher ratings to Q2.3: "Understand the purpose
and value of the material to be taught," and Q2.4: "Know appropriate sources of
additional information about the material to be taught.” Both of these items relate
to knowledge of the academic content of the subject to be taught. This finding
supports the premise that experts have a better content knowledge of the subject
material to be taught. Berliner (1991) holds that experts have a greater content
knowledge than novices. "Here we refer to a teacher’s understanding of the

salient p lations among pts, and ways of thinking that are

characteristics of such curriculum areas as history, physics, or English literature"
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(p. 147). This need for content knowledge is also recognized by Livingston and

Borko (1989). They suggest that student teachers should teach subjects for which
they have strong content preparation, and they should teach the same content more
than once.

Experts also gave higher ratings on Q4.2: "Und d how the or

of the district and school has an impact upon the individual teacher,” and Q4.4:

"Undt d the rights and ibilities of stud parents, and teachers." Both

P

of these items are sub-items to Q4, dealing with k ledge of the

and Canadian school system. As has been pointed out, this is one of the lowest
rated items for the sample of student teachers. There are, however, at least three
optional education courses which deal with this topic. It seems, then, that this
knowledge may come as much from experience in teaching as from the teacher
preparation program.

Experts gave a significantly higher rating to Q7.5: "Handle discipline fairly
and consistently.” This is consistent with the findings on stress in the present
study. The topic of classroom management was ranked as the greatest stressor by
both novice and experienced teachers in this study. It was given a significantly
higher mean ranking by student teachers than by experienced teachers. The student
teachers’ lack of self-perceived competence in this area may be due to this topic

not having been adequately dealt with in the teacher training program, but it may



64

also reflect that the ability to handle discipline i with hing experience.

Finally, experts gave a significantly higher rating than novices on QI1.2:
"Identify students who require a referral to obtain the assistance of specialists.”
This sub-item falls under the domain of meeting the needs of exceptional students.
This appears to be a competency area required much more by special education
teachers than by regular classroom teachers. In the teacher training program, in
fact, most of the courses dealing with this topic are restricted to special education

majors. The ability to identify special needs h would be requi

by a regular classroom teacher, since it is this teacher who must identify the
students and make the referral. Again, this ability likely improves with experience,
as well as resulting from training.

It was surprising to find, in the present study, that novices gave a higher
self-rating of competency than experts on two items, Q8.2: “Engage student in
selecting their own learning objectives and activities," and Q13.5: "Use community

resources in instruction.” It is difficult to account for this finding, since there have

not been significant changes in the teacher ion program for the two groups.
Since the novice group lacks the experience of experts, it cannot be explained by

actual job experience. It remains a possibility, then, that student teachers may

over-rate their This hypothesis is i with

on student teacher self-rating of competency, which shows that they tend to rate
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themselves higher than would their peers or supervisors (Wheeler and Knoop,
1982; Holzbach, 1978; Briggs and Sefzik, 1985; Briggs, 1991).

The surprising finding in this study is not the differences between the two

groups of subji but the similariti them. Both the experts and the
novices gave the highest rating to item 12.4, referring to ethical behaviour. Both
groups gave the lowest rating to item 10.4: "Using information from system-wide
standardized testing when appropriate to plan instruction.” As with the present
study, the teachers from the Clark et al. study felt more than satisfied with their
competency in all areas surveyed. Contrary to what one would expect, expert
teachers rated themselves higher than novices on only six of a total of seventy-four
items.

One possible explanation for this finding has already been touched upon in

the present discussion. There is ample research which shows the tendency of

student hers to te their when their ratings are compared to

those of their peers and supervisors. It may be the case that student teachers do

not possess the same skill level and comp y as expert h but they
perceive themselves as so. The fact that novices rated themselves higher than
experts on two items, despite having no additional training or experience, supports
this hypothesis.

Another possible explanation for the present finding involves the



66
classification scheme. This researcher classified student teachers as novices and

experienced teachers from the Clark et al. study as experts. The problem is,
however, the subjects from the Clark et al. study graduated in either 1986, 1988,

or 1990. Most of the expert group would probably have only between two and six

years of teachi i Some would classify the experts from the

present study as advanced beginners, where experts have five or more years of

experience, ad d begil are student teachers or first-year teachers,
and novices have no pedagogical training (Berliner, 1991; Sabers, Cushing, and
Berliner, 1991; Clarridge and Berliner, 1991). Dreyfus and Dreyfus (1986, as cited

in Berliner, 1991), propose a five stage model in the progression from novice to

expert: novice, ad i p p ient teacher, and
expert. As with the present study, Dreyfus and Dreyfus would classify student
teachers as novices. The experts from the present study, however, could be
classified as competent performer, proficient teacher or expert, by the Dreyfus and
Dreyfus model. The reason for the lack of differentiation between novice and
expert in the present study may be attributed to the fact that some of the
experienced teachers do not have enough experience to qualify as experts.

In their study, Clark et al. (1994), speculated as to whether the feeling of

d d by their subj was due to their training program at

Memorial University or due to job experience (p. 156). Since the novices from the
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present study rated their competency about as high as the experts from the Clark
et al. study, it seems that the feeling of competence is more a product of Memorial

University's teacher training program.

Student Teachers’ Rankings of Seven Common Teacher Stressors

In Part B of the survey, respondents were asked to rank seven teacher
stressors in terms of how stressful each was to the respondent (1 = least stressful,
7 = most stressful). Table 11 presents the mean rankings and standard deviations

of each of the seven stressors.
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Table 11

for Seven Stressors,

as Ranked by Student Teachers

N=221
S Mesan
Classroom management 513
and discipline
Time M: 4.65 1.79
Meeting personal and 4.10 155
professional goals
Parent-teacher relations 3.88 171
and interactions
Maintaining my health 3.04 1.82
and energy
Getting along with and 3.03 L61
working with school
{mini supervi
s
Getting along with and 2:25 1.63
working with other
teachers

These findings are consistent with current research on teacher stress. Fuller

and Brown (1975) described concerns about class control as the most significant

stressor for student teachers. Borko, Lalik, and Tomchin (1987) found that student

hers viewed beh

as a major factor contributing to unsuccessful



lessons. How they handled discipline infl d their perceptions of th 1

as successful teachers. Borg and Riding (1991), in a review of the literature on

factors related to teacher stress, found that teachers reported the greatest stress

ratings for factors related to pupil misbehavi and tis difficulties.
These two factors were also rated as most stressful by student teachers in the
present study. Blase (1986) also found student discipline to be a major source of
stress for teachers. Time resources followed as a significant stressor. Davis (1990)

listed three top stressors for student teachers which were cited with almost equal

freq; y: time the cl. ituation (including such topics as class
control), and the cooperating teacher. Kyriacou (1987), although he did not rank
order stressors, listed these as sources of stress for teachers: pupil misbehaviour,

working it lationships with coll salary, status, and role conflict.

Morris and Morris (1980, as cited in Bowers, Eichner, and Sacks, 1983), in a
summary of research on stress in student teaching, found four major areas of stress:
student behaviours, relationships with supervisors, self-adequacy, and learner
achievement. In the Borg and Riding study, factors related to poor staff

and ional ition needs were rated as the least stressful.

Although the present study did not target professional recognition needs, as with
Borg and Riding, the two factors relating to staff relationships were rated as least

stressful by the respondents.
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The rankings of stress factors by student teachers are nearly identical to

those by experienced teachers from the Clark et al. study. In comparing this data
to a similar study conducted more than ten years ago (Klas, Kennedy, and Kendall-
Woodward, 1984; Klas, Kendall-Woodward, and Kennedy, 1985), there are
apparent differences in the rankings of stressors by teachers. The Klas et al. study

was based on data from 799 regular and special education teachers from

Newfoundland and Labrador. The hers found that hers, dless of
grade level or area taught, were experiencing a moderate level of stress. Unlike
teachers in the present study, however, they rated time management as the most
stressful factor and parent-teacher relations as the second most stressful. The
category of student behaviour placed fifth for the overall sample.

In comparing Newfoundland teacher stress rankings of the 80s to those of

the 90s, one can lude that time has been, and continues to be, a

significant teacher stressor. The category of student behaviour, however, has
moved from its place as a medium-level stressor, to the top stressor for
Newfoundland and Labrador teachers.

It has been speculated in school staff-rooms across this province that student
behaviour has deteriorated over the past decade. Students seem to hold less respect
for teachers and are more likely to assert their individual rights. This may explain

the higher ranking of student misbehaviour as a source of stress for both beginning
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and experienced teachers. It is also interesting to note the changes in classroom

structure that have occurred over the last decade. As schools in this province

d a whole- and ive learning h, the layout of

classrooms has changed from the old row by row structure to more learning centers
and group work. This, without a doubt, has resulted in more student-to-student

ion and less cl; Teachers are no longer in the forefront,

with a captive audience of students. Students, rather, have more interaction with
each other and the learning environment, making it more difficult for teachers to
maintain control.

Expert and Novice Differences in the Rankings of Seven Common
Stressors

Student teachers i of can be d to those of

experienced teachers from the Clark et al. (1994) study. Table 12 presents the

mean ings and dard deviations for the seven as cited in Clark et

al. study.
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Table 12

Mean Rankings and Standard Deviations for Seven Stressors,

as Ranked by Experienced Teachers
N=221

Classroom management
and discipline
Time Management 4.70 1.93

Meeting personal and 4.30 1.80
professional goals

Parent-teacher relations 3.69 171
and interactions

Maintaining my health 3.40 1.74
and energy
Getting along with and 3.30 1.97
working with school
administrators/superviso
s

Getting along with and 241 161
working with other
teachers

Immediately apparent from these two sets of data (Table 11 and Table 12),
is the fact that both the novice and experienced teachers gave nearly identical rank
ordering of the seven stressors. The only difference is a reversal of the fifth and

sixth ranked items. Both groups found "ClI: and discipline” to
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be the most stressful, and "Getting along with and working with other teachers" the

least stressful. The findings of the present study agree with those of Kaunitz,
Spokane, Lisstiz, and Strein (1986), who cite evidence which shows that the
stressful situations encountered by experienced teachers are very similar to those
encountered by student teachers. Both groups report stress in situations involving

student  discipli d ical i 1 performance, and

organizational matters. Fimian and Blanton (1987) also conclude that stress factors
experienced by trainees and first-year teachers are similar to those evidenced in the
experienced teacher population. Fuller (1969), in his stages of concern model,
recognizes class control as a major stressor of teachers, but holds that this concern
lessens with teaching experience. The present findings provide support for Fuller’s
premise, since the novice group gave a significantly higher mean ranking to this
item than did the expert group (see Table 13).

Not only do student teachers experience the same sources of stress as
experienced teachers, but they also experience additional sources of stress, related
largely to the nature of the student teaching practicum. MacDonald (1993) cites
these additional sources of stress for student teachers:

. role clarification (not knowing their role in the cooperating teacher’s
classroom),

. expectations (not knowing what was expected of them by their cooperating
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teacher),

. conformity (their role to fit in to an already established structure),

. time constraints,

. evaluation and inconsistency with evaluation criteria,
. assignments,

. discussions with peers which led to comparisons, and

. lack of feedback.

Kaunitz et al. cite additional sources of stress for student teachers: pupils liking
them; being accepted; knowledge of the subject matter; what to do in case they
make a mistake or run out of material; relating personally and professionally to
other faculty members; cooperating teachers, supervisors, the school system, and

parents; disciplining and motivating stud intaining control; and ing

lesson goals (p. 169). There is no doubt, therefore, that the student teacher
practicum is a stressful experience.

Although respondents in both studies were asked to rank common stressors,
they did not rate them in terms of degree of stress (for example, low, moderate, or
high). Therefore, conclusions cannot be made regarding the degree of stress
experienced by Newfoundland teachers and student teachers from this study.
Although one would expect the degree of stress to lessen with experience and

expertise, Borg and Riding found that the more experienced teachers from their
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study reported greater stress than their less experienced colleagues.
Table 13 compares the mean rankings of stressors for expert and novice

teachers, with significant differences denoted by an asterisk.

Table 13

Comparison of Mean Rankings of Stressors
for Expert and Novice Teachers
N =221

*Cl and discipli 4.63 5.18

*Time 4.85 4.48
Meeting personal and pr ional goals 421 4.05
Parent-teach lati and i i 3.71 3.78
my health and energy 3.29 2.99
*Getting along with and working with 3.54 3.09
school administrators/supervisors
Getting along with and working with 2.47 224
other teachers

*Significant at the 0.05 level of significance.
The novice group ranked "Classroom management and discipline” as
significantly more stressful than the expert group, at the 0.05 level of significance.

Although it was ranked the top stressor by both groups, it seems to be significantly
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more stressful for student teachers. This is not surprising, since this group is new

to teaching and has not had experience in classroom management skills. With

experience, hers may learn and discipli ies. Added to the
stress of disruptive classroom behaviour for novice teachers is the fact that they are
generally being observed and evaluated by a supervisor.

The expert group gave significantly higher rankings to "Time management,"
and "Getting along with and working with school administrators (supervisors).”
Time management may be less stressful to student teachers since, for most of the
practicum experience, they are not expected to teach a full day, but rather teach
select lessons. As well, the issue of getting along with school administrators and
supervisors would probably be less stressful for student teachers who are in the
position for only four months, as opposed to teachers were are there more long-
term.

Since the purpose of the present research is to guide improvements to the
teacher training program at Memorial University, the focus is on areas of
deficiency. Clearly, for both the novice and experienced teacher, maintaining
classroom management and discipline is the factor which causes the most stress.
It follows, then, that Memorial University’s teacher training program should be
examined to determine whether this aspect of teaching is adequately dealt with in

the training program.
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Despite the vast documentation regarding class control and its relation to
teacher stress, it seems that the issue of how to manage a class is rarely addressed
in teacher training programs. Merrett and Wheldall (1993), in a study on classroom
management, found that 86% of the teachers surveyed reported that they had to
learn classroom management skills on the job. It seems that the same may be true
for teachers from Memorial University. In the education degree requirements for
1992-93, none of the required courses deal directly with the issue of classroom
management and discipline. There are courses in the special education program
with deal with behaviour problems of children and adolescents, but often these
courses are restricted to special education majors. There is an optional course
listed which deals with the nature and management of stress. As Kyriacou (1987)

points out, however, "In general, strategies aimed at improving teachers’

I skills and cc ies to meet the d of being a teacher have

proved more successful than those aimed at loping psychol
reducing the experience of stress ..." (p. 150). It makes sense that teachers learn
to manage disruptive behaviour, rather than manage the stress resulting from lack

of preparation and skills in this area.



CHAPTER 5

Summary, Conclusion, and Recommendations

Summary of Findings

The present study provides evidence to show that student teaching interns
from Memorial University feel more than satisfied with their competency in all
areas surveyed. They feel more competent in some areas than others. They rated
themselves highest on the item referring to ethical behaviour. Relatively low

ratings were given to items dealing with knowledge of the school system and items

dealing with using information from ilable records or ized testing to

guide instruction. It is important to keep in mind, however, that even these low

ratings were still bly above sati: y.
In general, elementary student teachers rated themselves higher on selected

than did dary student teachers. The Clark et al. (1994)

study also found that secondary teachers who graduated from Memorial University
scored themselves lower than other teachers on a wide range of competency items.

Considering the research literature on expert/novice differences in teaching,
one might expect that more experienced teachers would rate their teaching
competencies significantly higher than novice teachers. The present study found
no significant differences in ratings on any of the thirteen major competency areas.

Experts rated themselves significantly higher than novice teachers on only six of
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the sixty-one sub-items.

Student teachers from the present study gave the following rank ordering of

stressors, from most to least stressful:

1.

2

ClL and di:

Time management
Meeting personal and professional goals

P: t-teach lati and i

Maintaining my health and energy
Getting along with and working with school administrators/supervisors
Getting along with and working with other teachers

Teachers from the Clark et al. study gave the following rank ordering of

stressors, from most to least stressful:

1

2%

Cl and discipli

Time management
Meeting personal and professional goals

Parent-teacher relations and i

Getting along with and working with school administrators/supervisors
Maintaining my health and energy
Getting along with and working with other teachers

Student teachers from the present study gave a higher mean ranking than did
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teachers from the Clark et al. study on "CL and discipline.”

The experienced teachers gave a significantly higher mean ranking to "Time
management” and "Getting along with and working with school

administrators/supervisors.”

Limitations
In interpreting the findings from the present study, it is important to keep

in mind factors which may limit lizati Although hers from the Clark

et al. (1994) study were shown to be fairly representative of the parent population,
the sample was somewhat limited in terms of age, rural/urban placement, and
teaching experience. The majority of the respondents (47.5%) were aged 26 to 30.
The average age of teachers in 1990-91, at the time the study was conducted, was

39.1 years (Education Statistics El y-Secondary 1993-1994, p. 110).

Significantly more of these teachers had held a position in a rural, as opposed to
an urban, school. As Clark et al. point out, however, "... there is considerably

more turnover in positions in the rural areas than in the urban areas of the

province” (p. 51). Since the respondents had b 1986 and 1990,
most subjects were limited to a maximum of six years of teaching experience. This
factor may account for some of the lack of differentiation between the novice and

expert group in terms of their self-ratings of competency. If amount of experience



81
is the key factor in the develop of expertise, then most subjects from the Clark

et al. study cannot be classified as expert.

In adapting the i ire from the grad survey to be used by the

student hi lati this over-looked an obvious fault in

wording. Question 4 of Part A of the survey, referring to "degree awarded,” should
have read "Degree to be awarded upon graduation.” Since more than half of the
sample did not respond to that item, only a small number of respondents could be

as y or dary. Although sample sizes can be considered

sufficient, the findings would be more conclusive given a larger sample size.

Part C of the survey used in the present study asked respondents to rate their

y on select hi y items. One must assume that

level of p
student teachers can accurately assess their level of competence in the areas
surveyed. Research shows, however, that student teachers may over-rate their
competency (Wheeler and Knoop, 1982; Briggs, Richardson, and Sefzik, 1985;
Briggs, 1991). Therefore, conclusions can be made about student teachers’ feeling

of competence but not their actual level of competence. Furthermore, a feeling of

p as opposed to actual p does not ily translate to
better learning outcomes for students.
Finally, in Part B of the survey, respondents were asked to rank seven

common teacher stressors. The mean rank ordering of items allowed this
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researcher to draw conclusions as to which factors are most or least stressful for

teachers and student teach, The d were not requi h , to rate

their level of stress. Conclusions cannot be made, therefore, as to whether student
teachers, or teachers from the Clark et al. study, are experiencing a low, moderate,

or high level of stress.

Conclusions and R dati

Student teachers from Memorial University feel more than satisfied with
their competency in all areas surveyed. They clearly feel more competent in some
areas than in others. Respondents gave relatively lower ratings to items dealing
with knowledge of the national and local school system. Although this topic is
dealt with directly in at least three education courses, each of the courses is
optional. This researcher recommends that at least one of these courses be made
a requirement in the teacher training program.

Respondents also gave a relatively low rating to two items dealing with

records to guide

using information from dardized testing or
instruction. As has been noted previously in this study, such a skill would be more
beneficial to a special education teacher than a regular classroom teacher. This
researcher, then, would not interpret this finding as a weakness in Memorial

University’s teacher training program.



83
It appears from the data collected in this study that elementary student

teachers feel more competent in some of their teaching skills and abilities than do
their secondary counterparts. This premise is further supported by the findings of

Clark etal. (1994). In analyzing the 1992-1993 education degree requirements, one

can easily account for this finding. EI y degree candi were required
to complete twenty-three education courses, a p ional year, and a f th
internship. y degree i were required to p only twelve
education courses without a professional year. The i i was an

option for the latter group. It should be noted. however, that changes have since

been made to the degree requirements, one of which is a mandatory internship for

dary stud As well, additional ired courses have been added to the
secondary degree requirements, many of which address areas of deficiency in the
old program. This researcher recommends that further research be conducted to
determine whether secondary teachers or student teachers from the new program
feel more competent in their teaching skills and abilities than those from the old
program. Housego (1990) examined program changes made in 1987 to the teacher
training program at the University of British Columbia. He found that student

teachers’ feelings of prep to teach i d significantly in the new

This it that the same will be found with the changes

made to Memorial University's dary degree progr
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Although one might expect teachers with experience to have a higher level
of self-perceived competency than novice teachers, the present findings do not

support that hypothesis. Despite obvious fault with the classification scheme of

pert/novice, valid ions can be drawn from this data. Since both experts
and novices feel about equally competent in their teaching skills and abilities, it can
be concluded that this feeling of competency can be attributed largely to Memorial

University’s training as opposed to i peri gained in the

work field.
In comparing the rank ordering of stressors for novice and experienced
teachers, one immediately becomes aware of the similarities (Table 11 and Table

12). Both groups gave nearly an identical mean rank ordering of stressors.

"Cl and discipline” was ranked highest by both groups but
significantly higher for novices than experts. It is not surprising that teachers and
student teachers experience stress in dealing with this issue since, for the most part,
this topic is not dealt with in their teacher training program. Merrett and Wheldall

(1993), in their on cl noted that "The evidence

is not a major

produced so far suggests that cl.
concern of teacher training establishments" (p. 93). Despite the lack of training in
these skills, 93% of the subjects in their study rated the ability to control a class

as "very important” and the remaining 7% rated it as "important.” Eighty percent
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of the teachers in this study were prepared to attend a course on classroom
behaviour management, which they believed would be beneficial, particularly in the
reduction of stress. A high proportion of their subjects felt that such courses would
be of great benefit to beginning teachers. It seems that Memorial University's
teacher training program is also deficient in this area. Although there are courses
dealing with problem behaviour, these are generally restricted to special education
majors. "Time management,” rated as the second highest stressor by both groups,
is also absent from education course descriptions. There is an education course

offered which deals with the nature and of stress; , it is an

optional course and as has already been pointed out, it is better to improve
competencies than to learn to deal with the stress resulting from a lack of skill in
a certain area. This researcher recommends that the course be made a requirement
for education degree candidates. A course dealing specifically with classroom and
time/resource management should also be made a requirement of the program. In
terms of time management, student teachers should be advised that student teaching
is a full-time job, and should be discouraged from taking outside work. During the

internship, they should be given a small pay i ive or so

that they do not feel the need to work at outside jobs. This researcher also
recommends that they be given curriculum guides, textbooks, and other materials

prior to student teaching so that they may have a head start in preparing for their
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practicum.

Suggestions for Further Research

A most significant finding in the present study is the tendency for

elementary teachers and student to percei as more

than their y parts. Sub to data collection for this study,
however, changes have been made to education degree requirements, one of which
is a mandatory four-month internship for secondary degree candidates. A
worthwhile focus for further research would involve surveying student teachers and

graduates from the new program to determine whether they perceive themselves to

be more p than their parts from the old program. As in the present
study, their self-perceived level of teaching competency could also be compared to
that of elementary teachers and student teachers.

Another significant finding from the present study deals with the rank

ordering of stressor items by hers and student h Although 1

can be made about which items are more or less stressful, this tells us very little
about the actual level of stress encountered by teachers and student teachers in the
Newfoundland and Labrador school system. An area for further research would
involve surveying the actual level of stress (low, moderate, or high) produced by

these stressor items.
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Briggs and Ri (1992) cited evid: howing that "As a general

rule, elementary student teachers tend to have less stress than secondary student

teachers” (p. 268). It would be interesting to examine this data further to determine

if there are differences in the rankings of for el y and dary
student teachers. A study comparing the quantitative level of stress for elementary
and secondary student teachers would also be interesting.

Finally, it has been pointed out in the present study that student teachers
experience many of the same stressors as experienced teachers, and additional
sources of stress related to the nature of their internship. A worthwhile focus for
further research would be an examination of the coping strategies used by student

teachers.
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APPENDIX A



Definition of Urban

Inchudes Census MetropoHan Areas (CMA), Census Agglomerations (CA) and other communities 5,000

and over.

CMA - St. John's 171859

A CMA Is defined as the main labour market area of an urban area (the urbanized core) of al least
100,000 population, based on the previous census. CMAs are comprised of 0ne of More census
subdivisions (CSDs) which meet at least one of the following criteria:

1.

2

the CSD falks completely or partly inside the urbanized core;

at least 50% oi‘mo employed labour force Htving in the CSD works In the urbanized core;
or

at least 25% of the employed labour force working in the CSD iives in the urbanized cdre.

Comer Brook 33,790
Gander 11,053
Grand Faks-Windsor 25,285
Labrador Chy 11,392

A CA I8 defined as the main labour market area of an uban area (the urbanized core) of at least
10,000 population, based on the previous census. CAs are comprised of one or more census
subdivisions (CSDs) which meet at least one of the following criterta:

(Education Statiskcs - Elementary-Secondary, 1002.99
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MEMORIAL UNIVERSITY OF NEWFOUNDLAND
SURVEY OF INTERNS
1992, 1993

PART A

Please provide the following information about yourself.

L Gender: M E
2 Age: 20-25___ 26-30. 31-35___ 3640, over 40,
3. Name of community in which internship was completed:

4. Undergraduate degree(s) awarded:

B.A. _ B.Ed. (Primary)
—_— B.Sc. - B.Ed. (Elementary)
- B.VocEd. _____ B.Ed. (Secondary)
I B.SpEd. ____ Diploma (Specify)
o Conjoint — Second Degree
Other (Specify)

PART B

Following are seven categories of stressors for teachers. Please rank them in order,
from 1 to 7, in terms of how stressful each category is for you. A ranking of "7"
is most stressful.

Maintaining my health and energy.

Ci and discipli




PART C

Getting along with and working with other teachers.

Time management.

Getting along with and working with school
administrators/supervisors.

Meeting personal and professional goals.

P

teach lati and i

Several teacher competencies are listed below. Please indicate your perception of
your present skill level using the following rating scale.

POOR FAIR SATISFACTORY GOOD EXCELLENT
(1) ) 3) @) )

I Demonstrate facility in oral and written communication
skills.

2. D knowledge of the demic content of the
subject(s) being taught.

2.1  Know and understand the major principles and concepts of the
academic area(s).

2.2 Possess accurate and up-to-date knowledge of subject matter.

2.3 Understand the purpose and value of the material to be taught.

2.4  Know appropriate sources of additional information about the

material to be taught.



POOR FAIR SATISFACTORY GOOD EXCELLENT N/A
(1) ) ) @) (5)
2.5 Am able to teach and 1l my i and
composition skills in the subjects I teach.
3. Demonstrate knowledge of human growth and development
as it relates to the teaching-learning process.
3.1 Know and understand the major theories of human
development.
e— 32 Undcrsund how physical, social, emononal and mt:llectual
relate to planning and organi
33 Know about various l:achmg styles and learning styles and
d their inter
4 D a knowledge of the Newfoundland and
Canadian school system.
4.1 Know and understand the govemance of schools from the
local, provincial, and denominational levels.
42 Und how the organization of the district and school has
an impact on the individual teacher.
4.3  Understand the role of the school as a social institution.
44  Understand the rights and responsibilities of students, parents,
and teachers.
e s. Plan instruction to achieve selected objectives.
5.1  Identify and sequence goals of instruction.



i
SATISFACTORY GOOD EXCELLENT
3) @ [©)]

53

54

55

6.1

6.2

6.3

6.4

6.5

6.6

6.7

Identify and sequence objectives for instruction.

Identify teaching proced and learning

Select appropriate human resources, materials, and media.

Plan instructional activities which provide for individual
differences.

Effective implement instructional plans and use appropriate
instructional techniques. :

Present material at a level appropriate to the needs, interests,
ability, and background of students.

Conduct learning activities in a logical sequence which is
flexible and developmentally appropriate.

Provide illustrations, examples, and applications of the
material.

Use a variety of instructional methods and materials and
incorporate advancing technology.

Use a balance of individual, small group, and large group
instructional arrangements.

Match teaching styles and methods with learning situation and
the learning styles of students.

Revise instruction on the basis of student comments,
questions, and performance.



POOR FAIR SATISFACTORY GOOD EXCELLENT NA

(1) 2) 3) ) (5)

Z Effectivel; i with stude

7.1  Provide directions and explanations in a clear, coh and
logical manner.

7.2 Establish rapport and foster positive reinforcement through
verbal and non-verbal communication.

73  Outline expectations for students in a clear manner.

74  Communicate with students both individually and collectively
about their needs and progress.

7.5 Handle discipline fairly and i y.

7.6  Recognize and understand the worth of all students and the
opportunities that racial, cultural, sexual, and religious
diversity present in the classroom.

8. Facilitate the independence of the student as learner.

8.1  Recognize and age the special i and abilities of
individual students.

82  Engage students in selecting their own learning objectives and
activities.

83 Pose probing questi that sti to recall,
analyze, synthesize, and evaluate.

84  Present ities that foster thinking skills and problem-

solving skills.



SATISFACTORY GOOD EXCELLENT N/A |
)

1) 2) ) (5)

8.5  Assist and encourage students to research issues and questions
of concern to them.

9. Effectively organize time, space, materials, and equipment
Jfor instruction.

9.1  Establish and 1 and p i

9.2  Use instructional time effectively, pace instructional activities
appropriately, and maximize students’ time on task.

9.3 Provide a learning environment that is attractive and orderly.

10.  Effectively assess student needs and progress.

10.1 Select appropriate materials and procedures for assessing
student progress on objectives.

10.2 Diagnose entry-level skills and knowledge of students.

10.3 Recognize when students are deficient in the basic skills and
provide or recommend corrective action.

104 Use information from system-wide standardized testing when
appropriate to plan instruction.

10.5 Create or select assessment or evaluation instruments or
procedures to obtain information for monitoring student
progress and effecti of i i

10.6 Develop and maintain systems for keeping group and

individual records.



POOR FAIR
1) 2)

SATISFACTORY GOOD EXCELLENT N/A |
3) @ 5) |

10.7

11.

1.1

11.2

11.3

114

11.5

11.6

1.7

12

12.1

122

Evaluate students on the basis of criteria that are aligned with
instructional objectives.

Effectively meet the needs of exceptional students (e.g.,
students who are gifted, students with developmental delays,
physical or emotional disabilities).

Obtain and use information about students from available
records.

Identify students who require a referral to obtain the assistance
of specialists.

Obtain and use information from colleagues to assist students
with special needs.

Provide appropriate instruction to students with special needs.
Understand the nature of the special needs of students.
Understand the pros and cons of mainstreaming.

Awareness of some appropriate techniques and strategies to
deal with special needs of students.

Meet professional responsibilities.

Demonstrate responsibility for self-growth, professional
improvement, and on-going self-evaluation.

Work cooperatively with colleagues and administrators.



POOR FAIR SATISFACTORY GOOD EXCELLENT N/A
1 2) 3) 4) (5)
12.3 Follow the policies, procedures, and curricula of the school
district.
12.4 Demonstrate ethical behaviour.
13. E age and maintain the cooperative invol and
support of parents and the community.
13.1 on-going tv y ication with parents.
13.2 Obtain and use information about students from parents.
13.3 Communicate goals and objectives for both programs and
students to parents.
13.4 Conduct effective parent-teacher conferences.
13.5 Use community resources in instruction.
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Aheam, S., B.S. Bowding Green, M.S. Minnesata, M.Ed.,
Ed.D. Columbia

Brown, J., BA.(Ed.), M.EA. M.UN.

Cahill, M., BA, B.Ed., ME. MUN.

Cannon, L, BA(Hons.), MA. London

Gurley R B B4 Wit Laurir, B.€4. Toronto, M.Se.
Clarka, R. EMB-J BA (Hons), MA. MUN.

Sooze, J. BAEA), B.52 MUN., MEL. Now Brunswick,

'mb-n.m,aa.com BLEd. New Bmswick,
E4.D. Boston
MA.EA..E.E!.KN MAT. St Francis Xavier, E4.0.

MF,TMBJW
Hopkins, 8.1, BA Dalhousie
Kim, KS., BA. Seouf National University, M.Ed., Ph.D,

Lehr, R, BA(Ed), BA, MEd. MUN., Ph.D. ADerta
maguanaanm.u&u.w,

Mmummmwm
Mw BA Concondia, MA. York, Ph.0. OUSE.
crsau-.u,as:ﬁnqu. MA, Ph.D. Westem
MM.B&,PGCE.mu&
Loughborough, Ph.D. Bimmingham
Fose. A BMus. B.Mus.Ed. MUN., MMus, PRO.
IN., MMus.,

n—-n:xu.u.amm.mmm
Schulz, H., B.Ed., M.Ed.
Yeoman, €, Bace.Es. Arts Moncton,, B.Ed. Mount Allison,
MEd. OISE.
Assistant Professor (Research)
Watts, K. Mus. B. Mount Alison, B.Ed., MEd. MUN.,
Research Computing Specialist
Shapter, MM, B.Sc.(Hons.) M.UN.
Sir Wilfred Grenfell
Downer, M.Sc.

n.,as:,aa:.. MUN. MEd. PhD.

accepts as its primary responsibility the professional prepa.
mmnln--mﬂgnl—aump-nmnim The re-
and specialists who will wark in elementary.

and secondary schools and post-secondary institutions. The
muummmmm

m Mmhﬂm'ﬂ the advancement
of knowledge. The Faculty initates and responds to change
mnmnmwmmm-m
is of most worth, 2 genuine lave of leaming, and the abily
to ly. It strives. an
understanding of the past, a pian for the present, and a vision
««w-ﬁm«

following Degree and and Diplora Programmes are offered
lhmughm-ﬁnllo/m

DEGREE PROGRAMMES
- Bachelor of Education (Primary)
Bachelor of Education (Elementary)

QR
0

1
ik
§
i

EP)
Elphmhmm&:mrﬂuﬁn(rﬂu
Oiploma in School Resource

temic:
pmgrlmmnmﬁ- Facutty of Education mﬂ Q!l G-ncnl
University Reguiations.

TEACHER CERTIFICATION

Note: is a Provincial Stu-
Department of Education, P.O. Box 4750, St. John's, New-
foundland, A1C SRS, foradvice regarding Teacher
Regulations.



Mﬁnmumhwﬂfd{qlﬂ-mpﬁwﬁwmum-

muymghnmmmmp'nmmmmsd ™
Newfoundland and Labradar. Registration in courses is normally restricted 10
those students who have admitted 10 a degree or

m-mahuummumw-
fied in the University Diary.

3. Students who have been admitted 0 & particular degree

1o change to degree
must submit a new Faculty application form to the Office of
the that will be considered in ail

4. Admission 10 programmes within the Faculty of Education

criteria listad for each degree/diploma programme.
5. In special cases, the Committee on Undergraduate Stud-
jes, on the recommendation of the Selections Committee,
may waive the admission requirements.

register
tance 10 a programme:

Education 2040 Education 3250
Sducation 2050 Education 3260
Sducation 2060 Education

Sducation 2065 Education 3560
Sducation Education

Sducation 2610 Education 3571
ducation 3210 Education 3580
Sducation Education 3590
ducation 3230 Education 3660

may, with permission of the Office
of Student Services, be allowed to register for the required
courses.

IN IN-SERVICE COURSES OR

REGULATIONS FOR RE-ADMISSION AND N
ADVANCEMENT (CERTIFICATION UPGRADING):
o Students having completed  de in Ed

1). Following admission 1o & programme of the Faculty of s..,.,mm 1 gt i Eohwcation courses
standing rogistra-

n the Faculty. fion for permission/procedure.

. These reguiations will be applied to partime students
:’wnmmmm courseson  BACHELOR OF EDUCATION (PRIMARY) AND
-p-n«iv- BACHELOR OF EDUCATION (ELEMENTARY)

fay) dogree programme entites & stxdent & enrol in the

mmmmwuh&_z

4 mmnmum-mhuw
sity under wwwﬁhwh
‘withdraw from the Faculty of Education.

S. Students who have been required to withdraw from the
Faculty on two occasions will be ineligible for future re-
admission.

2. To be considered for admission to the Bachelor of Educa-

fine required courses are: i

a) two courses in English
b) Mathematics 1050 and 1051 (or two courses applicable

6. Notwithstanding Clauses 1 through 4, the
Studies Commitise on recommendation from  Sefections

©) Science 115A and 1158 (or two Science courses applica-
Science).

from the Faculty at any time if, hmoﬁmmu'm(:omm

d) E!uuimaw
jucation 2040

The balance of courses shall be academic sub-
jects in accordance with Clause 2 of the Regulations for the
Degree of Bachelor of (Bementary).

3. In assessing applications to the Bachelor of Education (Pri-
mary) and (Sementary) degree programmes, consideration
will be given to the following:



) student’s overall academic performance, in addition to

b) demonstrated competsncy in written English as pre-
=ibed by the Faculy of Eucesion st the me of con-

sidecation for
©) two lettars of reference, one of which must be from the
s instructor in one of the Education courses re-
2above.

4. The Faculty reserves the right to denry admission to a can-
n—mmmmwunwmmc«mm.
med unsuitable for admission to a programme.

- One of 2002, 2003,

- Y-ndzlm.:ﬂﬂJlS‘.:"ﬁJ(!S
* Credit may not be obtained for both English 1110
and English 2010

- 10000r 2000

- 2025003920, 3450, 310

that students complete up to
. 4400

is recommended
mmnt:mo 3200, 3500, 3930,

mittee on recommendation from the Selections Committee
may, at its discretion, consider an appiicant of group of appli-
2and3.

Note: in all reguiatioas following, the Office of Student Ser-

3.
g

Mhﬂunﬁnuwmm
twion in 2 French speaking area

Pprogramme maters.

REGULATIONS FOR THE DEGREE OF
BACHELOR OF EDUCATION (PRIMARY)

- Ris that students complete at least
‘one of 3650, 3651, 3652
NOTE: Students may wish to select the French im-

Sequence - Primary Programme.

Nota:
(hh-y)l;v;hwmudm 19971, will be a0, 2102, 200

e One of 2490, 3290, 3320, 3490
1. a) Candidates Pri- ‘in Geography
mary) will be i

in accordance with Clauses 2, 3 and 4 below. Subject to the

number of completed for the di

b)
n)‘s.dlnnouﬁndau—mﬁﬂ-d ‘Suggestad Course
Sequence—Primary Programme.’

sion tn the Faculty of Education will be included in the total
‘courses: fogree.

) Students may aoroln the itacstip only et successtl
completion of the Professional Year. The Professional Year

sory concurrent non-credit ield experience. i
2. A candidate shail be required 1 complets a minimum of
twenty-wo courses as follows:

a) Four courses in English.
b; Sclence 1154 and 1158 or a concentration in Science.
c 1051

tion in Mathematics.
4) Two courses i Peychology.
t)ﬁmmn—umum-m
Bave comploted ot fexxt 2 and vt e By

with the rguiations Gstad below: Art~, English, Foldore,
:m.&ummm . History, Linguis-
‘Studies, or Scienca.

* Courses in this discipline are not availabe at Memorial

-mmﬂmnmm-ynsrwmmm
Collge may be sed o st s

At
- Sixcoursesin At
Visual Arts courses in At History at Sir Wilfred Grenfell

History
~ 1000 and 1001 OR 1050 and 1051
210

- 3110,3120

- Twoof m.zm(«z‘marm 3100, 3201,
3212, 3410, 3850.

Mathematics
- Six courses including no more than two 1000-evel
courses and at least one 300C-evel courss

Music

- 1020, 1021

- 110Aand 1108
- 251Aand 2518

Physical Education
Six courses ® ba chosen in consultation with the

unuwu
s o be chosen from 2011, 2012,
ZIQZ!@EID.MMMWM

Science

- Six courses| mnmmmmmu
Mmham-hdnd m Biochemistry, Biol-
ogy. Chemistry, Earth

orin part

= Two 1000Hevel courses
~  Two of 2010° or 2020, 2390, 2400, 3650
- One of 2000, 2001, 3200, 3201

3. Acandidate shall be required to complets & minimunm of

twenty-three courses in Education.

a) e Pri-
mary programme:




i Eaue-uonm 2060, 2360, 2610, 3005, 3120, 3130,
3270, 3305, 3370, 3540 3615, 3940, 3950, either 4360

or 4370, 4380,
i \'wnoimmz:so.m.nsmzm.w 3220

of Education. Students
v'm-w.; Music under Clause 2{f) must include Education
3180.
4. in addition 1o satistying Clause 3 above, all candidates
mumwm-wm (Edu-
cation 40

SUGGESTED COURSE SEQUENCE — PRIMARY
PROGRAMME

Professional Year
- Education 300, 3120, 3130, 3270, 3305, 3370, 3540,
3615, 3940, 3950.

égs";

total of tweive
- One course from Clause 3(s) (i) above.

FRENCH IMMERSION OPTION

Note: In ackiton 10 the above, e i a1 0pGo0 whtia e

BEd. (Primary) Degree programme for
Whmmomnumm
programmes of the Province. The course sequence for this
option is as follows:

First Ye
English 1000, 1001
1000, 1001
1

Lo
8

Third Year

._.«-....
Casendia fof sl 2 dents. ‘The required school placement will
o i ona of the Franc immersion cassrooms in St John's:

Fourth Year

This year is 10 be taken at a cooperating francophone uni-

and academic courses taught in French. This semester of
consuttation with

One.
French 3701 (or appropriate level)

Education 4425

Education 4380, 4360 or 4370 (the particular course de-
pends on what was taken in the fourth ysar)

Education 4155

2nd or 15t Semester

REGULATIONS FOR THE DEGREE OF
OF EDUCATION (ELEMENTARY)

Nots:

(Blementary) Degree Programme as of September, 1991, will

be govermed by the following regulasions:

1.2)

Mnumnm.mdm
‘Subject

o the genen reguiations goveming Admission, Readimis-

© acutty num-
ber of courses completad for the degree.
b)

gestad in the outiine of courses entitied” ‘Suggested Course
‘Sequence - Blementary Programme.

¢) Students may earol in the intemship only efter successtul

completion of the Professional Year. The Professional Year
consists of tsn specified courses and the compul-
non-credt fieid

2. Acandidate shall be required to complets & minimum of
twenty-wo courses as follows:

) Fourcourses in English.
b) Science 115A and 1158 or a concentration in Science..
1050and 1051 r

tion in Mathematics.
a)rmmhpqmm
l)WWMMMnNMIumm
uwmnl-mdxummnmm

wmmmnmmmm,uqmmm
3700).

Second Year

1st or 2nd Semester

- Five French credits from the Freckar Institute or other ac-
ceptable French credits from another institution.

2nd or 1st Semester
- Education 2040

WNWWIMWM mﬁl‘dui,
Franch, Geography, Home Economics®, History, Linguis-
tics, Mathematics, Music, Physical Education, Religious
Studies, or Science.

* Courses in this discipline are not available at Memorial

* Visual Arts courses in At History at Sir Witfred Grenfell
Coliege may be used to satisfy this requirment in whole
orinpart.

At

- Sixcourses in At

Visual Arts courses in Art History at Sir Wiifred Grenfell
G y

- Education 2360
- Education 2610
- French

- One English

orin part



Two 1000-evel courses.
ruoofzmo'urzm.m.zmm
of 2000, 2001, 3200, 3201

2003, 2004

2002,
Two of 2150, 318, 3186 WIS

* Credit may not be obtained for
-dk'whznw

Ry

both English 1110

Folkiore
1000 or 2000
- 230,250, 3320, U0, 310
is recommended that stdents complete up 10
e of 3100, 3200, 3500, 050, 4400

a) The following courses are compulsory courses on the EJ-
ementary prog:
i, Education 2040, 2065, 2360, 2610, 3006, 3275, 3315,
:ws.um 3545, 3615, 3940, 3955, 3960, 4360 of
4370, 4380,
. Two of Education 2050, 2080, 2194, 3050, 3120, 3220

Poanch 4. In addition 1o satistying Clause 3 above, all candidates
- Amaximum of two 1000-evel courses 'shall be required to complete a five-credit intemship. (Edu-
- or equivalent cation 401X
- 2101 or equivalent
- or equivalent .
= peies gmsrencouaseseoumee
- o) approved
tution in a French ing area. Years 1 and 2
- that students complete at least Bght academic courses - School of General Studies.

mmmmﬁnuﬁdmﬁmm
Sequence - Primary Programme.

History

1000 and 1001 OR 1050 and 1051
- 2100 and 2110 OR 2200 and 2210
- 3110,3120
Unguistics

1100 or 2100

- 2103, 2104, 2210
~ Two of 2150, 2400 (or 2401 or 3500), 3100, 3201,
3212, 3410, 3850.

Mathematics
- Six courses inciuding no more than two 1000-evel
courses and at least one 3000Hevel course
Music

- 110Aand 1108
- 2S1Aand 2518

Physical Education
- Six courses to be chosen in consultation with the
Ath-

il
§

2above

One course from Clausa 3(a) (i) above

Other acadermic courses

Professional Year

- Education 3006, 3275, 3315, 3375, 3480, 3S4S, 3615,
3940, 3955, 3960.

Education slectives

Courses from Clause 2 sbove to complets the required

total of tweive
~  One course from Clause 3(a) @) above.
FRENCH IMMERSION OPTION
Nota: In addition 1 the above, thers is an option within the
BEd. programme for thoss students
wishing 10 propars themseives © teach in the French immer-
‘sion programmes in the Proviace. The course sequence for
this option is given at the end of the reguiations for the B.£d.
(Primary) Degree programme.

BACHELOR OF EDUCATION CONJOINT

- WITH BACHELOR OF ARTS, BACHELOR
_“‘g"“;m 3 OF SCIENCE, BACHELOR OF PHYSICAL
B I,“ 2t the 3000 level o EDUCATION OR BACHELOR OF MUSIC
- ane coursa to be chasen from 2011, 2012, (Secondary School Preparation)
2130, 2140, 2610, or an additional 300CHevel course £ .
Sclonce ADMISSION:
- Six courses including at least two courses in each of |mmmnmmmwmm
two subject areas selected from Biol- considered once &
; ogy, Chermistry, and Physics. your
L y1.
for Admission to the above-noted pro-
in Clause 2 above. mmu-—mmumw

3. Acandidate shall be required to complets & minimum of
twenty-three courses in Education.

must have either

dlﬂyod-d-mdahﬂmbv
Acts studeats) or have been formally admitted

10 the School



of Physical Education and Athletics or the School of Music,
s appropiate. Appcations for Adiesion subroited by sar-

1rammmmu-mdm

Programme, students must have success-  Linear Aigebra, Geometry, Number Theory. Probability/Stat-
mm-mmmmmm Computer Science, and second-year Calculus
aver-
. i vy
have successfully completed. 3. A GENERAL PROGRAMME
' A Educa-
3 on, which shall include the following:
) atleast two courses in

b) nl—nmm-\mumyu* History”, Math-
ematics, a Second Language, anuoor-nySﬂnu

programme, used
©) atleast four courses in u-swi-:mu-mzmg(

students at least four courses in Music. Consideration
Winter

4. In assessing applications, consideration wil be given t

the following:

a) students’ overall academic performance, in addition to
ic in Clause

group will in
Clause 2(a) above.

d) Education 4007.

o) Education 4380.

1) Education 4360 or 4370.

9) i
joint Degrees proge ooe oot aready

ramme,
mmumnmpﬂmmmﬂnw

b) u-mnm.a written English as pre-
laib'dbym Fﬁlﬂd&uﬂﬁmﬂmlﬁmdu}ﬂ-

sideration for admission;
©) two letters of reference, one of which must be from the
student’s

major is
mmmm«m&mmmao

Office of Studant Services.
i) Candicatesfo the Conjint Degrees SA and BEd. who
aro preparing to teach Franch In the Secondary Schools

ww-mw-swmua(c)m

ing

Gidate, who 1 the opinion of the Selectons Comttee, &
deemed unsuitable for admission to & programme.

6. In special circumstances, the Seiections Committse may,

B. INTERNSHIP PROGRAMME

fined in Clause 3.
Notes: 1) Students who are admitted with & particutar teach-

a) At least one course from the group: Educstion 2250,
and and 4151;

usi-m«n 4180 and 4181; 4201 and 4202. The
be detsrmined by the particular subject In

group wil
P Clauss 2(s)
2 of andwhowish ) Education 4380.
reapply acully d)
of the be ) Education 402X.
) fromthe Con-
joint including those not aiready

Degrees programme,
m—nmunmmmu

minimuem of fifty courses in accordance with the regulations
hrmosqmdwoummun-zm:Awa

m.wmmnmmowwnm

Py 1y be accepted in
indicated in Clause 3.A.(c) or 3.8.(b) above.

REGULATIONS FOR THE CONJOINT
DEGREES OF BACHELOR OF EDUCATION
AND BACHELOR OF SCIENCE

(Secondary School Preparation)

1. A candidate for the Conjoint Degrees of Bachelor of Edu-
catic

2and 3A

or B. below.

Note: Students intending to compiets the Conjoint Degrees
in order o do so, al Education coursss in excess of ten must
of the

Degn



2. a) Every candidate shail be required to complets at least
mmhmmmmmww
chemistry, Chemistry, Earth Sciences,
Wmmm

courses in English.
shall include in their courses at least one course in sach of

forthe degrea of Bachelor of Physical Education and Clauses.

2and 3A or B. below.

2. a) Every candidate shall be required to complete at least

sight courses in ane of the following subjects: Biology, Sio-
Mwwswa

Economics, English Language and Literature, Franch,

cerhy. History, Mathematics. Political Science, Refigious.

Uinear Aigebra, Geometry, Number Theory.
intics, Science, and second-year Calculus among
the required total of eight.

3. A GENERAL PROGRAMME Linear Aigeba, Geometry, Number Theory, /Stat-
Acandidate shall complets st least twive courses in Educa- ‘Science, and Caiculus ameng
on which shal indlude the following: the required tota of eight.
Educasion 2360
b G 3. A GENERAL PROGRAMME )
. Educaon 3170 sed 3171 ote at loast in Education
e et 171 vl ot s croch or Ecioa, «) One of Education 2420, 3410, 4425.
ion 3170 and Education 3177; B} CoeofEseoeton 223, 3252 .
AD c) One group of Education 4140 and 4141; 4150 and 4151
& Two courses from Group A or ane course from eech <161 and 4163; 4180 and 4181; 4201 and 4202: OR w0 of
of Group A and B below. 4170, 4171, 4270, 4271; OR one of 3170, 3171, and one
g, 4270.4271. The group i b detarmined
Group A: Education 4170, 4171, 4270, 4271 byt paricia subfect i Geuse 200 sbove.

Group B: Education 4161, 4163, 4180.
the particular subject in Clause 2(a) above.)

OR
Wi Education 4161 and 4163 (for )

by

"!
Education 4360 or 4370
;Mmmmmhdﬁmmnmuuldy

Joint Degrees programme, including thosa not sirsady
Q) major i

B. INTERNSHIP PROGRAMME

‘shall complete at least ten courses in Education chosen in
‘accordance with the following

or
more courses in Mathematics Education from the Se-

2) One of Education 2250, 3250, 3260.
b Education 4150 and 41S1;
4161 and 4163; 4180 and 4181; 4201 and 4202 OR two of
4271, OR one

4170, 4171, 4271, «of 3170, 3171, and one
(Olios of Skadast Buooes. of 4170, 4171, 4270, 4271. The be
B. INTERNSHIP PROGRAMME o) Buaton I Clinse
A candidats who seiects the sd- d)
which  ® ) Education 4380.
:‘)‘E'T;mm Note: The requirement of Education 4007 in all programmes
T, One of Bercaion 4101, 163, 4170, 171, 4180, Toaching Guidelines).
, refor to Studeat
4270, 4271. (This course will be mby
partcuar aitectin Glsa 2) thov. REGULATIONS FOR THE CONJOINT
R i DEGREES OF BACHELOR OF MUSIC
. eans-nnm and 4163 (for Mathematics Majors).  (MAJOR IN GENERAL STUDIES) AND
b) Education 4360 or L BACHELOR OF MUSIC EDUCATION
) Education
d) Education 4380.

mmdmmmumbm

REGULATIONS FOR THE CONJOINT

DEGREES OF BACHELOR OF EDUCATION

AND BACHELOR OF PHYSICAL EDUCATION

(Sacondary School Preparation)

1, Acancidate for e Conflnt Dagrees of Bachelor of S
cation and Bachalor of Physical Educeson shall complets &

‘with the regu-
l-bmlwn wmmmudmm@md
Musical Studies major and Clause 2

Sducation 2250 or 3615
4360
4370 oc 4380
Sducation 2510, 2520, 2530, 3320, 3325, and 4830
ducation 403X (S-credit intsmship)
in Education other than Music Educa-




Note: One of the following courses may be used t fulfl the

a)m‘:mmum‘mmw

Pprogramme: Education 4835, 4840, 4845, 4850, 4855, 4860.

REGULATIONS FOR THE BACHELOR OF
MUSIC EDUCATION AS A SECOND DEGREE
| Ammmmw-wm
wmnumamdu&.—
s acceptable o the Selections Commitiee of the Faculty of
Education.

2. Subject to Reguiation 1. the degree of Bachelor of Mu-
sic Education be awarded

n)wm written English as pre-
wwmmmwnmmum

©) two letters of reference, one of which must be from a
C C Cause

2.
6. he sosion 10 8 can-
ﬁnmnhwﬂ"wm‘
deemed unsuitable for admission to a programame.

P o
mitise on recommendation from the Selections Commitise

may |
00 of at least ten additional courses provided the candidate:

governing the Conjoint Degrees of Bachelor of Music (Major
in General Studies) and Bachelor of Music Education.

BACHELOR OF EDUCATION AS A SECOND
DEGREE

(Secondary School Preparation)
ADHISSION:

lStounthg Programme are considered once a year for
admission to the Fall Samester only. The deadins for sub-
Appiications is February 1.

mission of
2. To be considernd for admission to the Bachelor of Educa-

cants a5 an exception to the requiremeats outiined above.

REGULATIONS FOR THE BACHELOR OF
EDUCATION AS A SECOND DEGREE

(Secondary School Preparation)
1. To be eligible o receive the Bachelor of Education s a

priorto
Sobmiting ek ppsiestion:
) have been Ats, S 2A w0 s een avarded o Sachelors degree,
ence, or Physical Education from Memorial Universityor  Other than a degres Momiociet Uckeacsly
casion be avarded the of Bachelor
ancther recognized unévecsity o tr vy § e e
b) have obtained a cumulative average of at least 60 per-
" cantoran mveage of at esst 0 percent on e lest 20 5 2 s
AND ) oot sod Enchor ol A
) S cation and Bachelor of Science.
d) have completed > <) Edu-

3. Acandidate who has been awarded a Bachelor's Degree

ECONOMICS, ENGUSH, GEOGRA- recognized university other than Memorial University
PHY. HSTORY, MATHEMATICS., PHYSICS, POUTICAL 1 o may be admitted to & g
RELIGIOUS STUDIES. 1o the degree of Bachelor of Education, provided the pattem
3 o Selections Committss, Faculty of Education; and the degree
a) other than in of
e o o Gacie oo -
courses!
5 : the degree programmes refarred to in clausas
:]""c" o= Fealy of Edvonion. sad 2 S et 20 e,
2p). 6} and (). REGULATIONS FOR THE DEGREE OF

4. Candidates who are cegistered in their final semester of
Mﬁm&dnkx'tlhgm

the academic requi
lnamu:z(n), (®). () and (d) above upan completion of
plm Applicants completing degrees.

BACHELOR OF EDUCATION (NATIVE AND
NORTHERN)—B.ED.(N&N)

This 2 taacher aducaton programme designed for Natie
ghudents i Labrador who inend 1o pursie o

Mmmmmt— degree. Students
Mmﬂnmmmlmﬂlnwﬂ
ered subject to availability of space.

s. h-—nwummumu

in the. nwuun-ntpu-
Beyand the Dipioma in Natve and Nortem Ecucaton. -
REGULATIONS FOR ADMISSION/RE-ADMISSION
AND

4 Second Degree Frogramme, o
the following:

1. Students who wish to enter the programme must submit



an application to the Office of Student Services, Faculty of
Education.

2. Applicants 10 the B.Ed.(NAN) must complete the general

* Students who have succe: completed Education
2250 as part of the T.£.PL. Programme wouid be aliowed
10 substitute it for Education 2610 or 3615.

cation form for admission to the Faculty of Education, Native
and Northem Programme.

) e
mmmmwmmhm—

3. Normally, to ic for issic

‘have completed a minimum of five courses with an average

of at least fifty-five percent in those courses and be in clear - A

Standing. of the intemship requiement. In cases whers waivers are
granted, i

1 the programme upon adimission 10 the University. Students.
admited in

primary ducation © be deter-
. "

‘succassfl completion of five courses with an average of not
loss than fif-fve percent.

Gmunmﬂmmum
those courses, where appropriate, towards the

tained in all beyond five.
5. Students who have been admitted 0 the B.6d.(N&N) will
be govemed by Sections B and C of i

Student Services.

mmmmmm
the following eight courses:
~  Education 2150 or 3960, 2182, 2200, 2350, 2610 or 3615,
3281, 3542, 43%0.
. Further courses to complete the required total of ifty may
be selected from subject areas fisted in Clause 2 above or

'segment throughout
prograrme and willbe essessad on the basis of e sverage
Gbtained on those five cor

6 direct en-

which primary Y

PROGRAMME FOR STUDENTS ON THE
'SECONDARY EDUCATION ROUTE

wﬂlmmummmm.mmmﬁnymln
2,3and 4 below.

ﬁnuwuwmmmhnm

Y
L an opportunity to

2. The following courses are compuisory:
a) mmm R is racommended that thase re-

qut-u courses be taken as earty as possidle in
b) Mlmlmmmmhmnwl-

-ndam arzm 2031

1. (NaN),
ey rouls, will be required & complete & minimum of fitty

2 The following coursés ars compulsory:
) Mathemasics 1050 and 1051 o Mathematics 1150 and
Mathematics.

fics (inuthut or Montagnais), Physical Edu-
cation, Religious Studies, Biology, Siochemistry,

istry, Earth Sciences, or Physics.

ral University.

©) Education 2222, 2250 or 3250, 2361, 2430, 3281, 4020,
4330.

f ) Two courses from each of two groups fisted below re-
fated to those courses selected from 2(d) abave, except

ogy.

d) Uinguistics 2020 and 2021; or 2030 and 2031
o) Four courses in English. 1 is recommended that thess
the programime.

A, Science”,
Folidare, French, Geography, History, Linguistics (inuttut
Phyica Education,or Rligious Sudies. i
* Studonts shail atloast w0 courses in each

Chemistry, Earth S:bm‘..vdFl!ﬂa.

= Courses to be chosen as follows: Two of Music 1120
and 1121 or 1104/B; One of Music 1020, 1021, Education
3180, 3190; One of Education 3130 or 3160.

passible in

f)

- mmummwumzunz‘nm
2222, 2230 or 2240, 2350, 2361, 2430, 2510" or 3615°,
3140, 3281, 3321, 3542, 4020, 4330.

tions in Science. Students who concentrate in Science
will choose courses according to Regulations 2(g) and
2()-

- sducation 4140 and 4141

a a
|
R

m&ut or Education 4230 and

Physical Education 4110 and 4420
8) For

ence;
- Mn 3171 and one of Education 4170, 4171,

n)hmmm&mnm»



T A . B

Education 3170 and 3171, and two of Education 4. Students pursuing or having completed degree pro-
4170, 4171, 4270, 4271. grammes for the preparation of secondary school teachers
% : e wha wish 1o enter the Bachelor of Special
= ip (Education 404X). and 3540 or Ed-
3 . : Education 3220 or 3230; Education
NOTE: Candidates who have completed the Diploma in S350 3315 and 3545; Ed
Native and. m jon in Labrador and have suc- o 2290 priof to E
at least five yoars as a i 5 Deg in Special Education
mmwﬂ;ﬂ :'wmnuﬂ'ﬁ:-dm must complete the application form “Application for Admis-
IMM( ic 52 rogr
s cuses whers wahers ”m“"fm""' appropriate deadiine to the Office of the Registrar. Students.
Sbe brokeoios “Application
s 5 amn-m Application forms for the Special Educa-
b) Students may envol in the Intemship Programme only
aftr successtul completion of thi fion programme may be obtained by writing the Faculty of
Mm:ﬂ‘.m.\du.ﬂ Su 's, A1B 2XB.
2{f), 2(g). and 2fh).
DEGREE REQUIREMENTS

4. Further courses to complete the required total of fifty may
be selected from subject areas fisted in Clauses 2(a), 2b).
2(e), and 2(d) above or from other

1. To be siigible for the Degree in Special Education, a stu-

ave appropriate. Y
education.

REGULATIONS FOR THE DEGREE OF
BACHELOR OF SPECIAL EDUCATION

(For the preparation of taachers of Special Education.)

ETHER
a) the Memodal University Bachelor of Education Degree
(Primary) or Mummm

Notes: 1) Students presently holding the Diploma in Special 36303650
wishing E7
1 upgrade the Diploma 1o a Bacheior of Special Education cial Education.
oR
2) the Memaria! University Bachelor of Education Degree

2) Studeats who update the Diploma in Spacial Education by or (Sementary) or anather
completing the requirements for the Bachelor of Special Ed- deerned sppropriate by the Faculty of Education, and
ucation Degree shail have the diploma b) Education 365X - Hariow Practicum in
transcript replaced by the degree designation. Education (5 course credits) plus Education 3600, 3610,

¥ 3520, 3630 and 3 courses from the elective in
ADMISSION REQUIREMENTS
1 i <
i year. The begin ADIIISSIONREDUIREI‘E;‘TSTOTHE IN

Lo iriseerd AND DIPLOMA PROGRAMMES

mmuuo:u‘:um-h.ﬁm-y‘. VOCATIONAL. EDUCATION
g Sk e To be admitiad t0 the Bachslor of Vocational Education De-
2 degr special education
isfimitad and salective. mummmmmdhm
3. To be admitted to the Bacheior of Special Education De-  special admission requirements as outiined by the following
gree programme a candidate shall have a minimum of a 65 Criteria:

percent average in the last twenty courses and aiso mest the

following requirements:

a) have met the admission requirements to the Faculty of
Education; and

b) ETHER

1. Occupational training as verified by one of:
2) acertificats of qualification as a joumeyman for a desig-

nated trade;
b) a certificats or diploma from a technical or business
school or callege;

i have credit for: Education 2360; Education 3220 or
Educa-
tion 3315 and 3545; and Education 3615.
OR

. hokd » degree n Primary or Elementary Educetion
Memarial University or some other recognized

c) ans grea from a university;
() or () above.

2. Atleast one year of work experience or equivalent in the

g ‘This expe-

appropriata by the Faculty of Education. Such can-
didates may be required to complete
courses to meet the prerequisites in b() abave.

education or have equivalent tsaching experience prior
1 admission.

c)

with
Note: Training and experience will be assessed and verified

3. Students who wish to entec the programme in Vocational
Education, Office of Student Services.
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Koski, G.R., B.Ed. McGill, MA., Ph.D. Michigan State
Oidford-Matchim, J., BA(Ed.). BA Memornial, MA. Ph.D.
Onio State

o's-‘m.‘n. B.Sc. Trinity College. MA., Ph.0. Westem

am- MA. BSEd., MEd. Universiy of Georgia. Ph.O.

The Florida State Universiy

Roberts. BA. Abduz. bus (3 £1.(Post Gra). Abs.
. Kuenstlerische Reifepruefung

WM Detmold, Germany. Ph.D. Stiding,

Scotiand

Sharpe. D.B., Cert.Ed. Loughoorough College . B.EC.. MEd.

Alberta, Ph.D. Texas ASM

Shuell, N.B., BA, MEd. St. Mary’s College, Minn.. MA.,

Ph.D. Marquetta

Snowden, J., Cert.Educ.Dips. Dramatic Art London,

RADA., MA. Northwesterm

Thistle, W.W., B.5c.(Hons.). B.Ed.. MA Memorial, LLB.

Dalhousie; Vice-President (Administration and Finance)

and Legal Counsel

Veitch, N.. B.A.(Ed.) Memorial, M.Ed. St. Francis Xavier,

MA Michigan

* Watts, D.S., BA Maine, M.Ed. Salem State Coliege,

CAS.. Ed.D. Maine

Assistant Professors

Aneam, S., B.S. Bowfing Green, M.S. Ohio State, MEd.,

E£4.0. Calumbia

Barrell, B., BA, M.S. City University of New York, B.Ed. New
Brunswick, Ed.D. Toronto

Cannon, P.L, BA(Hons.), MA. London, Ed.D. British
Columbia

! Cartey, R.J., B.A. Wilfiid Laurler, B.Ed. Toronto, M.Sc.
Guelph, Ph.D. Toronto

Clarke, R, B.A(Ed.), BA.(Hons), MA. Memorial

! Gilbert, T.8., BA. Concordia, B.Ed. New Brunswick,
M.Ed.(Spec.Ed.) Acadia, Ed.D. Boston

Harte, A, BA, B.Ed. Memorial, MAT. St. Francis Xavier,
Ed.D.OLSE.

Hawisley, F., T.Cert.(Ed.) Warwick
Hopkins, 8.J., BA Dafhousie

KGm, KS.. BA. Seou! National University, M.Ed., Ph.D.
Aberta

Lehr, R, BA(Ed.), BA. M.Ed. Memorial, Ph.0. Alberta
Mann, B.L, BA(Hons.), Grad. Dip., MA. Concordia
Muicahy, O.M., BA, B.Ed. Memorial, M.Ed. OLSE., Ph.0.

Okshevsky, W., BAA. Concordia, MA. York, Ph.D. OLSE.
Rose, A, 8.Mus., B.Mus.Ed. Memorial, M.Mus., Ph..
Wisconsin, Madison

Russell, A, BA, MEd. Manitoba, Ph.D. Alberta

Schulz, H., B.Ed., M.Ed. Caigary

Seifert, T.L, B.Sc. Waterioo, B.Ed., M.Ed. Windsor, Ph.D.
Simon Fraser

Tite, R, BA, B.Ed., Ph.D. Toronto

Yeoman, E., Bacc.Es Arts Moncton , B.Ed. Mount Allison.,
MEd. OLSE

" On jeave 1992/53

FACULTY OF EDUCATION
DEGREE REGULATIONS

MISSION STATEMENT FOR THE FACULTY OF
EDUCATION

Newfound-
tand, mummnﬁmmm
accepts as its primary responsibility the professional prepa-
ration of those who will give leadership in education. The re-

n.
ized research for the improvement of pedagogical
iy research

praciics, and broad r the advancement
of knowiedge. The Faculty inltiates and esponds to change

umpnyateauunm appreciation
18 of e vkt @ Geacins fove of bk, and e shilly
o think critically. & prepare educators wha

uu.-nns,: lnﬂl-snn
for the future.

The foliowing Degres and Diploma Programmes are offered
through the Faculty of Education:

DEGREE PROGRAMMES
Bachelor of Education (Primary)

- Bachelor of Education (Elementary)
Bachelor of

- Bachelor of Music Conjoint with Bachelor of Music Edu-

for of Music Education as a Second Degrea
Education (Native and Norther)

"
é
g

Bachelor of Vocational Education
DIPLOMA PROGRAMMES

ever, academic
programmes meet the Faculty of Education and the General
TEACHER CERTIFICATION

Note: Teacher is a Provincial Stu-

Department of Education, P.O. Box 4750, St. John's, New-
foundland, A1C 5R9, for advice regarding Teacher Certification
Reguiations.

ADMISSION
1. Admission to pmgﬂm.:mmﬁunld&m—

may be given to students who are permanent residents of
Newfoundiand and Labrador.



Education Degree Regulations 209

2. Applica: issic ithi 'y REGULATIONS FOR
mmwawmuma&am (SECONDARY) BACHELO OFED' 0"
the Registrar in accordance with the deadlines
below. Letters of reference and 1 it
statement as required by the appiication form must be for-  complete overall of at least
directly to the Facuity of i who 65% in courses taken in each semester.

must apply i ity s 2 1o attain an average of the

for i it the
sion 1o the Office of the Registrar withis speci- 1o the

3. Students who have been admitied (o a particular degree

ered in competition with all others. Students, if readmitted,

10 change to anather degree programme within the Faculty
must submit a application form ta the Office of
the Registrar that will be considered in competition with all
other students.

4. Admission to programmes within the Faculty of Education

criteria fisted for each degree/diploma programme.

5. In special cases, the Committee on Undergraduate Stud-
ies. on the recommendation of the Admissions Committee,

REGULATIONS FOR RE-ADMISSION AND
ADVANCEMENT

attain an g 65% dur-
mmmmﬂ

either

(a) be required to withdraw from the programme

or

(b) with the

recommendation of the Office of Student Ser-
vices, F.cmyuamum Tepeat the ntarnship in

another

a hwm waiver of these require-
wmqummmama&dm
of Education.

and advancement regulations.
10 an-manmm

mmummwhmmmnmm‘g
in the Faculty.

®- mﬂomwalbeappnudumdm students.
unlyamlhcylumemnpl four consecutive courses on
a part-time Education 2040 & mﬂ]
2. Students who failt obtain a semester regeof per oy st
2510 Education 3570
y be placed 210 Education 3571
o fucation 3220
fucation 3230 Education 3550
be required to withdraw from the Faculy. fucation 3250 Education 3660
3. Students who have been required to
e R o & oy af 3 oy i anmmbmm‘, g
‘semesters, apply for re-admission 3 ‘mine which, i any, of the above courses can be applied to
under pro- their degree programme. The above , Stu-
m—ymmmmmﬁhmz mwmum
Certification may, with permission of the Office

M-ﬁnnmmmmn

wmwwwdmwn
‘withdraw from the Faculty of Education.
5. Students who have been withdaw from the

required to
memmmmm-ﬂbelncﬂmuhlumzon—
admission.

6. Notwithstanding Clauses 1 through 4, the Undergraduate

ummmmnmhhm

REGISTRATION IN IN-SERVICE COURSES OR
IN

(CERTIFICATION UPGRADING):
Students having completed a degree programme in Educa-
tion or equivalent who wish (o register in Education courses

Office
in advance of registra-

Car
fmmuan:m/nmymvf -\wa(nlwloﬁhl('ammn
tee, they are deemed unsuitabie for continued attendance in
the

7. Students who have been required to withdraw from the
Faculty may register only in those Education courses fisted
as applicable for non-education students.

s
m:ym“rhm Advancement regulations.
for the Faculty of Education as stated above.

um for pcnnt-'m/pmud.n.

BACHELOR OF EDUCATION (PRIMARY) AND
BACHELOR OF EDUCATION (ELEMENTARY)



cation.

wym-g-mm
Professional year of the
2. To be considered for admission to the Bachelor of Educa-

‘students

ion (Primary) or (Slemen-
entities a student to enrol in the

2 Acandidute sha be required o complets 4 minimum of
mlr.amn

in English.
h) s-':-- rce 115A and 1158 or 2 concentration in Science.
G 105t or.

least 60 percent or an average of at least 60 percent on the
i The

nine required courses are:

a) two courses in English

b) Mathematics 10S0 and 1051 (or two courses applicable

1o a concentration in Mathematics)

©) Science 115A and 1158 (or two Science courses applica-
ble to a concentration in Science).

d) Education 2610
Education 2040

f ) Education 2360

m-mdaummmmummmm

Studies, .
* Courses in this discipline are not available at Memorial
University.

** Visual Arts courses in Art History at Si Witfred Grenfall
College may be used o satisfy this requirement in whole
orin part.

At

- Sixcoursesin At

Visual Arts courses in At History at Sir Willred Grenfell

mamde)m

3 Pri-
mary) and degree i
will be given to the following:
2) student's overall academic performance, in addition to
b) demonstrated competency in written Engfish as pre-
zcribed by the Facuty of Education at the time of con-
e)mm—:a ‘one of which must be from the
instructor in one of the i re

ion to 2 can-
mmm hmopmhndm&muc«numm

b
orin part

'wo 1000-eve! courses
T-odmm'orm 2390, 2400,
One of 2000 or 2110, 2001, azm,&m
2003, 2004

One of
Two of 2150, 3153, 3155, 3155, 3157, 3158
“ Credit may not be cbtined for both English 1110
v Engish 2010
Folkiore
- 1000 0r 2000

mmot:mo 3200, 3500,

s French
mittee on from th - A
may, - 2100 or equivalent
-~ 2101 or equivalent
2and 3. - muw
Notas: 1) fn alf the Office 2 kmnnﬁsnmwmwmhﬁ
regulations foliowing, the of Student i
Sarvices will consult with the Dean, Faculty of Education, re- tution in a French speadng area
garding programme matters. - "dmw that students completa at least
2) Students who deciine an offer of admission © the Faculty :mmm—mn-unmm
Mﬂw&mmﬁwmﬁ jon option ‘Suggested
rwish ‘Sequence - Primary Programme.
0 be subsequently considered for admission, submit 2 new
appiication in competition with other applicants.
- 1000, 1001
REGULATIONS FOR THE DEGREE OF s e O O ki
BACHELOR OF EDUCATION (PRIMARY) e e e

1 q&nmhrm-mmwvd&mﬂm (Pri-

mmwmamzsmuncm Subject to the
general regulations goveming Admission, Readmission and
ﬁnhmwmmnnﬂlbﬂkmi\“;nw
number of courses completed for the degree.

b) Y

gesied in the cutline of courses entitied ‘Suggested Course
Sequence—Primary Programme.”

) Students may enrol in the intemship only after successful
completion of the Professional Year. The Professional Year
sory concurrent non-credit field experience.

tory
1000 and 1001 OR 10S0 and 1051
2100 and 2110 OR 2200 and 2210

Hist
- 31103120

- Two of 2150, ztco (or 2401 or 3500), 3100, 3104,
3201, 3212, 3850.
- Atieast one of these must be a 3000-evel course.

- Six courses including no more than two 1000-evel
courses and at least one 3000-evel course



Music

- 1020 nd 1021, 0R 2000 and 2001
- 110Aand

- ZSIAMEIB
Physical Education
- Six courses to be chosen in consultation with the
Director of the School of Physical Education and Ath-
letics.

one course to be chosen from 2011, 2012,
2130, 2140, 2610, or an additional 3000-leve! course

Six courses including at least two courses in each of
Siol-

areas
in Clause 2 above.
:.Aumumbemmmmplm-mmmmm
twenty-thwes courses in Education.
a) Pri-
mary programme:
i, Education 2040, 2060, 2360, 2610, 300S, 3120, 3130,
um:mswnmas\smmso either 4360
4370, 4380,

=

Two of Education 2050, 2150, 2183, 2184, 2530,

4. In addition 10 satisfying Clause 3 above, all candidates
Mmdhmm-wmrﬁ-n (Edu-

Professional Year
- Eduaﬂanmas 3120, 3130, 3270, 3305, 3370, 3540,
3615, 3940, 39!

Dut—muamzmnmmmm
- o-emmc-u:mnm

T W TR S T T

FRENCH IMMERSION OPTION

ing 1o prepare 1 teach in the French immersion
of the Province. sequence for this
‘option is as follows:
First Ye
- 1000, 1001
1000, 1001

Second Year

1st or 2nd Semester

- Five French crediits from the Frecker Institute or other ac-
French credits from another institution.

2nd or 1st Semester

- Education 2360
- Education 2610

One English

Third Year

Professional Year—ten Education courses as specified in the
calendar for all mmm ‘school placement will
be in ane of the French
Fourth Year
This year is to be taken at a cooperating francophone uni-

‘courses taught in French. This semestar of
‘study must be planned in advancs and
the Offics of Secvices, of Education, n order
10 ensure that. courses are
Fifth Year
1st or 2nd Semester

Education 4380, 4360 or 4370 (the particular course de-
pends on what was taken in the fourth year)
~  Education 4155

2nd or 15t Semester

REGULATIONS FOR THE DEGREE OF
BACHELOR OF EDUCATION (ELEMEN'mRV)
1. a) Candidates for the degree of Bachelor of Education

ementary) will be required to complete a minimum szihmty
10 the general regulations goveming Admission, Readmis-
sion, and i

to admission to the Faculty wil be included in the total aum-
ber of courses completed for the degree.

b) Students will normally follow the course sequence as sug-
gested in mdmmmw
Sequence - mﬁwnmm-

<) Students may enrol in the
completion of the
amsnu(-n-pui-d

sory concurrent

mw“mﬂ

the Professional Year. The Professional Year
Education courses and the compul-

non-credit fieid experience.



2. Acandidate shall be required to complete a minimum of
courses as follows:

in English.
Sumu“skudllﬂvlm Science.
1051 0r.

French, Geography, Home Economics”, usuyu-g_.
s, Mathematics, Music, Education,
b Physical Religious
* Courses in this discipline are not avaulabie at Memorial
-mmmnmmxﬁmm
Collage may be used 1 satisfy this requirernent in
orin part.

At
- Sixcoursesin At
Visual Ats courses in Ant History at Sir Willred Grenfell

orin part

100-evel courses
'r-udmm'orm 400, 3650
Onnzzlxnuzuo 2001, :zm 3201

2002,
Two of 2150, :is,svss.uss.:nﬂ 3158
* Crodit may not be obtained for both English 1110
and Engfish 2010

Folidore

- 1000 or 2000

z recommended by

- that students w
n-aﬂum.mmuoum

a)

Music
1020 and 1021, OR 2000 and 2001

- 110Aand 1108
- 251Aand 2518
Phoysicat

Education
- ' Six courses 1o be chosen in consultation with the
Geactorofthe School of Physical Education and Afh-

- 2013, 2050, 2051

- Two courses at the 3000 level

- Atleast one course to be chosen from 2011, 2012,
2130, 2140, 2610. or an additional 3000-eve! course

Science
- Six courses including at least two courses in each of
Siok-

in Clause 2 above.
3. Acandidate shall be required to completa a minimum of
twenty-three courses in Education.
e the &1-
ementary programme:

b)

i Education 2040, 2065, 2360, 2610, aoos:ﬂs nls
3375, J«o 354.'ussls 3940, 3955, 3960, 4360

i Two of Ed En.man 2050, zxsa. 2194, 3050, :mu
3160, 3220 or 3230, 4205.
demic concentrations are ana-. Eoonrlp!w Yo

:-%de—mumumwmw-
Souder itifact 0 O axn-znm Students com-
pleting Music Clause 2.1) must complete both
mzlomm:lm

Further total
for the degree must be chosen from sppropriate course
offerings of the Faculty of Education.

- 2100 or equivalent 4. In addition 1o satistying Clause 3 above, all candidates
- 2101 or equivalent shall be required to complete a five-credit intemship. (Edu-
~ 2300 or equivaleat cation 401X
- 3700 or equivatent
tuion in & French speaking area ELEMENTARY =
- Rs <oded that siudents complete atleast PROGRAMME
one of 3650, 3651, 3652 -
e thay wish © select the Fronch i~ Yoot A2 L School of General Studies
—— ~ Science 11!
Sequence - Primary Programme. - Mathematics 1050/1051
- Education 2040
~  Education
- 1000, 1001
- ~  Education 261
< Omn(am zunznu a4 &’""' 2( =
- - course from Clause 3(a) (i) above
Tmmmmm % z
History
- 1000 and 1001 OR 1050 and 1051 Professional Year
~ 2100 and 2110 OR 2200 and 2210 ~  Education 3006, 3275. 3315, 3375, 3480, 3545, 3615,
- 3110,3120 3940, 3955, 3960.
Years 4 and §
1100 0r 2100 - E 3320
- 2,208 210 - Education 4360 or 4370
- 2150, 2400 (or 2401 or 3500), 3100, 3104, -  Education 4380
a:m s 3850, - Education 4425
~ Atleastone of these must be a 3000-evel course. ~  Education 401X
- Theee

Mathematics
- Six courses including 0 more than two 100CHevel
‘courses and at least one 3000-evel course:



FRENCH IMMERSION OPTION

Province. The course for
this option is given at the end of the regulations for the B.Ed.
(Primasy) Degree prograrame.

BACHELOR OF EDUCATION (SECONDARY)

General Comment:
The Bacheior of is a second degree
programme designed to prepare High

Education Degree Regulations 213

Art . Geography
Biology
Chemistry Mathematics (Pure and Applied
b 5 . .
Eanth Sciences Physical
Physics
& oo O
Folkiore Religious Studies
French

who are registered in their final semester of
mnuw:oegummmm

outin Glause 2 above upon completion of their first degree
degrees from a univer-
mmmu—mummmem

IMPORTANT NOTICE
Students who are accepted into the Bachelor of Ed-

who wete accepted into the ‘Conjoint

ipts. ivec after June 157 vl not be considered for
ot
S. in assessing 10 the Bachelor

(Stmﬂdarv)?mpumm- mnsder:ﬁnnvmb.gmlam

a) smﬂ-nrsmnlma performance, in addition to

wmm-mrmwmhmanmhr
emission:

b) witten Engfish as pre-

of Physical Eauuum/aam-uofsdum or Bach-
elor of Education as nal\ddlwummlumlnﬂ

scribed o Expacations nd,

©) two letters of reference, one of which must ba from a
student’s instructor in the teachable area listed in Clause
2[), or,

3 in effect atthe ime of theic scceptance are required
10 complete their wmummang&

during the past two years, from a direct supervisor of the
applicant.

made available when warranted.

Note: Thess admission requirements will be considersd as
leg‘ld

b-r, ms-aa-m—dpye-m

(6 e Fall Semester ordy. The deactin for scberinson of
Facutty applicasions to o the wmkml‘
are registered at the ime of application.

2 To be considered for admission 1o the Bacheior of Educa-
ton i

6. The
didate who, hnnﬁﬂm e Admissions Gomenitee, 5
deemed unsuitable for admission to the programme.

——on

Notes: 1) A fimited number of programme spaces
wblﬂ Students who are.

Academc Discipine and who wish 2 change fo 2
different Academic Discipline must obtain permission of
Office of Studeat Services. su.m-’-mux»m
ble in particular areas.

i above,

2
plicants with teaching disciplines of Social Studies, English,
and Biology has been very intensa in the past. Many other-

2) been awarded a Bachelors Degree from a university rec-

rejected
of programime space. s-un-_pmmqb-m.:

ognized by Memorial Universty:

b) completed Aeademic
Disciplines in Clause 3

©) completed 8 courses i  aubject fatad undar Academic
ot n Ciuse 3 below, bt ifecwnt rom st i

d) achi

)wamm.‘-mm;mmmw

. i)

‘successfully completed courses.

3 Academic Disciplines are deemed 1o be the disciplines

by the oo hogloesoriiitel St 1o coucses

in any of the listed Academic Disciplines will be acceptable.

in science, courzes from ather science departments may be
pus

Labrador very few outof-province students are normally ac-
copted in these academic discpines.

structured,

gramme, students must attend full-time. Students who drop
any course which is part of the programme will be dropped
from the entire programme.

4) Students who have been admitted to the progr

e ot snared i e Pl Sempasor. of o yoar o 3
mission will lose their admission status. Such a student may
reapply for admission at a later date, and must submit & new

of all other applicants.
REGULATIONS FOR THE DEGREE OF
BACHELOR OF EDUCATION (SECONDARY)

WM-

Bachelor of Education (Sec-




mmmw.mmmhz

ing Semester 1.

(Education

2. The non-credit early field expedence shall
minimum of thity hours of school visitation am "he it
semester of the programme.

3. The tweive courses shall include:
a) seven courses as follows:
) Education 4005, 4260, 4361, 4381, and 4350

7T ofthe folwing: Exucation 4120, 4142, 4143, 4150,
4161, 4168, 4170, 4171, 4180, 4181, 4190, 4203, 4270, 427"
These must chosen to 'h

academic discipline i
required to do Education 4142 ‘mn--ma-n‘-aini

BACHELOR OF MUSIC CONJOINT WITH
BACHELOR OF MUSIC EDUCATION

ADMISSION
1. Appications for Admission to the above Bachelor of Edu-

oaly. i sul
mission of -ppnuﬂms is February 1.
& Ak

formally admitted to the School of Music.

3. To be considered for admission, students must have suc-
cessfully completed a minimum of twenty semester credits
with either a cumulative average of at least 60 percent or an
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Within the twenty 3 the
following:
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ucation 4171 or Education 4270.

b) each of any two of: History, Math-
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students complets at least one course from each of
bt n ars than s cosrues rom each o .8, B 0T

) Education 4350, 4352, 4354, 4356, and 4945
() Education 4382, 4420, and 4580
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) Education 2420, 3210, 3211, 3255, 3290, 3565,
3570, 3571, :snsﬂ.«u 4|sx 4155, 413, 4172, 4182,
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ematics, a Second Language, ry, Science, or
Music History.

) in Musi o
o the Winter Semester courses for which students are
registered at the time of application.

4. In assessing applications, cansideration will be given to

a) students’ overall academic performance, ia addition 1o
‘academic requit outiined in Clause

3 above;
b) demonstrated wiitten English as pre-

competency in

sccied by e Facully of Eucaion at he fime of coa-
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Educa-
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Note: One of the following courses may be used 1o fulfl the
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Education.

2. Subject to Regulation 1, the degree of Bachelor of Mu-
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£d.(NEN),
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11siora in Mathematics.
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in General Studies) and
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Student Services.
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successtul complation of five courses with an average of not
less than fifty- five percent.

to admission to the programme will be

those iate, towards the B.Ed.(NEN)
provided an average of at least sixty percent has been ob-
tained in all courses beyond the first

5. Students who have
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for Re-Admission and Advanumtm of the Facuby of au-
cation. For this

- Education 2150 or 3960, 2182, 2200, 2350, 2510 or 3615,

3281, 3542, 4330.

. Further courses to complete the required total of fifty may

be selected from subject areas listed in Clause 2 above or
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and & below.
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b) Anthropology 1031 and two other courses in Anthropol-
©) Linguistics 2020 and 2021; or 2030 and 2031

2) Students who update the Diploma in Special Education by

Completing the requirements for the Bachelor of Special Ed-

ucation Degree shall have the diploma designation on their
transcript replaced by the degree designation.

two of
. English, Folkiore, French,
phy, History, Home Economics”, industrial A, Linguis-  ADMISSI ENTS
tics (inuttut or Montagnais), Mathematics, Physical Edu- O REQCRSEM ) .
cation, Refigious Studies, Biology. 1. and full-time admission are con-
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) Education 2222, 2250 or 3250, 2361, 2430, 3281, 4020,  are registered at the time of
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1) Two courses from each of two groups fisted below re-
fated 10 those courses selected from 2(d) above, except

2. Admission 10 the degree programme in special education
is fimited and selective.

3. To be admitted 1o the Bachelor of Special Education De-

ions in Science. Students who concentrate in Sciencs  gree programme a candidate shall have & minimum of a 65
will choose courses according to Regulations 2() and  percent average in the Last twenty courses and also meet the
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-~ Education 4140 and 4141 a) have met the admission requirements to the Faculty of
-~ Education 4150 and 4151 } 3
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appropriate by the Faculty of Education. Such can-
didates may be raquired o complete addi
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0 admission.
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shall complete Education 3305 and 3540 or Ed-
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2360; and Education 2250 prior to admission.
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In cases whers waivers are granted, candidates will be
in sec-

s Degr in Special Education
must complete the application form “Application for Admis-
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M&mm 4330, and 2250 or 3250 and hmmumwmmma
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2(4.--4’“- from other 1. To be eligible for the Degree in Special Education, a stu-
rom sgux appropr secondary o pleted:
a) the Memorial University Bachelor of Education Degree

REGULATIONS FOR THE DEGREE OF
BACHELOR OF SPECIAL EDUCATION

(For the preparation of teachers of Special Education.)
Notes: 1) Students presaatly hokding the Diploma in Special
1 upgrade the Diploma 1 a Bachelor of Special Education

meet the Residence Requirsments for a Second Degree.

(Primary) o (s.mmmy) or another Education degree
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a) the Memorial University Bacheior of Education Degree
i oc or Education degree

ADMISSION REQUIREMENTS TO THE
DEGREE AND DIPLOMA PROGRAMMES IN
'VOCATIONAL EDUCATION

To b adevitied o $he Seciialor of Vacaional Gibusaton De-

3. a) Advanced standing 10 a maximum of ten credits may
be awarded for students possessing at least a combined
total of six years of training and work experience in the

b) Students who because of a deficiency of wark experi-
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its advanced standing will be required to obtain further

courses, eif of

Admissions Sub-Committee for Vocational Education.
4. At least haf the courses in Vocational Education required
under Clause A completed at this Universit
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requirements outiined above.
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d)
(®) or (c) above.

2. Atleast one year of work experience or equivalent in the
i i ined. This expe-

with the occupational training programme.
Note: Training and experience will be assessed and veriied
by the Admissioas
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two of these ten courses at anather institution rec-

ognized by the Seaate.

3. To obtain the Bachelor of Vocational Education degree a

candidate must complete at least 12 courses in Education.

These courses must be approved by the Office of Student

s ish 10 enter the. Vocational 4 .

ic aculty a) Vocaticnal
Education, Office of Student Services. group. Courses in this group must be se-

lected from those courses which are applicable to the

REGULATIONS FOR THE OF High School Progamme. :
BACHELOR OF VC N o) Bleson o
A FOR STUDENTS WHO POSSESS AN 41, O mlachye fn Eticution.
OCCUPATIONAL TRAINING DIPLOMA OR

5. Atleast three of the courses required under Clause B.4(b)
must be completed at this.

a)

1. A candidate for the Bacheior of Vocational Education De- - Notes: 1) Regulations 8.2 and 8.5 will not apply t0 students
mﬂumnmnwunm who courses at the New Institte of
nclogy courses in Vocational £d-
zmmmmm wcation were available at this University students 2
Education,
in the Vocational Education group. Courses in this rOUP e at this Universiy

be to the High School Programme.
) Six cousses romthe Vocational Education group a5 -

2) The requirement of Education 4700 may be waived by the
Committes on Undergraduate Studies on the recommenda-

lows: Education 2710, 2720, 2730,
¢ ) Education
d) Two courses in English.
e)

salizati provide the depth
in a related fieid of study, as follows:
ETHER
i ten courses in or related 1o a special area(s) other
than Education,
oR

i a minimum of five courses in or related 1o a spe-
cial area(s) other than Education and the balance of
Vocational Education special topics

courses.
1) Four elective courses in areas other than Education.

o ©
REGULATIONS FOR THE DIPLOMA IN
VOCATIONAL EDUCATION

1. A candidate for the Diploma in Vocational Education will
be required to complete the equivalent of at least 20 courses
approved by the Office of Student Services.

lows: Education 2710, 2720, 2730, and one elective.
) Education 4700.
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