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ABSTRACT

Traditional and Nontraditional Teacher
Perceptions and Applications of DAP

by
Connie L. Malin
Dr. Jeffrey Gelfer, Examination Committee Chair

Professor of Special Education
University of Nevada, Las Vegas

This study was conducted to ascertain the perceptions of developmentally
appropriate practices in teachers trained through traditional teacher preparation programs
and a nontraditional teacher preparation program conducted in a Professional
Development School. The secondary purpose was to determine whether the teachers’
perceptions were applied as instructional practices.

In Phase One of the study, 60, first year teachers were asked to complete The
Primary Teacher Questionnaire to determine their perceptions of developmental
appropriateness. A total of 12 subjects were stratified, randomly selected to advance to
Phase Two and were observed teaching a 60 minute literacy lesson for applications of
developmentally appropriate or traditionally based instructional practices. Formal

interviews were conducted to assist with data triangulation.
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Analyses of variances were performed to determine whether a relationship existed
between the teachers’ perceptions and applications by grade levels and groups. A Tukey
HSD was performed to determine whether a correlation existed between the grade levels
and groups of subjects in the study. Domain analyses were constructed to provide
evidence of grounded theory in the perceptions and applications of the teachers.

No significant differences were found in teachers’ perceptions. Results showed the
professional development group appeared to be the most developmentally appropriate in
its applications of instructional practices. By grade levels, the third grade teachers
appeared to be the most developmentally appropriate in perceptions, but the least
appropriate in applications. Second grade appeared to be the least developmentally
appropriate in perceptions and the most appropriate in applications.

To help understand the results of the study, further research should be conducted

with a larger population. Further research should also be conducted over a longer period

of time.

iv
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CHAPTER I

INTRODUCTION

The concern of the American people’s dissatisfaction with public schools has
enhanced discontentment with Colleges of Education (Darling-Hammond, 1999).
However, this concern is not recent. Teacher preparation programs have undergone
scrutiny and have attempted reform since the end of World War [ (Smylie & Kahne,
1997). Even with this concern, Freiberg & Waxman (1990) believe that few changes in

teacher education programs have been noted since the 1930s.

Dissatisfaction has also been voiced within the teaching profession itself. The
Holmes Group, a consortium of education deans and chief academic officers from major
research universities in each of the fifty states, began their analysis of teacher education
in 1983 (Holmes Group, 1986). Recommendations arising from the research conducted
by this group spoke to the complexity of quality teacher preparation programs in
conceptualizing and instigating quality standards of practice in teachers themselves. As
an overall theme, the Holmes Group (1986) noted that curriculum development, material
selection, classroom environment, and administrative capability could not overcome the
negative effects of ineffectual teaching or match the positive effects of a well prepared

teacher on the development of young children. The Holmes Group concluded that to
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improve the quality of teachers at all levels would involve the improvement of teacher

education programs.

Teacher Preparation Programs

Teacher preparation programs have been referred to as programs that lead to the
development and certification of professionals prepared to work in a school setting
(NCATE, 2001). This concept of teacher preparation by NCATE has encompassed the
following elements: (a) undergraduate or graduate studies that disseminate information
regarding background knowledge in general studies and foundations courses, (b)
professional specialization in courses critical to a field of specialization, (c¢) courses of
study that provide future educators with the skills and knowledge to integrate what they
have learned with instructional methods, and (d) field experiences that allow future
teachers an opportunity to put into practical application the skills, content, and knowledge
covered in their preparation programs in a real world setting (NCATE, 2001).
Traditional Teacher Preparation Programs

Traditional teacher education programs have been seen as influential forces
instructing students in the study of pedagogy or developmental theories of teaching and
learning (Rigden, 1997). These programs integrate pedagogical methods to target the
audience of a classroom for identifying and incorporating students’ learning styles
developing cognitive growth, processing verbal and visual information, and imparting
communication styles and procedures when planning and implementing concept
development (Darling-Hammond, 1999). Roth (1999) noted that university education

provided future educators with a variety of courses in critical thinking, perceiving,
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analyzing, reflecting, developing beliefs and values in discipline areas as well as personal
philosophies, understanding self, and intellectual and psychological maturity. University-
based teacher education has typically been an undergraduate four year program of study
utilizing a preservice or field experience before awarding an education degree and a
teaching certificate (Dial & Stevens, 1993).

Darling-Hammond (1999) noted that one critique of traditional programs has been
the separation of theory and application with lecture delivered lessons on subject matter
and content as opposed to integrated curriculum combined with practical methods or
applications. Cooperating teachers have noted that in their field experiences, student
teachers seem unable to incorporate what they have learned in their university lessons
with what they do in a classroom setting (Darling-Hammond, 1999).

Nontraditional Teacher Preparation Programs

Alternative methods for recruiting individuals into the field of teaching have become
popular across the United States (Feistritzer, 1993). Within the past twenty
years,universities have had an increase in the number of students over the age of twenty-
five who are seeking a career change (Manos & Kassambira, 1998). Individuals who
enter alternative teacher preparation programs tend to have at least a bachelor’s degree In
a field other than education and want licensure to teach (Feistritzer, 1993).

Alternative routes to teacher licensure have taken on various forms. Some states have
opted to incorporate university-based teacher education programs for nontraditional
students and others have utilized a mixture of college course work, school district
inservice hours, and a mentoring system to prepare nontraditional students for working

with children in classrooms (Manos & Kassambira, 1998).
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In addition to programs that incorporate nontraditional students, other programs for
the preparation of teachers take on a nontraditional format. Yet another option for the
preparation of teachers in a nontraditional format has been Professional Development
Schools (PDS). The intent of the Holmes Group model was to establish a school of
education for exploring issues involving the practice of the teaching profession (Holmes,
Group, 1995). The nontraditional PDS expose prospective educators to the day-to-day
learning of children while creating a layering of knowledge and a gradual building of
expertise through field based teaching experiences (Holmes Group, 1995).

Under PDS format, teaching professionals incorporate opportunities for future
educators to integrate theoretical principles with hands-on instruction as they experiment
with teaching styles and techniques covered in university course work and modeled by
mentor teachers. These field experiences are in direct collaboration with a mentor
teacher and can last for a semester, a year, or longer; allowing future educators the ability
to practice and build onto what they learn with what they do directly in a classroom
setting with children and youth (Holmes Group, 1995). The ultimate goal of the PDS has
been to bring together the best in theory, practice, and research (Molseed. 2000). By
interlacing pedagogy. field experiences, and knowledge of child development, future

educators are being prepared to handle the daily demands of working in a classroom

setting with children of various ages.
Teaching Practices

The development of educational professionals has been focused on four dimensions.

Included in these dimensions were: (a) professional characteristics associated with
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individual qualities, behaviors and attitudes, (b) educational knowledge gained through
degree program coursework, (c) professional practices associated with active and
philosophical concepts when working with children and adults, and (d) public
presentation to include articulation, representation, and advocacy (Morrison, 2001).

To further explain the development of education professionals, Morrison (2001)
identified professional characteristics as those related to personal character, emotional
stability, and physical and mental health. The educational dimension of an educator has
incorporated the degree program achieved at a university. Within this degree program,
have been the elements of curriculum coursework, professional development seminars,
and the field experience. Field experiences have had positive effects on prospective
teachers. Decker and Decker (1997) noted that prospective teachers have learned to
connect knowledge gained through university work with the reality of the classroom field
experience by learning the technical aspects of teaching. Decker and Decker (1997) also
noted that educational trends have moved toward increasing the number and length of
field experiences in order to assist in teacher preparation.

The concepts of professional practices have been furthered defined within these four
dimensions. Professional practices have involved teaching and caring for children,
working with parents and families, collaborating with communities, and assuming the
responsibilities associated with the teaching profession (Morrison, 2001). Within the
teaching profession, educators have been asked to: (a) gain knowledge of child
development, (b) develop an educational philosophy, (c) plan for instructional

procedures, (d) assess students, programs, and self, (e) reflect and think, (f) collaborate
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and communicate with families, (g) engage in ethical practices. and (h) seek continual
professional development (Morrison, 2001).

Research reported by Wideen, Mayer-Smith, and Moon (1998) has shown teachers
bring with them tot their field experiences their prior perceptions. In addition student
teachers’ prior experiences, their perceptions about teaching, and their images of what
teachers are, impact the way these individuals conduct their professional practices
(Goodfeliow and Sumison, 2000).

Professional practices have included teaching with and from a philosophy of
education and life based on a set of beliefs concerning how children develop and learn.
To further define this philosophy of how children develop and learn, are woven the
strands of age, individual, and sociocultural appropriateness defined through
developmentally appropriate instruction (Kostelnik, Soderman, & Whiren, 1999). Even
more pertinent to this philosophy has been a personal philosophy based on core values of
life related to an individual's beliefs about life, teaching, relationships, and
responsibilities (Morrison, 2001). This life philosophy has been directly associated with
the teachers’ perceptions of supportive aduit-child interactions, the physical setting of the
classroom, a consistent daily routine centered on active learning, and the use of varied
assessment strategies to gather pertinent information concerning a child’s knowledge
level (Kostelnik, Soderman, & Whiren, 1999). Michell (1988) found that teachers trained
in early childhood education and child development were more likely to use

developmentally appropriate instruction than those who had no early childhood

backgrounds.
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Traditional Based Practice

Traditional based practice (TBP) has been yet another philosophy directly associated
with teachers’ perceptions. TBP has long been associated with academics or the
traditional content lessons of reading, writing, and mathematics delivered in schools
(Kostelnik, Soderman, & Whiren, 1999). Advocates of TBP have believed their children
were acquiring the essentials for cntical skills and achievement in academic learning
(Kostelnik, Soderman, & Whiren, 1999).
Developmentally Appropriate Practice

Developmentally appropriate practice (DAP) has been one educational theory
focusing on all aspects of child development addressed in both traditional and
nontraditional teacher preparation programs. DAP has provided educators a resource for
contemplating, planning, and implementing high quality programs for young children
based on professional practices (Kostelnik, Soderman, & Whiren, 1999). The National
Association for the Education of Young Children (NAEYC) published position
statements defining developmentally appropriate practice for young children
(Bredekamp, Knuth, Kunesh, & Shulman, 1992). In its statement. NAEYC noted that
DAP results from professionals utilizing what they know about the well being and
education of children based on their knowledge of child development, individualism, and
social emotional development (Bredekamp & Copple, 1997).

Characteristics of DAP have included: (a) a focus on all aspects of child
development, (b) expectations that all child can learn at individual rates of time, (c) a
student-centered classroom environment, (d) the use of play as a necessary vehicle for

learning, (e) well developed and integrated curriculum across subject areas, (f) use of
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hands-on concrete lessons and visual lessons, (g) use of children’s choices in learning
process, (h) assessment of children’s learning in accordance with what was taught in the
classroom, and (i) treatment of parents as allies in the educational process.

In opposition to DAP, TBP has been characterized by the following: (a) focus on
limited aspects of child development, (b) expectation that all children learn and so the
same things at the same time and in the same manner, (c) creation of a teacher-centered
or teacher dominated classroom environment, (d) unwillingness to accept play as a
necessary vehicle for learning, (e) creation of rigid classroom environments,

(f) fragmentation and compartmentalizing of curriculum with little or no integration
across subject areas, (g) use of auditory instruction with little or no concrete applications,
(h) hindering children’s choices in the learning process, (i) assessment of children’s
learning in opposition of what was covered in class, and (j) treatment of parents as
adversaries rather than allies (Kostelnik, Soderman, & Whiren, 1999).

In 1997, after the publication of NAEYC’s position statement on DAP, the
International Reading Association (IRA) stressed the importance of articulating DAP in
early literacy. In a joint position statement of the IRA and NAEYC (1998) the early
years of childhood from birth to age eight were stressed as an important developmental
period for promoting reading and writing abilities. The position statement consisted of a
set of principles and recommendations for teaching practices and public policy to provide
guidance for teachers of young children. The IRA/NAEYC position statement stressed
that good teachers based their instructional decisions on reading and writing knowledge,
current research, appropriate student expectations, and their knowledge of individual

children’s growth and development (1998).
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Wortham (1998) noted that DAP as a concept has been vital yet difficult for many
teachers to comprehend and use since it there has not been a designated curriculum with
implementation guidelines. Wortham continued to explain that DAP was more of a
philosophy that required teachers to translate its principles into practices or applications
using individual judgments and beliefs.

In their study of early childhood programs, Dunn and Kontos (1997) noted that
researchers have assumed the application of DAP was based on the teachers’ beliefs
about early childhood education. In addition, Hyson, Hirsh-Pasek, & Rescorla (1990)
found modest relationships between early childhood teachers’ beliefs and practices.
Their report indicated that teachers who possess a strong conviction to uphold DAP in
their classrooms were more likely to do so than those who were less inclined.

According to Wortham (1998) teachers have been confused about the meaning of
DAP and how to configure appropriate activities and teaching strategies in their
classrooms. Wortham also noted that teachers have believed they are developmentally

appropriate in their instructional techniques, but their actual classroom practices show

that they are more teacher directed.

Teacher Perceptions
Wilson and Cameron (1996) conducted a study of student teachers as they
participated in their field experiences. Focusing on the perceptions gained in their field
experiences as they carried out the daily tasks of teaching. The conclusion of their study
indicated that student teachers’ field experiences should be less about practice teaching

and more about investigating the teaching practice (Wilson & Cameron, 1996).
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Noting the relevance of investigating the relationship between teacher practice and
teacher beliefs of DAP in early childhood education settings, Smith & Croon (1993)
stressed that teachers’ beliefs and practices affect a young child’s cognitive and social
emotional development as well as academic achievement. Four identified critical
components affecting teacher beliefs and applications of DAP were: (a) the teaching
degree obtained, (b) content area covered in teacher preparation programs, (c)
curriculum, and (d) student interaction and practical field experiences with young
children (Ketner & Smith, 1997).

Discrepancies between teacher beliefs and applications concerning DAP have been
attributed to environmental or work-related stresses (McMullen, 1999). Work-related

stresses are related to teachers’ perceiving a lack of support by parents, administrators,

10

and peers, as well as the need to emphasize skill development to prepare their students for

standardized tests (McMullen, 1999). Environmental stresses concern individual
personality traits, levels of teacher preparation, and professional experiences that act
together with work-related stresses causing a discrepancy between the beliefs that
teachers hold and their applications of DAP (McMullen, 1999). McMullen (1999) aiso
noted that the tendency to hold developmentally appropriate beliefs by teachers has less
to do with their years of teaching experience and more to do with the quality or type of

preparation and experiences they have had.
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Field Experiences

Student teaching or field experiences in teacher preparation programs have been
viewed as one of the most important points of training future teachers and for examining
their beliefs. During the field experience, student teachers are asked to move from their
university theoretical orientation to practical concerns of daily classroom management
and from the role of student to professional. Student teachers question their beliefs,
attempt to maintain a constancy of what they have experienced in their training classes.
and try to justify or reconfigure their beliefs as they function within a classroom setting
(Smith, 1997).

Therefore, it’s important to study the impact of student teachers’ beliefs on
instructional decisions and classroom practices by student teachers in their field
experiences influences the actions and choices they make in their classroom applications
(Stuart & Thurlow, 2000). Bryant, Clifford, & Peisner (1991) noted that researchers have
reported a discrepancy between the self-reported beliefs and actual classroom practices of
teachers. Studies reporting discrepancies between self-reported beliefs and practices of
student teachers have typically reported highly appropriate beliefs but less appropriate

classroom practices (McMullen, 1999).

Statement of the Problem
Osunde (1999) stressed that student teachers are expected to demonstrate content
knowledge and training. Therefore, field experiences have been conceptualized as vital
elements in teacher preparation programs. Research has shown that educators believe in

DAP but do not always apply this in their classroom environments (McMulien, 1999).
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The emergence of PDS and cooperative partnerships between Colleges of Education and
local school districts have aided in the integration of teachers’ perceptions and
applications of appropriate teaching practices as future teachers spend more time
interacting with children in the classroom environment.

Smith (1997) stressed that field experiences have been one of the most important
points to utilize when examining teacher beliefs or perceptions concerning
DAP. Student teachers have been asked to incorporate what they have learned in their
academic preparation programs with the day-to-day work of the field experience to
construct individualized understandings of what a teacher should be. Pajares (1992)
noted that teacher perceptions of DAP are formed early and persist over time. education,
and experience. Maxson (1993) noted that teachers combine theoretical beliefs and
practical experiences to formulate individual belief systems impacting instructional
practices within the classroom setting.

The primary purpose of this study was to ascertain the perceptions related to DAP in
teachers trained through traditional and nontraditional teacher preparation programs. The
secondary purpose of this study was to determine whether the teachers’ perceptions were
carried out in their classroom instructional practices or applications. The final purpose of
the study was to determine if the teachers’ perceptions were related to traditional or
nontraditional field experiences in their teacher preparation programs. In order to obtain
information concerning teachers’ perceptions and instructional applications of DAP, the

following research questions were developed.
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Research Questions
1. Is there a difference in teachers’ perceptions of DAP between those teachers
trained at a large southwestern urban university (SWUU), teacher trained elsewhere
through traditional teacher preparation programs, and teachers trained in a nontraditional
(PDS) teacher preparation program at SWUU?
2. Is there be a difference in teachers’ instructional applications of DAP between
those teachers trained at SWUU, teachers trained elsewhere through traditional teacher

preparation programs, and teachers trained in a nontraditional (PDS) teacher preparation

program at SWUU?

Null Hypotheses
Based upon the areas to be investigated in this study, the null hypotheses were:

1. There is no difference in the perceptions of DAP for teachers trained at SWUU,
teachers trained elsewhere through traditional teacher preparation programs, and teachers
trained in a nontraditional (PDS) teacher preparation programs at SWUU.

2. There is no difference in teacher instructional applications of DAP for teachers
trained at SWUU, teachers trained elsewhere through traditional teacher preparation

programs, and those trained in a nontraditional (PDS) teacher preparation programs at

SWUU.
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Significance of the Study

Given the significance of teacher preparation programs on the development of future
educators, it is important to identify the impact these programs have on future teachers.
Bray (1995) predicted that the number of nontraditional students would increase in both
traditional and nontraditional programs within the next decade. To facilitate both of these
teacher preparation programs, Dial & Stevens (1993) addressed the issues of course
work, training in pedagogy, and teaching methods as key components for the
development of good teachers. They also questioned whether knowledge of one’s
content area is a sufficient prerequisite for becoming a good teacher.

Another significant factor in this study concerns the issue of DAP with young
children in an elementary school setting. Zepeda (1993) noted that little empirical data
has been documented to indicate the effects of DAP. Of particular interest to this study is
the correlation of teachers’ field experiences to the beliefs and applications of DAP
within a classroom setting. Veenman (1984) made note of several variables that balance
beliefs and practices of teachers. The quality of teacher preparation programs, years of
teaching experience, work conditions, and the ease or difficulty in working with parents
affect an individual’s beliefs and teaching practices

A growing concern that many of the nation’s teachers are under qualified has shifted
toward preservice teacher training (National Center for Education Statistics, 1999).
Universities have required future educators to take classes in educational foundations,
theory, and methods with the most obvious links to schools accomplished through
practicum and field experiences (Molseed, 2000). Professional Development Schools

(PDS) have arisen as an answer to the need for teacher education reform to integrate
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teacher preparation programs with the applied knowledge of classroom learning and
practice (Molseed, 2000).

Smith and Croom (2000) examined the relationship between teacher beliefs about
DAP in early childhood classrooms. The outcome of their research led them to conclude
that information about teacher beliefs and classroom behaviors need further investigation.
Due to the limited availability of empirical data regarding teachers’ perceptions and
applications of DAP in coordination with teacher preparation programs and field
experiences, data collected in this study will aid in research concerning the efficacy of
field experiences for both traditional and nontraditional teacher preparation programs.
This study will also provide information concerning traditional undergraduate teacher
preparation programs and an undergraduate PDS program through a comparative study of
perceptions and applications of DAP within the elementary school setting. Since limited
empirical data exists that substantiates the efficacy of the PDS, this study will benefit

universities and schools of education that are concerned with the training of teachers.

Limitations
Six limitations were noted as significant factors in this study. These were:
1. The population of traditional and nontraditional teachers used in this study was
limited to undergraduate first year teachers employed by the local school district.
2. The population of traditional teachers used in this study was randomly selected,
but limited to match the number of teachers at each grade level from kindergarten to

grade three based on the availability of subjects from the PDS group.
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3. The sample size for the study was limited due to a small population of individuals
who had completed the PDS training. This number of subjects determined the number of
individuals to represent the traditional SWUU group and teachers who had been recruited
from elsewhere.

4. The findings of this study may not be generalized to the general population of
teachers from kindergarten to third grade as the random selection of observed subjects
may not be representative of teachers who teach outside of the local school district.

5. The response effect of using a questionnaire had an effect on the data collected
and analyzed. In giving the Primary Teacher Questionnaire as a self-report instrument,
some of the subjects might believe the researcher wanted them to give different answers
or opinions.

6. The Observation Rubric used in this study was not validated prior to its use as it
was originally meant to be a qualitative instrument. However, numerical values were
assigned to each of the six task areas on the rubric quantifying the data collected. To lend
credibility to the instrument, three separate raters independently used the Observation

Rubric establishing an interrater reliability of 87% to 90%.

Definitions of Terms
For the purposes of this study, the following terms or definitions will be used:
1. Developmentally appropriate practices (DAP) — are decisions made and tasks
utilized by a classroom teacher to reflect the educational well being of children based on
knowledge of child development and individual learning styles in a student-centered

learning environment.
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2. Doctoral student — an individual involved in an advanced degree pursing an Ed.D.
or Ph.D. in a selected field of study.

3. Field experience - is the practice of student teaching with an experienced teacher
serving as a role model and mentor, guiding learning and instruction within an
elementary classroom setting.

4. First year teacher — is as an individual having completed a teacher preparation
program with teacher certification having received his/her first appointment in an
instructional position.

5. Instructional applications - are the direct use of instructional practices or
strategies by an educator in a classroom setting.

6. Instructional practices — are teaching strategies used to enhance the conceptual
understanding and development of children.

7. Nontraditional preparation program — is a teacher preparation program utilizing a
practice-based philosophical approach for training teachers with their field experiences in
a laboratory school setting such as a PDS.

8. Professional Development School (PDS)- is a laboratory school that employs
university course work and school district mentoring for future teachers through a
collaborative relationship allowing for a layering of knowledge and skills practice
through field-based teaching experiences’ used as an example of a nontraditional teacher
preparation program.

9. Teacher perceptions — are beliefs and characteristics held by teachers that

influence their educational practices.
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10. Traditional based practice (TBP) - are decisions made and tasks utilized by a
classroom teacher to reflect current grade level and chronological age expectations for
curriculum development and student performance in a teacher centered learning
environment.

11. Traditional preparation programs — are university-based programs of teacher
education implementing theoretical foundations, liberal arts coursework, and practical

field experiences with children or youth in a school district assigned setting.

Summary

A framework for exploring traditional and nontraditional programs of teacher
preparation has been presented. The Holmes Group (1986) noted that subject matter
knowledge, systematic knowledge of teaching, and reflective practical field experiences
exemplified by traditional teacher preparation programs have been seen as vital elements
to competent teaching. One representation of the nontraditional teacher preparation
programs has been the PDS. Comparisons have been made between traditional and
nontraditional (PDS) teacher preparation programs. Educational theory has been
examined under the constraints of field experience with a close interplay noted between
colleges of education and public schools in a guided PDS setting (Holmes Group, 1995).

A framework for investigating teachers’ perceptions and applications of DAP within
a classroom setting has been presented. Corroborated by the Holmes Group, Reynolds
(1987) furthered the explanation of teaching knowledge by adding that: (a) future
elementary teachers should be required to achieve special knowledge for teaching small

children, (b) future elementary teachers should have an extensive practical grasp of
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developmental psychology, and (c) future elementary teachers should have a substantial
comprehension of curriculum. Bredekamp and Copple (1997) concurred with this notion
by indicating that DAP required teachers to integrate their knowledge base of child
development, curriculum content, and teaching techniques when working with children
from birth to age eight.

Limited empirical data and research findings indicate there may be a correlation
between DAP and the types of teacher preparation programs in which future teachers
participated (Zepeda, 1993). This study has been developed to ascertain teachers’
perceptions and instructional applications of DAP in relation to their preparation

programs.
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CHAPTER 2

REVIEW OF LITERATURE

According to Magrath (19870 research and national reports regarding the education
of children and the improvement of the educational process at all levels have been central
concerns of politicians and the American public for the last century or more. America’s
concern for education and the quality of classroom teachers has been attributed to the
ability of teacher preparation programs to recruit, educate, and sustain good individuals.
The quality of teachers, education delivered in the schools, and teacher preparation
programs have become inseparable entities (Magrath, 1987).

Imig & Imig (1987) noted three prominent issues regarding the supply and demand
of teachers. The first concerned the inability to predict the number of teachers needed
over time as classrooms become more crowded and class size reduction becomes more
prevalent. The types of individuals who are interested in education and the degree to
which they have elected to remain in the profession of teaching has brought forth the
possibility that the most talented people are not selecting education for a career choice.
Finally, the high individual standards demanded by the American public for teachers, as
well as the issue of responsibility for ensuring that these needed traits have been instilled

in all educators have become accountability measures for teacher preparation programs

(Imig & Imig, 1987).
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Schwartz (1987) stated her concern for the recruitment, retention, and induction of
the brightest and best of college students into the field of education. In her research, she
noted five key elements to be addressed in order to enlist talented individuals for
teaching in the American schools. Element one called for teacher preparation programs
to raise the entry standards for its students in order to bring the field of teaching to
professional status and first-class citizenship. Element two expounded the dilemma of
teacher equity versus differentiation by duties and rewards. Element three questioned
whether the act of teaching was something of an art or a science. Here Schwartz (1987)
questioned whether teachers were good instinctively or whether they could in fact be
trained in this instinctive manner by teacher preparation programs. Element four
questioned the need for standardization of curriculum and teacher preparation programs
across the United States. Finally, element five addressed the focal intent of teacher
education programs related to either curriculum based or student based instruction.
Traditional Teacher Preparation Programs

No one knows for sure where education was developed or who the first educated
people were, howevereducation has been around for a considerable period of time
(Williams, 2000). The onset of a written language brought forth the need for formal
education and created the need for formal teacher education (Johnson, 1968).

With the founding of The American Institute of Instruction in 1830, college
graduation was set as a prerequisite for teaching (Beyer, Feinberg, Pagano & Whitson,
1989). The intent of this system was to have teachers become scholars as well as
schoolmasters. Horace Mann in the United States became an advocate for the

development of common schools and then for normal schools. He believed that these
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public schools were a means of fostering social development and individual well-being in
students and he believed that teacher training should facilitate social harmony (Beyer et
al., 1989).

Around 1871, social class, gender, racial, and ethnic issues became direct reflections
of the kind of education being offered to students (Beyer, et al., 1989). At this time, a
difference arose between individuals attending normal schools and those attending
colleges. The course of study for prospective teachers was linked to the social class
backgrounds of individuals (Beyer, et al., 1989). Therefore, students of higher class
studied liberal arts and those of a working class had a more practical course of study or
didn’t go to college at all.

In the early 1900s, John Dewey entered the education scene with his own views of
teacher preparation. He identified two alternatives for preparing teachers. The first
model was that of an apprenticeship. This theory implied that a model behavior was
observed and imitated by an individual studying under a master as skills were observed,
practiced, and utilized by the apprentice (Patterson, 1991). The second model, a
laboratory model approach as described by Patterson (1991) was Dewey’s preference. In
this model, problems were identified, judgment was made and carried out, and then an
analysis and/or evaluation took place as a result of a completed act according to Patterson
(1991). Dewey saw this as a continual learning process for teachers where they would
acquire skills, knowledge, and attitudes to encourage them to be continual learners
throughout their careers. Dewey favored an approach where skills that were learned
would lead to an understanding of the learner, an acquisition of insight, and a continuance

of professional development.
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Teacher education programs have undergone critical analysis concerning their
curricular studies. One school of thought advocated a liberal arts specialization and the
other reported the need for classes in teaching methodologies (Conant, 1963). Conant
concluded that teacher education should be the responsibility of universities. He believed
that prospective teachers needed to complete course work in key academic subjects and
should be prepared to teach in a specific field of study (Jones, 1987). Kunz (1999) noted
educators realized it was necessary for them to specialize in specific teaching skills as
well as the needs of children in order to be more productive as teachers. Therefore, as
future teachers entered teacher preparation programs, they concentrated on specific
training in specialty fields to diversify their knowledge and to focus in areas that held
their interest (Clifford, 1987).

Tom (1997) outlined teacher preparation programs typically utilized in traditional
schools of education and continued to discuss these professional courses by noting that
teacher training involved the development of specialized knowledge. In these programs,
the education of teachers has utilized a professional program beginning with foundation
classes that introduced developmental and learning theories while showing connections
between education and society. Methods classes have also been used to provide insight
for future educators in teaching school subjects areas. Elective classes have been
included to incorporate muiticultural and special education to extend and diversify a
teacher’s view of students. The educational programs culminate in practical field
experiences like those of a practicum class and student teaching (Tom, 1997).

Darling-Hammond (1999) summarized various views on teaching by noting that

Americans tend to believe that anyone can teach or that teaching was best learned as on
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the job training through trial and error. Evertson, Hawley, & Zlotnik (1985) indicated
that research conducted over a thirty year period of time pointed out that individuals
enrolled in formal teacher preparation programs who had gained specific teaching
knowledge and skills appeared to be more effective in educating children than those who
did not. Further research has shown that beyond basic subject matter knowledge, the
extent to which one has received pedagogical training makes the difference in teacher
effectiveness (Wise & Darling-Hammond, 1992).

Su (1992) reported on a national research project conducted between 1985 and 1990,
The Study of the Education of Educators. As one of the research members, she looked at
the study of the socialization experiences of teacher candidates. The study targeted 4644
students and university faculty members across the United States utilizing a survey and
an open-ended interview questionnaire. The response rates were 63.5% for the students
and 59.6% for the university faculty. Data analysis of the study showed patterns of
preferences and relationships in the initial process of teacher socialization. Among these
were: (a) the influence from prior socialization experiences, (b) preservice socialization
on university campuses, and (c) preservice socialization in the practice schools where the
students completed their field experiences (Su, 1992).

Focusing at this point on the university element, teacher candidates were asked to
consider the formal curricular components of their teacher preparation programs and the
professors who trained them. Results from the surveys and interviews showed that
course curriculum offered in teacher training programs was considered by the students to

be only mildly influential to their preservice socialization. Faculty members considered
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themselves to be more influential to these teacher candidates than the candidates
themselves noted (Su, 1992).

A further breakdown was conducted to compare private and public institutions of
varying sizes with traditional and nontraditional students of different age groups.
Interview results indicated a more positive feedback from younger, traditional students
from private institutions than from those in larger public schools. Comments from the
interviews suggested private schools demanded their faculty be readily available to
students. Su (1992) noted that young, traditional students tended to have more frequent,
positive, and informal interactions with their faculty members than did the older more
nontraditional students. Older nontraditional students tended to be more independent as
they had families and jobs that demanded more of their attention.

The author also noted that information from the interview data indicated students in
both the private and public universities believed their faculty members had a certain
influence on the development of their educational beliefs and values as they trained for
becoming teachers. In her summarization from the completed surveys, Su (1992) noted
that students relied on their faculty members to be sources of authority, information, and
knowledge on matters concerning teaching and the teaching profession. Su (1992) also
suggested that data indicated student teachers in early childhood and middle grade
programs tended to perceive their facuity members as having more of an influential factor
on their educational values than those in secondary education programs. The author
concluded that teacher education facuity members themselves perceived their influences

on students’ educational values and beliefs to be only moderately strong.
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Dunkin (1996) issued an evaluation of several statements made by Kagan in 1992
concerning teachers’ professional growth pertaining to preservice teachers. In his report,
Dunkin (1996) addressed three generalizations made by Kagan: (a) teacher education is
ineffective in bringing about change in student teachers” personal beliefs and images, (b)
university courses are not sufficiently relevant to meet the needs of student teachers, and
(c) the disagreement of beliefs and actions between cooperating and student teachers
assists in the reconstruction of student teachers’ beliefs about teaching (Dunkin, 1996).

One question concerned Kagan’s reporting of a study completed by Grossman in
1989. At Stanford University, Grossman conducted a study of three English majors who
had elected to enter teaching later in life. In his research Grossman noted the three
individuals in his study were knowledgeable of their subject matter, but discouraged with
having to learn about the teaching process through a reliance on an apprenticeship model
with little instruction about the complexities of students and the teaching process.
Frustrated with their preparation, the three individuals left teaching. In his summary,
Grossman emphasized these university students had received an unstructured and
unguided experience of teacher preparation with limited instruction or mentoring about
the characteristics of school children and the teaching process (Dunkin, 1996). Dunkin
also reported that Grossman acknowledged that teacher-education coursework was highly
important for providing future teachers with a knowledge of students’ learning
difficulties, interests and prior knowledge, and in helping teachers rethink their speciaity
areas from a pedagogical standpoint (1996). Dunkin (1996) believed that no disclaimers
concerning the fact there may have been errors or misrepresentation of these issues by

Kagan had been made, therefore this possible misrepresentation of information could
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have been injurious to universities preparing new teachers and could have a compounding
effect on future research and the reporting of ineffective preservice teacher educational
practices.

Doyle (1997) conducted a study of preservice teachers entering the elementary
education at Indiana University South Bend. Here, the elementary education professors
had worked to restructure their teacher preparation program by redesigning upper-level
methods course sequences prior to student teaching. Therefore, they restructured their
program into two integrated curriculum blocks. Prior to entering the two methods blocks,
preservice teachers completed several foundations classes with a 20 hour field
experience. Block One teachers were then scheduled into Reading, Language Arts, and
Math methods courses and worked in established partnership elementary school
classrooms two mornings per week. Block Two students were then scheduled in social
studies and science methods classes and also worked in established partnership
elementary school classrooms two mornings per week.

Preservice teachers in the study were asked to respond to surveys before and after
completing each of their block schedules. They were also required to keep a reflective
journal with weekly reactions concerning their field experiences. Doyle (1997) noted the
surveys were designed to examine the preservice teachers’ views and belief statements of
teaching and learning while the journal analyses were designed to give insight into the
thinking of preservice teachers.

Survey results showed the following four central themes: (a) teaching is giving
students information, (b) learning is a process of receiving information, (c) teaching is a

process of guiding and facilitating student learning, and (d) learning is an active process
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of student growth and change (Doyle, 1997). The author reported that in coding the
above themes, it was found that 68% of the students entering Block One believed that
teaching was the giving of information. However, by the time these teachers had
completed both blocks, 45% of the preservice teachers changed their views to incorporate
teaching as a facilitation of student learning.

In Doyle’s study, it was noted at time became a critical element in the changing of
preservice teachers views of instructing and student learning. Doyle (1997) stated her
study that more time in the field during a teacher education program allowed for
preservice teacher reflection on pedagogical issues allowing teachers time to develop
their own beliefs concerning the teaching and learning process.

Nontraditional Teacher Preparation Programs

At the center of the teacher preparation debate, has been the issue of a nontraditional
student population and alternative routes or programs for preparing individuals for
teaching certification. Many teacher preparation programs have had nontraditional
students over the age of twenty-five enrolled in education classes (Feistritzer & Chester,
1996). This population of individuals encompasses a wide range of people. Included are:
(a) those seeking career changes, (b) former teachers returning to the field for current or
expanded certification, (c) older students looking for degrees in education, (d) early
military retirees seeking a new profession, (e) delayed entrants updating their
certification, (f) minority students recruited with corporate funds, and (g) teacher aides
and assistants wishing to upgrade their job classifications (Bray, 1995; Feistritzer, 1996;
Manos & Kassambira, 1998). Traditional university-based teacher education programs

and alternative certification programs employing a mix of college course work, school
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district inservice sessions, and intensive mentoring programs by experienced teachers
(Manos & Kassambira, 1998) have been only two means of educating nontraditional
students. Many states have endorsed alternative certification programs as an answer to
teacher shortages in their districts. Available in 41 states, alternative programs have
certified more than 50,000 individuals within the last decade and numbers are predicted
to rise for the future (Feistritzer & Chester, 1996).

Alternative certification programs have been viewed as methods for recruiting many
types of individuals into teaching quickly without the inconvenience of taking teacher
education classes (Wise & Darling-Hammond, 1992). These authors continued to note
that proponents of alternative programs have suggested that on the job training is more
beneficial than classes in pedagogy and that traditional teacher education programs have
been grounded in undergraduate work that is inaccessible to nontraditional students.

In response to a shortage of primary teachers in New Zealand, the government
introduced competitive contracts for the development of initial teacher education
programs that could be completed in a twelve to eighteen month timeframe (Hope, 1999).
An incentive program was introduced in an attempt to recruit teachers from Australia, the
United Kingdom, and Canada to relocate to New Zealand. Allowances were made for
compressed preservice courses to be developed to serve the country’s need for more
teachers. The University of Auckland responded to the government’s plea and created a
new program.

The National Center for Education Information (NCEI) conducted survey each
summer from 1983 to 1992 to determine the impact of alternative routes to licensure.

Feistritzer (1993) indicated that NCEI data have shown the number of individuals
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certified through alternative routes had risen from 20,000 to 40,000 between 1985
and1992. The author discussed NCEI’s studies. The purpose of the surveys was to
collect, analyze, and disseminate information concerning individuals trying to get into
teaching, what programs of preparation and licensing were in place for nontraditional
teacher education students, and who was getting hired to teach.

Results of the studies indicated: (a) more states had reserved the term alternative
certification for new programs designed specifically to bring adults who already had at
least a bachelor’s degree into teaching as a profession, (b) 40 states reported
implementing alternative routes for certifying teachers, (c) all of the programs included
formal instruction and mentoring while teaching, (d) alternative certification programs
had recruited individuals who were more interested in working in inner cities, and (e)
alternative certification programs had expanded the pool of potential teachers willing and
qualified to work in the public schools (Feistritzer, 1993).

In the United States, alternative means of bringing individuals into the field of
education have been developed. Universities, school districts, and statewide departments
of education have designed programs for people with at least a bachelor’s degree in a
field other than education who want to earn a teaching license (Feistritzer, 1993).
Feistritzer (1993) continued to note laws have dictated that individuals permitted to teach
in a public school in the United States must have a license with each state responsible for
determining how teacher licensing should take place.

Yet another exemplary alternative licensure program was that of the University of
Southern Maine’s Teachers for Secondary Schools Program. This program began as an

alternative route to certification as a one-year program providing teacher preparation for
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mid-career and post-baccalaureate students at the graduate level (Broyles, 1992).
Specific guidelines were set for potential candidates, interviews were held, essays were
written and scored, records were reviewed, and candidates were selected for program
entry. A partnership between the university and area high schools was established for
planning, placing, and evaluating the students. The Ford Foundation recognized the
partnership and awarded a grant to the university and schools in order to establish them
as clinical training sites (Broyles, 1992). Professors, administrators, and cooperating
teachers worked together to design, instigate, and evaluate the curriculum covered, the
evaluations used, and the practical fieldwork experienced by each of the student teachers.

Goodlad (1993) noted the term PDS arose from the clinical school concept as a
suggested cooperation between universities and school districts. He stated that PDS
convey the idea that schools and teacher education programs had formed a partnership
whereby school district and university personnel shared the decisions of operating both
the school and the teacher education program. Abdal-Haqq (1998) verified that
collaborative alliances between schools and university teacher education facilities have
continued to exist in PDS models of teacher preparation programs. Patrick & Reinhartz
(1999) reported that effective teacher preparation required a paradigm shift with an
integration of the best practices taken from schools, universities, communities, and
industries.

Three different perceptions of PDS have evolved. The first has focused on inservice
teacher education with the school occasionally named as a professional development
center (Goodlad, 1993). Goodlad (1993) noted a second view of PDS has been that of a

center of inquiry in which schools and universities have come together to improve
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instruction, learning, and teacher education. He defined the final perception of PDS as
that of a laboratory school in a school district rather than on a university campus. Here,
individuals from both the school district and the university have joined together to design
exemplary educational practices for future teachers and students.

In an effort to solve the problem of teacher preparation, PDS is one means of
empowering teachers to prepare or assist in the preparation of new teachers. Duffy
(1994) noted that open communication between university professors and teachers in the
classrooms have lead to joint university-school district restructuring of teacher
preparation programs. In this PDS system, professors and classroom teachers have
assumed the roles of jointly teaching, supervising, and questioning what would work best
to prepare new teachers to work with students. In his work with PDS, Duffy (1994)
continued to note that essential elements in the creation of the PDS has been the equity of
professor-teacher decisions and shared knowledge, the genuine effort to share expertise,
and the necessity for the involved university and school district to commit to the
development and retention of the PDS one it had been formed.

Bullough, Hobbs, Kauchak, Crow, & Stokes (1997) conducted a study at the
University of Utah in the spring of 1995 to gather information concerning PDS models
utilized in their teacher preparation program. In this study, 12 faculty members were
interviewed.

Results of the research indicated the need for shared beliefs between university and
school based teacher educators in order to sustain the PDS over an extended period of
time (Bullough et al., 1997). The authors noted that professors teaching foundations

classes needed to rethink existing relationships between content and pedagogy and
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between practice and images of what should be programmatically in place to cause a
functioning integration for the teaching profession. The study also emphasized that
tenured faculty members needed to become more involved with the PDS program to
provide more intellectual rigor for the students. Departmental goals, allocation of
resources, hiring of personnel, and a continued commitment to preservice and inservice
programs in teacher education were also brought forth in the study as necessary elements
of a successful PDS program. Finally, the authors concluded that an increased
importance placed on teacher education through the integration of universities and
community schools would continue to increase the quality of teacher education programs.

Teitel (1999) conducted research in 1990 and then again in 1995 to study
professional development schools by looking at the extent to which involvement in PDS
were bringing about changes in teacher education at the university level. Data were
collected from available written materials and interviews held with key liaison personnel
from three universities in Massachusetts (Teitel, 1999).

Teitel (1999) summarized initial findings in 1990 to record the changes in approach,
philosophy, and faculty members’ attitudes as the result of the PDS. Specifically,
changes included: (a) the placement of students with teams and collaborative supervisory
teachers, (b) the acknowledgement of professionalism by experienced teachers in dealing
with the student teachers’ development, and (c) the receptive, cooperative attitudes of
university faculty as they interacted with the school administrators and mentor teachers.
These elements had been identified as characteristics portrayed due to the PDS and
university partnerships. However, the attitude changes of the university faculty members

were only associated with those directly involved with the PDS program. Other faculty
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members did not seem to share the same views, as they had no direct involvement in the
program itself.

Addressing the five-year update, Teitel (1999) attributed the subtle changes in the
program to the maturation of the relationships between the schools and universities. A
closer relationship between the mentor teachers and university faculty had sustained itself
to provide for a meshing of roles in dealing with the student teachers. Both sets of
faculty members shared responsibility for the development of student teachers, through
instructional and supervisory roles. School personnel took a greater role in the
instructional methodology classes and university faculty took more of an interest in
supervising student teachers in higher quality field experiences. They also developed a
greater understanding of the public school teachers’ needs and mindsets in order to
restructure their own courses of university instruction.

In order to meet the diversified needs of students, the University of Texas at
Arlington (UTA) created a PDS model of teacher preparation. In 1992, UTA formed a
partnership with members of the educational and business communities. The
Collaborative Redesign of Educational Systems in Texas (CREST) was formed and
supported by state grant funds for a period of five years in an attempt to redesign UTA’s
delivery system of teacher education (Patrick & Reinharz, 1999).

In the CREST model, collaboration was developed through an advisory board with
representation from teacher education, the colleges of liberal arts and sciences, the public
schools, the business community, and preservice teacher education students. Formal and
informal evaluation components were put into place with a request that preservice

teachers reflect on their choice of materials used with young children, their demonstrated
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knowledge of content and pedagogy, and their proficiency at teaching in the classrooms,
especially in modifying classroom instruction for students with diverse needs.

Data in the forms of interviews, written questionnaires, checklists, observations,
anecdotal records, focus groups, and performance assessments were collected from
teachers, administrators, university personnel, both public school and university students.
and parents (Patrick & Reinhartz, 1999). The Texas Assessment of Academic Skills
(TAAS) a criterion-referenced exam was given to students in grades 3-8 and seniors for
high school graduation. Examination of test scores at ten CREST PDS sites from 1993-
1994 and from 1995-1996 provided evidence that TAAS scores improved (Patrick &
Reinhartz, 1999).

Conclusions were drawn by the authors to indicate that increased student
performances on TAAS were due to the cadres of university students at campus sites, the
impact of more than one teacher in a classroom, the use of instructional technology, and
the professional growth of inservice and preservice teachers. However, the authors
cautioned that more information was needed to validate relationships between PDS
teacher preparation and improved student achievement to determine the effectiveness of
the program. Abdal-Haqq (1998) concurred with Patrick and Reinhart by noting that
recent literature has begun to inform people of the outcomes of PDS, but efforts to link
instructional changes to improvements in student outcomes would still be needed.

Harriman (1998) also reported on PDS and concluded they were but one method for
embedding extended practice in the real tasks and assessment of teaching into teacher
education programs. Interactions between experienced teachers, university faculty and

other professionals working in the sites, as well as the student teachers themselves served
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as a merging point for implementing reform initiatives that would nurture and assess
teacher preparation program (Harriman, 1998).

Koehnecke (2001) reported on a PDS initiated by a midwestern university that
integrated educational practices linking the university, the public schools, and the
community. The mission of this PDS was to prepare new teachers, support children’s
learning, continue professional development, and incorporate practice based on inquiry
within a school setting (Koehnecke, 2001). Positive elements of this program were found
to be: (a) students and professors spend more time in field experiences, (b) student and
mentor teachers have implemented and assessed a variety of learning styles, (c) student
teachers spent extended time in their practice schools encompassed in the day to day
workings of teachers, and (d) the PDS setting allowed for collaboration, accountability
and a learning-centered community of professionals. Koehnecke (2001) also noted that
increasing the amount of time spent in public schools allowed for more theory and
practice based instruction needed in teacher preparation programs.

Teacher preparation like a PDS model has held the possibility of simultaneous
school/university reform, improvement in education for grades K - 16, continued
professional development for experienced teachers, and model preparation for beginning
teachers (Ross, 2001). Since there have been few PDS models in existence for more than
ten years, Ross (2001) conducted a narrative inquiry study to look at a PDS model of
teacher preparation.

Four structured research questions were asked of each of the subjects of the study.
From those questions, Ross (2001) focused on two themes: (a) the influence of the

subjects’ life histories on their perceptions of PDS teacher preparations program and (b)
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the similarities and differences between the subjects’ experiences and outcome goals in
PDS programs for each of them as graduates. Subjects of the study reported that overall,
their experiences in the PDS were strong and positive.

Addressing the issue of the subjects’ perceptions of teacher training programs, Ross
(2001) reiterated that experiences students enter teacher training programs have
influenced how they engage in and interpret what is happening in their teacher
preparation, especially in a PDS setting. Therefore, one of the implications of the
author’s study concemned the alignment of prior schooling experiences with teaching
practices. Ross (2001) stated the alignment of prior schooling experiences with teaching
practices might have had an influence on the beliefs and practices of teachers while a
nonalignment of the two may have had less of an influence.

Developmentally Appropriate Practices

Two major concerns noted in PDS were student teacher choices of materials and
modification of classroom instruction for students with diverse needs (Patrick &
Reinhartz, 1999). In order to address these concerns, Bredekamp & Copple (1997)
stressed that an understanding of child development and learning from birth to age eight
generated guidelines that have affected the practices of early childhood education. Those
involved in the early childhood profession itself have indicated that curriculum and
assessment should be based on the best knowledge of theory and research concerning
how children develop and learn. Attention should be given to individual needs and
interests in a group in relation to program goals (Bredekamp, Knuth, Kunesh, and
Shulman, 1992). DAP require teachers to integrate their knowledge base of child

development with the knowledge of how to teach, what to teach, and when to teach
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(Bredekamp & Copple, 1997). The principles of DAP require teachers to individualize
educational practices with children at varied developmental levels with different interests
and styles of learning (Wortham, 1998). Teachers use child development theories to
identify the range of appropriate behaviors, activities, and materials for a specific age
group while integrating this knowledge with understanding individual children’s growth
patterns, strengths, interests, and experiences designed to maximize the learning
environment (NAEYC, 2001).

Specific developmental and preacademic skills can be acquired and will be more
generalizable if learned in the course of child initiated activities in DAP classrooms
(Mahoney & Robinson, 1992). Procedures associated with DAP have also been noted to
have potential for promoting cognitive, language, and social development in children
with disabilities as long as the impiementation of DAP are at the interest and functioning
levels of the children involved (Mahoney & Robinson, 1992). DAP has also included
smooth transitions from one grade level to the next in order to insure that teachers work
together with common curriculum and assessment practices to provide an academic
continuity for children (Bredekamp, Kunesh, and Shulman, 1992). Although curriculum
content has been influenced by tradition, subject matter of the disciplines, social or
cultural values and parent desires, developmentally appropriate content and teaching
strategies should incorporate age and individually appropriate techniques (NAEYC.
2001).

DAP describes an approach to education that focuses on the child as a developing
individual and life long learner (Houser & Osborne, 2001). Human development

research has indicated that predictable sequences of growth and change occur in children
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during the first nine years of life NAEYC, 2001). Curriculum and adult interaction with
children should be responsive to individual differences to encourage children to think and
experience various forms of materials and interactions with people (NAEYC. 2001).

Davis (1993) conducted a study of five teachers to determine if they understood.
perceived, and carried out developmentally appropriate techniques during their classroom
instruction. Resulits of the study showed that as a group, these teachers understood and
defined a developmentally appropriate classroom, but as a whole, they utilized traditional
practices in their instruction. Their techniques modeled teacher-directed activities. Ina
similar study utilizing Head Start teachers as subjects, O’Brien (1991) obtained similar
results. The Head Start teachers described developmentally appropriate classrooms as
child-centered, individualistic, and activity based. However, O’Brien (1991) found these
teachers practices to be inappropriate for preschoolers’ development as they were formal
and teacher-directed in nature.

Burts, Hart, Charlesworth, and Kirk (1990) observed kindergarten classrooms with
teachers who used developmentally appropriate and developmentally inappropriate
instructional techniques. Increased stress behaviors were noted in children whose
classrooms were characterized as developmentally inappropriate. Burts, Hart,
Thomasson, Charlesworth, Fleege, & Mosley (1990) characterized developmentally
inappropriate classrooms as those who utilized more workbook/worksheet activities.
more small and large group differentiations, more transitioning and waiting between
activities and more punishment techniques for classroom management; while

developmentally appropriate classrooms used more center activities. more story time. and

more music activities.
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Zepeda (1993) conducted a study in a central California county concerning
kindergarten retention and the uses of DAP in the spring of 1989. Seven elementary
schools were identified by the Office of the County Superintendent of Schools based on
suburban/rural and socioeconomic standards for the study. For the purpose of the study.
the term retention was categorized as either presently repeating kindergarten or presently
being considered for retention in kindergarten (Zepeda, 1993).

To explore the relationships between retention and DAP, districts identified
kindergarten teachers who did and did not retain students. Zepeda (1993) explained in
her study that the low retaining group of teachers perceived themselves as having more
opportunities for their students to work with manipulatives, allowing children to work
more often in groups or individually, and using real life materials to foster student
learning. The high retaining group of teachers perceived their instruction as utilizing
deskwork, formal reading and writing instruction, practice test-taking skills, and the use
of worksheets/workbooks/dittos for abstract concept work. Zepeda (1993) concluded that
teachers with a low retention rate provided more developmentally appropriate activities
concentrating on manipulatives and materials familiar to children. Teachers with a high
retention rate used more developmentally inappropriate practices that focus on formal
reading instruction with a higher emphasis on test taking skills.

Ketner and Smith (1990) conducted a study of kindergarten and primary grade
teachers to observe their practices of developmentally appropriate lessons, their
theoretical backgrounds for reading instruction, and the role that demographics played on

each of these factors.
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The results of the study indicated that kindergarten and primary teachers™ perceptions
of DAP and the whole language process were congruent. Beliefs about one appeared to
be consistent with beliefs held about the other (Ketner & Smith, 1990). The researchers
also suggested that individuals educating future teachers should present their students
with information concerning belief systems in an effort to assist students in making
instructional decisions.

Teacher Perceptions

Searching for one inclusive definition for the term perceptions has proven to be a
difficult endeavor. The term perception has been found to be synonymous with beliefs,
ideologies, and theories (Maxson, 1993). The issue of teachers’ perceptions or beliefs of
DAP has been complicated by varying degrees of individual educational knowledge,
emotions, life experiences, interactions with students in and outside of classrooms, and
curriculum content (Maxson, 1993). Clark and Peterson (1986) stated that teachers’
beliefs incorporated knowledge, planning, practice, and decision-making skills in the
educational process. Su (1992) stated that teacher candidates held certain educational
values and beliefs upon entering their teacher preparation programs. These beliefs were
based on individual prior socialization experiences, based on observing the educational
system, and observations of their teachers from a student’s observational standpoint for
twelve or more years. In the process of observing instructional strategies, teacher
candidates unconsciously internalized some degree of the values and beliefs exhibited by
their own teachers.

Lortie (1975) suggested that formal teacher education programs have had little

impact on preservice teachers as the time they have spent as students has had more of an
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impact on their internalization of the characteristics of a teacher should be. Research
conducted by various experts in teacher preparation programs has noted that the prior
experiences of preservice teachers have influenced their views concerning the teaching
and learning process (Boger, 2000). Preservice teachers have internally visualized a view
of what they would like to be as a teacher based on individual experiences. Formal
educational coursework and field experiences in teacher preparation programs serve as a
reference point for new teachers, but are often been abandoned when the opportunity
arises for their use (Boger, 2000).

Pre-existing beliefs held by preservice teachers shape their perceptions of their
observations and performances in a classroom setting during their field experiences
(Kagan & Tippins, 1992). Wenzlaff (1998) noted that teacher characteristics, attitudes,
concepts of self, intelligence, and interpersonal dispositions determined the formal and
informal curriculum they follow within a classroom. Wenzlaff (1998) noted that people
entering teacher programs brought unique background experiences with them. These
experiences in turn tended to have more of an impact than did the formal teacher
education program when a new teacher entered a classroom (Wenzlaff, 1998).

Hansen, (2000) reported the results of a study conducted in the preparation of
technology teachers at the University of Western Ontario. Two subjects were selected to
study their diverse backgrounds, perceptions, tendencies, and expectations of their
preparation program. The subjects were asked to record their reflections as they went
through their field experiences. Observations and interviews were also used as sources of
data collection. In the study’s conclusion, Hansen (2000) suggested that a flexible and

well-delivered teacher education program could help future teachers examine beliefs and
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predispositions and sometimes, these preparation programs could help future teachers
change their belief systems. He suggested that a re-socialization might be necessary for
movement into the field of education from the role of student to the role of teacher.

Brookhart & Freeman (1992) noted that teacher beliefs about students had an
influence on what actions they took in the classroom. They also noted: (a) knowledge
and skills that were inconsistent with existing beliefs were discarded in classroom use, (b)
practical classroom experiences could be used to modify individual beliefs held, and (c)
educators’ beliefs should be taken into account when changing teaching practices.

Wilson & Cameron (1996) conducted a study of 10 first year students, 9 second, and
9 third year students from the University of Western Sydney to substantiate their theory
that students begin teacher education programs with well established perceptions of what
teaching is, based on their own previous experiences. Data collected for the study were
unstructured journals kept by each of the students. In these journals, students were asked
to write daily about issues or experiences that needed reflective thought or were concerns
for them.

An analysis of each journal entry was conducted using a comparative method
involving separate analysis and coding of each of the journals as a basis to identify
possible categories of similarities and/or differences (Wilson & Cameron, 1996). Four
areas of concern were found as common factors. These included classroom management
concerns, characteristics of successful teaching, general perceptions of practice teaching,
and relationships with others. The Program for Effective Teaching (PET) was used to
analyze and describe the elements of effective teachers. Six proposed elements of

analysis were: (a) knowledge of content, (b) selection and use of appropriate materials,
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(c) human relation skills, (d) planning skills, (e) classroom management skills, and (f)
instructional skills (Wilson & Cameron, 1996). From these elements, the researchers
broke teaching into three fundamental areas of instruction, management, and building
relationships.

Further definitions were derived by Wilson & Cameron (1996). Instruction was
defined as the perceptions relating to teacher skills and competencies and student learning
outcomes. Management was defined as perceptions relating to classroom organization
and planning, the use of time and resources, and teacher directions of a behavioral nature.
Finally, relationship was defined as perceptions concerning teacher attitudes toward
children and the nature of children, to children’s attitudes toward each other, and to
perceptions relating to the relative status of teachers and children (Wilson & Cameron,
1996).

Results of the PET study indicated that student teacher perceptions relating to
instruction were dominant. Students’ perceptions noted through the journal entries,
showed that a number of teacher qualities and practices lead to the development of
effective instruction. A common thread among the journals on this issue showed that
teachers needed to be able to include all levels of student performance with reinforcement
being used for effective teaching. First year students saw effective teaching as something
that was teacher generated, while third year students saw it as quality student learning
and outcomes (Wilson & Cameron, 1996).

Further results by Wilson and Cameron (1996) showed that a main concern of
students’ was the need for classroom management and control. Almost unanimously, the

first and second year students believed classroom control by the teacher was the key to
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effective classroom management. Third year students tended to see effective
management in terms of effective planning and flexibility on the part of the teacher.

Finally, the results of the study showed that first year students were more concerned
with the development and retention of relationships with classroom students than were
the second and third year students. First year teachers perceived that a relaxed, friendly
environment and teaching approach characterized successful classroom relationships.
The first year teachers also wrote of the importance of teacher empathy toward students
in order to understand their backgrounds. First year students had more of a need to bond
with their pupils than did the second and third year students (Wilson & Cameron, 1996).

From the data collected and analyzed, Wilson and Cameron (1996) identified three
specific generalizations concerning dealing with the development of students in teacher
preparation programs. These generalizations were: (a) student teachers developed from a
teacher centered to a pupil-centered view of effective instruction., (b) student teachers
developed from a control view to a holistic view of classroom management, and (c)
student teachers developed from a personal to a professional/outcomes view of
relationships with pupils.

Wilson and Cameron (1996) concluded in their research that student teachers grew
and developed as they continued through their programs of education. In this growth,
they encounter obstacles or tensions that cause them to have to reflect on what they
believed and then took an action that may or may not be contrary to what they practiced
or applied in classroom settings.

McMullen (1999) explained that DAP has become the politically correct philosophy

and that many teachers have found it difficult to admit that they do not accept this
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philosophy when asked to state their beliefs. She believes that for educators who do
believe in DAP, the discrepancy between beliefs and practices could be attributed to
environmental or work related stresses, individual personality traits, and levels of
professional training or preparation. For her study, McMullen (1999) chose to look at
beliefs and characteristics that influenced teachers to select the use of best practices.
Among these were self-efficacy, locus of control, and educational background and
experience.

Results of McMullen’s study showed a high relation between the beliefs and
practices instruments used (1999). There were also differences between preschool and
primary teachers’ beliefs about DAP as well as their actual classroom practices.
Preschool teachers exhibited higher scores between their beliefs and practices. DAP
beliefs were found to be the first predictor of DAP practices in both preschool and
primary teacher groups. In a sub-sample of preschool teachers’ practices, the best
predictors of DAP were teachers’ beliefs to be followed by high personal teaching
efficacy. The data also indicated that teachers who were high in DAP had early
childhood backgrounds or child development in their educational backgrounds. Finally,
primary school teachers who had early childhood degrees or elementary degrees with
preschool experience scored higher in DAP than those with elementary degrees and no
preschool teaching experiences (McMuile1999).

In a study designated to measure teachers’ beliefs and practices in DAP, Smith (1997)
collected data concerning the beliefs of student teachers. He rationalized that student
teaching experiences were important points in the lives of future educators. To

substantiate his opinion, Smith (1997) listed course work and field experiences, the
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socialization of student teachers, the influence of cooperating teachers, and the student
teachers’ locus of control as influential factors affecting student teachers’ beliefs.

Results indicated that student teachers with early childhood backgrounds scored
higher for DAP than those with elementary education backgrounds (Smith, 1997).
Elementary education student teachers rated their cooperating teachers as more
traditionally based than did the early childhood majors. The early childhood student
teachers rated their cooperating teachers as more developmentally appropriate in their
classroom practices (Smith, 1997).

Smith (1997) concluded that patterns noted in the study reflected the impact of
differences in professional preparation programs between the early childhood and
elementary majors. He believed that although each group shared a preparation program
that addressed both child-centered and teacher centered practices, the emphasis placed in
each preparation program seemed to be the main difference between developmentally
appropriate or traditionally based practices. Smith (1997) noted that the early childhood
group of student teachers endorsed practices that were similar to their preservice training
while the elementary education teachers endorsed different practices consistent with their
training. Over the course of the student teaching field experiences, the beliefs of the
student teachers did not converge with the perceived beliefs of their cooperating teachers.
In other words, those student teachers who started out with child-centered beliefs ended
with the same beliefs and those who started out with teacher-centered beliefs also

retained those same beliefs (Smith, 1997).
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Field Experiences

Mclntyre & Byrd (1996) discussed and defined one preservice phase of teacher
preparation. Inciuded in this phase were field experiences in the forms of practicum or
pre-student teaching and student teaching. The authors noted these experiences existed to
assist future educators in carrying out necessary skills for their chosen profession and that
field experiences had been known to range from abstract to concrete. They defined
abstract experiences as pre-student teaching experiences using indirect observations of
actual classrooms at a school or a given sight. Concrete experiences were defined as
those that involved student teaching with actual involvement and participation in a
classroom for the purpose of instructing children (Mcintyre & Byrd, 1996).

Teacher educators have believed that student teaching should occur after a mastery
of prerequisite skills for professional knowledge (Tom, 1997). During the student
teaching or field experience, the prospective teacher was asked to apply the accumulated
knowledge of his/her chosen profession to the problems of the teaching practice with
limited assistance from a university supervisor and a cooperating classroom teacher
(Tom, 1997). Prospective educators were expected to observe, reflect upon, and engage
in various forms of tutoring and teaching (Katz, 1991). Student teaching has been
considered to be a developmental time when students become teachers, teachers become
colleagues, and colleagues become friends and mentors (Fallin & Royse, 2000). Student
teaching has also been a time when theory, practice, and idealism meet reality for self-
evaluation, values clarification, and the production of a graduate who is able to

effectively instruct children (Fallin & Royse, 2000).
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From 1968 to 1983, the field-based portions of traditional teacher education
programs had grown nearly 50% (Johnson, 1968). Despite the popularity of field-based
instruction, serious problems had been noted. One such problem involved the
coordination of university-based coursework and the field experience. Most preservice
teachers had completed coursework prior to beginning student teaching with few
connections to the real world of the classroom (Darling-Hammond, 1999). Many
preservice teachers had experienced different practices than those studied at the
university level and were unable to remember or apply what they had learned; therefore,
they reverted to what they had learned as students in grades K -12 (Darling-Hammond,
1999). Mcintyre & Byrd, (1996) addressed the issue of time spent in field placements.
These researchers noted the more time preservice teachers spent in field placements, the
more negative the effects on student teachers’ attitudes, knowledge, and classroom
practices.

Alternative forms of teacher preparation have practical teaching experiences in
isolation from professional training (Zeichner, Melnick, & Gomez, 1996). These authors
noted that through alternative teaching routes, teacher candidates have undergone their
field experiences within the culture of a particular school without awareness of the range
of teaching practices gained from theoretical and methodological training similar to that
of traditional teacher preparation programs. Therefore, there has been a narrowing of the
range of settings for which these teachers have been prepared (Zeichner, et al., 1996).

Still, proponents of nontraditional teacher preparation programs have seen a
necessity for schools and universities to unite in training teachers. The PDS movement

has been an influential factor affecting the structure of teacher preparation programs’
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field experiences since the 1980s. (McIntyre & Byrd, 1996). The PDS offer a greater
partnership between university-based instruction and the public school systems with a
reality-based program of preparation. Future educators involved in the professional
development schools have been noted to have more practical experiences with classroom
management and instructional techniques as well as longer classroom contact hours with
students in actual settings (MclIntyre & Byrd, 1996). These authors stressed that systems
with field-based components should produce more effective and confident teachers for
diverse student populations.

For many teachers, the closest thing to real teaching during their preparation
programs has been student teaching (McIntyre & Byrd, 1996). Green and Chedzoy
(1998) conducted a study at the University of Exeter, School of Education to view
student teachers’ experiences of teaching the arts in primary schools. The researchers
focused on how the university courses had supported and prepared the student teachers’
practices for school settings. They also wanted the students’ perceptions of how ready
they were to enter their field experiences.

In England, to prepare the students for their field experiences, the University of
Exeter required the students to have foundation subjects and foundation curriculum
courses in their field of study within the first two years of the degree (Green & Chedzoy,
1998). Lectures and practical workshops were used to inform these future teachers
about teaching the arts to primary students. The study used a questionnaire that was
disseminated to 106 university students. Randomly selected for structured interviews
following the collection of the questionnaires were 16 subjects. Analysis of the data

involved a coding of responses to a set of criteria in terms of subject knowledge and
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application as well as the readiness to plan, teach, and assess the subject areas (Green &
Chedzoy, 1998).

Results looked specifically at the effectiveness of the university-based courses in
supporting student teaching and the student teachers’ perceptions of whether pedagogical
and subject area knowledge was enough to support teaching and leaning in the schools
(Green & Chedzoy, 1998). The authors noted that 100 of the 106 respondents believed
their coursework had prepared them for teaching the arts to students.

However, Green and Chedzoy (1998) went on to say that comments from the 16
interviews conducted after the student teaching field experiences suggested some of the
prospective teachers had to rely heavily on the subject and pedagogical knowledge and
advice gained from the university supervisors during their field experiences. Therefore,
students seemed to lack confidence in teaching and relied heavily on what was given to
them during their coursework. Green and Chedzoy (1998) noted the student teachers
asked for help in planning appropriate activities for children and for approaches to teach
the prepared lessons. As a conclusion to their study, the authors reiterated that
experience by itself was not sufficient for thinking, reflecting, and learning to teach. In
their estimation. experience and theory must go together as important elements for
successful teaching (Green & Chedzoy, 1998).

In another study conducted by Curtner-Smith (1997), two physical education
teachers’ perceptions of effective teaching during or following early field experiences
were investigated. One year prior to student teaching, the subjects enrolled in a physical
education teacher education (PETE) methods course. The intent of the course was to

socialize preservice teachers toward programmatic perspectives and practices in a
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behavioristic orientation to teacher education (Curtner-Smith, 1997). The PETE course
consisted of a theoretical component and a two week long early field experience. The
field experiences were closely supervised and both students were asked to complete
reflection papers concerning their perceptions and fieldwork. Both subjects conducted
student teaching after they completed methods courses for one semester. Results of this
phase of the study indicated 47 thoughts and perceptions from their reflection papers
concerned strong aspects of the preservice teachers’ teaching focused on management of
students and the topics covered.

Data collected involved questionnaires, interviews, and journal entries. Both student
teachers were also asked to supervise 20 new preservice teachers who were engaged in an
early elementary education field experience to look for 22 lessons of fine locomotor
skills. They were also asked to devise a list of weak and strong aspects of teaching,
provide written recommendations and suggestions for improving teaching methods, and
discuss their evaluations with the preservice teachers. Each student teacher was to
provide written evaluations for further research study.

Results of the study further showed that 84 thoughts and perceptions were coded
from the strengths sections of the 20 preservice teachers who were supervised by the
student teachers. Thirty-two of the student teachers’ thoughts and perceptions concerning
the preservice teachers’ strengths referred to instructional behaviors. Forty thoughts and
perceptions were coded from the weaknesses section (Curtner-Smith, 1997).

In their conclusions, Curtner-Smith (1997) stressed that prior to student teaching, the
two preservice teachers had experienced theoretical and practical training that fostered a

nurturing learning environment. During their student teaching experiences, many of the
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nurturing conditions were absent or weakened and they were exposed to antagonistic
conditions. Despite these conditions, when asked to supervise the 20 preservice teachers,
both of the student teachers revealed their student teaching perspectives congruent with
their own encounters during their methods course. In other words, the two student
teachers were concerned with elements of teaching related to the promotion of pupil
learning (Curtner-Smith, 1997).

Pierson and Panasuk (1998) believed that a variety of field experiences could be
utilized to help prepare future teachers with a solid foundation of knowledge for
professional growth, decision making, reflection on practice, and for successful teacher
preparation. The University of Massachusetts Lowell Graduate Program in Teaching
designed a program for individuals who wanted initial teacher certification and a master
of education degree in mathematics curriculum and instruction. Students were given one
year to complete the state provisional certificate with advanced standing (Pierson &
Panasuk, 1998). Campus-based and field-based experiences were offered during the
formal course of study and were integrated with a student teacher practice supervised by
school district and college teacher educators.

Pierson and Panasuk, (1998) described field experiences over a variety of semesters
for the program and the University of Massachusetts. In the first semester of the fuil time
program, the students spent an entire school day once a week for eight weeks in schools
chosen by the instructor. While in the classrooms, the student teachers observed lessons,
communicated with practitioners, familiarized themselves with the schools’ cultures, and
developed reflections on what had been observed. Over the next six weeks, the student

teachers experienced a prepracticum period. Here, the students started practicing their
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own teaching through assisting and/or teaching a full lesson under supervision of a
practitioner. Feedback and suggestions were given to each student teacher.

Secondary mathematics teachers had a collaborative observation and analysis lesson
module incorporated into their field experience. This module’s intent was to: (a) help
student teachers make connections between teaching theory and practice, (b) make in
depth decisions; (c) develop critical examination skills, and (d) become reflective
individuals (Pierson & Panasuk, 1998). During each semester of the methods course,
four college-based sessions were replaced with school-based meetings to allow learning
to occur in a natural school environment. Model first year teachers were selected for the
student teachers to observe and discuss lesson elements in an effort to assist with lesson
planning and demonstration of instructional techniques.

Pierson and Panasuk (1998) concluded that these series of field experiences in a real
life setting with novice teachers had proven to be effective in the professional
development of student teachers. Preservice teachers involved in this program had time
to: (a) practice exploring pedagogical skills, to build a teaching framework, (b) gain
insights into influential factors that affect their beliefs and practices, and (c) examine
contemporary trends and alternative perspectives for teaching (Pierson & Panasuk, 1998).

Bean (1997) reported on a series of studies conducted concerning student teaching
experiences. He noted the following resuits: (a) student teachers coped with the multiple
cultures of a school by becoming more teacher centered in their lessons, (b) student
teachers adapted to their environments by selecting aiternatives that aided in surviving

their field experiences, (c) student teachers model approaches to instruction used by their
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cooperating teachers, and (d) workplace realities and routines overtake the student
teachers’ idealistic beliefs.

Bean (1997) also emphasized four influential factors that have affected student
teachers’ construction of beliefs and practices about teaching. These were: (a) discipline-
based theories about learning, (b) the culture of the classroom and the cooperating
teacher’s style, (c) reflection on preservice experiences, and (d) one’s personal biography
as a filter for reflection on teaching experiences. The most influential factor noted was
that of the cooperating teacher’s style. In a series of interviews with ten secondary
student teachers, Bean (1997) noted the most dominant influence in strategy selection for
use of content delivery and classroom management was the cooperating teacher.
Classroom climate and signals given by cooperating teachers guided the strategies and
behaviors student teachers made to complete their field practice experiences.

Dunn and Kontos (1997) addressed the assumptions made that by merely engaging
in DAP, one would suppose that teachers believed in its practices (Dunn & Kontos,
1997). However, research has indicated that teachers’ beliefs and practices are complex
entities. The authors continued to note that discrepancies have existed between teachers’
beliefs in DAP and their classroom practices.

Kontos and Dunn (1993) looked at childcare in various classrooms. The amount and
use of free play utilized by preschool teachers was examined to determine their
perceptions of DAP. Results of their study showed no differences in the beliefs of
teachers whose classrooms differed in DAP. The authors also noted that teachers beliefs
were more consistent with DAP than their classroom applications or practices. Teachers

who had received training in DAP were more likely to apply what they had learned with
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preschoolers in their own classrooms. Consequently, preservice and inservice training
were identified as important elements for the overall use of DAP in early childhood
settings (Dunn & Kontos, 1993).

Summary

The training of future educators has required a mixture of subject matter knowledge
with instructional methods appropriate to the chronological ages and grade levels of
children (Jones, 1987). Central to the preparation of teachers have been the foundations
classes. Here, historical, philosophical, sociological, and political perspectives have been
integrated into core coursework drawing together the humanities and social sciences (The
Holmes Group, 1995). The Holmes Group (1995) continued to stress that foundations
classes have been offered as a means for integrating interdisciplinary knowledge for
creating successful classrooms and teachers that: (a) employ a comprehensive
understanding of educational goals in society, (b) develop critical thinking skills and
literacy competency, (c) question the nature and essence of teaching, and (d) attempt
school reform for the benefit of school organization, pupil placements, curriculum, and
parental involvement.

Many evaluators of traditional teacher preparation programs have found that student
teachers have attributed their success in classrooms to their field experiences (The
Holmes Group, 1986). Evidence has shown that cooperating teachers who supervise
student teachers have more of an influence on the early teaching styles of student teachers
than other people in their preparation programs (Krumbein, 1965). Hynes-Dusel (1999)
noted five areas of concern stressed by cooperating teachers as they worked with student

teachers in their field experiences. These included: (a) discipline and classroom
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management techniques, (b) creation of developmentally appropriate learning tasks, (c)
progressive ordering of skills, (d) creation of a safe student environment; and (e) creation
and implementation of a back-up plan. Hynes-Dusel (1999) also noted that cooperating
teachers supervising future educators believed that graduate education teachers holding a
bachelors degree in another subject area were being rushed through a teacher preparation
program and were missing components necessary to the creation of good teachers. The
author also stressed these same cooperating teachers believed student teaching should be
at least a year long in order to provide time for future educators to deal with the situations
and problems teachers confront on a daily basis in their jobs.

In an effort to meet the ever increasing demand or need for teachers, nontraditional
teacher preparation programs have been used in many of the states. Colleges and
classroom teachers have generally agreed that recruiting adults with experience in careers
other than teaching could improve the educational system today (Manos & Kassambira,
1998). In an effort to meet the needs of nontraditional teachers, various methods for
training them have been employed across the United States. One such method has that of
the PDS.

PDS have been used as one of many methods for allowing nontraditional students the
opportunities to function in field experiences while integrating pedagogy and
methodologies from university classes. These schools are viewed as one primary way to
integrate faculty members in higher education with educators in the public schools (The
Holmes Group, 1995). Since no two PDS look or function the same, (The Holmes
Group, 1995) traditional and nontraditional students have been found utilizing this

program setting.
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Research has shown a relationship between teachers’ beliefs and teachers’ behaviors
characterized by practice and student learning (Maxson, 1993). Brookhart and Freeman
(1992) studied the characteristics of entering candidates into the field of teaching. The
results of their study showed: (a) teachers’ beliefs about students and classrooms
influence what they do in the classroom, (b) teachers’ knowledge and skills inconsistent
with their beliefs are not utilized in classroom practices, (c) practical classroom
experiences have the ability to modify an individual’s belief system, and (d) teachers’
beliefs must be considered at the inception of teacher preparation. Researchers have
discovered that teachers do not consistently base their classroom practices on theoretical
beliefs, knowledge, or practical experiences (Maxson, 1993). Instead, these factors were
integrated into the individual’s own belief system to dictate decisions made and carried
out in practical applications (Maxson, 1993). Maxson (1993) also stressed that
researchers have indicated that teachers appear to operationalize their beliefs regarding
the best methods for teaching young children based upon the relationships between their
own articulated beliefs and day-to-day classroom practices.

Decision-making is not only a portion of a teacher’s belief system; it is also been an
element necessary for following DAP when working with young children. Bredekamp
and Copple (1997) noted that NAEYC’s position statement concerning DAP saw that
teachers made daily decisions concerning child development, content learning and skills
acquisition, as well as social and cultural relationships when dealing with families. The
authors also expressed the cooperative nature of decision-making between the teacher,
the school staff and administration, and the school district personnel, and school

administrators. However, Bredekamp & Copple (1997) stressed that teachers were
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ultimately responsible for planning and implementing curriculum practices within their
own classrooms.

Research studies conducted by various individuals have demonstrated a need to look
at teachers’ perceptions and applications of DAP with young children in a primary school
setting. It appeared that researchers have been unable to verify the relationships of
teacher preparation programs and the formation of teachers’ perceptions of how DAP
should be applied to working with young children from birth to age eight. It also
appeared that researchers have been unable to empirically substantiate a relationship
between teachers’ perceptions and applications of DAP and field experiences gained
through traditional and nontraditional field experiences in teacher preparation programs.
Investigating teachers’ perceptions and applications of DAP while concomitantly
examining the types of field work employed in traditional and nontraditional teacher

preparation programs appeared to be an area requiring additional research.
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CHAPTER 3

METHODS

Overview

American people, politicians, and Colleges of Education have noted their
dissatisfaction with teacher quality and the lack of pupil progress in schools across the
country (Darling-Hammond, 1999). Educators have been called upon to understand the
developmental processes of children and to collect artifacts or proof that children have
developed an understanding of the content covered within their classrooms (Goodlad,
1999). Teacher education programs have been responsible for ensuring that future
educators present material truthfully and clearly, give their students an opportunity to
practice what they’ve learned, and test the extent to which their students have understood
the theories and educational practices behind the art of teaching (Murray, 1999). Since
people learn best when they are actively involved in their education, incorporating DAP
into traditional and nontraditional teacher preparation programs has allowed learning to
be good practice for future teachers ( Bredekamp & Copple, 1997). Learning has been
found to be more meaningful and lasting when it has been supplemented with

experiences similar to those encountered in preparational programs’ field experiences

(Williams, 2000).
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The methods and procedures that were used to collect and analyze data concerning
perceptions and applications of DAP from the teachers’ perspectives in either traditional
or nontraditional field experiences are described in this chapter. A comparative approach
was applied to investigate teachers’ perceptions of DAP for kindergarten through third
grade. This study fit the comparative design parameters because beliefs and practices

related to their perceptions of DAP were assessed.

Research Questions

This study focused on the following questions.

1. Is there a difference in teachers’ perceptions of DAP between those teachers
trained at a large southwestern urban university (SWUU), teacher trained elsewhere
through traditional teacher preparation programs, and teachers trained in a nontraditional
(PDS) teacher preparation program at SWUU?

2. Is there a difference in teachers’ instructional applications of DAP between those
teachers trained at SWUU, teachers trained elsewhere through traditional teacher

preparation programs, and teachers trained in a nontraditional (PDS) teacher preparation

program at SWUU?

Setting
To fully understand the demographics of the study, it is necessary to get an insight
into the setting of the schools and classrooms of the 12 subjects. Although the 12 schools
were all located in the local school district ranging from the southeastern location to the

northwestern vicinity of the city, the economic levels of the schools themselves ranged
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from affluent to neighborhood schools located in high poverty areas. Some of the

schools were in neighborhoods still under construction, which meant the schools were

less than two-years old while other neighborhoods were well established with no

construction and the age of the school was at least ten-years old.

Table 1

Demographic Table of Schools

Number of Location of Age of Type of Economic

Schools School School Neighborhood Status

Viewed in

Location

1 Southeast 10+ yrs, Established Affluent

1 Southeast 8 + yrs. Established Title I

2 Central 1-2yrs. New Midrange

2 Northeast 1 -2yrs, Newly Midrange
Constructed

1 North 2 yrs. New Title 1

2 Northwest 3 -Syrs. Established Title I

1 Northwest 1 Newly Title [
Constructed

2 Northwest 7+ Established Title I

Note. Low socioeconomic schools are those considered to have a high percentage of their population at-

risk and a high percentage of the population of children need free or reduced lunches. These schools

qualify for Title [ funds. Middle socioeconomic schools have a portion of their populations receiving free

or reduced lunches. High socioeconomic schools have few or none of their students qualifving for free or

reduced lunches.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



The classrooms were varied in their physical make-up. Some of the schools were
overcrowded which meant that teachers had portable classrooms set behind or beside the
main school building. Other classrooms were physically located in the schools and
arranged by grade level pods or hallways. Each classroom had student desks and chairs,
a teacher desk and chair, file cabinets, tables, and some sort of wardrobe for storage of
materials. The classrooms all had bookcases, televisions and VCRs located on a portable
stand, various student books, mathematic manipulative materials, and brightly colored
walls that housed student work. Depending on the school and classroom, the teachers
either had white boards and feit tipped pens for writing or chalkboards and chalk. The
daily schedules and work to be completed were listed on the boards. In addition, each of
the classrooms in the school housing Group A had brightly colored posters of butcher
paper marked with words that children used frequently when reading and writing.

Despite the similarities in each of the 12 rooms, there were also differences that
portrayed the teachers’ personalities. One first grade teacher had a rocking chair from
which she read to the students. Another teacher had Science experiments, plants, and
seeds sitting on tables along the outside wall of the classroom. Yet another teacher had
hard covered, brightly illustrated books lined up across the front board in the chalk tray of
various sizes and titles.

The arrangement of the student desks within the classrooms also varied ac<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>