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ABSTRACT

In this study, the implementation effects of a program for the training of

'coaching skills with Dutch primary school teachers acting as mentors for beginning
teachers are described. Coaching is a form of in-class support intended to provide
teachers with feedback on their functioning and thereby stimulate self-reflection and
self-analysis to improve instructional effectiveness. Based on the pre- and post-
training ratings of coaching conferences, a significant treatment effect was found for
the coaching skills concerned with the development of autonomy (empowerment),
feedback and encouragement of self-reflection. The pre- and post-training ratings
from the beginning teachers themselves showed no significant treatment effects as
the beginning teachers rated the coaching skills of their mentors very favourably

even at pretest.



Coaching Beginning Teachers

Problems of Beginning Teachers

Research has shown that beginning teachers experience the first year of
actual teaching as very hectic and generally the most difficult in their career. The
transition from teacher training to the first teaching job is often portrayed as
traumatic and as a source of disillusionment. In the intémational literature, this
transition is frequently referred to as the “reality shock" (Veenman, 1984). In general,
this concept is used to indicate the collapse of the missionary ideals formed during
teacher training as a result of the confrontation with the harsh and rude reality of
everyday ciassroom life. One possible explanation for the reality shock is the
unrealistic optimism of student teachers during training. Research on learning to
teach has shown novice teachers to leave preservice programs and enter the pro-
fession believing that "teaching is not that difficult" (Huling-Austin, 1992). When the
novice teachers confront the real demands of teaching, this belief can quickly turn
into feelings of discouragerﬁent.

Another explanation for the reality shock is teacher isolation (Lortie, 1975). In
education, unlike other professions, the beginner must not only face the
uncertainties inherent in starting a new profession but also all of the responsibilities
of an experienced teacher from the first real day of teaching. Opportunities to
interact with peers or obtain support and assistance from experienced teachers,
however, are often lacking. Two recent studies by the Dutch Educational
Inspectorate (Inspectie van het Onderwijs, 1994, 1995) show many beginning
primary and secondary school teachers to be simply "thrown into the deep" and left
on their own. Most schools have not developed a systematic plan for the induction of
beginning teachers. If support is provided, moreover, the beginning teachers must
generally ask for it themselves. About one-half of the beginning primary school
teachers and two-thirds of the beginning secondary school teachers are not
observed teaching and do not receive feedback with regard to their teaching

practices from experienced teachers and/or the school principals.

3



Review of 91 studies from a number of different countries has indeed shown
beginning teachers to experience lots of problems and difficulties (Veenman, 1984,
1987). These problems (such as classroom discipline, motivating students, dealing
with individual differences, assessing students' work, relations with parents,
organization of class work) indicate a clear need for support and assistance. In fact,
the pressures encountered during the first years of teaching have been found to dis-
courage many beginning teachers from staying in the profession (Odell & Ferraro,
1992; Colbert & Wolff, 1992).

Teacher Induction

In response to these problems and pressures, a growing number of countries,
states and individual schools have established induction programs for the provision
of assistance during the first years of teaching (Bolam, 1995; Huling-Austin, 1992;
Vonk, 1994). Although beginning teacher induction programs have become more
and more prevalent over the years, evaluation of fhese programs is still in the
preliminary stages in most countries. Those evaluations conducted to date, however,
have shown improved classroom organisational and management skills, the
adoption of more sophisticated instructional strategies, provision of more learning
opportunities for pupils, higher student engagement rates and greater self-confi-
dence (Colbert & Wolff, 1991; Schaffer, Stringfield, & Wolfe, 1992). These programs
have, moreover, been found to successfully alleviate the difficulties and fears which
novice teachers face during their first school year. Examination of induction
programs also shows the use of experienced teachers as mentors to be a crucial

feature in such programs.
Mentoring

Mentoring entered the vocabulary of teacher education in the early 1980's as
part of a broader effort to professionalize teaching (Feiman-Nemser, 1998) and has
been used to describe the process of assisting beginning teachers in their career

and professional development. That is, experienced teachers serve as mentors in
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the induction of beginning teachers. The development of a personal relationship with
a colleague who is a novice in the field is a hallmark of mentoring. The development
of this personal relationship is built on mutual respect and trust, and certain
mentoring skills and characteristics appear to be particularly important for such a
relationship: being people-oriented, respectful, warm, caring, sensitive, empathetic,
helpful and prepared to share power and expertise. In addition, the mentor must
take a personal interest in the career and individual well-being of the novice and be
capable of providing support for others (Bamnett, 1996; Yeomans & Sampson, 1994).

Reflection is considered the main catalyst for the development of autonomy
and expertise on the part of the novice (Furlong & Maynard, 1995; Tomlinson,
1995). The novice's subjective or practical theories about teaching should be taken
as the starting point for reflection. Mentoring should be focused on “reflection in
action" and “reflection on action" (Schén, 1983, 1990). Nevertheless, a recent study
by Dunne and Bennett (1997) indicates that mentors often focus their conferences
with student teachers on craft knowledge and that their dialogues are characterised
by a lack of challenge and reflection. It is therefore concluded that mentors may
need explicit training in the stimulation of novice teachers to reflect on their actions
in order to move them to higher levels of professional thinking.

It should be noted that several different concepts of mentoring have been
advanced in the literature. Among them are the following: the expert-novice
metaphor, the peer-support framework, the concept of counselling, the master-
apprentice model and the coaching analogy. As the notion of coaching is adopted as
a metaphor for mentoring in the present study, this concept will be considered in

greater detail in the following.
Coaching

The coaching is the model most frequently mentioned in the literature on
mentoring. Coaching can help teachers improve their instructional effectiveness by
providing them with feedback on their functioning and stimulating them to become
more reflective. What the teacher actually does in the classroom stands central, and

the observational data collected in the classroom constitute the grounds for

5



subsequent analysis and reflection. |

A recent advancement in the field of coaching is the notion of cognitive
coaching as developed by Costa and Garmston (1994). The guiding principle behind
cognitive coaching is that the instructional behaviours of teachers cannot be
influenced until their internal thought processes have been altered. Reflection on
teachers' thinking about their classroom practices is considered a means to enhance
their teaching expertise and problem solving. According to Costa and Garmston
(1994), studies have shown cognitive coaching to positively affect self-confidence,
classroom management skills, teaching styles, self-awareness and instructional
dialogues with colleagues.

Given the complexity of coaching and improving the reflective capacities of
beginning teachers, mentors who want to become cognitive coaches will require
assistance. For this purpose, a training program for the development of coaching
skills was designed for mentors or experienced primary school teachers. In the
program Coaching Beginning Teachers, coaching is defined as a form of in-class
support for the enhancement of beginning teacher's craftsmanship through system-
atic reflection on professional practice (cf. Veenman, Visser, & Wijkamp, 1998). The
coaching is directed at strengthening the instructional competence of teachers. This
'implies professional growth and autonomy or what is called empowerment. The
coaching cycle (based on pre-conference, observation, and post- conference) and
the coaching skills were drawn from the models of clinical supervision and coaching
developed by Goldhammer (1969), Cogan (1973), Joyce and Showers (1995), and
Costa and Garmston (1994). The following objectives were defined for coaching in
" our training program: (1) establishment of mutual trust; (2) improvement of instruc-
tional practice by providing beginning teachers with feedback and stimulating them
to become more reflective and (3) enhancement of beginning teachers' autonomy
and self-actualisation by stimulating the development of self-improvement plans.

Following MacLennan (1995), a mentor is defined as an experienced teacher
available for the beginning teacher to learn FROM and a coach is defined as an
experienced teacher available for the beginning teacher to learn WITH. Mentoring
generally precedes coaching. During the stage of mentoring, survival concerns are

addressed and the beginning teacher learns what is necessary to function effectively
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within the school organization. During the stage of coaching, the professional
development of the beginning teacher is addressed. The stage of mentoring
gradually runs into the stage of coaching. The content of our training program will be

discussed in greater detail below.
Research Questions

In the present study, the effects of a training program on the coaching skills of
mentors (i.e, experienced primary school teachers) were examined. The major
research questions were: (1) Do the mentors who participated in the training pro-
gram implement the target coaching skills? (2) Do the beginning teachers coached
by those mentors who participated in the training program perceive a éhange in the

coaching skills of the mentors?
Method and Instrumentation
Design

Two different forms of evaluation were undertaken in the present study. First,
the coaching skills of trained and untrained mentors were rated by expert judges.
Second, the coaching skillz of trained and untrained mentors were rated by
beginning teachers. Both evaluations were concemed with the degree of
implementation of the desired coaching skills by the mentors. In addition, the
beginning teachers were asked to estimate the effects of the coaching on their own
instructional practice.

Both forms of evaluation were undertaken using an untreated control group
design with pretest and posttest. The experimental group consisted of 15 trained
mentors and their beginning teachers; the control group consisted of 7 untrained

mentors and their beginning teachers.



Subjects

In the spring of 1996, a letter of invitation for participation in a training
program devoted to the coaching of mentors was sent by four school advisory
centres to the primary schools ‘in their regions. A total of 43 experienced teachers
showed an interest in the training program. When the date of the training was
announced in the autumn and the prospective mentors were invited to participate,
21 teachers chose not to participate for one or more of the following reasons: the
school did not need a new teacher and inconvenient training time schedule. Of the
participating 22 mentors, 15 were randomly assigned to the éxperimental group and
7 to the control group. Both the experimental and control groups consisted of
mentors interested in coaching and were thus initially comparable.

The average amount of experience for the mentors in the two groups was
about 17 years. Of the entire group of mentors, 10 were women and 12 were men;
the associated group of beginning teachers consisted of 18 women and 4 men. The
average number of pupils in the classes being taught by the beginning teachers was
25.

The Training Program

The training manual Coaching Beginning Teachers consisted of three
sections. In section one, the main problems confronting beginning teachers, the
tasks of the teacher, the first job, classroom management problems, early concerns
about survival and the reality shock are discussed.

In section two, the possible contribution of coaching to improvement of
instructional effectiveness and professional development is discussed. The functions
of mentoring and coaching are discussed along with the skills needed by the
coaches and beginning teachers. The distinction between mentoring and coaching is
also clearly made. Mentoring is described as "putting-in" and coaching is described
as "pulling-out" (MacLennan, 1995). Input from the mentor is most needed in the
early stages of teaching and least needed as the beginning teacher becomes more

autonomous. When the beginning teacher becomes more independent, coaching is
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used to further enhance the teacher's reflective and problem-solving capacities.

In this same section of the training manual, the different stages in the
coaching cycle are also described: pre-conference, observation, and post-
conference. The coaching skills for the pre-conference are first discussed and
include such skills as trust building, problem definition, problem solving, planning
alternatives and the formulation of action plans for improvement. ‘Teacher
o.bservation is discussed next and involves making a written record of what is said
and done during a class session. Finally, the post-conference coaching skills are
discussed. These include probing the teacher's feelings about the lesson, evaluation
of the improvement outcomes, discussion of the observational data (reflection and
feedback), development of new alternatives and refinement of improvement plans.
The mentors are advised to invite the beginning teachers to provide feedback and
suggestions for refinements which might make for a more productive coaching
relationship.

In section three, the final section of the training manual, some of the problems
associated with classroom management are discussed. Some suggestions for
dealing with classroom disturbances are also provided.

In the present study, the content of the training manual constituted the basis
for two one-day workshops. Prior to this workshop, the manual was sent to the
mentors in the treatment group with the request to study at least the sections on pre-
conference, observation and post-conference. During the first workshop, the
mentors were trained in the skills relevant to pre-conference, observation and post-
conference. During the application exercises, the participants formed groups of three
and alternated being the coach, the teacher and the observer. After each exercise,
the mentors then designed action plans for their own coaching practice. The second
workshop was conducted one month after the first workshop to give the mentors the
opportunity to further practice their coaching skills. During the second workshop,
coaching experiences were exchanged and discussed. Role play exercises were
provided to practice skills dealing with possible resistance on the part of the
beginning teachers. At the end of the second workshop, the mentors again designed
action plans for their own coaching practice. The mentors rated the training manual

and workshop very favourably and also indicated that they'planned to apply the
- 9
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newly learned coaching skills in the near future.
Data Collection

Prior to training, the mentors conducted a coaching conferénce with a
beginning teacher. The mentors were asked to conduct this conference in a manner
similar to the conferences which they usually perform. This pretest for the experi-
mental and control groups was conducted in January 1997. The workshops for the
experimental group then took place in February and March 1997. In April 1997, the
trained and untrained mentors were again asked to conduct a coaching conference
with the same beginning teachers.

All of the coaching conferences were audiotaped by the mentors, and the
tapes were then sent to the expert raters for coding. After each coaching
conference, the beginning teachers also rated the coaching skills of their mentors
and were asked to estimate the effects of the coaching conference on own their
instructional behavioUr. The mentors did not have access to the beginning teacher

ratings.
The Scale for Coaching Skills

All of the coaching conferences were taped by the mentors. These tapes
were then coded by two expert raters Using the Scale for Coaching Skills (SCS). The
SCS ranges from a score of 1 for no application of the skill to a score of 5 for clear
application of the skill. The SCS contains 32 items. The original version of the SCS
was developed for a study of the implementation effects of a program for the training
of coaching skills with Dutch school counsellors and school principals (Veenman,
1995; Veenman, Visser, & Wijkamp, 1998). The inter-observer reliability checks -
estimated using analysis of variance (Winer, 1971) were found to range from 0.67 to
1.00 (median 0.97).

Principal components analysis of the SCS scores revealed four factors (or
subscales): (1) developing autonomy (14 items, alpha = .96), (2) feedback (7 items,

alpha = .97), (3) encouragement of self-reflection (8 items, alpha = .92) and (4)
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business-like attitude (3 items, alpha = .78). These four factors were found to
account for 75% of the variance in the SCS ratings.

In order for the beginning teachers to evaluate the coaching skills of their
mentors, the coached novice teachers used the Teacher Scale for Coaching Skills
(TSCS). This scale was derived in part from the SCS but also contains items
concerning the use of observational data by the mentor and the perceived effects of
the coaching conference on the instructional behaviour of the beginning teacher
him/herself. The TSCS contains 32 items. The initial version of this scale was also
used in a study evaluating a coaching program for school principals (Veenman,
Visser, & Wijkamp, 1998). Principal components analysis of the TSCS scores
revealed four factors (or subscales): (1) making concrete improvement plans (12
items, alpha = .91), (2) improvement of instruction through self-reflection (7 items,
alpha = .89), (3) empathic stimulation to improve instruction (7 items, alpha = .91)
and (4) appreciation of the mentor's coaching skills (6 items, aIpHa = .81). These
four factors were found to account for 74% of the variance in the TSCS ratings. The
four TSCS subscales were used at both pretest and posttest. In the posttest, a fifth
scale was added, namely "mentor's use of observational data" (7 items, alpha = .77).
This scale was only used in the posttest because it was assumed that the trained
mentors would only make use of observational data in the complete trained
coaching model (including pre-conference, observation and post-conference) at
posttest.

A significance level of 5% was used in all of the statistical tests (one-tailed).

The mentor and the beginning teacher were the unit of analysis.
Results

A summary of the Scale for Coaching Skills (SCS) for the trained and
untrained mentors is presented in Table 1. The data displayed in this table show
training to have a marked effect on the coaching skills of the mentors. Significant
differences between pretest and posttest for the trained mentors were found for the
total SCS and all four subscales: developing autonomy, feedback, encouragement

of self-reflection and businesslike attitude (p <.01). One significant pretest versus
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posttest difference was found for the untrained mentors, namely for the total SCS (p
< .05). Significant differences in gain scores for the trained and untrained mentors
were found for the total SCS and three subscales: developing autonomy, feedback
and encouragement of self-reflection (p < .01). _

A summary of the TSCS scores for the trained and untrained mentors at
pretest and posttest is presented in Table 2. Significant differences between pretest
and posttest were found for the trained group on the total TSCS and four subscales:
making concrete improvement plans, improv\ement of instruction through self-
reflection, empathic stimulation to improve instruction and appreciation of the
mentor's coaching skills (p <.01 - p <.05). The untrained group also scored higher at
posttest than at pretest on the total TSCS and three subscales (p <.01); the
subscale "appreciation of the mentor's coaching skills" did not reveal significant
differences for the untrained group. No significant gain-score differences were found
between the trained and untrained mentors. In addition, no differences were found
between the trained and untrained mentors for the use of observational data in the
provision of feedback at posttest. It should be noted, however, that all of the
beginning teachers rated the coaching skills of their mentors quite positively at

pretest.
Discussion

The results of the present study suggest that the training program positively
affects the coaching skills of mentors. Expert raters rated the trained mentors higher
than the untrained mentors on the Scale for Coaching Skills (SCS) than the
untrained mentors. Significant differences were found between the trained and
untrained mentors on the total SCS and three subscales: developing autonomy,
feedback and encouragement of self-reflection. Developing autonomy (or
empowerment) refers to strengthening the autonomy of the beginning teachers in
order to enable them to reflect on their instructional effectiveness and formulate
plans to improve their teaching. Feedback .is an important skill, especially for post-
conference. Feedback is part of the analysis of the observation and also used to .

produce self-designed plans for instructional improvement. Feedback encourages
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(beginning) teachers to adjust their performance through "reflection-on-action" and
“reflection-in-action" (Schén, 1983). The trained mentors showed better feedback
skills than the untrained mentors. Their feedback was more concrete, more specific
and limited to a small number of performance problems. Encouragement of
reflection refers to acfivities intended to stimulate self-reflection and subsequent
action on the part of the beginning teacher. These activities include asking questions
about the beginning teacher's learning experiences, clarifying and probing their
responses and empathizing with their accomplishments rather than telling them how
to perform. Engaging beginning teachers and mentors in this "reflective diélogue" is
meant to help the beginning teacher develop his/her own instructional style.
Learning through reflection-on-action and reflection-in-action has been associated
with the development of expert thinking and professional expertise (Schén, 1983).
With regard to "business-like attitude" or the willingness of both the mentor and
beginning teacher to focus on the purpose of the coaching conference -- namely, the
development of alternatives for the improvement of instructional effectiveness, both
the trained and untrained mentors showed improvement at posttest. This finding
most likely explains the absence of significant differences between the trained and
untrained groups on this subscale.

The generally positive ratings provided by the coached beginning teachers for-
the skills of the mentors show these novices to experience coaching as something
positive. The above average ratihgs from the coached beginning teachers also show
them to perceive the coaching conferences as improving their instruction. Reflection
on instructional practices and the framing of plans for improvement presumably
enhance the possibilities for real change as well. Nevertheless, the coached
beginning teachers were not found to rate the trained and untrained mentors
differently. The above average scores for the TSCS at pretest were difficult to
improve, which means that the possibility of a ceiling effect cannot be excluded.

~In closing, the effects of a training program directed at the coaching of
beginning teachers were found to be positive and thus promising in the present
study. The trained mentors put a number of important and desirable coaching skills
into practice. Whether these coaching skills actually bring about changes in the

cognitive processes and instructional behaviours of the beginning teachers and
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thereby enhance pupil learning remains to be considered in future research,

however.
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Table 1
Mean SCS Scores from Expert Raters and Results of t-Tests for Differences
in Pretest and Posttest Scores and Differences in Gain Scores
for Trained and Untrained Mentors

Trained group Untrained Pre-post gain
group
Scale for Coaching (n=15) (n=7)
Skills (SCS) Pre  Post Pre Post Trained Untrained t
group group
M M M M M M
SCS total 2.0 38~ 19 22* 1.8 0.2 6.1**
(32 items, a=.97)
Developing autonomy 1.9 3.7 20 22 1.8 0.2 6.1**
(14 items, a = .96)
Feedback 1.4 35" 17 241 2.1 0.5 2.8**
(7 items, a=.97)
Encouragement of self- 1.9 3.7 1.7 17 1.7 0.0 6.6
reflection
(8 items, a=.92)
Business-like attitude 4.0 49" 341 3.4 0.9 0.3 1.5
(3 items, a=.78)

Note: The Mean SCS scores are based on a five-point scale: 1 = no application of

the skill, 5 = clear application of the skill.
*p<.05 " p<.01
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Table 2
Mean TSCS Scores from Coached Beginning Teachers and Results of t-Tests for
Differences in Pretest and Posttest Scores and Differences in Gain Scores
for Trained and Untrained Mentors

Trained group Untrained Pre-post gain
group
Teacher Scale for (n=15) (h=7)
Coaching Skills (TSCS ‘
oaching Skills ( ) Pre Post  Pre Post Trained Untrained
_ group group
M M M M M M
TSCS total 39 43" 34 4.1* 0.4 0.7 0.9
(32 items, a = .96)
Making concrete 36 41 3.0 3.8" 0.6 0.8 0.7
improvement plans
(12 items, a=.91)
Improvement of 3.4 3.9 28 3.8" 0.5 1.0 1.2
instruction through self-
reflection
(7 items, a=.89)
Empathic stimulation to 38 42 27 39 0.5 1.2 17
improve instruction
(7 items, a=.91)
Appreciation of mentor's 3.8 4.2** 3.2 3.9 0.4 0.7 0.9
coaching skills
(6 items, a=.81) _
Mentor's use of - 4.4 - 42 1.0
observational data ’
(7 items, a=.77)

Note: ' The subscale “Mentor’s use of observational data” was only used at posttest.
The Mean TSCS scores are based on a five-point scale: 1 = no application of the
skill, 5 = clear application of the skill. The TSCS total is based on, the first four
subscales. ‘
*p<.05;** p<.01

18




U.S. Department of Education
Office of Educational Research and Improvement (OERI)
National Library of Education (NLE)
Educational Resources Information Center (ERIC)

University of Nijmegen
REPRODUCTION RELEASE ™ oo sciamn

(Specific Document) Montessorilaan 3
P.O. Box 2104

|. DOCUMENT IDENTIFICATION:
Title: C'._oa-chtuﬂ V&es%hh;hs Teachers

The Netheriands

Authors): S -Veewman, M. de Laat ,amd C. Staking

Publication Date: ‘

Corporate Source: .
P Mwhv{ N 4megen T Seplemboov \yq@

II. REPRODUCTION RELEASE:

in order to disseminate as widely as possible timely and significant materiais of interest to the educational community, documents announced in the
monthly abstract joumnal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document. )

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page.

The sample sticker shown below will be
affixed to all Level 1 documents

The sample sticker shown below will be
affixed to all Level 2A documents

The sample sticker shown below will be
affixed to ail Level 2B documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS
BEEN GRANTED BY

Q°

%")((\

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER {ERIC)

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,
HAS BEEN GRANTED BY

Q\e

6’0(0

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

2A

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN
MICROFICHE ONLY HAS BEEN GRANTED BY

Q\%

6‘2’&

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

2B

Level 1

!

X

Check here for Level 1 rel pemitting r ducti

and dissemination in microfiche or other ERIC archival
media (e.g.. electronic) and paper copy.

If permission to reproduce is granted, but no box is checked, d

Level ZA

!

Check here for Level 2A release, permitting reproduction
and dissemination In microfiche and In electronic media
for ERIC archivai collection subscribers only

Documents will be processed as indicated provided reproduction quality permits.

ts will be p!

Level 2B

1

Check here for Level 2B release, permitting
reproduction and dissemination In microfiche only

d at Levet 1.

]

1 hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproduction from the ERIC microfiche or electronic media by persons other than ERIC employses and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libreries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

" Sign

| Signature: )W
here,»

Printed Name/Positior/Title:
S -Veeh\«uah' W-PV"Q’) YR

J“ase OrganizatiorvAddress: MSW ,‘_th;fseh

Sdare .

FRIC | g

Aruitoxt provided by Eic:

. ol 6100 NE Nahe

NOTET 461 25 BS

T -159 3P

el

E-Maijl Address:

S.Veeumm@‘geg Mo " Vecomtoor A 1 1Gad

\



iil. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):

If permission to reproduce is not granted to ERIC, or, if you wish ERIC to cite the availability of the document from another source, please
provide the following information regarding the availability of the document. (ERIC will not announce a document unless it is publicly
available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more
stringent for documents that cannot be made available through EDRS.)

Publisher/Distributor:

Address:

Price:

IV. REFERRAL OF ERIC TO COPYRIGHT/REPRODUCTION RIGHTS HOLDER:

If the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and |
address:

Name:

Address:

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse: THE ERIC CLEARINGHOUSE ON TEACHING
- AND TEACHER EDUCATION
ONE DUPONT CIRCLE, SUITE 610
WASHINGTON, DC 20036-1186
(202) 293-2450

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, retumn this form (and the document being
contributed) to: .
' ERIC Processing and Reference Facility
1100 West Street, 2™ Floor
Laurel, Maryland 20707-3598

Telephone: 301-497-4080
Toll Free: 800-799-3742
FAX: 301-953-0263
e-mail: ericfac@inet.ed.gov
WWW: http:/lericfac.piccard.csc.com

Q
EMC (Rev. 9/97)

Aruitoxt provided by ERic

PREVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.



