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THE APPROPRIATENESS OF INSERVICE EDUCATION PRACTICES AS
PERCEIVED BY SECONDARY SCHOOL EDUCATORS

Abstract of the Dissertation

PURPOSE: The purpose of this study was to determine if differences
existed hetween the perceptions of secondary school teachers and

the perceptions of principals regarding the appropriateness of
selected inservice education practices in the amelioration of
specific: instructional difficulties. Ancillary purposes of the
investigation were to determine if perceptual differences existed
among teachers when they were grouped by experience, sex, and teaching
assignment.

PROCEDURES: The population for this study was the secondary school

educators in the public schiovl systewns of SarrtaClara—County~—From
this population two sample groups were derived. A five percent ran-
dom sample of teachers was stratified by 11 departmental areas. The
entire population of secondary school principals comprised the prin-
cipals' group. The total sample of participants for the study was
224 ~- 176 teachers and 48 principals.

The dquestionnaire used in this study, A Rating of Inservice Education
Practices, was developed from a review of the literature and included
three major dimensions. First, five areas of teacher needs were
extracted from the literature as being of central concern to teachers.
Twenty inservice education practices were then identified as being
appropriate in meeting this ranqge of teacher needs. Finally, a six
point Likert~type scale was developed and provided participants with
choices of response ranging from "very inappropriate" to "very appro-
priate."

The questionnaire was validated by a panel of judges and test-retest
procedures were used in a pilot study to establish a median reliability
coefficient of .63. The questionnaires were distributed and 209
responses were received, a 93 percent return. These data were analyzed
through the use of mean scores, Pearson product-moment correlation
Goefficient procedures, t-test prdcedures, and analysis of variance
procedures. N

CONCLUSIONS: As a resiilt 6f the study the followihg cohclugéions were
dfawn: (1) When considering specific indtructional difficulties, signi+
flcant perceptual difference§ were found between teachers and principals
regardlng the value of certain inserviece practices. Spec1f1cally,

whén considering the teacher reed of méthodolody, princdipals Placed a
Slgnlflcantly higher value than did teachers on teacher-principal con-
fererices antl packaged inservige prograins. When considering the teacher
need of infividualization, principals placed a significantly hlgher
Value than did téachers on consultancy gervices, faculty. rieetings;
teacher=-principal conferences, within-school visitations, educational
television and packaged inservice programs. Whenh considéring the
teacher need of student motivation, principals placed a signifigantly
hlgher valué than did teachers bn faculty meetings, teacher=princ¢ipal
conferéices, teachei= department chaixman conferences, laboratory methods,
and packaged inservice programs. wWhen considering the teacher need of
Slass¥obm nanadement, principals placed a significantly higher value
than did teachérs on faculty méetings, teacher-principal &onférences,
aiid within=school vigitations., (2) Wheh analyzing responses by teachsr
gtauplngs, téathers' perceptidiis of the appropriateness 6f inservice
édudation pragtices tended to Be modal in nature with no significant
daviatioh besduse of experiende, sex, 6r teachihy specialisation.
HeweVey, an analysis of the data suggests that teachers' skepticism
féﬁékélnq the value of insefviee pragtivés tended to increase with
a¥pa¥iehitea:

RACOMMENDATIONE: T& was redgommanded that additional redearoh be
agonducted to6: (1) evaluate tha affeetiveness of current ilnsepvige
programs at varlous educational levels) (2) determine t6 what extent
inserviee programs are vooperatively desveloped by teachers and admini=
gtratorsy (3) analyze the viabllity of the collegial approach to pro-
fessional growth; (4) further investigate perceptual relationships
between teachers and administrators; (5) ascertain the effect of the
school's socialization process on the perceptions and attitudes of
teachers; (6) analyze in depth the supervisory relationships between
téachers and principals.
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CHAPTER 1

INTRODUCTION

Though the need for inservice education has been well estab-

d—(Cahraman, 1966}, the current state of teacher professional
growth programs is deplorable (Allen, 1971).

What should be a vital component of teacher

preparation has been allowed to remain piece-

meal and haphazard. What should inspire

teachers to maximize their potential is too

often regarded by education management as

either an onerous burden or an incidental

ritual (Meade, 1971, p. 211).

Rubin (1971) emphasizes that the quality of the educational
program is a function of staff competency and that an educational im-
perative is to overcome "whatever is defective and obsolete in teaching
(p. 3)." 1If his thesis is correct, no longer can we permit programs of
inservice education to be administered in cavalier fashion, to lack
systematic methodology, and to be "manhaged with astonishing clum$iness
(Rubin, 1971, p. 245)." It is vital that our attention be directed to
the continued professional growth of the resident faculty, and par-
ticularly to the teacher of marginal effectiveness--a possible conse-
quence of years of professional and technical neglect (Lucio & McNeil,
1969).
Whereas the excellent teacher makes a significant contribution

to an enlightened and productive citizenry, what of the impact of the



marginal teacher? The harm resulting from poor teaching is many times
not immediately apparent nor easily remedied (Howsam, 1960). The
identification of specific areas of teacher inadequacies and the
application of current research information and skills through the
development of appropriate inservice programs is of vital importance

(Lucio & McNeil, 1969).

Statement of the Problem

The contemporary model of 1n$er§icé education requires the in-
volvement of both teachers and administrators in the planning of pro-
fessional growth programs (Westby-Gibson, 1967). If the cooperative
development of effective inservice activities is to be successful it

is necessary that each group be knowledgeable of the other's perceptions
‘regafding the value of specific inservice practices. If professional
growth activities which fail to relate directly to teacher nheeds are of
little value (Parker, 1957), then the following question must be posed:

When considering specific difficulties associated with the in-
structional performance of teachérs, do teachers and principals differ
in their berCeptions yegarding thé appropriateness of inservice educa«
tion practices and, if so, what are the implications for more effective

programs of inservice education?
Rationale of the Study

The increasing concern regarding the quality of the public

school system in the United States (Bruener, 1971) and more specifically



the progress made toward the evaluation and improvement of the instruc-
tional performance of classroom teachers (Williams, 1972) accentuates a
continuing need for inservice education not too disparate from that
concern at its conceptual genesis. Although early inservice education
of the nineteenth century was remedial in nature (Gerheim, 1959), its

concern with the i11-prepared teacher seems somewhat applicable to the

contemporary educational scene: an attempt "to bridge the gap between
what they were expected to know and do and what were in fact their
Tevel of knowledge and their teaching competencies (Ty]ef, 1971, p. 6)."
This definition suggests that because of an accelerating rate of change
in the world today there is a continuing need for the school system to
be cognizant of and responsive to the societal demands impinging upon
it. Campbell (1967) observes that "in the sciences a body of knowledge
can become obsolete in ten to fifteen years; in the social sciences and
the humanities, the obsolescence rate though Tower, still is rapid
(p. 63)." In agreement with Campbell is Rubin (1971) who asserts that
with his first assignment, the new teacher is "enroute to a state of
obsolescence (p. 257)."

Even with skiTlfully coritrived and carefully ad-

ministered pre-service programs in teacher educa-

tion, changing demands, deepening understandings

of the qualities of léarning and of teaching, and

constantly enlarging body of materials and in-

struction require each member of the profession

to add continually to his knowledge, his skills,

and his understanding (NEA, 1956, p. 12).

Complicating the capacity of the educational system to be truly
responsive to accelerating mandates resulting from rapid cultural and

technological change are the following:



1. Course content, instructional methodology, and educational
materials are being affected exponentially by obsolescence, an obsoles- S
cence that is a spinoff of a knowledge explosion which "forces increasing ‘
intellectual and vocational specialization in a highly complex society

(Neagley & Evans, 1970, p. 3)."

2. The quality and value of the pre-service training of teachers

is marginal at best, representing nothing more than an 1ntroduction_to
professional preparation (Harris & Bissent, 1969; Meade, 1971).

3. Teachers of marginal ability who suffer from professional
neglect have continued to remain in the profession while performing at
an ineffective and unsatisfactory level (Lucio & McNeil, 1969; Williams,
1972).

2 4. Although there were in excess of 150,000 teaching positions
vbeyOndfthe supply of college graduates in 1965 (NEA, 1966), Cunningham
v(1972)}a11udes to the increased responsibilities and expectations of
the resident faculty ds a conseduence of "the phenoménon of emérging
téacheﬁﬁ‘; : . fast becoming a thifg of the past (p: 485)." He indi-
cates that whéreas thére were 78,050 new teaching positions in 1969,
there were 36,000 in 1970, ard only 19,000 in the fall of 1971. The
above data ¢an be interpreted to mean that ds a result of vapid faculty
stabilization, teachers may be expected to accept téachiiig assignments
for whieh they might have had minimal training or experience in order
to merely maintain existing programs within their schools.

 These conditions and their educational fmplications dramatically

emphasize the fact that inservice education can no longer tolerate its



"precarious reputation (Harris & Bissent, 1969, p. 4)." The design of
more effective programs of professional growth mandates an assessment
of existing programs and an acknowledgment of their weaknesses. Harris
& Bissent (1969) assert that among the more common deficiencieé asso-

~ciated with inservice education are the following:

] vy g NEE S APNTE SV |
b Inappropriate activities—selectedwithoutregard

for purposes to be achieved.

2. Inappropriate purposes--a failure to relate in-
service programs to genuine needs of staff par-
ticipants.

3. Lack of skills among program planners and directors
who design and conduct instructional improvement
efforts (p. 15).

With these inadequacies in mind, the investigator attempted to
gather information which would contribute to the development of more
effective programs of inservice education. This study was generally
déesigned to examine the naturé of the instructional needs of teachers
and thé appropriateness of sélected inservice practices available to them
as peérceived by secondary school teachers and principals. These general

objéctives have been pursued through the developient OF, and an analysis

of responsés to, the study's questionnaire, A Rating of Inservice Educi=

tion Practices.

Hypotheses of the Study

It has been concluded that inservice education programs have
generally been beset with {nappropriate planning and implementation
(Harris & Bissent, 1969). The primary thesis of this study was that
perceptual differences exist between initiator (administrator) and par-

ticipant (teacher) which tend to impede program planning and detract



from program implementation. This thesis, restated in the form of a
central hypothesis, has led to the assertion that there are differences
between the perceptions of secondary school teachers and principals
regarding the appropriateness of selected inservice education practices
in the amelioration of specific areas of instructional difficulties.

In order to test this theory, five research hypotheses have been de-

veloped:

Hypothesis 1: There are significant differences between the
perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practiceé in meeting the teacher

need of subject matter mastery.

Hypothesis 2: There are significant differences between the
perceptions of secondary school teachers and principals regarding the
appropriateriess of selected inservice practices in meéting the teacher
need of methodology.

Hypothésis 3: There are significant differences between the
perceptions of secondidry school teachers and priné¢ipals regarding the
appropriateness of selected inservice practices in meeting the feaCher

need of individualization.

Hypothesis 4: There are significant differences between the
perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

nead of student motivation.

Mypothesis 5: There are significant differences between the

perceptions of secondary school teachers and principals regarding the



appropriateness of selected inservice practices in meeting the teacher

need of classroom management.

In addition to an investigation of these hypotheses the study
also attempted to answer the following ancillary questions:
1. Does a relationship exist between the teacher's years of

experience and his perceptions regarding the appropriateness of in-

service education practices in the amelioration of selected areas of
instructional difficulties?

2. Do perceptual differences regarding the éppropriateness of
inservice education practices in the amelioration of selected areas of
instructional difficulties exist between male and female teachers?

3. Do perceptual differences regarding the appropriateness of
inservice education practices in the amelioration of selected areas of
instructional difficulties exist between teachers from different areas

of teaching specialization?
Purposes of the Study

The central purpose of this investigation was td determine if
differehces exist between the perceptionsvof public secondary school
teachers and prircipals in Santa Clara County regarding the appropriate-
ness of selected inservice education practices in the amelioration of
specific instructional difficulties. Secondary purposes of the study
were: (a) to determine from a review of related research the most com-
mon teaching problems as perceived by teachers, (b) to determine from a

review of the literature the types and nature of professional growth



practices available to teachers, and (c) to determine if perceptual rela-

tionships and/or differences exist between teacher groups regarding the ER—
appropriateness of inservice education practices in meeting the instruc-
tional needs of teachers; more specifically, between experiential levels
of teachers, between male and female teachers, and between teachers from

different areas of teaching specialization.

Significance of the Study -

This investigation was important for the following reasons:

1. The intended outcomes should provide data which may con-
tribute to a reduction of existing deficienciqs of contemporary inservice
education programs. |

2. The intended outcomes may provide data useful in minimizing
discontinuities between the pre-service and inservice training of teach-
ers. The identification of the instructional problems most commonly
experienced by teachers, and the subsequent appraisal by educators of
selected inservice practices may provide dimensions worthy of ¢considera-
tion in the pre=service training of teachers.‘

Of considerable significance to the investigator was the de-
velopment of professional competencies and insights associated with the
‘research. Of particular value was the examination of the spéectrum of
inservice models and the consequent assimilation of new knowledge regard-

ing the continuing education of teachers, T
Investigative Procedures of the Study

Within the framework of descriptive research this study utilized
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the sample survey technique to investigate the perceptions of educators
in Santa Clara County regarding the appropriateness of selected inservice
educatioﬁ practices. The investigation encompassed seven major tasks:

1. A review of the Titerature pertaining to 1nsefvice educa-
tion was intended to provide a broad perspective relating to the instruc-

tional problems of classroom teachers and the types of professional growth

activities available to them.

2. The survey instrument, A Rating of Inservice Education

Practices, was developed from the review of the literature.

3. The QUestionnairekaas submitted to a panel of judges for
review, modification, and validation (Wick & Beggs, 1971).

4. A pilot study was conducted to further validate the survey
instrument,‘to establish instrument reliability through test-retest
procedures, and to acquire a working knowledge of procedures,’problems,
and skills associated with data collection (Fox, 1969).

5. The sample groups were selected and thé questionnaires were
distributed.

6. The data were collected, analyzed, and interpreted.

7. Findings, conclusions, and recommendations weré presented:
Assumptions

Major assumptions upon which this study was based weve:
1. that the rate of social, cultural, and technological change
will increase;

2. that social, cultural and technological changes mandate
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educational change;

) 3. that there are many dimensions to educational change, e.g.,
educational aims and objectives, teaching patterns and behavior, and
instructional technology and innovation;

4. that a change in teaching behavior- can result from effective

inservice education programs;

5. that planned professional development must continue through-

out a teacher's career.
Limitations

This study was Timited to a random sample of public secondary
school teachers and principals in Santa Clara County. It was further
limited to only those teaching difficulties and inservice practices that
were included on the survey firstrument.

Limitations normally associated with the use of questionnaires
were applicable to,this investigation. Common limitations include:

(a) an anticipated small return of questionnaires from participants,

(b) the inability of the invéstigator to assess the motivation of the
resporidents, and (c) the inability of the investigator to check responses
to be certain that the questionnaire items were correctly interpreted

by the respondent (Fox, 1969; Kerlinger, 1964; Sax, 1968).
Definitions

For the purpose of this study, the following definitions were

used:
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Inservice Education: Any planned activities that contribute to

a teacher's proféssiona] growth. In this study inservice education was e

considered synonymous to and used interchangeably with in-service educa-
tion, staff development, professional growth, and continuing education.
Descriptions of the selected inservice practices used in this study in-

clude the following:

1; Formal Academic Study: College course work engaged in by

the teacher. For the purpose of this study, formal academic study in- I
cludes sabbatical Teaves for advanced study, summer school, extension
éourses, and correspondence courses.

2. Institute: A series of lectures, demonstrations, clinics,
and discussions designed to provide teachers with as much information as
possible in a relatively short period of time. Institutes are usually
organized at local, county, or state levels. National Science Foundation
Institutes are examplées of federally supported programs.

3. Professional Conference: Professional meetings of teachers

usually intended to inform teachers of trends and problems in a specific
field. Teachers have the opportunity to exchangé ideas with persons in
positions similar to their own.

4. MWorkshop: A cooperative approach to the solution of highly
individualized problems. Components of most workshops include: (a)
a problem-centered format where groups of teachers have the opportunity
to work together in areas of common interest, (b) moderate sized groups,
(¢) a free exchange of {deas ainong members, and (d) varied activities.

5. Professional Reading: The teacher's access to new knowledge
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and trends by keeping abreast of the professional literature in his field

of specialization.

6. Consultancy Service: Contracting for the services of a Q,W
qualified specialist possessing unique competence in a particular area.
For the purpose of this study, he is not a regular employee of the school ;

district, but hired for specific purposes on a need basis.

7. Meeting, Faculty: A medium for the exchange of ideas among

members of a professional staff. Meetings provide an opportunity for
greater growth and understanding of teachers regarding the learning needs
and progress of the entire school.

8. Meeting, Departmental: Provides an opportunity for depart-

mental members to exchange ideas and to discuss curriculum, methodology,
problems, and needs relating to their area of specialization.

9. Teacher-Principal Conference: Usually scheduled after a

clas§room visitation by the principal and designed to improve the teach-
ing-learning situation. Mutual understanding and support as well as an " :
informed and constructive exchange of ideas are necessary aspects of this

meéting‘

10. Teacher-Department Chairman Conference: Usually scheduled

after a classroom visitation by the department chairman and designed to
improve the teaching-learning situation. Mutual understanding and support
as well as an informed and constructive exchadge of ideas are necessary
aspects of this meeting.

11. Visitation, Within School: An opportunity for teachers to

develop new insights in classroom teaching through observing teaching
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activities in classrooms other than their own.

12. Visitation, Other School: An opportunity for teachers to

develop new insights in classroom teaching through observing the teaching
activities in classrooms other than their own and other than those in
their own school,

13. Team Teaching: An assignment of two or more teachers to

an instructional unit of a school. Such an assignment provides the oppor-
tunity for the exchange of ideas, joint planning, discussion of curriculum
and methodology, and the observation of instruction by team members.

14. Educational Television: The use of television (open or

closed-circuit) to provide teachers with carefully planned and presented
examples (live or taped) of real or simulated teaching behavfor; More
common uses include demonstrations of teaching methods and instructional
materials, equipment, and techniques.

15, Video Tape: An inservice approach whérein a teacher records
_ ahd then plays back his own classroom teaching pérforiiance thereby en=
abling him: (&) t6 analyze his own teaching, (b) té have others evaluate
his teaching with Him, or (c) to compare his teaching to that of a master
teachar,

16, Laboratory Method: Examples of various designs include role

playing, reality simulation, brainstorming, buzZ sessions, and group dis-
cussions, Group size and time requirements will vary according to the
design. This approach usually results in a high lTevel of group involvement
in a simulated problem situation.

17. Intensive Group Experience: Examples of various designs




14

include encounter group, T group, and sensitivity training. The group,

usually consisting of 10-15 persons and a group leader, meets in an in-

formal, relatively unstructured atmosphere. Group interaction in a S

¢limate of openness, risk-taking, and honesty is intended to provide the

opportunity for individuals to come to know themselves and one another

more fully than is possible in the usual social or working relationships.

18. Interaction Analysis: A method of analyzing classroom

verbal interaction. Through the use of a teacher-observer the instructor
is provided instant feedback regarding the nature of verbal interaction
between teacher and student. Every three seconds the teacher-observer
designates the dialogue as "Teacher Talk" or "Student Talk" by categoriz-
ing that portion of the s$tudent-teacher dialogue into one of ten cate-
gories.

19. Packaged Insérvice Program: A systems approach to in-

sérviceé education. The commercially prepared péckage usually provides
for a self-évaluation by the teacher of his present teéaching competéncies,
a self-diaghosis of areas where development is needed, and a modular ap-
préach for devéloping competencies in specific areas. It is & self-
instructional and self=paced Tearning program using booklet modules.

20. Action Resgarch: A type of classroom research undertéken

by teachers to improve instructional practices. As a researcher, the
teacher focuses upon problem situations, formulates and tries alternate
solutions, and evaluates the success of selected methods.

Principal: Full~time administrative head and professional

leader of a school.
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Teacher: Full-time certificated member of the classroom instruc-

tional staff of a school. This definition is intended to exclude cer- —_—

tificated staff members in ancillary assignments such as counselors,
librarians, special education teachers, psychologists, and nurses.

Teacher Need: A teaching problem which may impede student pro-

gress or detract from the classroom learning environment. In this study

teacher need was used interchangeably with instructional difficulty and
is to be regarded as a function of teacher competency rather than other
learning variables. Descriptions of the teacher needs used in this study
include:

1. Subject Matter Mastery: The need to increase knowledge of

the subject matter in a specific teaching area.
| 2. Methodology: The need to gain insights and skills which
may lead to more effective utilization of teaching techniques and materials.

3. Individualization: The need to gain insights and skills

which may lead to a more personalized approach to classroom instruction.

4, Student Motivation: The need to gain insights and skills

which may assist the teacher in inc¢reasing student motivation.

5. Classroom Management: The need to gain insights and skills

which may lead to improved classroom discipline and a more effective

learning environment.
Summary

An introduction to the investigation has been presented in the

first chapter. The problem has been identified; the research hypotheses
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have been stated; the need for more effective programs of inservice
education has been established. Clarifying the nature and scope of the
investigation were statements regarding the study's rationale, signific-
ance, investigative framework, and basic assumptions.

In Chapter II a review of related Titerature and research sup-

research design and procedures utilized in the development and valida-
tion of the questionnaire and the collection and analysis of data. The
data are analyzed and interpreted in Chapter IV, and the conclusions and

recommendations are presented in Chapter V.



CHAPTER II

REVIEW OF LITERATURE RELATED TO INSTRUCTIONAL PROBLEMS
AND INSERVICE EDUCATION PRACTICES OF CLASSROOM TEACHERS

the objectives and research categories of this investigation, as well as
to build upon the generalizations and data presented in related studies,
the Titerature pertaining to the domain of inservice education was
thoroughly researched. Specific goals of this phase of the investiga-
tion were to identify the primary instructional problems of classroom
teachers and the types of professional growth activities available to
them. The pertinent studies and opinions which applied to the achieve-
ment of these goals aré summarized in this chapter.

A problem encountered in this aspect of the study resulted from
the paucity of research pertaining to inservice educatiori. Although
much has béen written about professional growth activities, actual re-
search focusing on the effectivéness of specific programs is gparse.
Much of the discussion regarding inservice practices; thereforé, relies
heavily on séholarly opinion rather than rigorous investigation.

Similarly, to support the hypothesis_that perceptual differs

ences do exist betwean principals and teachers on effective inservice

programs, ah attempt was made to build on the findings of related studies. -

Again, a dearth of research focusing on perceptual similarities and dis-

17
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similarities between teachers and principals handicapped this aspect of

the investigation. For this reason major support for the study's central 4
hypothesis was generated from: (a) the opinions and conclusions of

scholars who maintain that the most common deficiency of inservice pro-

grams is the failure to relate imaginative practices to valid instruc-

tional needs of teachers (Harris & Bissent, 1969); (b) the realization

that although the contemporary model of inservice planning suggests a
cooperative stance between teachers and administrators, typical inservice
programs are a result of administrative planning, with minimum teacher
“involvement (0'Hanlon, 1967); (c) the conclusion resulting from the above
considerations that perceptual differences could exist between initiator
(administrator) and participant (teacher) which tend to Timit program
relevance and effectiveness.

Before the summaries of pertinent research and scholarly opinion
are presented, it is appropriate to reaffirm the impact that the nature
of change bringé to bear on program considerations. For example, in
stating that "the only stability possible is stability in motion,"
Gardner (1964, p. 7) alludes to the contemporary and inexorable nature
of change which at an exponential rate is affecting virtually every
dimension of our culture and society. He writes that

We are witnessing changes so profound and far-

reaching that the mind can hardly grasp all the

implications. . . . Only the blind and complacent

can fail to recognize the great tasks of renewal

facing us--in government, in education, in race . —

relations, in urban redevelopment, in international

affairs, and most of all in our own minds and

hearts (p. xi).

Further,
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As the organization or society ages, vitality
diminishes, flexibility gives way to rigidity,
creativity fades and there is a loss of capacity R
%o me§t challenges from unexpected directions T

p. 3). .

The race to keep up with advances in knowledge and practice
never ends (Goodlad, 1968). Wiles (1967) comments that in an era

when knowledge is multiplying, when society is
changing at an almost inconceivable rate, when

new tools for teaching and Tearning are being

developed, and the schools are attempting to

serve an ever increasing range of pupil needs,

teachers and administrators need encouragement, A

support, and assistance in developing new com-

petencies required by the added dimensions of

their role (p. 153).

When the magnitude of this change dimension is coupled with new
knowledge, and in particular, new insights regarding children and the
ways in which they learn, the implications for the continuing education
of teachers becomes evident. Springer (1967) has quoted Francis Keeple
as saying,

A necessary revolution in American education

implies continuing education. No longer can

individuals talk of completing their educa-

tion. For those who move to college and

gradudte school and into the professions

there is a constant need to keep up to daté

(p. 58).

Cahraman's (1966) multi-dimensional summary Suggests that there
are many considerations which affect the ultimate design of inservice
programs. These dimensions include: (a) the inadequacy of teacher pre-
paration, (b) the knowladge explosion, (c) the development of new in-
structional structures (e.g., team teaching, flexible scheduling), and
(e) the needs of the professional staff according to their professional

status--new teacher: help, encouragement, and advice; experienced
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teacher: inspiration, stimulation, new ideas; older teacher: stimula-

tion. S
The true challenge of inservice education as presented by Bush

(1971) is to develop in the teacher “f]exibi]ity in teaching style,

capacity for self-renewal, and receptivity to change (p. 70)." Meeting

this challenge effectively requires an identification of the critical

variables and data on how to approach their structuring. The contribu-

tions of research in these vital areas are reported in the ensuing pages.
Instructional Problems of Classroom Teachers

The purpose of this chapter was to establish the relationship
between the literature and the study's questionnaire. In this section
a review of the literature regarding the instructional problems of class-
room teachers identifies their more common inservice needs. Selected
current and emerging practices of inservice education are then described
in the following section.

Voluminous, albeit dated, research exists regarding the instruc-
tional problems of ¢lassroom teachers. Studies by Barr & Rudisill (1930)
and Johnson & Umstattd (1932) are representative of early efforts by re-
searchers to examine the nature of teacher classroom difficulties. These,
as well as other studies of that era, sought to detevimine needs, dif-
ficulties, and shortcomings of teachers in order to establish solid
foundations for supervisory programs and the continuing education of _—
teachers (Monroe, 1952). A review of these two studies was intended to

establish a comparative base for later investigations, as well as to
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identify commonalities which tended to persist in the literature of sub-
sequent decades.

The investigation by Barr & Rudisill (1930) sought to identify
classroom difficulties experienced by graduates of the University of
Wisconsin. Education majors from the classes of 1927 and 1928 were

surveyed regarding difficulties encountered during three periods of their

experience~-during the first two weeks, during the first year, and during
the first two years. Table 1 illustrates the difficulties as reported
by thé 163 teachers who participated in the study for the full two year
period. The investigators concluded that the difficulties identified in
their study could reasdnab]y be generalized to those encountered in the
experiences of beginning teachers.

Johnson & Umstattd (1932) developed from their review of the
Titerature a 1ist of problems which beginning teachers might encounter
and submitted it to 372 superintendents in Minnesotda. Responseés from
119 indicated those areas which the average beginning teacher would most
Tikely experience instructional difficulties. These data were correlated
with the responses of 64 superintendents who were attending summer school
at selected universities in 1931. Since a coefficient of correlation of
.92 was established betweeén the rankings of the two groups, only the rank-
fng of the former is presented in Table 2.

| Difficulties by departments were ana]yzed, and although small
di fferences were discernable, none were of statistical significance.
Further analysis of the rankings led the investigators to conclude that

the difficulties could be categorized into eight classifications: (a)



Table 1

Percentages of Mention of Instructional Difficulties

as Reported by 163 Teachers
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First Continued Second
Difficulty Two Weeks First Year Year
Control over pupils 40.5 32.5 16.6
Provision—for—individualdifferences 2941 8.3 512
Presentation of subject matter b37.2 17.5 23.3
Motivation 36.5 39.2 25.6
Organization of work and materials 27.0 19.2 25.6
Conditions for work 27.7 20.0 20.9
Measuring achievement 20.9 . 18.3 2.3
Teacher and pupil participation in
the recitation 16.2 11.7 9.3
Making assignments 19.0 6.7 9.3
Adjustment of teacher to classroom situation 29.1 0.8 2.3
Teacher's preparation 6.8 7.5 2.3
Standards: how much to expect of pupils 10.1 2.6 0.0
Teaching pupils how to study 8.1 6.7 11.6
Thé handling of routine 4.7 9.2 4.7
Classroom procedure 6.1 0.8 0.0
Lesson planning 9.4 1.7 0.0
Administrative details 8.8 0.0 0.0
Persona1 characteristics of teacher 0.0 0.0 0.0
Appreciating the importance of pupils 0.0 0.0 0.0
Teachers' relations to school and
communi ty 0.0 0.0 0.0
Relations with supervisors £ 2,7 0.8 0.0
Objectives of teaching 0.7 0.0 0.0
Use of instructional materials 0.0 0.0 0.0




Table 2

A Ranking of Anticipated Instructional Difficulties
of Beginning Teachers as Perceived by 119 Superintendents
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Item Causing Difficulty Rank
Remedial Instruction 1 o
Use of test results 2.5
Diagnostic testing 2.5 5
Adaptation of subject matter 5 :
Training in habits of study 5
Supervised or directed study 5.
Discipline 7
Classroom management 8
Questioning 9
Motivation procedures 10
Assignment 11.5
Stimulating and utilizing student participation 11.5
Planning instruction 14.5
Use of supplementary materials 14.5
Socialized recitation 14.5 .
Obje¢tive test as a learning device 14.5
Adaptation of subject matter to ability of class 20
Drill 20
Testing 20
Project method 20
Individualized instruction (contract plan) 20
Individualized instruction (other plans) 20
Inadequate khowledge of pupil interests 25.5
Inadequate knowledge of pupil environment 25.5 -
Marking 25.5
Training in use of library 25.5
Inadequate knowledge of pupil's previous experiences 28.5
Visual instruction ' 28.5



Table 2 (Continued)
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Item Causing Difficulty Rank i
Inadequate knowledge of pupil's mental ability 32
Inadequate knowledge of pupil's personal traits 32
Demonstration 32 -
Review — 32
Project (individual) 32 }
Deficient general scholarship 37 s
Adaptation of subject matter to needs of community 37
Use of textbook 37
Formal recitation 37
Deficiency in personality traits 37
Laboratory 40
Inadequate knowledge of pupil's previous record 41.5
Lack of interest in further professional study 41.5
Field trips ' 44
Use of radio in instruction 44
Lack of interest in teachiing . 44
Deficient stholarship in field of specialization 46 A
Inadéquate kriowledge of pupil's physical condition 47
Poor héalth 48

indadequaté knowledge of student, (b) methodology, (c) subject matter

adaptation, (d) classroom management, (e) individualization, (f)
inadequate general and special scholarship, (g) inadequate command of
the administrative functions of teaching, and (h) defiéiencies in per~

sonality traits.
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In an and]ysis of 2227 teaching prbb]ems identified by 1075
Colorado public school teachers, Davis (1940) determined that motiva- e
tion was of most-concern to secondary school teachers, followed by .
testing and evaluation, methodology, diagnosing and correcting dif-
ficulties, and individual differences of students. Of all the problems

cited, 75 percent were categorized in these five areas. In contrast to

:previous1y cited studies, difficulties associated with discipline and
classroom management were of minor concern, with only 2.7 percent of
secondary school teachers considering these to be problem areas.

In an extensive and comprehensive'investigation, Hi1l (1944)
reviewed 475 research studies dealing with the instructional problems
of teachers. His analysis of the responses of 12,372 teachers is pre-
sented in Table 3.

The results of Hill's study correlated closely with the find-
inés of the earlier investigations by Barr & Rudisill (1930) and
Johnson & Umstattd (1932). Individualization, methodology, classroom
management, and motivation tended to persist as instructional areas of
major concern to teachers.

Wey's (1951) drivestigation of the instructional problems of
beginning secondary schodl teachers in North Carolina denerated the
following rank order of difficulties: (a) student control and dis-
cipline, (b) providing for the individual interests and abilities of
pupils, (¢) pupil motivation, and (d) teaching technique. The results
of his study were not dissimilar from the composite findings of Stout

(1952), Mitler (1955), Tower (1956), and O'Hanlon & Witter (1967).



Table 3

26

Summary of Teaching Difficulties Identified in S

475 Research Studies

Difficulty

Number of studies in

which the difficulty

was listed among the I
first six

1.

12,
13.
14,
15.

Difficulties in providing for individual
differences among pupils

Difficulties in teaching method

Difficulties of discipline, control,
social development of the pupil

Difficulties of motivation, getting
children interested, getting them
to work

Difficulties in the direction of study

Difficulties in organizing and administering
the classroom

Difficulties in selecting appropriate
subject matter

Lack of time during the school day for
all the things that need to be done

Difficulties in organization of materials
Difficulties in planning and making
assignments

Difficulties in grading and promotion

of pupils

Inadequacy of supplies and materials
Difficulties in testing and evaluating
Parsonal difficulties of the teacher

Difficulties arising from conditions
of work

19 |
18 T

17

s B o oor
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Tower (1956) compared the perceptions of 81 teachers and 77

supervisors in Indianapolis regarding the nature of classroom problems e

experienced by beginning teachers in the Indianapolis Public School

System.

Principals, consultants, and beginning teachers were asked to

indicate the three most pressing problems of beginning teachers during

their first year of teaching. Table 4 presents a summary of those

problems which were identified.

Table 4

Percentage of Educators who Indicated that Certain Types
of Problems Were of Major Concern to Beginning Teachers

Beginning Principals &

Problems Teachers  Consultants
Discipline 40 ' 38
Classroom organization 25 45
Technique of instruction 25 38
Providing for individual differences 25 10
Lack of instructional materials 25 10
Uridérstanding Tocal eurriculum,

philosophy of education, and
standards 6f instruction 16 18
Records ard reports 16 12
Human velations 14 17
Teathing large classes 7 8 A
Lesson planning 6 21
Understanding c¢hild growth and development ! 8
Understanding and assuming professional
responsibility (professional
attitude, ethics) 0 9
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Of those problems relating to the classroom competencies of
teachers, both groups were in general agreement regarding the difficulties =
associated with classroom management, methodology, and providing for
individual differences of pupils.

Two hundred sixty-four graduates of San Francisco State Uni-

versity were surveyed by Taylor (1961) in a study designed to determine

problems most commonly encountered in teaching. Presented in Table 5 is

the rank order of teaching problems generated from an 82.6 percent re-

sponse.
Table 5
Teaching Problems Ranked According to the Frequency
of Mention by 218 Teachers
Rank Problem Frequency
1 Classroom control 3 34
2 Insufficient time for the job 21
3 Lack of student interést in school work 19
4.5 Heavy clerical responsibilities 13
4.5 Overloaded classes 13
6 Student motivation 11
7.5 Students' lack of skill in the fundamentals 10
7.5 Insufficient knowledgé of methodology 10 -
9 Heavy extra-curricular load , 9
10 Planning and preparation of lessons 8
11 Insufficient knowledge of subject field 7
13 Heterogeneous grouping 6
13 Homogeneous grouping 6
13 Inadequate supplies and equipment 6
15 Administrative policies 5
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When analyzing only those data pertaining to 1nstructfona1
competencies, they reflect similarities to those generated in Tater re- f""'
search by Fuog (1962), Dropkin & Taylor (1963), Bond & Smith (1967), and .
Farrell (1969). An apparent inconsistency in response was noted when
teachers were asked to identify those areas in which they felt additional

training was needed. Teachers ranked as the highest priority the need

for additional knowledge of the subject matter in their teaching field--
a category ranked eleventh in Table 5.

Confirming the prime need by teachers in Taylor's study was a
recent National Education Association survey of public school teachers.
Of those teachers responding to an inquiry regarding "much or moderate
need" for additional help or training, 69.8 percent indicated that there
was a need for additional training in their field of specialization (NEA,
1968). The survey also indicated methodology (75.9 percent) and class-
room management (52.2 percent) persisted as areas of concern to teachers.

A review of the 1iterature pertaining to the instructional
problems of tedchlers revealed several areas which teachers have identi-
fied as being of central concern. The research adds credence to the
assertions of Bary (1929) and Williams (1972) who, writing over forty
years apart, stated that thé characteristic differences between effective
and 1néfféctivé teaching are a function of the teacher's knowledge of
the subject matter and his competency in the areas of teaching method-
ology and classroom management.

Presented below are the five categories of teaching problems

selected from the literature for use in this study. Each category is
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documented with pertinent research which has substantiated the problem
area.

1. Subject matter mastery: Barr (1929), Cahraman (1966),

Ebel (1969), Hill (1944), NEA (1968), Taylor (1961), Wiles (1967), Williams
- (1972).

2. Methodology: Barr (1929), Barr & Rudisill (1930), Davis

(1940), Dropkin & Taylor (1963), Ebel (1969), Hi11 (1944), Miller (1955),
NEA (1968), O'Hanlon & Witters (1967), Tower (1956), Wey (1951), Williams
(1972).

3. Individualization: Barr & Rudisill (1930), Davis (1940),

Hi11 (1944), Johnson & Umstattd (1932), Miller (1955), 0'Hanlon & Witters
(1967), Tower (1956), Wey (1951).
4. Student motivation: Barr & Rudisill (1930), Davis (1940),

Hi11 (1944), Johnson & Umstattd (1932), Miller (1955), 0'Hanlon & Witters
(1967), Taylor (1961), Wey (1951).

5. (lassroom management: Barr (1929), Barr & Rudisill (1930),

Dropkin & Taylor (1963), Farrell (1969), Fuog (1962), Hill (1944),

)
(
Johnson & Umstattd (1932), Miller (1955), NEA (1968, 1971), Stout,
(1952), Taylor (1961), Tower (1956), Williams (1972).

Inservice Education Practices

A comprehensive review of current inservice education practices
revealed that what once was a field limited to inservice and inspectorial
visits (Gerheim, 1959) has become virtually an infinite number of activ-

ities designed to promote the professional growth of teachers. In a
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recent national survey (NEA, 1965) more than 290 different inservice
education programs were described by responding teacher training 1nst1tu—‘ —
tions, state departments of education, and public and private school
systems.

Although an in-depth examination of the inservice spectrum was

necessary for the conduct of the study, it was determined that its writ-

ten review would not contribute significantly to the central focus of
the investigation. For this reason selected inservice practices were .
extracted from the literature for general discussion and subsequent
utilization in the survey instrumént. A modification of Gerheim's (1959)
inservice classification model, which groups professional growth activ-
ities into five general categories, was used to delimit the review. This
review examines one of these classifications--those practices which deal
directly with the improvement of the instructional program.
The central criterioh governing the selection of each practice
was the appropriateness of each relative to the instructional diffi= |
culties sélected for investigation. To confirm their credibility, they
were submitted to a panel of judges for validation.
This review, then, was intended to establish the legitimacy of
gach practice as a recognized professional growth activity. As a result
of examining the domain of inservice education with the foregoing con=-

siderations in mind, a Tisting of twenty selected inservice practices was

.

developed and used in the survey instrument. These practices along with
a review of their current status as perceived by interested scholars are

described in this section.
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Formal Academic Study

School districts are in general agreement regarding the value

and necessity of continued academic study by teachers. This inservice

mode represents an effective and popular approach to professional improve-

ment (Williams, 1972). This is especially true for those who enter the

field of teaching with inadequate preparation and for those who wish to

study an extensive body of material with great economy of time (NEA,
1966). A common practice by many school districts is to establish cate-
gories within their salary schedules which mandate that a teacher cannot
be advanced beyond a ceftain level unless further academic credit is
~accumulated (NEA, 1966).

Teachers consider continued academic study to be an important
aspect of their individual professional growth programs, as well. In a
study of inservice education practices by 0'Hanlon (1967), 70 percent
of the respondents indicated that they had pursued graduate level work
since they began teachirig, with 90 percent of that group evaluating the
experience as beneficial. Howéver, regardless of it$ apparent value,
Allen (1971) insists that in far too many cases teachers réturn to col-
legsé to "pile up units, which will nmove a teacher horizontally across
the pay schedule (p. 109)," rather than to improve their instructional
cbmpetenciesi

Teacher training institutions have reorganized their offerings
considerably to accommodate the professional needs of teachers (Burton
et al., 1955). They are now able to pursue advanced academic study as

full-time students through sabbatical leave policies, or as part-time
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students through summer school, extension classes, and correspondence

courses (NEA, 1966). ’ [ Se—
In discussing the advantages and disadvantages of college course i

work for teachers, Burton & others (1955) state that among the advantages

frequently claimed are the following:

1. It provides expert assistance where expert

assistance is needed. (The coilege and university

teacher is usually one that has achieved a certain

degree of expertness in his chosen field of special- -

jzation.) '
2. It provides new and better library services

than those ordinarily available to the field worker.
3. It provides an opportunity to meet and ex-

change ideas with persons from other school systems.

The most frequently voiced disadvantages are:

1. The problems and aspects of the subject
presented in course work are frequently not those
sensed by teachers as most pressing and significant.

2. Instructors seem frequently not to be
able to bridge the gap between principles and tech-
niques. General theory courses are sometimes not
satisfactory because of their superficiality and
neglect of the appropriate aspects of techniques.
The two approaches are ordinarily not well inte-
grated. ,
3. Course work is frequently formal and
academic. (p. 161)

Institute

The institute was onhe of the earliest attempts to improve the
competencies of classroom teachers (Gerheim, 1959). Its aim was to im-
prove the effectiveness of 111-prepared teachérs, in many cases serving
as a substitute for formal college work for teachers who were unable to
attend a teacher-training institution (NEA, 1966). Whereas the tradi-

tional institute used essentially the lecture in a rather formal and
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didactic manner (Tyler, 1971), the contemporary model attempts to present

new knowledge to well-prepared teachers by utilizing a variety of modes-- Sooe e e
lecture, demonstration, clinics, panels, discussion, audio-visual presen-

tations, or any combination thereof (Burton et al., 1955). Its intent -
remains to provide teachers with information, knowledge, and insights

regarding educational trends, problems, and issues in a relatively short

period of time (NEA, 1966).

While the traditional institute was usually organized at the
county or state level, there has been a significant increase recently in
federally supported institutes. The most pronounced increases were
evident in those subject areas supported by the National Science Founda-
tion and the National Defense Education Act (Reynard, 1963). A study by
Jones & Coxford (1964) revealed that federally supported summer institutes
had increased from two in 1953 to 212 in 1960. Over $249,000,000 was
distributed for NSF institutes between 1952 and 1964, and NDEA financial
support of language {nstitutes exceeded $9,500,000 between 1959 and 1961
(NEA, 1966).

Research by Brandt & Perkins (1958), Fowler (1960), and Izzo &
Izzo (1964) has confirmed the value of institutes in the professional
growth of teachers. Jones & Coxford (1964) found that one of the most
common retraining programs for mathematics teachérs was institutes
sponsored by the NSF. 1In evaluating five pi]dt institutes in civics
sponsored by the United States Office of Education, Longaker & Cleary —
(1966) found that the institute format was particularly effective in

dealing with subject matter competence and teaching techniques. However,
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they cautioned that although the institute was a successful mechanism

for providing new Tearning experiences, it was "unsound if it limits e
teachers to a limited six weeks. . . . The image of the institute as a
one-shot affair should be changed. . . . the institute idea must en-
compass continuing education (pp. 6-7)."

Williams (1972) alludes to the value of the institute when he

states that "Summer institutes, particularly under National Defense
Education Act (NDEA) and the National Science Foundation (NSF), have
become one of the most potent in-service forces in American Education
today (p. 172)." He asserts that of great importance are the indirect
values that are derived from teacher participation in the institute ex-
perience. These include the possibility of teachers becoming aware of
the need for additional formal academic study, and the possibility that
the institute may stimulate teachers to develop an individualized program

of professional reading.

Profassional Conference

There is general agréement that professional conferences can be
effective in enhancing teacher growth (Knezevich, 1969). They are geners=
ally designed to provide teachars with new knowledge and insights regard-
ing curriculum finstruction, and educational trends and issues (Marks et al.,
1971). Not only is the conference "a medium for inspiration, cultural
training, technical assistance, and the exchange of ideas (Burton et al.,
1955, p. 162)," but it also provides teachers with opportunities for
professional growth through their involvement in the leadership, planning,

and organizational phases of program development (Williams, 1972).
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School distriéts have Tong realized the benefits which accrue
to both the individual teacher and the school system as a result of e
teacher attendance at professional meetings. Not only does the profes-
sional conference provide school districts an economic approach to in-
service education, it also provides the "lighthouse" districts wifh a

medium through which they may demonstrate their leadership in educational

innovation (Williams, 1972).
A recent study by 0'Hanlon (1967) revealed that only 55 percent .=
of the responding teachers indicated that they had participated in a
professional conference in their teaching field. Of those attending,
66 percent considered them to be beneficial while 34 percent viewed them
as of Tittle or no value. These data seem to be in conflict with the
high regard that teachers generally manifest toward the professibnal
meeting (Williams, 1972), as wéll as the résu]ts of a nationwidée survey
actively encouraged staff participation in professional meetings (NEA,

1962).

WorKshop

The modern wovrkshop is a popular and much used inservice prac-
tice, utilizing a cooperative approach to highly individualized probéims
(Cahraman, 1966). Wiles (1967) and Williams (1972) assert that the most
affective outcames vesult from a problem-centered format where teachers
have the opportunity to work together in common interest areas. Comment~
ing on the essential characteristics of workshops, Burton et al, (1955)

and Briggs & Justman (1952) are in agreement on certain dimensions: (a)
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workshops tend to have clearly recognized and defined purposes which

emerge from the teacher's daily work, (b) types of workshops are many Br e
and varied, (c) specific problems must be identified and defined, (d)

a wide diversity of staff must be utilized in planning and implementation,
(e) cooperative and participatory processes must be utilized, (f) ex-

tensive resources must be available to participants, (g) workshop sessions

must be of adequate length, (h) adequate facilities must be provided to
accommodate a variety of experiences, and (i) planning mdst make pro-
visions for diversity in teachers' interests, needs, and capacities.

The success of the workshop is a function of the extent to which
teachers successfully utilize new knowledge and skills in their class-
rooms (O'Hanlon & Witters, 1967). However, consistent with the general
level of research on inservice practices, testimonials rather than con-
trolled investigation abound in the literature regarding the effective-
ness of workshops. Further, Burton and others (1955) assert that the
concept has been victimized by the profesSion because it "has suffered
from the unhappy tendéncy in education to seize on a new term and apply
it to whatever one is doing (p. 147)."

Mitchell (1954) feels that the concept has been further victimized
by workshop organizers. He asserts that prominent among those conditions
which tend to limit or detract from workshop success are inadequate
planning, preparation, and foresight by those:in Teadership positions.

He further states that too often the organizers are reluctant to provide
sufficiént leadership and guidance, feeling that democratic and partici-

patory procedures emanate best from unstructured situations. Other e
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concerns of Mitchell deal with the insensitivity of program planners to
the needs of individual teachers, the workshop format wherein informality
forsakes social or intellectual activities, and the inability of many .
workshop formats to stimulate critical thought.

Despite the limitations suggested by Mitchell and others, the

workshop remains a viable and popular practice in the inservice spectrum.

A CTA survey (1949) of superintendents and teachers' organizations re-
vealed that workshops were considered to be the most effective practice
of their respective inservice programs. In a later study, 79.9 percent
of all responding school districts indicated that workshops were an in-
tegral part of their inservice programs (CTA, 1959). Results of recent
NEA research (1966) revealed a 20 percent increase of workshops in re-

sponding urban school systems between 1955-56 and 1961-62.

Professional Reading

Williams (1972) states that a much greater emphasis is being
placed on thé reading habits of teachers as a consequence of the rapidity
and magnitude of ¢hange in virtually all disciplinary fields. Although
seémingly difficult to stay abreast of the devélopments and innovation§
in any field, a planned program of professional reading représents access
by teachers to new knowleédge and trends in their fields of specializa-
tion (NEA, 1966). It is widely encouraged by .educational specialists--
with emphasis not necessarily in a specific field but on various topics
by many authors (Marks et al., 1971).

In addition to the teacher's 1nﬂ1vidua1 collection of resource

material and his access to district, public, and university libraries,
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much support can be provided him at the school level to stimulate his
interest in a planned program of professional reading. These activities
and resources include:

1. a professional library where new professional books and -
Jjournals are displayed and the librarian is assisted by a teacher com-

mittee in the selection of titles (Williams, 1972);

2. schoolwide reading-discussion groups (Burton et al., 1955);

3. school bulletins prepared by facuity which present book re-
views and summaries of the most curfent educational thinking and trends
(Wiles, 1967); |

4. professional Titerature located in the teachers' Tounge or

workroom (NEA, 1966).

Consultancy Service

Only recently has theé term "educational ¢onsultant" become

prominent in the literature with the Educational Index first recognizing

the title in 1948. However, ih a relatively short period of time the S
- coh¢ept has grown in stature and use. It has been effectively applied
to the solutién of school problems related to district reorganization,
finance, plant planning, curriculum construction, teacher recruitment
and training, public relations, and the improvenient of instruction (James —
& Weber, 1953). _
In particular, the use of outside consultants to assist a staff
in 1ts continuing education has become a widely accepted practice (Lucio
& McNei1, 1969; Wiles, 1967). In a 1959 survey of California inservice

education practices it was determined that 71.2 percent of the responding
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school districts utilized consultant services (CTA, 1959). However, it

should be noted that for the purposes of that investigation the concept D

included consultancy services provided from within the district as well

as from other sources. ' -
There is Tittle doubt that a qualified specialist can be of value

in helping teachers diagnose their professional growth needs and assisting

in the development of programs to meet such needs (Lippitt & Fox, 1971).
Sources of consultancy personnel include departments of education, educa-
tional institutions, private enterprise, industry, and state and national
associations (Marks et al., 1971). The outside specialist has the ad-
vantage of being able to render judgment and advice in an objective and
impartial manner, his perceptions seldom being affected by superficial
préb]ems or persona]ities.‘ Marks and others (1971) comment that the con-
sultant "who can bring new ideas to teachers is valuable. . . . the
matter of techniques and methods can be supplemented if a person from
outside the school brings in suggestions (p. 489)."

The roles of the consultant are many and varied. His effective=
ness is a function of his success in being a listener, answer giver,
synthesizer, iriterpreter, evaluator; stimulator, advisor, organizer, -
fraternizer; information gatherer, démonstrator, ¢riticizer, inspector,
and suggestor (James & Weber, 1953). His success, according to Shumsky
(1958), is algo dependert upon the degree to which he stresses process.
He emphasizes that the "‘pmcéss" consultant must facilitate an individual —
or group's effarté to define and meet their own needs; that only through

active involvement by teachers in problem identification and solution
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will a greater degree of success be realized. He warns of the task-
oriented consultant who, in fact, develops a dependency relationship with
teachers by attempting to solve their problems for them.

In commenting that effective use of the educational specialist SR
requires careful planning and much skill, Lippitt and Fox (1971) suggest

that outside leadership in inservice education can be most effective if

based on a long range continuing consultation arrangement. They assert , S —

that cooperative arrangements wherein inservice programé are planned and
imb]emented by consultants in collaboration with key school personnel

represent an especially effective approach to inservice education.

Staff Meetings

~ The opinions and conclusions presented in this section of the
review are applicable to teacher group meetings in general. -Inc1uded‘1n
this classification are twoyinservéce practices uSed.in the study's ques=
tionnaire--general faculty meetings and deﬁartméntai meetings.

In elaborating on the pofentiaT impact of faculty meétings on

the social, emotional; and professional growth of the individual teacher,
the writings of Marks and others (1971) are fairly representative of the
Yeookbook" approach to sucéessfu1 meetings. Their treatment of fhe sub-
je¢t includes principles and practices, purposes, how to improve meetings, —_—
how‘ to plan meetings, teacher involvement, timing of materials and {deas, |
how to conduct meetings, the role of the agenda, and evaluation procedures.
Seemingly supportive of the opinions of Marks et al. regarding the value
of faculty meetings were the results of a recent state-wide survey in —

California. Eighty-seven percent of responding school districts
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considered general faculty meetings to be an important aspect of their

inservice education programs, being utilized more than any other inservice %——;——ﬁ
practice (CTA, 1959). Howeyer, their use seems to be inversely propor- f————~f
tional to their popularity with teachers. While remarking that the in-

service potential of faculty meetings is seldom reached, Wiles (1967)

states: '"Teachers are informed that they must assemble to hear someone

they do not know talk about a topic they have not selected. They go with
resentment. They listen with resistance. They forget without remorse
(p. 69)."

In agreehent with the opinion of Wiles were the results of
O0'Hanlon's study (1967) which revealed that teachers profit very little
from attendance at faculty meetings, rejecting it as an effective in-
service approach. Their major concerns focused on the typical reluctance
of administrators to involve teéachérs in the planning phase. Other
criticisms dealt with irrelevant topics not meeting the needs or inter-
ests of teachers, poorly planned meetings being too routine and formal
in ndture, and teachers being talked at rather than actively involved.
These findings were not dissimilar from those of Blumberg & Amidon
(1964).

Regardless of the evidence that suggests that meetings are un-
popular with teachers, Burton et al. (1955), Wiles (1967), Marks et al.
(1971) and Williams (1972) are but a few of many authors who have written
| extensively regarding the value of faculty meetings as a‘viab1e inservice
practice. Their writings are illustrative of the general nature of com-

mentary to be found in the supervisory literature regarding faculty
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meetings--a description of typical weaknesses while alluding to the in-
service potential of this activity. A synthesis of their opinions reveals
that faculty meetings should not be used for routine administrative
matters, but for the exchange of proferiona] ideas among staff; should
be well-planned in a cooperative and democratic manner regarding topics,

speakers, and procedural modes; and should be organized for clearly

recognized purposes, and focused on issues with which the group is

vitally concerned.

Supervisory Conference

The opinions and conc]uéions presented in this section of the
-review are applicable to supervisory conferences in general. Included
in this classification are two inservice practices used in the study's
questionnaire--teacher-principal conferences and teacher—departmentv
chairman conferences.

Although evidence éxists to support the notion that teachers
$ti11 percéive the supervisory structure to be superordinate-subordinate
in nature, thé traditional "visitation and conference" has been replaced
by ‘a model in which two equals meet to improve the learniig situation.
Contributing to its sucéess is & positive relationship bétween teacher
and supervisor which ledds to mutual understanding and support. An
ifiportant aspact of this re1aﬁiansh%p is the recoghition and utiiization
of the prinéipa‘l and/or department chairman by the teacher as a resource
person (Lippitt & Fox, 1971; Wiles, 1967). The main purpose of the super=
visory conference is to help the teacher maintain and enhance those aspects

of teaching technique that are productive and to help him change those
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aspects of teaching that are in need of improvement (Blumberg, Weber, :
and Amidon, 1967). . o
Marks et al. (1971) suggest that there are several times when 244;44,
a conference should be scheduled: after a classroom visitation by the
supervisor, after employment of a beginning teacher, at the request of

a teacher, and to discuss a problem with an individual or group. The

conference must be conducted in a professional climate conducive to the
exchange of constructive and informed ideas regarding curriculum,
methodology, instructional materials, or the professional growth of the
teacher (NEA, 1966; Neagley & Evans, 1970). Burton and others (1955)
emphasized that the analysis of teaching problems must be discriminating
rather than general-=where the teacher is able to analyze and evaluate
his own teaching in order to evaluate his own strengths and weaknesses.
There are mary factors which contribute to thé success of a
supe?viscry conference. Wilés (1967) and Marks and othefs (1971)
emphasize the importance of thé following: that the supervisor must
preparé for the conference and is responsible for the success of it;
that the purpose of the conference is clear to the teacher; that it must
be scheduled in a quiet Tocation where participants will not be inter-
rupted; that the conference will not be rushed; and that the conference

ends Wwith a definite conclusion.

Visitation'
Visitations by teachers represent a valuable inservice activity
which can effectively promote professional growth (Wiles, 1967)., It

provides teachers the opportunity to develop new insights in teaching
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through observing the on-going activities and teaching in classrooms
other than their own (Burton et al., 1955; Neagley & Evans, 1970).
Supporting the assertion of Marks et al. (1971) that the
visitation represents a popular and effective approach to instructional
improvement were the findings of a study by DeVita (1963). He reported

that teachers who participated in a voluntary five-week inter-visitation

program rendered a positive evaluation of the experiment, asserting
that‘mych had been learned from colleagues regarding methodology and
techniques.

| Though evidence and opinion support the cbncept, its use on
an ofganized school or district-level basis seems marginal at best.
In a state-wide survey in California only 47 percent of the responding
high school districts indicated that inter-visitations were a part of
their inservice program, with most of these being on an unorganized and
voluntary basis (CTA, 1959).

0'Hanlon & Witters (1967) consider the infrequency of planned

visitations to be inconsistent with the general interest teachers demon-

strate in wishing to share information and ideas with one another. The

findings of their research indicated that only 69 percent of the teachers

surveyed cohsidered visitations to be beneficial, while 31 peréent de-
rived 1ittle or no benefit from the experience. |

In assessing the advantages and disadvantages of various in=
service education practices, Williams (1972) maintains that visitations
are advantageous in that the realistic setting of the classroom allows

the observer to witness factors influencing teaching and learning in the
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presence of the vital teacher-student relationship. He also asserts
that much can be learned from observing negative aspects of instruction N
when teachers visit the classrooms of teachers of marginal effective- (I

ness.

Team Teaching

“Considered by many to be one of the most potentially significant

innovations in American education was the meteoric rise of team teaching
just prior to 1960 (Trump & Miller, 1973). In response to a scarcity of
qualified teachers and long before the concept had reached even embryonic
proportions, Chase (1953) advocated the use of tegching teams to provide
for the maximum growth and guidance of the young gnd”jpexperienced
teacher. |

Team teéching is an approach to 1earningbwherein two or more
members.of an instructional team plan, instruct, and évaluate in ore or
more subject areas. Triimp & Miller (1973) assert thit its goals are "to
redognize better the individual differences amond teachers and to utilize
better the special competéncies of éach person (p. 354)." It provides
tean niembérs the opportunity to confer with each other, to be aware of
methodological and technological innovations, and to keep abreast of new
knowledge.

Anderson (1966) notes that among the more dasirable characters
jstics of team tedching are the use of a wider range of instructional
resources and technologias, and the opportunity for stimulating the pro=
fessional growth of team members~-especially that of the beginning

teacher. In commenting on the value of team teaching as an inservice
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technique of much promise, he states

Particularly impressive is the suggestion that team E—
teaching offers an appropriate environment not only : -

for the training and induction of newcomers to the i
profession, but also for the advancement of each —
experienced teacher's professional knowledge and T
skill. . . . Exposure to the constructive reactions o
and suggestions of colleagues, within the atmosphere

of a full-fledged team operation, would seem almost

to guarantee continual self-examination and profes-

—sional study. Seen—as—an—instrument of the profes-
sion for keeping its members constantly active as
students of their own role, team teaching therefore
emerges as a development potentially equal in im-
portance to the idea of graduate study and certainly
superior to the usual ineffectual devices employed
hopefully by local systems under the title "in-
service training for teachers (p. 89)."

In gehera] agreement with Anderson is Hoover (1971) concerning
the potential value of this inservice activity. His comments concerning
thé pitfalls of team teaching are representative of criticism regarding i
its marginal use. Heé asserts that prominent among those factors which |
have hindered its acceptancé aré thé negative reactions of educators due
to the chaos resuiting from the ihitial rapid movément toward the concept
without proper planning: Another problem associated with its acceptance
is the psychological orientation of teachers. In support of this latter
éo‘njectUre by Hoover is the commentary of Fraenkel & Gross (1966): "Not
every teacher 15 prepared, either academically op 'ps‘ycho']cgicaﬂy-, to
enmerge from the isolated cave he has known for so long intoé moré open
cooparation with, and comparison by, colleagues and students which teams
afford (p. 376)."
There is 1ittle empirical evidence to support or reject the value

of team teaching as either an instructional technique or inservice practice.
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Articles in professional journals are usually glowing testimonials

essentially descriptive in nature, while those in research journals are o
sparse at best (Georgiades, 1967; Olivero, 1964). Beggs (1964) summar- .
izes the frustrations of researchers regarding the impact of team
teaching on teacher effectiveness when he states: |

Countless conjectures have been made about the

Hny A Ahd

use—ofteam teaching as a vehicle—for—improve

ment of staff competency. Research results have

not supported this hypothesis, although it may

have validity. If so, investigation is sorely

needed to validate it (p. 31).

Television

The fusion of technology and education has become commonplace in
our nation's school systems. The imaginative school use of technological
innovation has increased dramatically and will continue at an increasing
rate. Of the recent developments, the expanding use of television in
our schools is encouraging and especially promising. Similarities be-
tween the characteristics, use, and promise of closed ¢ircuit television,
video-tape, &nd micro-teaching are much greater than diss1mi1af1tiesb
For this reason, the comméntary which follows as applied to any one
technique cah legitimately be generalized to the othér two.

The uses of telévision are many and varied within the $chool
setting. Wigren (1967) states that there is considerable evidence to
documant its effectiveness m enhancing regular classroom instruction,
pre-schonl education, adult basic education, and vetraining programs for
industrial workers, He particularly emphasizes 1ts value in the pre-

service and inservice education of teachers, claiming its greatest
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promise to be its capacity to offer unlimited professional growth oppor-
tunities for teachers.v

The use of videﬁ—tape is a promising and effective inservice
practice which represents a powerful source of immediate feedback for
the teacher (Westby-Gibson, 1967). Contributing greatly to its promise

and value are the following capabilities: (a) instruction in the skills

and techniques of teaching (Wigren, 1967), (b) self-analysis (Attea,
1970), (c) immediate feedback (Schumaker, 1967), (d) modeling capacity
which can enhance the teaching performance of other teachers (Allen &
McDonald, 1967), (e) control and manipulation of teaching variables
(Webb & Baird, 1967), (f) simulation experiences which prove to be in-
tellectually and psychologically stimulating for teachers (Cruickshank,
1967), and (g) analysis of classroom interaction (Clayton, 1967).

The use of video-tape as an inservice practice is an out-
growth of the micro-teaching technique developed in the early 1960's.
In their pioneer work in developing micro-teaching as a pre-service and
research instrument, Allen & Ryan (1969) alluded to its inservice capabil-
ities and potential as follows: "Class size, scopé of content, and time
are all reduced. . . . focuses on training for the accomplishment of
specific tasks. . . . greatly expands the normal . . . feedback dimension
in tedaching (pp. 2«3)."

The importance and effectiveness of the feedback dimension of
vidav=tape have been confirmed. Research by Ishler (1967), Joyce (1967),
and Helnrich & McKeegan (1969) indicated that the use of video-tape feed-

back is more successful in producing desired changes in the teaching
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performance of student teachers than instruction not utilizing the feed-

back dimension. A study by Davis & Smoot (1969) revealed that student o
teachers using video-tape feedback f11u$trated significantly greater -
improvement in teaching behavior than did a control group not utilizing
video-tape; specifically, the experimental group was more successful in

asking probing and divergent questions and eliciting a more positive

student response. In another study, student teachers who had experienced
the use of video-tape in their preparation were evaluated more positively
than were students whose training did not include feedback (Limbacher,
1969).

In a recent study designed to reduce teacher classroom mono-
logue through video-tape feedback, Acheson (1965) found that a critique
by teacher and supervisor was more productive than a critique by the
teacher alone. Supporting Acheson (1965) concerning the value of group
critique of tapeé feedback were the findings of Fuller, Beldmen & Richek
(1966); Morse; Kysilka & Davis (1970), aéd Ranson (1969).

Educational television has been used with considerable success
in demonstration teaching. Its value in illustrating methodology, edu-
cational materials, ad equipment and techniques of instruction has been
redognized (Marks et &1,, 1971). Although efforts are generally made to
present procedures, technigues, and materials in as nearly natural a
context as possible, departures from reality are appropriate to focus
attention upon those selected elements being demonstrated (Harris &
Bissent, 1969). Despite criticisms regarding their unrealistic and un-

natural format, model lessons presented under ideal circumstances can
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sometimes be of value in clarifying the use of certain classroom pro-
cedures (Burton et al., 1955). Whether 1ive or televised, demonstration
teaching is an effective form of modeling which can produce significant

changes in teaching behavior (Neagley & Evans, 1970).

Laboratory Method

The Taboratory method is an inservice practice whose basicde

sign incorporates many fundamental assumptions about Tearning--interest,
involvement, discovery, transfer, and success. Laboratory experiences
when incorporated into an appropriate design provide the opportunity for
participants to relate past experiences to the activity itself, thereby
leading to a high level of stimulation and understanding (Wolfe, 1965).

Reality simulation is an important aspect of many of the
laboratory activities. For example, the success of rolé playing, fre-
quently referred to as psychodrama or sociodrama, is a function of the
dégree to which the participants "act" and "feel" as they might in a real
situation (Harris & Bissent, 1969). In commenting that Simulation pro=
vides a setting in which teachers can experiment with a wide range of
teaching approaches without feéar of censure or failure, Cruickshank &
Broadbent (1969) assert that

The ¢reation of realistic games . . . provides

them with life-long problem-solving experiences

related to their present or future work. Such’

game $1tuations require each player to make

decisfons based upon previous training and

available information. After the player en-

counters an incident and makes a subsequent

decision, he is provided with opportunities to

see and/or discuss one or more possible conse-
quences that may result (p. 2).
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Characteristics common to most laboratory designs are summarized
by Harris & Bissent (1969) as follows:

1. - The participant is actively involved in :
solving the problem. S
2. The problem situation is simulated as T
realistically as possible. [
3. Quantifiable data are produced and recorded
to reveal the nature of the participants.
4. Feedback on data is provided to permit each

—participant to—contrasthis reactions with those of
a larger group or other groups. o

5. Data are discussed and analyzed so as to

lead to generalizations and implications for practice

(p. 45),
The following discussion of role playing, brainstorming, and buzz ses-
sions is intended to clarify further the many dimensions of the concept.

Harris & Bisseni (1969) define role playing as "spontaneous
dramatization involving one or more persons assuming designated roles in
relation to a specified prob]emrin a given situation (p. 261)." The
dramatic episode is unplanned, unrehearsed, and structured only to the
extent that the problem and the situation will allow. As an inservice
technique, its design is particularly effective in dealing with human
relations problems. Among the many purposes of role playing are the
group analyses and discussion of concrete examples of behavior, an in-
creased sensitivity to others' feelings and attitudes, the opportunity
for participants to develop new attitudes, and the opportunity to enhance —_—
spontaneous verbal interaction. Important consideratibns in the planning
of role<playing episodes include the need to focus on problems to which
~all group participants can relate, the explicit description of roles tov be
dramatized, and the timely termination of roles to avoid emotional involve-

ment. In order for participants to act as they might in a real situation,
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the fullest possible assumption of roles is encouraged and expected
(Harris & Bissent, 1969).

Brainstorming is an inservice technique which attempts to de-
velop an oral inventory of ideas. It is unique with respect to the e
special procedures used to assure that ideas orally expressed by par-

ticipants are free from group analysis, evaluation, and criticism

(Marks et al., 1971). Once the group has been oriented to the nature R —
of the problem selected for brainstorming and the amount of time avail-
able for task completion, quantity of output is stressed in the develop-
ment and flow of ideas which focus on the central problem. The value
of this design resides in its capacity to Tead to the stimulation of new
ideas, the development of many solutions to problems, and the apprecia-
tion of others' ideas and approaches to problem-solving (Harris, 1963).

Whereas brainstorming is adaptabie to a variety of group sizes,
a modification of this model is designed to accommodate smaller group
interaction. With a given topic and time 1imit established, the "buzz
session" is a group activity of minimum structure wherein the group
members are encouraged to express their ideas concerning a céntral topic.
The small group is generally a temporary structure formed to examine a
specific issue and report back to a larger group. Unlike brainstorming,
the central thrusts of this design are the critical analysis of ideas
-~ and an effort to arrive at a consensus where pbsssib‘l’e (Harris & Bissent,
1969).

Wolfe (1965) observed that although actual evidence on change

in participant behavior is sparse, there are data to document significant
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gains in the assimilation of new knowledge as a result of laboratory ex-
periences. His study revealed that when compared to other types of
inservice practices the 1aboratory design received uniformly higher
ratings by participants. However, regardless of its apparent appeal and
effectiveness as an inservice practice, the laboratory approach is not a

panacea for all inservice programs. There is no evidence to indicate

that it is effective in skill development, restructuring value systems

or efficiently presenting new information (Harris & Bissent, 1969).

Intensive Group Experience

Two aspects of teaching which dramatically influence the learn-
ing environment are knowledge of the subject matter and skills in inter-
personal relations. It is to the latter category that the purposes of
intensive group experiences are directed.

Only recently has education availed itself of this concept, a
practice which has been widely accepted in training programs of govern-

ment, business, and religion for some time (Flanders, 1970). Exdmples

of various designs of this model include sensitivity training, T groups;

and encounter groups. Each design is based primarily on group interaction

in a climate of openness, risk taking, and honesty. Advocates assert
that such a setting provides an opportunity for individuals to learn
more of themselves and others than is-possible in the usual social or
workirg re]ationship (Lippitt & Fox, 1971);

King (1970) suggests that approaches designed to improve a
teacher's interpersonal competency must take into account the complexity

of the concept. He remarks that this competency is not likely to be
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effected directly by any approach and that any "methods designed to ef-

fect it should consider a chain of factors. These factors are related o
in this manner: -interpersonal competence is effected by self-perception; -
self-perception is effected by interpersonal feedback (p. 5)." The
purposes which he envisions for the T-group approach are generally ap-

plicable to any intensive group design. These include improvement of

interpersonal feedback, changing of self-perceptions, and change 1in
interpersonal competence. Further, Lippitt & Fox (1971) add that one of
the greater values of group interaction is the insight acquired by par-
ticipants regarding the nature of group processes. These include but

are not limited to the establishment of group norms, patterns of influence
and communication, and internal leadership.

Though{research to date on intensive group experience and its
impact on school personnel 1is sparse, there is some evidence to support
the notion that outcomes may lead to more innovative and constructive
behaviors as well as improved interpersonal relationships. In a study
designed to improve classroom peetr relations, Schmuck (1967) combined
sensitivity training, role playing, and a task-oriented approach during
a four week summer Workshop for elementary school teachers. It was found
that the insérvice experience of the teachers contributed to increased |
student-group cohesivenéss, the opening of classroom communications, and
the development of more positive student attitudes toward teachers,
classmates, and learning.

Using an experimental-control design, Vogel (1967) attempted

to evaluate the effects of T-group trainihg on the teaching-learning
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situation. He concluded that the T-group experience was effective in

improving teacher-pupil rapport and maintaining a type of classroom

climate consistent with the training objectives. Joyce (1967) found

that a combination of sensitivity training, audio-visual aids, and role R
playing effectively led to substantial and positive changes in teaching

style. In a study by Miles (1965), it was found that the interpersonal

behavior of administrators who participated in T-group experiences im- E—
proved more than did that of administrators in a control group not using
T-group mefhods. A synthesis of the findings of three studies by Schmuck
(1968) revealed thaf teachers who underwent T-group experiences were
more likely to make constructive classroom behavior changes than were
those teachers who did not participate.
However, despite the interest shown by some investigators, King
(1970) summarizes the current state of research on the intensive group
experience when he states, "It is too early to evaluate the effeqts of
all thése programs except to note that enthusiasm is out-runiiing research

and that the implications for teacher education need be clarified (p. 11)."

Interac¢tion Analysis

Inservice practices designed to modify and categorize verbal
communication within the classroom have been successful in altering —
teaching style and performance (Marks et al., 1971). Interaction analy-
sis is a feedback technique developed by Flanders (1962) and %nod*if*ied by
others (Medley, 1963; Schminke, 1962; Withall, 1963), which analyzes the
classroom verbal interaction between teachers and students. —

Using an observational matrix (Figure 1), a teacher-observer
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Figure 1

Summary of Categories for

ACCEPTS FEELING: accepts and clarifies
the feeling tone of the students in a
non-threatening manner. Feelings may be
positive or negative. Predicting and

TEACHER
TALK

INDIRECT
INFLUENCE

‘recalling feelings is included.

PRAISES OR ENCOURAGES: praises or
encourages student action or behavior.

‘Jokes that release tension, not at the

expense of another individual; nodding
head or saying "uh huh?" or "go on" are
included.

ACCEPTS OR USES IDEAS OF STUDENTS: clar-
ifying, building, or developing ideas or
suggestions by the student. As teacher
brings more of his own ideas into play,
shift to category five.

ASKS QUESTIONS: asking a question about
content or procedure with the intent that

a student answer.

DIRECT
INFLUENCE

LECTURES: giving facts or opinions about
content or procedure; expressing his own
idea; asking rhetorical questions.

GIVES DIRECTIONS: directions, commands,
or orders with which a student is expected
to comply. o
CRITICIZES OR JUSTIFIES AUTHORITY: state-
ments intended to change student behavior
from nonacceptable to acceptable pattern;
bawling someout out; stating why the
teacher is doing what he is doing; extreme

self-reference.

STUDENT
TALK

9.

STUDENT TALK-RESPONSE: talk By students

in response to teacher. Teacher initiates
the contact or solicits student statement.
STUDENT TALK-INITIATION: talk By students,
which they initiate. If "calling on" stu=
dent is only to indicate who may talk next,
observer must decide whether student wanted
to talk. If he did, use this category. ——

10.

SILENCE OR CONFUSION: pauses, short
periods of silence and periods of con~
fusion in which communication canhot be
understood by the observer.
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categorizes classroom dialogue into one of ten classifications at three-

second intervals. An analysis of the completed métrix differentiates ;ﬁé;;;q
between teacher-originated and student-originated communication. fA\;A;A
Flanders' basic assumption in the development of his model is that: there
is an optimum balance between the teacher's direct influence, which tends

to inhibit the freedom of action by the student, and his indirect influ-

ence, which tends to enhance it. He asserts that through studying
teaching behavior and by analyzing selected aspects of teacher-student
interaction, the teacher is better able to approach this optimum balance.

In his modification of Flanders' model, Schminke (1962) presents
to a group of teachers a scenario describing the teacher's classroom ?
behavior. The scenario includes a complete transcript of student-teacher |
verbal interaction and serves as a basis for group critique in examining
classroom procedures and teaching content. The "illustrative lesson" is
advantageous in that it provides for orderly and well-planned discussions,
scenario variance, and a high degree of objectivity as a result of the
imaginary example avoiding personalities and personal involveméent (Schminke,
1962).

Therevis much evidence to document the effectiveness of inter~
actioﬁ analysis in altering teacher verbal behavior. Finske (1967) re=
ported that student teachers using interaction analysis were more flexible,
used more indirect discussion methods, and elicited more student-initiated
talk than did members of a contro{ group. Supporting the 1nvestigation
of Finske were studies by Simon (1967), Kirk (1967), and Parrish (1969).

A synthesis of their conclusions revealed that the use of interaction
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analysis led to a more relaxed and conversational teaching style, a
greater appreciation and utilization of student ideas, and an increase
in student-initiated dialogue. In separate studies by Amidon (1970) and
Bondi (1970) it was reported that student teachers using interaction ‘ y5~rr
analysis used more indirect behavior with students than did control

groups whose training did not include interaction analysis. The effect-

iveness of his model led Flanders (1962) to the conclusion that "the use ;5ﬁﬂw~f
of interaction analysis was not only a training tool, but a research tool
that permitted us to evaluate the in-service training by assessing the
overt, spontaneous 1nf]uence patterns teachers used in their classrooms

(p. 316)."

Packaged Inservice Program

The use of packaged curricular programs by school systems has
become commonplace. For some time schools have been able to seléct and

usé entire prepackaged curricula in virtually any disciplifie, or modify

the programs according to the school's particular feeds. Perhdps the most i
pecent innovation in staff devélopment is an outgrowth of this curricular
rapproach--backaged programs for inservice education (Neagley & Evans, '

1970). As &n emerging pattern of professional growth, there s little

evidence to support its worth or promise. Othey than information and P
interést genérated by the Educational Resources Information Center, it

has received scant attention in the research journals and professional

publications. Regardless of fts embryonic state, the concept 1% supported

by current scholarly opinion (Poliakoff, 1971). L —

The work of Popham and Baker (1973) is somewhat representative
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of the commercially prepared programs which are becoming available. In

describing their Teacher Competency Development System, they allude to

its focus on the development of professioné] skills in curriculum, in-
struction, and evaluation. The program provides for a teacher self-
evaluation of present teaching competencies, a self-diagnosis of areas

in which development is needed, and a modular approach for developing

competencies in specific areas. Self-instructional booklet modules have
been developed to improve teaching competencies in a wide range of in-
structional areas, including classroom management, motivation of learners,

individualization of instruction, and methodology.

Action Research

The participation of teachers in the examination and solution’
of problems important to them shows much promise as an inservice educa-
tion practice (Shumsky, 1958). This application of scientific methodology

by practitioners in order to better guide their decisions and actions has

been termed action research (Corey, 1953). In the development of this
concept, Collier (1945) stated that since research results are made opera-
tional by practitioners, it is vital that they "participate creatively

in the research, impelled as it is, from their own area of need (p. 276)."
Corey adds that

Most of the study of what should be kept in the
schools and what should go and what should be added
must be done in hundreds of thousands of classrooms.
« « « The studies must be undertaken by those who
may have to change the way they do things as & re=
sult of the studies. Our schools cannot keep up
with the 1ife they are supposed to . . . improve
unless teachers . . . continuously examine what thay
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are doing. . . . to identify the practices which

must be changed to meet the needs and demands of

modern life (p. viii).

A problem in educational research is the Timited extent to which
research actually modifies educational practices. In rationalizing this
meager impact Morrison (1953) states that a severe limitation is the extent

to which research efforts are conducted in a vacuum. Typically, "the re-

search worker tended to define the problem, plan and conduct the study,
interpret the data and write his report in isolation from those who trans-
late his recommendations into action (p. 65)."

Caswell (1956) suggests that teachers are likely to modify teach-
ing behaviors and practices as a consequence of their involvement in the
solution of problems important to them. In agreement is Morrison, who
concluded that

The people who may be expected to translate re-

search recommendations into practice will do so

more effectively when they participate in defin-

ing the problem, planning the broad scope of the

study, collecting the data, interpreting the

findings and reviewing the recommendations.

Through such participation those who will imple-

ment the reseéarch pass through an intensive pro-

cess of learning. When the research is finished,

there are few surprises ahead for them. They are

ready to carry on. The need for a period of re-

education is reduced or eliminated (p. 65).

The structure and procedures of action research are not unlike
those of formal educational research. The process includes problem
identification and analysis, formulation of tentative hypotheses, gather-
ing and interpreting data, formulating action, and evaluation (Taba &
Noel, 1957). It should be emphasized, however, that formal research and

action research are designed to serve different purposes. Formal research
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is conducted primarily by professional investigators at the university and
organizational level. Its function is to accumulate a body of valid pro-
cedures (0'Reilly, 1956). The function of action research, on the other
hand, is not so much discovery of facts as to increase the effectiveness
of the practitioner (Shumsky, 1958).

These, then, represent the professional growth activities selected

for use in the study. Their treatment was designed to establish the
justification for their inclusion in the survey instrument, A Rating of

Inservice Education Practices. The review was intended to provide a gen-

eral synthesis of scholarly opinion and research regarding the status of
each as an inservice practice; hence, references were restricted to a
general discussion of those findings and conclusions which applied to the

major purposes of the research.
Summary

The central focus of Chapter II was to establish the relationship

between the Titerature supporting the rationale of the investigation and

the development of the study's questionnairea Scholarly opinion contributed

great1y to the dimensions presented in this chapter because of the paucity
of research regarding evaluation of inservice programs and perceptions of
school personnel.

The introductory section provided support for the study's central
hypothesis and reinforced the growing importance of inservice education.
In the second section selected studies relative to the classroom instruc-

tional problems of teachers were reviewed. This section provided the
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rationale for the identification of selected teacher needs that were used

in the questionnaire. Five specific areas of instructional difficulties

emerged as being of central concern to teachers: (a) subject matter

mastery, (b) methodology, (c) individualization, (d) student motivation, | . -
and (e) classroom management.

In the final section descriptions of selected inservice educa- —

tion practices used inthe survey instrument were presented.—Twenly =
selected professional growth activities were extracted from the liter- R
ature for use in the study's questionnaire and were va]fdated by a panel
of judges. The treatment of each in this section confirmed its status
as a recognized inservice practice.

The research design and methodology used in the study are sum-
marized in Chapter III. Data treatment as described in Chapter III led
to the analysis of the data presented in Chapter IV. Recommendations and

conclusions resulting from this interpretation are presented in Chapter V.



CHAPTER III | e
RESEARCH DESIGN AND PROCEDURES [E—

A description of research methodology and procedures used in

the investigation is presented in this chapter. Dimensions of the

study's research design will be described in the following order: (a)
population, (b) sample, (c) instrumentation, (d) piiot study, (e) ques-
tionnaire distribution, (f) data treatment, and (g) the research hypo-

theses presented in null form.
Population

The population for this study was the secondary school edu-
cators in the public school system of Santa Clara County. Also included

in this population were junior high school teachers and principals in

unified school districts whose schools enrolled seventh, eighth, and
ninth grade students. : Excluded from the population were school-level
certificated assignments considered to be ancillary in nature, such as
counselors, Tibrarians, school psychologists, and school nurses. Also
excluded were teachers from county operated schools, continuation schools,
and secondary schools in the district in which;the investigator was
enployed.

A review of a 1971 Santa Clara County ethnic and racial report

revealed the following characteristics of the total county school system:

64
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(a) the student enrollment per district ranged from 14 to 36,722; (b)
the ethnic composition of students was .3 percent American Indian, 2.5
percent Negro, 2.4 percent Oriental, 17.0 percent Spanish surname, .9
percent other non-white, and 76.9 percent other white; (c) the number of

schools per district ranged from one to 50; (d) the number of classroom

teachers per district ranged from one to 1464; (e)—the number of prin-
1r,//)ﬂ,//,/cipa%Srpéf’aistrict ranged from one to 42; (f) the ethnic composition

of certificated staff was .2 percent American Indian, 1.7 percent Negro,

3.1 percent Oriental, 3.5 percent Spanish surname, .3 percent other non-

white, and 91.2 percent other white. Of the 33 separate school districts

within the county, six are unified school districts, four are union high

school districts, and one is a joint union high school district.
Sample

Two sample groups were derived from the population of secondary
school educators. For the purpose of this investigation the entire
population of 48 secondary school principals was accepted as the sample
for that group. A five percent random sample (Sax, 1968) was obtained
from the teacher population. Because an ancillary aspect of this investi-
gation dealt with perceptual relationships between teachers from different
subject areas, it was necessary to stratify the teacher sample by teaching
assignment. The following procedures were used to derive the teacher
sample: \

1. A list of the major secondary school subject areas was de-

veloped, Each of the eleven major departments was assigned a departmental
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number as follows: #1-Art, #2-Business, #3-English, #4-Homemaking, #5-
Industria]zArts, #6-Foreign Language, #7-Mathematics, #8-Music, #9-Physical
Education, #10-Science, #11-Social Science. A1l classroom teaching as;
signments were categorized into one of these eleven areas.

2. The 48 secondafy schools included in the study were randomly

numbered and arranged in numerical sequence from 1 to 48. Departmental

numbers were then drawn and assigned to the first eleven schools. When
the eleven departmental numbers had been assigned, all numbers were then
replaced and the process was repeated for the next eleven schools. This
selection process was repeated 16 times.

3. Prior to the initial draw the investigator established
a priori that no échoo] would be assigned_the same departmental number
twice. When the selecé¢tion process produced a number that would pair with
a previously drawn déﬁértmentaT nunber, the number was assigned to the
next school in the numerical sequencé which had nrot been assigned that
humber. The subséquent selection &f a new departméntal number would then
be assigned to the original school. If it again pairéd with an earlier
selaction thé réassignmént~prOCess was repeated.

4. 1t was also deteriined before the initial draw that no
school woild be assfgnéd more than four departments. Consequently, when
a school received its fourth departmental assignment, the $chool was re-
moved from the numerical sequence.

Departmental assignments are presented in Table 6. Each of 11
departments had been selected 16 times and randomly assigned to 48

secondary schools. This procedure resulted in 176 departmental assignments
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Departmental Assignments to Each of 48 Secondary Schools

School Department School Department
A Business, Foreign Language N Foreign Language, Home
Home Economics, Physical ‘ Economics, Industrial
Education Arts, Social Science
B Businesss—Industrial-Arts, 0 Arts—Foreigntanguages
Phys1ca] Education, Home Economics, Music
Science p English, Foreign Language,
C Business3 Industri§1 Home Economics, Music
éz?:acgc1ence, Social Q Home Economics, Industrial
Arts, Physical Education,
D Engh’sh3 Foreign Language, Science
égg?z:r1a1 Arts, Mathe- R Foreign Language, In-
dustrial Arts, Music,
E Businessa Industr1q1 Science
ég?;ac§c1ence, Social S Art, Music, Science,
, Social Science
F Art, English, Home . . ,
-y . T Art, Business, Home
A Economics, Mathematics W Economics, Industrial
G Home Economics, Industrial Arts
ég?zﬁczhys1ca1 Education, u Foraign Language, Mathe-
) _ . . matics, Music, Science
o gt Jathematics, Husic, V. Art, Business, English,
‘ & Physical Education
I égﬁéa¥?3;C§ Physical W Business, Industrial
- _ Arts, Science, Social
J Business, English, Science
&ggﬁzég%?lsArts, X Art, Business, Home
/ Economics, Science
K Art, Foreign Language, Aot Frald e "
e PR 32 Y Art, English, Foreign
Egﬂgag§ggom1cs’ Physical ‘Language, Social Science
e B sk A Business, Home Economics,
L Rg@? £§32321cs, Industrial Physical Education
§
M Foreign Language, Industrial a Business, Foreign

Arts, Physical Education,
Science

Language, Science
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School Department School Department
b Business, Physical m Art, English, Foreign
Edgcation, Social Language, Mathematics
Science n English, Mathematics,
c English, Home Econ- Social Science
omics, Science 0 English, Home Economics,
d  Art, Industrial Arts, Mathematics

Mathematics, Physical
Education P

Industrial Arts, Music,
Social Science

q
Business, Mathematics,
Science, Social Science
Art, Home Economics, r
Physical Education
Business, Foreign Lang- s
uage, Mathematics
Art, English, Music t
English, Foreign Language,
Mathematics, Music u
Art, Mathematics, Music,
Science v

Foreign Language, .
Physical Education,
Social Science

English, Foreign Language,
Mathematics, Physical ;
Education —

English, Industrial
Arts, Music, Physical
Education

Business, Home Economics,
Social Science

Art, English, Mathematics,
Social Science

English, Mathematics,
Music, Social Science

Music, Physical Education,
Soc¢ial Science

Business, Music,

Science

to 48 secondary schools from which the teacher sanple was derived.

5. Following the assignment of departments to each school,

clerical help was requested (Appendix H) to assist in the development of

the stratified random samp]e.

Upon receipt of the principal's approval

(Appendix I) his secretary provided assistance in either of two ways:
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(a) she mailed to the investigator departmentalized 1ists previously
requested in the cofrespondence to her principaj. From these lists
teachers were randomly selected by a sampling process similar to the one
deﬁcribed below; (b) if Tists were not sent, the secretary was contacted
by telephone. She informed the investigator of the number of teachers

in each of the departments assigned to that particular school. The in- —

vestigator then drew a random number for each department and requested T
that the secretary select frbm an alphabetized departmental Tist the name e
of the teacher corresponding to the number. Thus, after repeating either
of the above procedures for each of the 48 schools, the five percent

stratified random sample of 176 teachers was derived.
Instrumentation

The survey instrument, A Rating of Inservice Education Practices,

was d9velobed from a review of related literature. The construction of
the guestionnaire was guided by two considerations: (a) the organization, o
contént, and format must relate specific inservice practiées to specific oo
instructional needs of teachers; and (b) the organization, ¢ontent, and
format must facilitate the genération of data which accurately deséribe
the perceptions of respondents regarding the appropriateness o6f inservice
education practices. As a result of these factors; three major dimensions
of quastionnaire construction emerged: (a) teachar nesds, (b) inservice
practices, and (c) rating procedure.
An important aspect of the investigétion was the identification

of teacher instructional needs to be used in the survey instrument.
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Extracted from the 1iterature as being of central concern to teachers
were the following instructional problems: (a) subject matter mastery,
(b) methddo]ogy,.(c) 1ndiv1dua1ization; (d) student motivation, and (e)
classroom management.

A second dimension of instrumentation was the selection of in-

service education practices to be used in the investigation. The follow-

ing guidelines were established to facilitate the selection process: (a)
the central criterion determining the selection of each would be the
appropriateness of the practice in relation to the instructional diffi-
culties selected for investigation, (b) only those practices which dealt
directly with the improvement of the classroom instructional performance

of teachers would be considered for inclusion, and (c) their selection

would be contingent upon acceptance and validation by a panel of judges.

With these criteria in mind, an examination of the spectrum of inservice
practices described in the literature led to the identification of the

following selected inservice practices used in the survey instrument:

1. Formal Academic Study 11. Visitation, Within School
2. Institute 2. Visitation, Other School

3. Professional Conference 13. Team Teaching

4. Workshop 14. Educational Television

5. Professional Reading 15. Video-Tape

6. Consultancy Service 16. Laboratory Method

7. Meeting, Faculty - 17. Intensive Group Experience
8. Meeting, Departmental 18. Interaction Analysis

9, Teacher-Principal Conference 19. Packaged Inservice Programs
10. Teacher-~Department 20. Action Research

Chairman Conference
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A Likert-type scale represented the third component of question-
naire construction. A six-point rating scale was used in order to elimin-
ate respondent neutrality. Partfcipants were asked to consider the
appropriateness of specific inservice practices in meeting specific
teacher needs. Scaled responses ranged from "very appropriate" to "very

inappropriate."

The questionnaire was submitted to a panel of judges (Appendices
E, F) for review and validation. The composition of the panel included
three professors of educational administration, two educational research-
ers, a county deputy superintendent (curriculum/instruction), a district
deputy superintendent (curriculum/instruction), and a secondary school
vice principa1 (curriculum/instruction). The final draft of the ques-
tionnaire packet (Appendices B, C, and D) incorporated the panel's sug-

gestions regarding changes in content and wording.
Pilot Study,

A pilot study was conducted ihAthe investigator's school to
further validate the survey instrument. Two teachers were randomly
selected from each of the school's eleven departments--a total of 22
teachers comprising the study. Participants were asked to return the
completed questionnaire within one week. Criticisms and suggestions
regarding clarity, content, format and wording were solicited (Appendix
G). Incorporated in the final draft of the questionnaire packet were
modifications of format and wording suggested by the pilot group.

A second purpose of the pilot study was to establish, through
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test-retest procedures, the reliability of the questionnaire. The pilot
group was re-administered the questionnaire six weeks following the

initial survey. Twenty-two Pearson product-moment correlations were
computed to analyze the paired responses of participants to the two

tests. The test-retest refiabf]ity coefficient for the inservice practice-

teacher need responses ranged from .34 to .88 with a median value of .68.

Questionnaire Distribution

The questionnaire was mailed to members of the two sample groups.
Accompanying the questionnaire was a cover letter (Appendix A) in which
the County Superintendent of Schools specified the purpose and importance
of the study, alluded to endorsements by the Santa Clara County Office of
Education and the Association of California School Administrators, and
encouraged teacher and principal participation in the investigation.
Participants were asked to respond within seven days. Follow=up ques=
tionnaires were mailed to non-respondents on the tenth day féllowing the
initial mailing. A response within seven days was requested (Appendix J).
On the 20th day following the initial mailing a second follow-up letter
was mailed, requesting a response within five days (Appendix K).

To determine if the results could be generalized to the entire
sample, an attempt was made to ascertain the degree of bias, if ary,

existing betwaen responding and non*respondiné groups. For this reason

a 50 percent random sample of non-respondents was derived (Van Dalen, 1966)

and the ten teachers comprising this sample were contacted (Appendix L).

These returns were considered to be representative of the perceptions of
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the 21 non-respondents and were compared with those of the responding

group.
Data Treatment

Data treatment was designed to determine the significance of

differences which may exist between the perceptions of teachers and

principals regarding the appropriateness of selected inservice education
practices in meeting specific teacher needs. The study's ancillary
questions mandated an analysis which wdu]d reflect differences within
the teacher group as well. Guided by these considerations, the data

derived from the study's questionnaire, A Rating of Inservice Education

Practices, were analyzed as described below. The .01 level of signific-
ance was deemed to be appropriate for each aspect of the investigation.
1. The t-test procedures were used to determine if signific-
ant differences existed between the perceptions of principals and
teachers regarding the appropriateness of inservice education practices

in méeting $pecific teacher needs. Similarly, t-test procedures were

used to determine if there were significant perceptual differences between

male and female teachers regarding the appropriateness of inservice
practices in meeting specific teacher needs.

2. Pearson product-moment correlation procedures were used to
ascertain whether a relationship existed between years of experience and
teachers' perceptions of the appropriateness of inservice practices in
meeting specific teacher needs.

3. The analysis of variance procedures were used to determine
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if significant differences existed between teachers from different de-

partments regarding the appropriateness of inservice education practices I

in meeting specific teacher needs.
4. Histograms were used to illustrate by respondent category
the mean score derived for each inservice education practice relative to

each specific teacher need.

Statement of Null Hypotheses

The central hypothesis of the investigation stated in null form
leads to the assertion that there are no significant differences between
the perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice education practices in the amelior-
ation of specific areas of instructional difficulties. Stated in null
form, the réessarch hypotheses assert:

Hypothesis 1: Thére are no significant differerces between the
pérceptions of secondary school téachers and principals regarding the
appropriateness of selected inservice practices in meeting thé teacher

need of subject matter, mastery.

Hypothesis 2: There are no significant differences between the
perceptions 6f secondary school teachers and principals regarding the
appropriateness of selected inservice practices ih méeting the teécher
need of methodology.

Hypothesis 3: There are no significant differences between the
perceptions of secondary school teachers and principals regarding the

appropriateness of selected inservice practices in meeting the teacher
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need of individualization.

Hypothesis 4: There are no significant differences between the
perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of student motivation.

Hypothesis 5: There are no significant differences between the

perceptions of Secondary schooi teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of classroom management.

An important aspect of the investigation focused on answers to
the following ancillary questions:

1. Does a relationship exist between the teacher's years of
experience and his perceptions regarding the appropriateness of inservice
education practices in the amelioration of selected areas of instructional
difficulties?

2. Do perceptual differences regarding the appropriateness of
inservice education practices in the amelioration of selected areas of
instructional difficulties exist between male and female teachers?

3. Do perceptual differences regarding the appropriateness of
inservice education practices in the amelioration of selected areas of
instructional difficulties exist between teachers from different areas

of teaching specialization?
Summary

The study's research design was presented in this chapter.
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Through the execution of this design, the research hypotheses were tested,
data analyzed and interpreted, and conc]usiqns and recommendations ulti-
mately formulated.

The chapter was divided into seven sections. Described in sec-
tion one was the population selected for the study. The sampling process

was discussed in section two. In section three the development of the —

study's questionnaire, A Rating of Inservice Education Practices, was A

presented. The pilot study used in the research was discussed in the A
fourth section. Questionnaire distribution and data treatment were ex-
plained in sections five and six. The study's hypotheses were stated in
null form in the concluding section.
Data are analyzed and interpreted in Chapter IV. Conclusions

and recommendations will be presented in Chapter V.



CHAPTER 1V

ANALYSIS AND INTERPRETATION OF DATA

The data analyzed in Chapter IV were obtained from participants’

responses to the questionnaire, A Rating of Inservice Education Practices.

Presented in this chapter are: (a) data pertaining to the questionnaire
return, (b) data pertaining to the research hypotheses, and (c) data per-

taining to the ancillary questions.
Data Pertaining to Questionnaire Return

"The questionnaire used in this study was designed to assess the
perceptions of secondary sghoo1 educators in Santa Clara County regarding
the appropriateness of selected inservice education practices in meeting
specific teacher needs. Through this assessment the following goals of
this investigation were achieved: (a) to determine if perceptual differ-
ences exist BetWeen teachers and principals regarding thie appropriateness
of inservice education activities, and (b) to determine if perceptual
relationships and/or differences exist between teacher groups when con=
sidering experiential levels, sex, and subject area assighments of the
teachers. ‘

From & review of the research, five éreas of instructional dif-
ficulties were identified as representative of the more common inservice
needs of teachers:

1. Subject Matter Mastery: the need to increase knowledge of

77
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the subject matter in a specific teaching area.

2. Methodology: the need to gain insights and skills which
may lead to more.effective utilization of teaching techniques and
materials.

3. Individualization: the need to gain insights and skills

which may lead to a more personalized approach to classroom instruction. SR

4. Student Motivation: the need to gain insights and skills

which may assist the teacher in increasing student motivation. o

5. Classroom Management: the need to gain insights and skills

which may lead to improved classroom discipline and a more effective
learning environment.

Twenty selected 1nserv1ce'pract1ces were extracted from the
literature as being most appropriate in meeting this range of teacher
needs. Theseé two dimensions, teacher needs and SeTected inservice
practices, werg the major compénehts of the survey instrument.

The questiofinaire was submitted to a panel of judgeés for valida- ——
tioh and a pilot $tudy was cohducted. An analysis of the data generated
by test-réetest procedures over a six week interval established a riedian
reliability coefficient of .68.

The sample groups were derived from teachers and principals in
Santa Clara County and the guestionnaires were mailed. Participants were

~askad to indicate their perceptions regarding the appropriateness of fn=
service education practices 1h meeting specifi¢ sducational needs. Re~
sponses oh a six-point Likert~type scale ranged from "very inappropriate"

to "very appropriate.” Follow-up questionnaires were mailed to non-
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respondents on the 10th and 20th days following the initial mailing. On
the 25th day, a 50 percent random sample of non-respondents was derived.
The ten teachers ‘comprising this sample were mailed questionnaires. An
analysis of the five responses, a 50 percent return, revealed no sig-
nificant differences when compared with those who had responded before

the 25th day.

Information regarding questionnaire return is summarized in
Table 7. Eighty-seven questionnaires were received from teachers by the
initial deadline. Follow-up procedures yielded another 75 questionnaires
and an ultimate return of 163, or a 93 percent response. Twenty-four
questionnaires were received from principals by the initial deadline.
Follow-up procedures yielded another 22 questionnaires and an ultimate
return of 46, or a 96 percent response.

Of the 224 questionnaires mailed to both tedchers and principals,
209 were returned, an overall response of 93 percent. Response patterns
on 11 questionnaires suggested that the motivation of the réspondents was
questionable or that the directions were misunderstood. For this reason,
these questionnaires were rejected. Three questionnaires were received
after the data had béen submitted to the computer center for processing.
Research findings, then, were generated from the analysis and interpreta-

tion of 195 qhestionnaﬁres, or an 87 percent response.
Data Pertaining to the Research Hypothesas

The t-test procedures were used to determine the statistical

significance of differences between teacher and principal samples. Mean
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Table 7

An Analysis of the Number and Percent of Questionnaire
Response by Participant Category e

Number in Usable Return
Position Sample Number Percent
Teachers: Art 16 12 75.0 S
Teachers: Business 16 T4 87.5 e
Teachers: English 16 16 100.0
Teachers: Home Economics 16 15 93.8 :4;:;;7
Teachers: Industrial Arts 16 13 81.3
Teachers: Language 16 13 81.3
Teachers: Mathematics 16 12 75.0
Teachers: Music 16 11 68.8
Teachers: Physical Education 16 16 100.0
Teachers: Science 16 15 93.8
Teachers: Social Science 16 11 68.8
Teachers: Total 176 150 85.2
Principals 48 45 93.8
Totals 224 195 87.1

score$ and standard deviations were computed by respondent category for
each of the 20 inservice practiceé as it reiated to each of the five
instructional needs. Histograms were used to illustrate response pro-
files for each group and significant differenées between groups relative
to the research hypotheses.

Presented below in null form are the research hypotheses upon

which this investigation is focused:
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Hypothesis 1. There are no significant differences between the

perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of subject matter mastery.

Hypothesis 2. There are no significant differences between the

perceptions of secondary school teachers and principals regarding the

appropriateness of selected inservice practices in meeting the teacher

need of methodology.

Hypothesis 3. There are no significant differences between the

perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of individualization.

Hypothesis 4. There are no significant differences between the
perceptions of secondary school teachers and principals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of student motivation.

Hypothesis 5. There are no significant differences between the

perceptions of secondary school teachers and prin¢ipals regarding the
appropriateness of selected inservice practices in meeting the teacher

need of classroom management.

The data leading to the acceptance or rejection of these null

hypotheses are presented by areas of specific teacher needs. In analyzing

the data the mean scores were interpreted on a continuum of value from
1 to 6 as follows: (a) "very inappropriate" - 1.0 to 1.5; (b) "inappro-
priate" - 1.51 to 2.50; (c) "marginally inappropriate" - 2.51 to 3.50;
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(d) "marginally appropriate" - 3.51 to 4.50; (e) "appropriate" - 4.51 to
5.50; and (f) "very appropriate” - 5.51 to 6.00.

Subject Matter Mastery

Presented in Table 8 are mean scores and standard deviations

produced by teachers and principals when considering the appropriateness

of seTected inservice practices in meeting the teacher need of subject

matter mastery.

An analysis of the data in Table 8 suggests that teachers and

principals consider formal academic study to be the most appropriate in-

service practice in meeting the teacher need of subject matter mastery.

Formal academic study received the highest mean score of both teacher
and principal groups, teachers producing a mean score of 5.25, while
principals produced a mean score of 5.29.

The data suggest that teachers and principals may differ in
their pérceptions of the least appropriate inserviée practice in meeting

thé teacher need of subject matter mastery. Teachérs considered teachéer-

principal coiiferences to be "“inappropriate," with a low mean score of

2.48, while principals rated faculty meetings to be "marginally appro-
priate" with a low mean scoré of 2.69. |
The data further suggest that the perceived appropriateness of

teacher=pringcipal conferencas in meeting this.particular need produced

the greatest disagreement between teachers and principals. Teachars
ascribed to 1t a rating of "inappropriate" with a mean score of 2.48,
while principals considered it to be "marginally inappropriate" with a

mean score of 2.95. Closest agreement between the two groups was found

.
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Table 8

A Summary of Mean Scores and Standard Deviations of 20
Inservice Education Practices Relating to Subject Matter Mastery
According to Respondent Level

Inservice Education Teacher Principal

Practice Mean S.D. Mean S.D.
1.~ Formal Academic Study 5.25 1.01 5.29 1.14
2. Institute 4,59 1.26 4,31 1.41
3. Professional Conference 4.35 1.45 4.13 1.18
4,  Workshop 4.71 1.24 4.38 1.42
5. Professional Reading 4,88 1.34 4.89 1.11
6. Consultancy Service 3.55 1.50 3.84 1.04
7. Meeting, Faculty 2.55 1.45 2.69 1.44
8. Meeting, Departmental 3.85 1.65 4.07 1.37
9. Teacher-Principal

Conference 2.48 1.63 2.95 1.49
10. Teacher-Department

~ Chairman Conference 3.66 1.61 4.00 1.41

11. Visitation, Within _

School 3.41 1.59 3.67 1.43
12. Visitation, Other v

School 4.02 1.64 3.58 1.45
13. Team Teaching 3.93 1.47 3.89 1.23
14. Educational Television 3.70 1.53 3.98 1.08
15. Video-Tape 3.69 1.67 3.78 1.44
16. Laboratory Method 3.43 1.64 3.34 1.48
17, Intensive Group o

Experience 2.79 1.61 2.84 1.69
18, Interaction Analysis 2.87 1.54 2.80 1,70
19. Packaged Inservice } o

Program 3.31 1.53 3.29 1.25

20, Action Research 13,66 1.57 3.42 1.56
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in the perceived appropriateness of professional reading in meeting this

particular need. Both groups considered this practice to be "appropriate"
with group means ranging from 4.88 to 4.89.
A ranking of the five most appropriate inservice practices in

meeting the teacher need of subject matter mastery as perceived by

~ teachers_were: (a) formal academic study (M=5.25), (b) professional

reading (M=4.88), (c) workshops (M=4.71), (d) institutes (M=4.5%), and
(e) professional conferences (M=4.59).
A ranking of the five least appropriate inservice practices in-

meeting the teacher need of subject matter mastery as perceived by

teachers were: (a) teacher-principal conferences (M=2.48), (b) faculty

meetingsV€M=é.55), (c) {ntensive groupiexperiences (M=2.79), (d) inter-

action analysis (M=2.87), and (e) packaged inservice programs (M=3.31).
A ranking of the five most appropriate inservice education

practices in meeting the teacher need of subject matter mastery as per-

ceived by principals were: (a) formal academic study (M=5.29), (b)
professional reading (M=4.89), (c) workshops (M=4.38), (d) institutes
(M=4.31), and (e) professional conferences (M=4.13).

A ranking of the five least appropriate inservice education

‘practices in meeting the teacher need of subject matter mastery as per-

ceived by principals were: (a) faculty meetings (M=2.69), (b) inter-
action analysis (M=2.80), (c) intensive group'experiences (M=2.84), (d)
teacher-principal conferences (M=2,95), and (e) packaged inservice
programs (M=3.29).

Presented in Table 9 are t-test results. An analysis of the



Table 9

Results of t-test Procedures for 20 Inservice Education
Practices Relating to Subject Matter Mastery
According to Respondent Level
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Degrees of
Variable t Value Freedom P Less Than E—
1.  Formal Academic Study 0.20 193 0.840 T
2. Institute -1.27 192 0.207 -
3. Professional Conference -0.91 192 0.364 o
4,  Workshop -1.51 193 0.133
5. Professional Reading 0.04 193 0.968
6. Consultancy Service 1.24 191 0.217
7. Meeting, Faculty 0.55 193 0.582
8. Meeting, Departmental 0.79 193 0.432
9. Teacher-Principal
Conference 1.74 191 0.083
10. Teacher-Department
~ Chairman Conference 1.26 191 0.208
11. Visitation, Within - _
School 0.96 191 0.337 ——
12. Visitation, Other -
School -1.62 190 0.106
13. Team Teathing -0.18 189 0.860
14. Educational Television 1.14 189 0.257
15. Video-Tape 0.32 188 0.750
16. Laboratory Method =0, 31 187 0.753
17. Intensive Group _ _
Experience 0.21 187 0.831
18. Interaction Analysis -0.27 185 0.787
19, Packaged Inservice o
Program | -0.09 187 0.925
20. Action Research -0, 88 186 0.380
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data revealed no significant differences in the way that teacheré and

principals perceive the appropriateness of selected inservice practices ST

in meeting the teacher need of subject matter mastery. For this reason
all elements of Hypothesis 1 were accepted. |
Figure 2 is a histogram which summarizes the responses of

teachers and principals regarding the appropriateness of each inservice

education practice in meeting the teacher need of subject matter mastery. |

Methodology | S

Presented in Table 10 are mean scores and standard deviations
producéd by teachers and principals when considering the appropriateness
of selected inservice practices in meeting the teacher need of methodology.

An analysis of the data in Tab1e 10 suggests that teachers and
prin¢ipals consider workshops to beé the most appropriate inservice

. practice in meeting the téacher need of methodology. Workshops. received

the highést mean scoré of both teacher and principal groups, teachers pro=
ducing a mean scove of 5.04, while principals produced 4 meéan scové of
5.18,

The data suggest that teachers and principals consider faculty
mgetings to be the Teast appropriate inservice education practice in
fieeting the teacher need of methodology. In each group it was considered
to be "{nappropriate,” with teachers producing a low mean score of 2.71,
| while principals produced a low mean score of 3.20.

The data further sugyest that the perceived appropriateness of

teacher-principal conferences in meeting this particular need produced

the greatest disagreement between teachers and principals. Teachers
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Table 10

A Summary of Mean Scores and Standard Deviations of 20
Inservice Education Practices Relating to Methodology
According to Respondent Level

-—t
.

W 00~ O O B W N

12.

13.
14.
15.
16,
17,

‘]86
19.

20,

Action Research ) 4.18 1.47 4,58 1.

Inservice Education Teacher Principal
Practice Mean S.D. Mean S.D.
Formal-Academic Study 4.5] 1.34 4.44 _1.14
Institute 4.55 1.29 4,78 . 1.06
Professional Conference 4.64 1.19 4,73 1.05
Workshop 5.04 1.10 5.18 1.15
Professional Reading 4.45 1.28 4.40 1.03
Consultancy Service 3.90 1.49 4.44 0.99
Meeting, Faculty 2.71 1.46 3.20 1.24
Meeting, Departmental 4.18 1.49 4.36 1.33
Teacher-Principal _
Conference 3.01 1.59 4.25 1.01
Teacher-Department
Chairman Conference 4,22 1.45 4.71 1.14
- Visitation, Within ,
School © 4,43 1.33 4,96 1.09
Visitation, Other , )
School 4.76 1.32 4.93 1.05
Team Teaching 4.38 1.45 4.38 0.98
Educational Television 3.97 1.49 4,31 1.13
Video=Tape 4.30 1.48 4.82 1.01
Laboratory Method 4,03 1.47 4.39 0.97
Intensive Group ,
Experience 3.34 1.65 3.44 1.50
Interaction Analysis 3.71 1.58 3.91 1.44
Packaged Inservice
Program 3.41 1.46 4.07 0.89

10
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ascribed to it a rating of “margfna]]y inappropriate" with a mean score
of 3.01, while principals considered it to be "marginally appropriate"
with a mean score of 4.25. C]osest agreement between the two groups was

found in the perceived appropriateness of team teaching in meeting this

particular need. Both groups considered this practice to be "appropriate"

with identical group means of 4.38.

A ranking of the five most appropriate inservice practices in
meeting the teacher need of methodology as perceived by teachers were:
(a) workshops (M=S.O4), (b) visitations to other schoé]s (M=4.76), (c)
professional conferences (M=4.64), (d) institutes (M=4.55), and (e)
formal academic study (M=4.51).

A ranking of the five least appropriate inservice practices in
meeting the teacher need of methodology as perceived by teachers were:
(a) facu1ty‘meetings (M=2.71), (b) teacher-principal conferences (M=3.01),
(c) intensive group experiences (M=3.34), (d) packaged inservice programs
(M=3.41), and (e) interaction analysis (M=3.71).

A ranking of the five most appropriate insérvice education
 practices 1n meeting the teacher need of methodology as perceived by
principals were: (a) workshops (M=5.18), (b) within-school visitations
(M=4,96), (t) visitation, other school (M=4,93), (d) institute (ME4;78),'
and (&) professional conferences (M=4.73).

E ;A ranking of the five Teast appropriate inservice aeducation
practices in meeting the teacher need of methodology as perceived by
principals were: (a) faculty meetings (M=3.20), (b) intensive group

experfence (M=3.44), (c) interaction analysis (M=3.91), (d) packaged
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inservice programs (M=4.07), and (e) teacher-principal conferences

(M=4.25). | e
Presented in Table 11 are t-test results. These data show that

there are significant differences in the way that teachers and prin-

cipals perceive the appropriateness of the following inservice practices

in meeting the teacher need of methodology:

1. Teacher-principal conferences
2. Packaged inservice programs.
Thus, with regard to the selected inservice practices of

teacher-principal conferences and packaged inservice programs Hypothesis

2 was rejected. An analysis of the data revealed no significant differ-
ences with respect to'the remaining 18 practices, and with respect
to these elements the null hypothesis was accepted.

Figure 3 is a histogram which summarizes the responses of teachers
and principals regarding the appropriateness of each inservice éducation

practice in meeting the teacher rieed of methodology.

Individualization

Preselited in Table 12 are mean scores and standard deviations
produced by teachers afid privicipals when considering the appropriaténess
of selacted inservice practices in meeting the teéacher rieed of individual-
izgtioh,

, An analysis of the data in Table 12 suggests that teachers and
| pﬁinc1p51s consider workshops to be the most appropriate inservice prac-

tice in meeting the teacher need of individualization. Workshops
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Table 11

Results of t-test Procedures for 20 Inservice Education
Practices Relating to Methodology
According to Respondent Level

(

Degrees of
Variable t Value Freedom P Less Than

+—Formal-Academic-Study v 031 193 0.755
2. Institute 1.07 190 0.284
3. Professional Conference 0.48 _ 192 0.629
4.  Workshop 0.73 193 0.467
5. Professional Reading -0.26 193 0.798
6. Consultancy Service 2.30 191 0.022
7. Meeting, Faculty 2.02 193 0.044
8. Meeting, Departmental 0.71 193 0.479
9. -Teacher-Principal _ N

Conference 4,87 191 0.000* .
10. Teacher-Departméent ‘ o v

Chairman Conference 2.10 197 0.037
11, Visitation, Within | | _,

School 2.44 191 0.015
12. Visitation, Othér o . ,

- School 0.80 190 0.425
13. Team Teaching 0.00 189 0.996
14, Educational Teélevision 1.40 189 : 0.162
15. - Video-Tape 2,20 188 0.029
16. Laboratory Method 1.49 187 0.139
17.  IntenSive Group , 9 | )

Experience 0.37 186 0.712

18, Interaction Analysis 0.76 185 0.451

19.  Packaged Inservice

Progra 2.86 187 0.005*
20. Action Research 1.69 185 0.092
*
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Table 12

A Summary of Mean Scores and Standard Deviations of 20
Inservice Education Practices Relating to Individualization
According to Respondent Level

Inservice Education Teacher Principal
Practice Mean S.D. Mean S.D.
++——Formal -AcademicStudy 4,04 1,42 4.49 1.10
2. Institute 4,42 1.22 4.80 0.87
3. Professional Conference 4,39 - 1.30 4,53 1.12
4. Workshop 4.99 1.08 5.18 1.05
5. Professional Reading 4.19 1.33 4.44 0.94
6. Consultancy Service 3.86 1.53 4,69 1.00
7. Meeting, Faculty 2.66 1.34 3.27 1.36
8.  Meeting, Departmental 3.96 1.56 4.33 1.15
9. Teacher-Principal
Conference » 2.95 1.59 3.82 1.19
10. Teacher-Department _
Chairman Conference 3.98 1.48 4.47 1.22
11, Visitation, Within ) 5
. School 4.22 1.24 4.89 1.03
12, Visitation, Other , ’
School 4.69 1.25 5.02 1.06
13. Team Teaching 4,07 1.51 4.07 1.37
14. Educational Television 3.58 1.53 4.44 1.14
15. Video-Tape 3.88 1.55 4,44 1.20
16. Laboratory Method 3.85 1.52 4,20 1.23
17.  Intensive Group , v R
| Experience 3.46 1.60 3.58 1.50
18. Interaction Analysis 3.73 1.62 A 3.73 1.39
19, Packaged Inservice
Program 3.50 1.47 4.13 0.94

20. Action Research 4.11 1.40 4,36 1.30
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received the highest mean score of both teacher and principal groups,
teachers producing a mean score of 4.99, while principals produced a i
mean score of 5.18. | I

The data suggest that teachers and principals consider faculty P
meetings to be the least appropriate inservice education practice in

meeting the teacher need of individualization. In each group it was

considered to be "marginally inappropriate," with teachers producing a

low mean score of 2.66, while principals produced a low mean score of
3.27.
The data further suggest that the perceived appropriateness of

teacher-principal conferences in meeting this particular need produced

fhe greatest disagreement between teachers and principals. Teachers
as¢ribed to it a rating of "marginally inappropriate" with a mean score
of 2.95, while principals consideréed it to be "marginally appropriate”
with a mean score of 3.82. Closest agreement between the two groups was

found 1n the perceived appropriateness of team teaching in meeting this

particular need. Both groups considered this practice to be "marginally
appropriate" with identical méan scores of 4.07.
A ranking of the fivé most appropriate inservice education

practicés in meeting the teacher rieed of individualization as perceived

by teachers were: (a) workshops (M=4.99), (b) visitations to other
schools (M=4:69)§ (¢) institutes (M=4.42), (d) professional confarences
(Me4,39), and (e) within-school visitations (M=4,22).

A ranking of the five least appropriate inservice education

practices in meeting the teacher need of individualization as perceived
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by teachers were: (a) faculty meetings (M=2.66), (b) teacher—pkincipa]
conferences (M=2.95), (c) intensive group experiences (M=3.46), (d)
packaged inserViéé programs (M=3.50), and (e) educational television
(M=3.58).

A ranking of the five most appropriate inservice education

practices in meeting the teacher need of individualization as perceived

by principals were: (a) workshops (M=5.18), (b) visitations to other
schools (M=5.02), (c) within-school visitations (M=4.89), (d) institutes
(M=4.80), and (e) consultancy service (M=4.69).

A ranking of the five Teast appropriate inservice education

practices in meeting the teacher need of individualization as perceived

by princ¢ipals were: (a) faculty meetings (M=3.27), (b) intensive group
~experiences (M=3.58), (c) interaction analysis (M=3.73), (d) teacher-
'fprincipa1 conferences (M=3.82), and (e) team teaching (M=4.07).

Presénted in Table 13 are t-test results. These data show that
there are significant differences in the way that teachers and principals
percéive the épprbpriateness of the following inservice practices in

1. Consultancy Service

2. Faculty meetings

3. Teacher-principal conferences
4. Within-school visitations

5. Educational television

6. Packaged inservice programs.

Thus, with regard to the selected inservice education practices
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Table 13

Results of t-test Procedures for 20 Inservice Education
Practices Relating to Individualization
According to Respondent Level

p < .01

Degrees of
Variable t Value Freedom P Less Than

1, Formal Academic Study 1.95 193 0.052
2. Institute 1.97 190 0.050
3. Professional Conference 0.66 191 0.511
4.  Workshop 1.05 191 0.295
5. Professional Reading 1.20 192 0.231
6. Consultancy Service 3.43 191 0.001*
7.  Meeting, Faculty 2.63 192 0.009*
8. Meeting, Departmental 1.49 192 0.138
9. Teacher-Principal

Conference 3.37 190 0.001*
10.  Teacher-Department

Chairman Conference 2.01 190 0.046
11. Visitation, Within ‘ ) ]

School 3.26 190 0.001*
12. Visitation, Other “ N ‘

- School 1.60 189 0.111
13.  Team Teaching =0.07 188 0.993
14. Educational Television 3.51 188 0.007%*
15. Video=Tape 2.24 187 0.027
16. Laboratory Method 1.43 186 0.156
17. Intensive Group |

| Experiénce ( 0.45 185 0.656
18. Interaction Analysis 0.03 ' 185 0.976
19. Packaged Inservice o
Program 2.73 186 0.007%
20. Action Research 1.03 185 0.302 o
*
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of consultancy service, faculty meetings, teacher-principal conferences,

within-school visitations, educational television, and packaged inservice

programs Hypothesis 3 was rejected. An analysis of the data revealed no
significant differences with respect to the remaining 14 practices,
and with respect to these elements the null hypothesis was accepted.

Figure 4 is a histogram which summarizes the responses of teach-

ers and principals regarding the appropriateness of each inservice educa-

tion practice in meeting the teacher need of individualization.

Student Motivation

Presented in Table 14 are mean scores and standard deviations
produced by teachers and principals when considering the appropriateness
of selected inservice practices in meeting the teacher need of student
motivation. |

| An analysis of the data in Table 14 suggests that teachers and
principals differ in their perceptions of the most appropriate inservice

praétice in meeting the teacher nieed for student motivation. Teachers

considered workshops to be "appropriate” with a high mean scoré of 4.76,

while principals rated yigitations to other schools as "appropriate"
with a high mean score of 4.80. |

The data suggest that teachers and principals congider faculty
meetings to be the most inappropriate inservice education practice in

meeting the teacher need of student motivation. In each group it was

considered to be "marginally inappropriate," with teachers producing a

Tow mean score of 2.77, while principals. produced a low mean score of
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Table 14

A Summary of Mean Scores and Standard Deviations of 20
Inservice Education Practices Relating to Student Motivation
' According to Respondent Level
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Inservice Education Teacher Principal
Practice Mean S.D. Mean S.D.
1. Formal Academic Study 4,13 1.40 4.47 1.14 E
2. Institute 4,43 1.29 4.49 1.18
3. Professional Conference 4.43 1.36 4,44 1.18
4.  Workshop 4.76 1.25 4,76 1.28
5. Professional Reading 4,21 1.33 4,20 0.97
6. Consultancy Service 3.85 1.52 4.33 1.02
7. Meeting, Faculty 2.77 1.42 3.47 1.24
8. Meeting, Departmental 3.97 1.52 4.27 1.14
9. Teacher-Principal ,
. Conference 3.01 1.54 4,27 1.02
10. Teacher-Departmént . o , ,
Chairman Conference 3:95 1.49 4.67 0.91
11. Visitation, Within : - ,
- School ' 4,38 1.25 4.78 0.95
12, Visitation, Other o , “ o
School 4,61 1.29 4,80 0.89
13. Team Teaching 4.09 1.50 4,22 0.97
14. Educational Televigion 3.72 1.56 4.33 1.09
15.  Video-Tape 4.18 1.48 4,67 1.23
16, Laboratory Method 3.97 1.51 4,66 1.03
17, Intensive Group , , o y
Experience 3.65 1.63 3.89 1.48
18, Interaction Analysis 3.97 1.56 4.40 1.37
19, Paekaged Inservice \ \ _
Program 3.24 1.44 4,04 0.93
20. Action Research 4,07 1.48 4.53 1.18
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3.47.
The data further suggest that the perceived appropriateness of

packaged inservice programs in meeting this particular need produced

the greatest disagreement between teachers and principals. Teachers

ascribed to it a rating of "marginally inappropriate" with a mean score

of 3.24, while principals considered it to be "marginally appropriate"

with a mean score of 4.04. Closest agreement between the two groups was
found in the perceived appropriateness of workshops in meeting this par-
ticular need. Both groups considered this practice to be "appropriate"
with identical group means of 4.76.

oo P ranking_of‘the five most appropriate inservice practices in

meeting the teacher need of student motivation as perceived by teachers

were: (a) workshops (M=4.76), (b) visitations to other schools (M=4.61),
(¢) institutes (M=4.43), (d) professiorial conferences (M=4.43), and (e)

~ within<school visitations (M=4.38). |

A vanking of the five leaét appropriate inservice practices in

méeting the teacher néed of student motivation as percéived by teachérs

were: (a) faculty meetings (M=2.77), (b) teacher-principal cofiferences
(M¥3.01), (c) packaged inservice programs (M=3.24), (d) educdtional tele-
vision (M=3.72), and (e) consultancy service (M=3.85).

A vanking of the five most appropriate inservice education

practices in meeting the teacker need of student motivation as perceived

by principals were: (a) visitations to other schools (M=4.80), (b)
within=school visitations (M=4.78), (c) workshops (M=4,76), (d) teacher-

department chairman conferences (M=4.67), and (e) video-tape (M=4.78).
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A ranking of the five least appropriate inservice education

practices in meeting the teacher need of student motivation as perceived

by principa1s were: (a) intensive group experiences (M=3.84), (b)

packaged inservice programs (M=4.04), (c) professional reading (M=4.20),

(d) team teaching (M=4.22), and (e) departmental meetings (M=4.26).
Presented in Table 15 are t-test results. These data show that

there are significant differences in the way that teachers and principals
perceive the appropriateness of the following inservice practices in

meeting the teacher need of student motivation:

1. Faculty meetings
Teacher-principal conferences
Teacher-department chairman conferences

Laboratory methods

or B oW N

Packaged inservice programs.
Thus, with regard to the selected inservice practices of faculty

meetings, teacher-principal conferences, teacher-department chairman

conferences, laboratory methods, and packaged inservice programs Hypo-

thesis 4 was rejected. An analysis of the data revealed no significant
differences with respect to the remaining 15 practices, and with re-
spect to these elements the null hypothesis was accepted.

Figure 5 is a histogram which summarizes the responses of teach-

ers and principals regarding the appropriateness of each inservice

education practice in meeting the teacher need of student motivation.



102

Table 15

Results of t-test Procedures for 20 Inservice Education
Practices Relating to Student Motivation
- According to Respondent lLevel

Degrees of
Variable t Value . Freedom P Less Than

T+ Formal-Academic Study 145 192 0.147
2. Institute 0.28 190 0.780
3. Professional Conference 0.08 191 0.933
4.  Workshop -0.04 191 0.970
5. - Professional Reading -0.07 192 0.945
6. Consultancy Service 2.01 188 0.046
7. Meeting, Faculty 2.99 192 0.003*
8. Meeting, Departmental 1.23 192 0.222
9. Teacher-Principal

Conference 5.11 191 0.000*
10, Teacher=Department o : ‘

~ Chairman Conférence 3.07 190 0.002*

i1, Visitation, Within : N |

School 1.97 190 ~0.051
12. Visitation, Other o -

School 0.92 189 0.357
13. Team Téaching 0.56 188 0.578
14.  Educational Té1evi51oh 2.44 188 0.016
15, Video-Tape 2.00 187 0.047
16. Laboratory Method 2.82 186 0.005%
i7. Intensive Group h o * -

Experience 0.88 185 0.379
18.  Interaction Analysis 1.65 185 0.100
18, Packaged Inservice

Program 3,51 . 187 0.0071%

20. Action Research 1.91 185 0.057

p < .01



Figure 5 .

Teacher'NEedi Student Motivation -

. - e

5.5

5.6

4.5

4.0

MEAN
SCORES

2.5

2.g

Code: . FS-Formal Academic Study

I -Institute

PC-Professional Confer-
ence

W -Workshop

PR-Professional Reading

3 & 5 6 7 8 9 10 11 12 13
PC W PR CS FM DBM DP TD VW VO TT

INSERVICE EDUCATION PRACTICES

6. CS-Consultancy Service

7. FM-Meeting, Faculty

8. DM-Meeting, Departmental

9. TP-Teacher-Principal
€onference

0. TD-Teacher-Department
Chairman Conference

11. VW-Visitation, With
School

12. VO-Visitation, Othe
School

13. TT-Team Teaching

14. ET-Educational Tele
vision

15. VT-Video-Tape

in

14 15
ET VT

16.
17.

18.
19.

20.

§

18 19

i6 17 20

LM 1G IA PP AR
LM-Laboratory Method
IG-Intensive Group —

Experience S

IA-Interaction Analysis

PP-Packaged Inservice
Program

Action Research



104

Classroom Management -

Presented in Table 16 are mean scores and standard deviations %““‘*
produced by teachers and principals when considering the appropriate- ——
ness of selected inservice practices in meeting the teacher need of

classroom management.

An analysis of the data in Table 16 suggests that teachers and

principals differ in their perceptions of the most appropriate inservice

education practice in meeting the teacher need of classroom management.

Teachers considered visitations to other schools to be "appropriate"

with a high mean score of 4.56, and principals rated within-school

visitations as "appropriate" with a high mean score of 4.89.
The data suggest that teachers and principals may differ in
their perceptions of the least appropriate inservice education practice

in meeting the teacher need of classroom management. Teachers considered

fatulty meetings to be "marginally inappropridte" with a low mean score

of 2.89; and principals ratéd professional reading to be "marginally

inappropriate" with a low mean score of 3.67.
The data further suggest that the perceived appropriateriess of

teacher<prinicipal tonferences in meeting this particular fiéed produced

the greatest disagreement between teachers and principals. Teachérs
ascribed to it a rating of "marginally appropriate" with & mean score of
3.52, while principals considered it to be "appropriate’ with a mean

score of 4.70, Closest agresment between the two groups was found in

the percaived appropriateness of professional conferences in meeting this .

particular need, Both groups considered this practice to be "marginally
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Table 16

" A Summary of Mean Scores and Standard Deviations of 20
Inservice Education Practices Relating to Classroom Management
According to Respondent Level.

Inservice Education Teacher , Principal
Practice Mean S.D. Mean S.D.
1. Formal Academic Study 3.54 1.52 3.69 1.54
2. Institute 3.75 1.35 3.98 1.42
3. Professional Conference 3.95 1.41 3.89 1.50
4.  Workshop 4,36 1.39 4.60 1.51
5. Professional Reading 3.84 1.32 3.67 1.33
6. Consultancy Service 3.64 1.61 3.93 1.15
7. Meeting, Faculty 2.89 1.51 3.76 1.32
8, Meeting, Departmental 3.93 1.58 4.33 1.24
9. Teacher-Principal )
Conference 3.52 - 1.68 4.70 1.19
10.  Teacher-Department ‘ ‘ ‘
. Chairman Conference 4.22 1.47 4.80 1.12
11. Vigitation, Within o _ v )
~ School 4.35 1.27 4.89 1.01
12, Visitation, Other o , o o
S¢hool 4.56 1.38 4.60 1.18
13. Tear Teathing 4.06 1.54 4.40 0.94
14. Educational Television 3.38 . 1.59 3.98 1.39
16, Laboratory Method 3:.74 1.60 4.36 1.12
17.  Intensive Group , _ -
Experience 3.43 1.64 3.80 1.41
18. Interaction Analysis 3.91 1.61 4,36 1.36
19. Packaged Inservice
Program 3.28 1.49 3.76 1.1

20. Action Research 4.02 1.53 4.47 1.16
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appropriate" with group means ranging from 3.89 to 3.95.
A ranking of the five most appropriate inservice education

practices in meeting the teacher need of classroom management as per-

ceived by teachers were: (a) visitations to other schools (M=4.56), T

(b) workshops (M=4.36), (c) within-school visitations (M=4.35), (d)

A ranking of the five least appropriate inservice education

practices in meeting the teacher need of classroom management as per-

ceived by teachers were: (a) faculty meetings (M=2.89), (b) packaged
inservice programs (M=3.28), (c) educational television (M=3.38), (d)
intensive group experiences (M=3.43), and (e) teacher-principal confer-
ences (M=3,52).

A ranking of the five most appropriate inservice education

prattices in meeting the teacher need of classroon managenent as per=

ceived by principals were: (a) within-school visitations (M=4.89), (b)
teacher-department chairman conferences (M=4.80), (c) teacher-principal
conferences (M=4.70); (d) visitations to other schodls (M=4.60), and
(&) workshops (M=4.60).

A rarikifg of the five least appropriate inservice education

practices in meeting the teacher need for classroom management as pers=

cafved by principals were: (a) professional reading (M=3.67), (b)
formal academic study (M=3169), (¢) faculty meetings (M=3.76), (d)
packaged inservice programs (M=3.76), and (e) intensive group exper- A

jences (M=3.80).
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Presented in Table 17 are t-test results. These data show that
there are significant differences in the way that teachers and prin-
cipals perceive ‘the appropriateness of the following inservice education

practices in meeting the teacher need of classroom management:

1. Faculty meetings

2. Teacher-principal conferences

3. MWithin-school visitations.
Thus, with regard to the selected inservice education practices

of faculty meetings, teacher-principal conferences, and within~school

visitations Hypothesis 5 was rejected. An analysis of the data re-
vealed no significant differences with respect to the remaining 17
practices, and with respect to these elements the null hypothesis was
accepted.

Figure 6 is a histogram which summarizés the résponses of

teachers and principals regarding the appropriatenéss of edch ifiservice

éducation practice in méeting the teacher need of tlassroom management.
'Data Pertaining to thé Study's Ancillary Guestions
A secoridary purpose of the study was to determiiie if percéptual
pelationships and/or differerces could be found between teacher groups
régarding the appropriatenes§ of inservice education practices in meet=
ing the {instructional needs of teachers. In refarende to this purpose

three ancillary questions were considered and are prasanted below.

Ancillary Question 1. Does a relationship exist between the

teacher's years of experience and his perceptions regarding the



Table 17

Results of t-test Protedures for 20 Inservice
Education Practices Relating to Classroom Management
According to Respondent Level
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.01

Degrees of
Variable t Value Freedom P Less Than
1. Formal Academic Study 0.59 192 0.558
2. Institute 0.99 189 0.323
3. Professional Conference -0.23 190 0.816
4.  Workshop 0.99 190 0.325
5. Professional Reading -0.79 191 0.431
6. Consultancy Service 1.12 187 0.266
7. Meeting, Faculty 3.48 191 0.001*
8. Meeting, Departmental 1.58 191 0.115
9.  Teacher~Principal o
~ Conference 4,37 191 0.000*
10. Teacher=Department ,
~ Chairman Conference 2.44 190 0.016

11.  Visitation, Within

School 2.60 190 0.010*
12. Visitation, Other o

‘School 0.17 189 0.866
13. Team Teaching 1.39 187 0.167
14, Educational Television 2.24 186 0.026
15. Video-Tape 1.94 185 0.054 -
16. Laboratory Method 2.40 185 0.017
17. Intensive Group , ,

Expérience 1.38 184 0.170
18. Interaction Analysis 1.68 184 0.094
19, Packaged Inservice

Program 1.99 184 0.048
20, Action Research 1.79 182 0.076 e
*
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appropriateness of inservice education practices in the amelioration
of selected areas of instructional difficulties?

Pearson product-moment correlation procedures were used to as- -
certain whether a relationship existed between years of experience and ;27,72 

teachers' perceptions of the appropriateness of inservice education

practices. Correlation coefficients were computed for each of the 20
inservice practices as it related to each of the five instructional
needs (Appendix M).

An analysis of the data generated from these procedures revealed
no relationship between teachers' experience levels and their perceptions
regarding inservice practices. Of 100 computed correlation coefficients,
only two were of statisfica] significance; however, due to the large
number of-.computed coefficients and to their small obtained values, it
~is Tikely that these two statistically significant values were due to
saﬁp]ing variance. Therefore, because of their unreliability they were

diSCﬁUhteda

Ancillary Question. 2. Do perceptual differénces regarding the

appropriateness of insérvice education practices in the ameélioration of
selected areas of instructional difficulties exist between male and
female teachers? |

The t-test procedures were used to deterhine the statistical
significance of the difference between responses of male and female
teachers (Appendix N). Mean scores and standard deviations were also
computed by respondent category for each of the 20_1nserv1ce education

practices as it related to each of the five instructional needs.
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An analysis of the data generated from these procedures re- i
vealed no differencés of statistical significance between the percep- —

tions of male and female teachers regarding inservice practices. SE—

Ancillary Question 3. Do perceptual differences regarding the

appropriateness of inservice education practices in the amelioration

of selected areas of instructional difficuities exist between teachers

from different areas'of teéching specialization?

The analysis of variance procedures were used to determine the
statistical significance of the difference between responses of teachers
from different subject matter areas (Appendix 0). Mean scores and
standérd deviations were also computed by respondent category for each
of the 20 inservice prdactices as it related to each of the five instruc-
tional needs. An analysis of the data generated from these procedures
reyea1ed no differences of statistical significance between the percep-

“tions of teachers from different areas of teaching specialization.
Summary of Findings

The c¢éntral purpose of thé study was to detérmine if there were
'LdiFFerencés between the perceptions of secondary school teachers and the
perceptions of principals in Santa Clara County regarding the appropriate-
ness of selectad inservice education practices in the amelioration of
speci fic instructional difficulties. Secondary purposes were to de-
termine 1f relationships and/or differences existed between the percep-
tions of teachers when analyzed by experience level, sex, and subject

area specialization.
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These goals were achieved through an analysis of responses to -

the survey instrument, A Rating of Inservice Education Practices.

Findings génerated from this analysis are summarized under the teacher —
need headings used in the questiohnaire: (a) subject matter mastery,
(b) methodology, (c) individualization, (d) student motivation, and (e)

classroom management.

Subject Matter Mastery: An analysis of the data pertaining to

the appropriateness of selected inservice education practices in meeting

the teacher need of subject matter mastery suggests that:

1. There were no differences of statistical significance be-
tween the perceptions of teachers and principals. Each group considered

formal academic study to be the most effective inservice education

practice, assigning it a rating of "appropriate." O0f 20 inservice
practices rated, principals' mean rankings were higher than those of
teachers in 11 cases. Standard deviations derived from the principals'
| group weré lower than those of teachers in 19 cases.

2. No significant relationship could be found between the per-
ceptions of teachers of different experience levels.

3. No significant differences could be found between the
perceptions of male and female teachers.

4. No significant differences could be found between the per-

ceéptions of teachers from diffarent areas of teaching specialization.

Methedology: An analysis of the data pertaining to_the appro=

priateness of selected inservice education practices in meeting the
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teacher need of methodology suggests that:

1. There were two differences of statistica] significance be-
tween the perceptions of teachers and principals:' (a) teacher-principal -
conferences, and (b) packaged inservice programs; hence, two elements of E—
Hypothesis 2 were rejected. In both cases the principals rated the

practices higher than did teachers. Each group considered workshops to— ——

be the most effective inservice practice, assigning it a rating of
"appropriate.” Of 20 inservice practices rated, principals' rankings
were higher than those of teachers in 17 cases. One practice received
identical ratings from both teachers and principals. Standard devia-
tions derived from the principals' group were lower than those of teachers
in 19 cases.

2. No significant relationships could be found between the
perceptions of teachers of different experience levels.

” 3. No §ignificant differeﬁces could beé found between the pépr-

céptions of Male and fehale teachers.

4. No significant differénces could be found betwéeh the per=

ceptions of téachers from different areas of tedching specialization.

Individualization: A analysis of the data pertaining to the

appropriaterigss of selected inservice education practices iri meeting the

teacher neéed of individualization suggests that:

1. There were six differences of statistical significance be=
tween the perceptions of teachers and principals: (a) consuitancy
services, (b) faculty meetings, (c) teacher-principal conferences, (d)

within-school visitations, (e) educational television, and (f) packaged
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inservice programs; hence, six elements of Hypothesis 3 were rejected.
In each case principals rated the practice higher than did teachers.
Workshops were considered by both groups to be the most éffective, each
rating it as "appropriate." Of 20 inservice practices evaluated, prin-
cipals' mean ratings were higher than those of teachers in 18 cases.
Two practices received identical ratings from both groups. Standard
deviations derived from the principals' group were lower than those of
teachers in 19 cases.

2. No significant relationships could be found between the per-
ceptions of teachers of different experience levels.

3. No significant differences could be found between the per-
ceptions of male and female teacheérs.

4, No significant differences could be found between the per=

ceptions of teachers from different areas of teaching specialization.

Studént Motivation: An analysis of the data p&rtaining to the

appropriateness of selected inservice education practices ih meeting the

teacher hieed of student motivation Suggests that:

1. Theré were five diffeérences of statistical significance
Between the perceptions of teachers and principals: (a) faculty meet-
ings, (b) teacher-principal conferences, (c) teacher=department ¢hairinan
conferences, (d) laboratory methods, and (e) packaged inservice programs;
hence, five alements oFf Hypothesis 4 were rejected. In each case the
principals rated the practice higher than did teachers. Teachers con-

sidered workshops to be most effective, ranking it as "appropriate," while

principals evaluated visitations to other schools of most value with a
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rating of "appropriate." Of 20 inservice practices evaluated, prin-
cipals' mean ratings were higher than those of teachérs in 18 cases. T%AAAA—

One practice received identical ratings from both groups. Standard .

deviations derived from the principals' group were lower than those of
teachers in 15 cases.

2. No significant relationships could be found between the per-

ceptions of teachers of different experience levels.

3. No significant differences could be found betWeen the per-
ceptions of male and female teachers.

4. No significant differences could be found between the per-

ceptions of teachers from different areas of teaching specialization.

Classroom Management: An analysis of the data pertaining to the %
appropriateness of selected inservice practices in meeting the teacher

need of clasSroom managenent suggests that:

1. There were three différences of statistical significance
betwéen the perteptions of teachers and principals: (a) faculty meet-
ings, (b) teacher:principal conférences, and (c) within-schosl visitations:
hense, three é1eméhts of Hypothesis 5 were rejectéd. Ih éach case the
principals rated the practice higher than did teachérs. Teachers con=

sidered visitations to other schools to be most éffective; ranking it as

most value with a rating of "appropriate.” Of 20 inservice practice
evaluations, prinéipaTs' mean ratings were higher than those of teachers
in 18 cases. Standard deviations derived from the principals' group were

lTower than those of teachers in 15 cases.
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2. No significant relationships could be found between the per-
ceptions of teachers of different experience levels.

3. No significant differences could be found between the per-
ceptions of male and female teachers.

4. No significant differences could be found between the per-




CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Summary

Problem

It has been established that the rate and impact of social,
cultural, and technological change pose a formidable challenge for
those involved in teacher preparation. This factor adds to the increas-
ing concern of educational writers regarding the current state of in-
service education programs and the continuing education of teachers.

It is vital that research be directed to the adequacy of current pro-
fessional growth practices as well as new dimensions worthy of c¢onsider-
ation in teacher education.

 The central problem of this investigation dedals with perceptual
relationships between teacheirs and prificipals regarding inservice |
practices. There is evidence to Suggest that:

1. while the contemporary model of inservice planning is ong — -
of cooperative developiient between teachers and administrators, typical
inservice programs remain a result of administrative planning with
mindmum teacher involvement; |

2. & common deficiency of inservice prﬁgramsAis the failure to

 relate inservice practices to valid teacher needs;

3. therefore, differences between the perceptions of teachers

117
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and administrators could exist which tend to limit program relevance,
effectiveness, and acceptance. In essence, this study was concerned
with the question: "Do teachers and principals differ in thefr percep-
tions regarding the appropriateness of 1nserv1cé education practices in

meeting specific teacher needs?"

Research Hypotheses

To test the theory that perceptual differences exist between
teachers and principals regarding the appropriateness of selected in-
service practices in meeting specific teacher needs, five research hypo-
theses were derived from the central hypothesis of the study. Each

hypothesis focused on the perceived appropriateness of 20 selected in-

service practices in meeting a specific teacher need; hence, each inservice

practice was subject to acceptance or rejection for each of five hypo-
theses.

Ancillary aspects of the study investigated the perceptions of
teacher groups regarding the appropriateness of selected inservice
practices in meeting five specific teacher needs. Teacher responses to

the study's questionnaire were analyzed with respect to the respondent's

teaching experience, sex; and teaching assignment.
Conclusions

Analyzed in the preceding chapter were the responses of teachers
and principals regarding the appropriateness of selected inservice
practices in meeting specific instructional needs. To add additional

perspective to the interpretation of these data, composite rankings of
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inservice practices by teacher and principal groups without regard to
specific teacher needs are presented in Table 18. The purpose of this
summary is to present the data in such a manner that comparisons can be
made between the rankings and ratings of inservice education practices
by teachers and prinéipa]s. Though not specifically related to teacher

needs, these data illustrate the relative overall value ascribed to each

practice by each group. -
Conclusions resulting from the analysis and 1nterpre£ation of
" the data derived from this study are presented under three general head-
ings: (a) null hypotheses, (b) ancillary questions, and (c) general
observations. Before discussion of these conclusions, it is necessary
to elaborate on a factor which may have influenced responses to the
questionnaire, hence, data interpretation. In the analysis of those
data derived from the pilot study, it was found that in some cases par-
tiéipants, although asked to evaluate the "perceived appropriateness"
of the inservice practicés, responded on the basis of "exparienced ef-
fectiveness." This same possibility may be legitimately generalized to
the investigation itself. This possibility was not overlooked in the

derivation of the following coficlusions.

Nyll Hypotheses

On the basis of the research findings cértain elements of the
Five null hypotheses were either accepted or rejectéd. No significant
differences were found betwgen ﬁhe perceptions of teachers and principa1s
~1in Hypothesis 1; however, there were significant perceptual differences

between teachers and principals regarding the appropriateness of selected
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Composite Sample Group Rankings of Selected Inservice
Education Practices

Rank Teachers Principals
1 Workshop (M=4.77) Workshop (M=4.81)
2 Visitation, Other Visitation, Within Schools
Schools (M=4.53) (M=4.64)
3 Professional Conference Visitation, Other Schools
(M=4.35) (M=4.59)
4 Institute (M=4.34) Teacher-Department Chairman
Conference (M=4.53)
5 Professional Reading Institute (M=4.47)
(M=4.32) :
“ Formal Academic Study (M=4.29) Formal Academic Study (M=4.46)
Visitation, Within School Video-Tape (M=4.45)
- (M=4.16)
8.  Team Teaching (M=4.11) Professional Conference (M=4.34)
9. Video-Tape (M=4.02) Professional Reading (M=4.32)
10.  Action Research (M=4.01) Action Research (M=4.28)
11.  Teacher-Department Department Meeting (M=4.27)
Chairman Conference (M=4.00) '
12. Deépartiment Meeting (M=3,98) Consu1tancy Servites (M=4.25)
13, Laboratory Method (M=3.80) Educational Television (M=4.21)
14.  Consultancy Seérvices Team Teaching (M=4.20)
- (M=3.76)
15.  Educational Television l.aboratory Method (M=4.19)
(M=3.67)
. 16.  Interaction Analysis Teacheér«Principal Conference
_ (M=3.64) (M=4.00)
17..  Packaged Inservice Programs Packaged Inservice Programs
(M=3.35) (M=3.86)
18. - Intensive Group Experiences Interaction Analysis (M=3.84)
(M=3.33)
19.  Teacher-Principal Intensive Group Experiences
Conference (M=2.99) (M=3.51)
20.  Faculty Meetings (M=2.72) Faculty Meetings (M=3.28)
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inservice practices in Hypotheses 2, 3, 4, and 5. The following eight
inservice practices were rejected in one or more of these four research
hypotheses: teacher-principal conferences, fécu]ty meetings, packaged
inservice programs, within-school visitations, teacher-department chair-
mah conferences, consultancy services, educational television, and

laboratory methods.

Hypothesis 1: There are no significant differences between the

perceptions of secondary school teachers and principals regarding the

appropriateness of selected inservice practices in meeting the teacher

need of subject matter mastery. In the consideration of the need to

increase the teacher's knowledge of the subject matter in a specific

teaching area, the acceptance of the null hypothesis indicates that there

were no significant perceptual differences between teachers and prin-
cipals regarding the appropriateness of selected inservice practices.
Although principals considered 11 of these practices to be of more value
thar did teachers, difference$ were not at significant levels.

Hypothesis 2¢: There are no significant différences between the

perceptions of secondary school teachers and principals regarding the

appropriateness of selected ifiservice practices in meeting thé teachér

feed of méthodology. In the consideration of the heed to enhance the

téacher's ability to utilizé more effectively a variety of teaching

techniques and materials, the null hypothesis was vejected with regard to

~the Following {nservice practices: teacher-principal conferences and
packaged inservice programs. The rejection of the hypothesis indicates

that principals placed a significantly higher value on these inservice
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activities in meeting the teacher need of methodology than did teachers.

The acceptance of the null hypothesis with regard to the remain-
ing 18 practices indicates that the perceptions of teachers and principals
were not significantly different. Although principals considered 15 of %
these practices to be of more value than did teachers, differences were

not at significant levels.

Hypothesis 3: There are no significant differences between the

perceptions of secondary school teachers and principals regarding the

appropriateness of selected inservice practices in meeting the teacher

need vaindividua1ization. In the consideration of the need to enhance

the teacher's ability to develop a more personalized approach to teach-
ing, the null hypothesis was rejected with regard to the following
practices: ‘consultancy services, faculty meetihgs, teacher-principal

» conferenées, within-school visitations, educational television, and
packaged inServiée programs. ‘The rejection of the hypothesis indicates
that principals placed a significantly higher value on these inservice

activities in meeting the teacher need of individualization than did

téachers.

The acceptance of the null hypothesis with regard to the remain-
ing 14 practices indicates that the perceptions of teachers and prin-
cipals were not significantly different. A1th6ugh principals considered
12 of these practices to be of more value than did teachers, differences
were not at significant levels.

| Hypothesis 4: There are no significant differences between the

perceptions of secondary school teachers and principals regarding the
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appropriateness of selected inservice practices in meeting the teacher

need of student motivation. In the consideration of the need to enhance N S
the teacher's ability to improve students' motivation toward learning, o
the null hypothesis was rejected with respect to the following practices:

faculty meetings, teacher-principal conferences, teacher-department

chairman conferences, laboratory methods, and packaged inservice pro-

grams. The rejection of the hypothesis indicates that principals placed
a significantly higher value on these inservice activities in meeting

the teacher need of student motivation than did teachers.

" The acceptance of the null hypothesis with regard to the re-
maining 15 practices indicates that the perceptions of teachers and
principals were not significantly different. Although principals con-
sidered 13 of these practices to be of more value than did teachers,
differences were not at significant levels.

Hypothesié 5: There are no significant differences between the

- perceptions of seconddry school teachers and prin¢ipals regarding the

appropriateness of selected insérvice practices ih meeting the tedcher

néedmof,c1assrbbm mafagemént. In the ¢onsideration of the need to en-

hancé the teacher's ability t6 improve c1assr00m‘diécip11ne and provide S
for a more effective learning ervironment, the null hypothesis was re-

jected with regard to the following practices: faculty meetings,

teacher-principal conferences, and within-school visitations. The re-

Jection of the hypothesis indicates that principals placed a significantly

higher value on these inservice activities in meeting the teacher need

of classroom management than did teachers,
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The acceptance of the null hypothesis with regard to the re-
maining 17 practices indicates that the perceptions of teachers and ;444447
principals were not significantly different. Although principals f;;;;;ﬁ
considered 15 of these practices to be of more value than did teachers,
differenées were not at significant levels.

It should be noted that in 16 of 100 possible comparisons prin-

cipals perceived the value of selected inservice practices in meeting
specific teacher needs to be significantly greater than did teachers.
Further, though not at significant levels, principals' ratings were
equal to or higher than teachers' in 70 additional comparisons. The 16
comparisons which were at significant levels dealt with eight of 20
selected inservice practices, i.e., there were significant perceptual
differences between teachers and principals regarding the value of eight
inservice practices in meeting specific teacher needs. Conclusion$ and
discussions regarding these eight inservice practices are presented in
the following order: (&) teacher-principal conferences and teacher-
department éhairman conferences, (b) faculty meetings, (¢) packaged
iiservicé programs, (d) within=school visitations, (e) consultancy services,

(f) educational television, and (g) laboratory méthods.

Teacher-Principal Conferences and Teacher=Department Chairman

~ Conferences. There were significant differences between the perceptions
of teachers and principals regarding the effectiveness of teachep-

principal conferences in Null Hypotheses 2, 3, 4, and 5. These hypo=-

theses dealt with methodology, individualization, student motivation,

. and classroom management, respectively. Although teachérs and principals
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were in general agreement regarding the marginal value of the teacher-

principal conference in providing assistance in the area of subject

matter mastery, teachers considered the supervisory assistance avail-

able to them through this practice to be of less value in all areas of -
teacher needs than did the principals. Significant levels were attained

in four comparisons. Similarly, teachers consistently assigned a Tower

value than did principals to supervisory conferences with department B
chairmen; however, only one comparison, that pertaining to student
motivation, was at the significant level. These findings seem to éon—
firm the doubts of Blumberg et al. (1967) regarding the acceptance and
effectiveness of the supervisory conference. Their study revealed that
teachers perceived the conference to be based on a superordinate-sub-
ordinate structure, a relationship fostered by the supervisor. In
embhasizing the need for better understanding between teachers and
supervisors, the writers hypothesized that "communication barriers exist
between supervisor$ and teachers that prevent them from seeing both the
dynamics and the outcomes of their interaction in & similar manner

(p: 10)."

While the impact of communication barriers tannot be discounted
in either study, it may be conjectured that there are other factors
which may influence teachers' percéptions regarding the effectiveness
of supervisory conferences. Teachers may be unwilling to recognize the
principal as a source of instructional assistance because:

1. at the secondary level, the principal's appointment may be

dependent on factors other than instructional expertise. Frequently a
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candidate's ski11s in planning, organization, management, and public
relations have a profound influence on the selection process. Assuming
this to be a valid premise, unless the principal addresses himself to
the development of competencies associated with instructional super-
vision and curriculum development, his instructional assistance to

teachers may be marginal at best;

2. the very nature of the authority relationship, especially in
an era of teacher militancy, might contribute to a reluctance on the
part of teachers to acknowledge the resource potential of the principal.
Supportive of this viewpoint is Bush (1971), who feels that the prin-
cipal is in "too strong an authoritative role . . . to also play a role
as an impartial; objective expert who can help with the diagnosis of in-
structional problems (p. 58)." This authority relationship might con-
tribute to Some degree to the marginal value tédchers seem to ascribe
to 'the teacher-department ¢hatrman relationship as well. With regard to
the latter §peculation, ah equally plausible explanation may réside 1in
the typical relationship between téacher and dépariment chairvman. This
model 1§ apparently more managerial than supervisory, with the chairman
devoting more time and energy to departmental administration than to
instructional leadership;

3. 1n the absence of ¢learly delineated and proven competencies
reguired in teaching (Meade, 1971}, teathers may assume a relatively
closed attitude toward the suggestions of others-~colleague, department

chairman, principal.

Faculty Meetings. There were significant differences between
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the perceptions of teachers and principals regarding the effectiveness

of faculty meetings in Null Hypotheses 3, 4, and 5. These hypotheses —

dealt with individualization, student motivation, and classroom manage- iﬁ;;;ﬁ

ment, respectively. Although both sample groups ranked it as the least
effective inservice practice, teachers ascribed significantly less value

to it than did principals. These conclusions are consistent with those

of 0'Hanlon (1967) who determined that teachers derived\1itt1e benefit
from faculty meetings. The teachers' criticisms identified by 0'Hanlon
could be legitimately generalized to this study. They include statements
thaf faculty meetings are typically one-shot affairs, administrator-
dominated, and irrelevant to the needs and interests of teachers. ‘Such
evidence contradicts the opinions of writers such as Burton g;_él;_(1955)
and Marks et al. (1971) regarding the potential value of the faculty
feeting as a viable inservice practibe. However, Wiles' (1967) asser-
tions that teachers ¢o to faculty meetings “"with resentment. . .

iisten with resistance. . . . forget without remorse (p. 69)" suggest
| that much remains undone in reconciling theory with practice. Lippitt
and Fox (1971) seem to support this point of view when they suggest.
that theré 18 a definite fieed to "explore the possibiiity of brief biit o
~ focused in-service education projects (p. 175)" at faculty meetings to
deteriiine if this activity can shed its malignéd image. A valid queg~’
tion gseems to be: is the inservice function incompatible with the
administrative nature of faculty meetings?" The findings of this study

suggest that such an incompatibility does exist.

Packaged Inservice Programs. There were significant differences




128

between the perceptions of teachers and principals regarding the ef-

fectiveness of packaged inservice programs in Null Hypotheses 2, 3, and NI

4, These hypotheses dealt with methodology, individua]ization; and S

student motivation, respectively. This practice received uniformly low

rankings from both sample groups; however, teachers eva]uatedlpackaged

inservice programs to be of less value than principals in all five areas

of teacher needs. These results seem to be inconsistent with the
opinions of current educational writers. For example, Lippitt & Fox
(1971) feel that the individualized study activities of teachers can be
enhanced considerably through the use of packaged materials developed

by "curriculum laboratories staffed by experts 1n/retriev1ng the latest
and most relevant conceptual and instructional materials (p. 149)."
Because of the emerging status of this inservice practice, it might be
conjectured that the Timifed iﬁp1ementation of thesé programs has re-=
sulted in minimal exposure to teachers. If this assumption is valid,
pespondents ' harginal experience wWith and knowledge of this activity may
have influénded their perceptions regarding its appropriateness: Regard-
1a8§ of the purported value of this emerging inservice practice, the
findings of this research suggest the need to further investigate the R

viabi1ity of this model beforé its worth or promise can be substantiated.

Within School Visitations. There were significant differences

between the perceptions of teachers and principals regarding the appro-

priateness of within-school visitations in Null Hypotheses 3 and 5.

These hypotheses dealt with individualization and classroom management,

respectively. This practice received a high rating from principals in
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all five areas of teacher needs, whereas teachers uniformly considered
it to be of less value. These findings seem to support the opinion of
Allen (1971) that teachers are reluctant to observe the teaching of col-
leagues and "any attempts to do so are frequently viewed as threatening
(p. 125)." Further, this disparity, in conjunction with other data,

seems to suggest that teachers may be more skeptical regarding the

school's capacity to provide instructional assistance than are principals.

For example, whereas principals ranked within-school visitations and

teacher-department chairman conferences to be the second and fourth most

appropriate inservice practices, respectively, teachers' rankings
identified practices external to the system as being most appropriate:
workshops, visitations to other schools, professional conferences, in-
stitutes, professional reading, and formq]_academic study. However, it
should be noted that with regard to Qisitétions, the principals' percep-
tions may be irfluenced by practical as well as éducational cofsidera-
tions. In consistently evaluating within-school visitations as being
6f greater value than visitations to other schools, the perceptions of
principals may have beeh influenced by the economi¢s of providing sub-
stitutes for those teachers visiting other schools. This is generally
not the case when visiting the ¢lassrooms of colleagues.

Thus, it hay be conjectured that teachers may be less confident
of the system's resources for instructional improvement than are prin-
cipals. The apparent reluctance of teachers to seek assistance from
and to contribute to the professional growth of colleagues suggests at

least two possibilities: (a) that within-school inservice practices
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are, in fact, of marginal value, and/or (b) that factors associated with
the informal structure of the organization tend to limit the use and
effectiveness of this type of assistance. Regardless of the reasons,
the findings seem to raise some question regarding the acceptance of a
collegial approach to staff development. If this assumption is valid,

the following question should be posed: "To what extent do organiza-

tional factions, biases, and c]imate limit the potential of certain
inservice practices which may be internal to the system, e.g., within-
school visitations, team teaching, supervisory conferences, departmental

meetings, laboratory methods, and intensive group experiences?"

Consultancy Service. There were significant differences between

the perceptions of teachers and principals regarding the appropriateness

of consultancy,services in méeting the teacher need of individualization

as]stated in Null Hypothesis 3. Teachers evaluated the practice Tess
favorably thah did principals ih all five areas of teachér need, though
it received a relatively low ranking from both sample gioups. The
sarvices of specialists in specific instructional areas should be a
source of much assi&tance to teachers, yet the relatively 16w ratings
of this practice séem & refute this pdint of view. In a speculative
séhse, it could be suggested that many factors may contribute to its
"marginal appropriateness” as ah inservice practice:

1. Since educational consultants are genevally employed by the
admninistrative branch of the school system, their services could be pepr-
ceived by teachers as an extension of the administrative function. If

this is true, consultancy services could be evaluated by teachers in
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the context of an authority relationship within a superordinate-sub-

ordinate structure, a relationship which Blumberg and others have found %—————

teachers tend to resent and resist. 244444*
2. The orientation and approach of the consultant may be more

theoretical than practical, possibly being in conflict with the teachers’

more immediate needs and expectations. If ‘this assumption is true, it

is possible that the "process" consultancy model as advocated by Shumsky
(1958) may be in conflict with the more traditional task-oriented model |
described by writers such as Marks et al. (1971). The questionnaire

used in this research did not provide for differentiation between these
consultancy models. It would seem that further in-depth research per-

taining to the perceptions of teachers regarding each model would be

warranted and énlightening.

Educational Television. There were significant differéhées be-

tween the perceptions of teachers and principals regarding the appro-

priaténass of educational television in meetiig the teacher need of

individualization as stated in Null Hypothesis 3. Both samplé groups

aséigned a rélatively Tow ranking to this practice; however, principals
rated it of more value than did teachers in all five areas 6f teatcher
needs. It may be conjectured that the relatively marginal usé of educa=
tional television at the secondary school level may have resulted in
1imited expevience with the practice by sample groups, hence, biased
responses. When comparing the higher value assigned to video~tape by
both groups to the lower ratings of educational television, it seems

that teachers and principals value the feedback potential of television
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more than its modeling capacity through demonstration teaching. This

conclusion supports the findings of Ishler (1967), Joyce (1967), and N
Limbacher (1969) regarding the effect of televised feedback on teaching i;;;;ﬁ
performance. Further, it could be speculated thaﬁ factors discussed
earlier regarding authority relationships in the supervisorial structure

and the apparent reluctance of teachers to seek collegial assistance in

their own professional development could obscure their perceptions re-

garding the value of demonstration teaching, either Tive or televised.

Laboratory Method. There were significant differences between

the perceptions of teachers and principals regarding the appropriateness

of laboratory methods in meeting the teacher need of student motivation

as stated in Null Hypothesis 4. Both sample groups assigned a relatively
Tow ranking to this practice, with principals, however, perceiving it of
greater value in all five areas of teacher needs than did teachers. From
theée findings, and related data, it could be conjectured that the de-
velopment of skills in interpersonal relations and increased sensitivity
to the feelings and attitudes 6f others seem to be of low priority to
practitioners. Similar rankings of other inservice activities, e.q.,

intensive group experiencés and interaction analysiss whose goals déal

with interpersonal competencies seem to lend support to this speculation.
Although it 18 plausible that these inservice activities are inappropriate
for the five areas of teacher needs used in the fnvestigation, there are
other possibilities. For example, it is possible that the goals of these
activities may have been overlooked by respondents. A teacher's compe-

tency in interpersonal relations has a profound influence on the
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educational environment of the classroom, especially in the areas of

student motivation, individualization, and classroom management. A low

k\

rating of these inservice practices would result if teachers and prin-
cipals did not either acknowledge the development of these skills as
valid outcomes, or relate these outcomes to the five teacher needs.

Similarly, low ratings could also be a result of teachers' experience

with or knowledge of poorly planned or extreme applications of some

practices, e.g., role playing and encounter groups.

Ancillary Questions

On the basis of the research findings the following conclusions
were drawn about the ancillary questions:

1. No significant relationship could be found between teachers'
years of experience and their perceptions regarding the appropriateness
of inservice education practices in the amelioration of selected areas
of fnstructionaT difficulties. However, some evidencé suggests that as
teachers become more experienced, they tend to be rore skeptical of in=-
sérvice education practices. O0f 100 computed correlation coefficients,
81 were negative values. These data suggest that an inverse, though
insignificant, relationship exists between the yeéars of teaching ex- |
perience and the perceived value of inservice practices.

2. No significant perceptual differences could be found between
male and female teacheks regarding the appropriateness of inservice edu=
cation practices in the amelioration of selected areas ofkinstructiona1
difficulties.

3. No significant perceptual differences could be found between
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teachers from different areas of teaching specialization regarding the
appropriateness of inservice education practices in the amelioration of
selected areas of instructional difficulties.

Thus, it may be concluded that when the appropriateness of in-
service education practices is considered, teachers' perceptions tend

to be modal in nature with no significant deviation in response because

of experience, sex, or teaching specialization. In a speculative sense,
the inverse relationship, though not significant, between the teéchers'
years of experience and the value they ascribe to inservice activity
suggests at least two causal relationships:

1. As a teacher gains experience he also increases his involve-
ment with and knowledge of inservice education programs. Through this
exposure hé becomes aware of the more common deficiencies of "inappro-
priate activities. . . . inappropriate purposés. . . . lack of skills
améng preégran planners dnd directors who desigh and conduct instructional
iniprovement efforts (Harris & Bissent, 1969, p. 15)"; hencé, a teacher's
skepticism regarding the value of inservice éducation may ifcréase as a
result of his experience with ineffective inservice programs.

2. It may also be éonjectured that the effect of socialization
within the school structure affects teaéheré' pérceptions regarding the
appropriateness of inservice education practices. For example, if there
is validity to the assumption by Bush (1971) that the "typical teacher
1s not extremely anxious to increase his competencies in in-service
training (p. 56)," and 1f "the change potential of a teacher is de-

termined in part by what he perceives to be the expectations of his
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peers (Lippitt & Fox, 1971, p. 140)," it would follow that the percep-
tions of teachers regarding the appropriateness of inservice activities
are influenced to some degree by the peer culture. The gradual accept-
ance of established group norms by the idealistic young teacher could be

evidence of this socializing process.

General Observations

The following conclusions represent general observations regard-
ing the research data:

1. Teachers and principals generally consider the workshop to
be the most effective inservice practice. These findings support pre-
vious research by CTA (1949) and O'Hanion (1967) regarding the use,
effectivenéss, and popularity of workshops.

2. Most of the selected inservice practices received less than
"appropriaté" ratings from respondent groups. An analysis of the com-
posite rankings of inservicé education practices by teachers in Table 18
réevealed that they congidered only two practices to be "appropriate.”
Fourteen piractices were considéred to be "marginally appropriate" and four
practices were considered to be "marginally inappropriate." A similar
analysis of principals' rankings of inservice eduéation fractices reveals
fhat four practices were considered to be "appropriate," 15 were congidered
to be "marginally appropriate," and one was considered to be "marginally
inappropriate.”

3. Principals consistently perceived the 20 selected inservice
practices to be of greater value than did teachers in meeting specific
needs. Of 100 comparisons, principals' ratings were equal to or higher

than teachers' in 86 cases, though only 16 were at the significant level.
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It was concluded that had the research design employed the .05 Tevel of
significance, 14 additional elements of the null hypotheses would have
been rejected. In each of these cases the principals placed a higher
value on the effectiveness of the inservice practice than did the f
teachers, thus supporting the consistent trend established in the com-

parisons ascertained at the .01 level of significance. These combined

results would have represented significant perceptual differences between
“teachers and principals in 30 percent of the study's comparisons.

Thus, it may be concluded that principals believe that effective
assistance is available to teachers more so than teachers are willing
to accept. This conclusion is consistent with the results of a study
by 0'Hanlon (1967), who found that teachers tend to be more skeptical
than administrators regarding the value and effectiveness of inservice
practicés.

A further analysis of the response patterns of teachers and
principals §uggests close similarities 1n‘the relative rankings of in-
service practices by each group. The éxistence of such similarities
does not contradict the data supporting the existenceé of perceptual
differences bétween groups, howevér. One possible explanation is that
since principals were formerly teachers, they have been exposéd to and
involved with inservice programs ih essentially & consurer role, Buring
this period, perceptions undoubtedly developed regardirg the relative
effectiveness of inservice activities. It would be Togical to assume
that thase perceptions would parallel the impressions of those currently

teaching. However, when a teacher becomes interested in administration



137

and his new role in educational leadership, it would seem that he may
adopt a more idealistic perspective and approach to what he may have
formerly considéred to be mundane, school-related considerations.
Hence, while relative rankings by teachers and principals of inservice
practices may vary only to a small degree, the pérceived value ascribed

by principals to each may increase significantly.

4. Teachers' perceptions as a group regarding the value of
inservice practices varied to a greater degree than did those of prin-
cipals. Of 100 comparisons the standard deviations derived from the
teachers‘ group were greater than those of principals in 87 cases.
Again, it could be conjectured that this may be a result of role orienta-
tion. As with the teacher, the expectations placed on the principal are
many and varied but decidedly different from those of the teacher. His
responsibility in the area of staff development would require a greater
interest and knowledge of professional growth activities and related
research. A more idealistic and theoretical approach in reésponding to
the questionnaire may have contributed to a higher and move centralized
response mode from the principals' group. On the other hand, a larger
number of teachiers may have responded on the basis of "experienced ef~
fectiveness" rather than "perceived appropriaténess.”

It is also possible that the greater variance in teachers' re-
sponses could be explained by the spectrum of perspectives represented
' therein."This continuum could range from a cynical perspective, where
iﬁservice efforts are considered a waste of time, money ahd energy, to

a perspective of professional orientation, wherein teachers are open-
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minded to the potential of growth opportunities available to them.
Recommendations

The following recommendations are based upon the review of the
literature .and the findings of the study. They are presented under the

following headings: (a) inservice planning, (b) teacher training pro-

grams, (c) educational administration programs, and (d) future research.

Inservice Planning

This study has revealed certain inadequacies which may be
ascribed to most inservice efforts. For example, the paucity of research
~pertaining to inservice programs and practices provides inservice planners
with Tittle more than testimonials on which to make decisions. It has
also been maintained that a conflict between theory and practice may
exist regarding the cooperative development of inservice programs by
tééchers and administratdfs; Further, it has been theorized that the
existence 6f perceptual differences between teachérs and principdls re-
garding the appropriateness of inservice activities may inpede the
acceptance dand effectiveness of this cooperative model.

With these considerations in mind, the following récommendations
are made: »

1. Teacher leadership must be encouraged and devéloped in the
cooperative planning ahd evaluation of inservica programs. Only thrau‘gh
such active interest and involvement will program congiderations be able
to draw on the system's total resources. Further, this involvement of

teachers in the initiation, planning and organization phases of program
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development should eﬁhance the opportunity for shared interest as well
as effort and, most important, peer support. It may be further specu-
lated that through this process discrepancies, whether real or perceived,
will be minimized and programs improved. ' ;'”

2. The expectations of certain supervisory functions should be

clarified (e.qg., teacher-principal conferences, faculty meetings). If
their purposes include instructional assistance, this should be com-
municated to teachers and evaluated on that basis. Further, the evalua-
tion of all inservice programs and practices must be comprehensive and
ongoing.

3. The continuing education of teachers must accentuate the
professional responsibilities of teachers. Lippitt & Fox (1971) have
stated that the educational profession "has not developed norms or pro-
cedures that support and reward participation in continuing education
(p. 146)." If this condition does exist, it is incumbent upon the pro-
fession to work toward the establishment of norms which support the
professional growth of teachers. Inservice planners could contribute
significantly to this movement by emphasizing a collegial approach to
inservice training, wherein overt and continuing support is provided
for the fidealistic and professional stance of teachers as counter-

balancing standards to the typical socialization patterns in schools.

Teacher Training Programs

The following recommendations are intended to contribute to the
development of a continuum model of teacher preparation, one extreme

being the initial education course taken by the prospective teacher at
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the undergraduate level and the other extreme, teacher retirement{

1. Teacher training institutions and professional organizations
must stress and.-accommodate the need for the continuing education of
teachers. This emphasis must manifest itself through renewed awareness
at’the undergraduate level, research and development at the graduate

level, and cooperative development of renewal programs at local, district,

and regional levels.

2. Colleges must attempt to decrease the discontinuities between
the pre-service and inservice preparation of teachers. The inclusion of
viab}é inservice practices into the training program at the undérgraduate
and graduate levels would tend to add credence to the resources available
to teachers once in service. Early exposure to effective inservice
practices could lead tb the eventual development of norms more supportive

of professional growth efforts.

Educational Administration Progranis

The selection and training of educational adiinistrators must
peaffivii the éompétenciés réquired in the area of educatiohal leadership.
‘As gpecifically related to this research:

1. selection of administrators needs to be based more on in-
structional leadership ds one ¢riterion;

2. 1institutions of higher education must provide through their
administrative training programs experiences and knowledge which will
lead to the development of insights and skills associated with instruc=
tional supervision and inservice planning;

3. administrative renewal programs which are cooperatively
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planned by universities and professional organizations must continue to
be developed. The emphasis‘of these programs should be on the range of
competencies reqUired of the educational leader of the school unit.

Again, the development of supervisorial skills is of paramount importance.

Further Reseakch

1. evaluate the effectiveness of current inservice programs at
all educational levels: elementary, secondary, college;

2. determine to what extent inservice programs are cooperatively
developed by teachers and administrators;

3. analyze the viability of the collegial approach to profes-
sfona] growth;

4. analyze in depth the supervisory relationship between teachers
and principals;

5. further irnvestigaté perceptual relationships between teachers
and administrators. Replication of this study stateWide would also be
enlightening; '

| 6. ascertain the effect of the school's socialization process

on the perceptions and attitudes of teachers;

7. analyze in depth the nature of the future professional growth

neads of teachers and the status of current inservice practicas in meet-

ing these needs.
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County of Santa Clara | | . 560.2441 Aroa Gado 408

Office of Education

45 Santa Teresa Street
San Jose, California 95110

California

153

You are one of 225 randomly selected educators being asked to help assess

the appropriateness of teacher inservice education practices in Santa Clara
County. The investigation has been endorsed by the Santa Clara County Office
of Education and the Association of California School Administrators. Project
director is Mr. Dushan Angius, Principal, Los Altos High School.

" The eunclosed questionnaire can be completed in 10 to 15 minutes. All responses
will be treated in strict confidence. Each questionnaire is coded for follow~
up, 1f necesgsary, and so that the results of the study can be sent to you if
you so desire.

The County Supeérintendent's Office is assisting in the study for the same
reason you are being asked to participate: the results may be of value in
develdping more effective progrdms of inservice education within Lhe county.
We urge you to trespond with yoik ideas.

Please return the completed questionnaire by November 20, 1973 (énvelope én-
closed)

Sincg

GLENN W, HOFFMANN, S‘perintendent

Y 2. K

VIOLA M. OWEN; Asst. Superxntendent
Instructional Services

GWH/VMO/mjr
enclosures
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DIRECTIONS TO TEACHERS

DIRECTIONS

On the attached questionnaire please indiciate (1) your present major teaching assignment (if you are assigned to more than one department, mark ONLY the department of
your greater interest}, {2) years of teaching experience, and. (3) sex.. If you wish a copy of the survey results, please so indicate in item (4).

Please rate the appropriateness of EACH inservice ecucation. practice (Column A} in meeting EACH of the stated teacher n

1. Start with the TEACHER NEED as described: in Column: B and circle your response for each of the twenty inservice

wady
N
w
»

eds {Columns B—F} in the following manner:

>ducation practices according to the following scale:

[&,)
[e)]

Inappropriate
Inappropriate
Marginally
Inappropriate
Marginally
Appropriate

Very

Appropriate
Appropriate

Very

2. Please refer to the Descriptions of Twenty Inservice Education Practices (blue sheet) if clarification of practices in Column A is necessary.

3. When you have finished rating each inservice practice in Column B, move to Column C and repeat the procedure. Complete Columns D, E, and F in the same manner.

Piease return the compteted guestionnaire in the enclosed envelope by November 20,

GGl




DIRECTIONS TO PRINCIPALS

DIRECTIONS

On the attached questionnaire please indicate (1) your former major teaching area, {2) total years of teaching experience {including administration), and (3) sex.

a copy of the survey resulits, please so indicate in item (4)..

Please rate the appropriateness of EACH inservice education. practice {Column A) in meeting EACH of the stated teacher nee

If you wish

ds {Colums B—F) in the following manner.

1.  Start with the TEACHER NEED as described in Column B and circle your response for each of the twenty inservice education practices according to the following scale:

b

4

4}

(2]

Vary
Inappropriate
Inappropriate (™
Marginally
Inappropriate [«

Marginally
Appropriate

Appropriate

2. Please refer to the Descriptions of Twenty Inservice Education Practices (blue sheet) if ciarification of practices in Column A is necessary.

Very
Appropriate

3. When you have finished rating each inservice practice in Column B, move to Column C and repeat the procedure. CoTplete Columns D, E, and F in the same manner.

Please return the compieted questionnaire in the enciosed envelope by November 20.

961



APPENDIX C

QUESTIONNAIRE:
A RATING OF INSERVICE EDUCATION PRACTICES
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(1) Major teaching assignmeht: '

Homemaking

Art Business English
Industrial Arts, Foreigrn Language Mathematics '
Music P.E. Science_____Social Science_.___ Other _ ’
' - (specify)
Column A Column B Column C

(2) Total years pf teaching experience (do not include 1973/74):

{3) Sex:

Column D

~ Male
{4) Do you wish a copy of the results?

Female
Yes

Column E

No

Column F

INSERVICE PRACTICE

Scale:

1—Very inappropriate

2--Inappropriate

3—Marginally inappropriatel
4—Marginally appropriate |

' TEACHER NEED:

. :
Subject Matter Mastery—

TEACHER NEED:

Methodology—to -

to increase knowledge
 of the subject matter in
"a specific teaching area..

' gain insights and

- skilfs which may

~ lead to more effec-
- tive utilization of

TEACHER NEED:

Individualization—
to gain insights and
skills which may

lead to a more per-
sonalized approach

TEACHER NEED:

Student Motivation—
to gain insights and
skills which may
assist the teacher in
increasing student

TEACHER NEED:

Classroom Manage-
ment—to gain
insights and skills
which may lead to
improved classroom

5—Appropriate teaching techniques || to classrcom instruc- motivation. discipline and a

6—Very appropriate and materials. tion. : more effective learn-
ing environment.

1. Formal A

Academic Study 12 3 45 6 12345686 123456 12346586 12345686
2. Institute 12 3456 123456 123456 123456 123456
3. Professional »

Conference 172 3 4 5 6 123456 123456 12346586 123456
4.’Workshup t 1234506 123456 123456 12345686 123456
5. Professional - 123456 123456 123456 123456 123456

Reading ﬂ '

I
6. Consultancy . 123 456 12345 1 :

Service 2 6 23456 123456 12345086
7. Meeting, Faculty f 1234 56 1234656 123456 123456 123456
8. Meeting, 12345686 123456 123456 123456 123456

Deparimental , .

(Please complete the reverse side)

8gl
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Column A Column B " Column C Column D Column £ / Column F
INSERVICE PRACTICE TEACHER NEED: TEACHER NEED: || TEACHER NEED: | TEACHER NEED: ijTEACHER NEED:
Scale: Subject Mattey Mastery— || Methodology—to Individualization— Student Motivation— ‘i‘-’ LClassroom Manage-
1—Very inappropriate to increase knowledge gain insights and to gain insights and to gain insights and ment—to gain
2—Inappropriate of the subject matter in skills which may I skills which may skills which may insights and skills
3—Marginally inappropriate! || a specific teaching area. lead to more effec- lead to amore per- assist the teacher in which may lead to
4-—Marginally appropriate tive utilization of sonalized approach increasing student improved classroom
5—-Appropriate teaching techniques || ‘to classroom instruc- ‘motivation. % chsciplineand a
6—Very appropriate and materials. tion. more effective learn-

T ing environment.

9.  Teacher-Principal 123456 123456 || 123456 1234586 123456
Conference

10.  Teacher-Department 1234056 123456 123456 123456 123456
Chairman Conference

1. Visitation, 123456 123456 123456 123456 123456
Within School -

12.  Visitation, 1234156 123456 123458 123456 123456
Other Schoo!

13. Team Teaching 12 3 45 8 1234586 1234546 1234586 123456

14.  Educational 123456 123456 123456 123458 12345686
Television

18. © Video-Tape 12 3 45 6 123456 1234586 1234586 123456

16. Laboratory Method 12 3 415 8 123456 1234586 123458 1234586

17.  Intensive Group 1234056 123455 1234586 1234586 123456
- Experience

18. Interaction Analysis 12 3 456 1234586 123456 123456 1234568

9. Packaged Inservice 1234056 123456 123458 1234568 123456
Programs :

20. Action Research 12 3 45 6 123456 123456 1234586 123456
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DESCRIPTIONS OF TWENTY INSERVICE EDUCATION PRACTICES

Formal Academic Study: College course work engaged in by the teacher. For the purpose of this
study it includes sabbatical leaves for advanced study, summer school, extension courses, and correspon-
dence courses. -

Institute: A series of lectures, demonstrations, clinics, and discussions designed to provide teachers with
as much information as possible in a relatively short period of time. Institutes are usually organized at
local, county, or state levels. National Science Foundation Institutes are examples of federally supported
programs.

Professional Conference: Professional meetings of teachers usually intended to inform them of trends
and problems in a specific field. Teachers have the opportunity to exchange ideas with persons in
positions similar to their own on a face-to-face basis.

Workshop: A cooperative approach to the solution of highly individualized problems. Components

L

~of most workshops include (a) a problem-centered format where groups of teachers have the oppor:

tunity to work together in areas of common interest, (b) moderate sized groups, (c) a free exchange of
ideas among members, and (d) varied activities.

Professional Rggdihg: The teacher’s access to new knowledge and trends by keeping abreast of the
professional literature in his field of specialization.

Consultancy Ser‘v‘ige; Contracting for the services of a qualified specialist possessing unique competence
in a particular area.. He is not regularly employed by the school district, but hired for specific purposes

. as the need arises.

10.

1.

12,

138.

Meeting, Faculty: Represents a medium for the exchange of ideas among a professional staff. It
provides an opportunity for greater growth and understanding of teachers regarding thé learning needs

- and progress of the entire school. Clearly recognized purposes relating to the teaching:learning situation
should be democratically determiried.

Meeting, Departmerital: Provides &n opportunity for departmental members to exchange ideas and to

~ discuss curriculum, methodology, problems, and needs relating to their area of specializatidn;

’ il Conférence: Usually schéduled after a classrooi visitation by thé prinéipal and
desagned to improve the teaching-learning situation. Mutual understandirig and support as well as an
informed and constructive exchange of ideas are necessary aspects of this meeting.'

Uslally scheduled after & classrodr visitation by the

Teaghgr Departien

department chairman and desugned to improve the teaching-learning situation. Mutual uniderstanding
and support & well as an informed anid constructive exchange of ideas are necessary aspects of this
reeting.

Arn oprmrtumty for teachers to develop new insights in ¢lassroom teaching

through observing the on-going activities and teachmg in classrooms othet than their own—in their own
school,

] ‘ THALS] An opportunity for teachers to develop new insights in classroom teaching
through dbservmg the oﬁ gomg activities and teaching in classrooms other than their own-in another
gchool.

Team Teaching: An assignment of two or more teachers to an instructional unit of a school. Among
other benefits, it providas the apportunity for the exchange of ideas, joint planning, discussion of
curriculum and methodology, and the observation of instruction by team members,
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14. Educational Television: The use of television (open or closed-circuit) to provide teachers with carefully
planned and presented examples (live or taped) of real or simulated teaching behavior. More common
uses include demonstrations of teaching methods and instructional materials, equipment, and techniques.

teaching performance—thereby enabling him (a) to analyze his own teaching, (b) to have others critique
it with him, or {c) to compare it to that of a master teacher.

16. Laboratory Method: Examples of various designs include role playing, reality simulation, brainstorming,
buzz sessions, and group discussions. Group size and time requirements will vary according to the
design. This approach usually results in a high level of group involvement, frequently in a simulated
problem situation.

15. Video Tape: An inservice approach wherein a teacher records and then plays back his own classroom

Intensive- f‘n-ﬂn-n_‘:\lr\nvln‘r\no,__‘EAamp!es Of Fva -"EO'u'S desinne include encounter group T —groun, an ndg¢ Pncn‘l\llt\l

- ok 2 BRI M
training. The group, usually consisting of 10-15 persons and a group leader, meets in an informal, relatnvely
unstructured atmosphere.  Group interaction in a climate of openness, risk-taking, and honesty is intended
to provide the opportunity for individuals to come to know themselves and each other more fully than is
possible in the usual social or working relationships. '

—7-

18. Interaction Analysis: A method of analyzing classroom verbal interaction. Through the use of a
teacher-observer the instructor is provided instant feedback regarding the nature of verbal interaction
between teacher and student. Every three seconds the teacher-observer categorizes dialogue into one of
ten categories: Teacher Talk (1) accepts feelings, (2) praises or encourages, (3) accepts or uses ideas of
students, (4) asks questions, (5) lectures, (6) gives directions, (7) criticizes or justifies authority; Student
Talk (8) student talk-response, (9) student talk-initiation. Category 10 is reserved for silence or confusion.

19. Packaged Inservice Programs: A self-instructional and self-paced approach to inservice education usually
using tape and/or booklet modules. Many of the programs provide for a self-evaluation by the teacher
- of his present teaching competencies, a self- diagnosis of areas where further development is needed, and a
modular approach for developing competencies in specific areas. ‘

20. Ag;ugn Research: A type of classroomi research undertaken by teachers to improve instructional practices. ‘
- As a researcher, the teacher focuses upon problem situations, formulates and tries altefnate solutions, and
~ evaluates the success of selected methads.
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MOUNTAIN VIEW-LOS ALTOS UNION HIGH SCHOOL DISTRICT ' BOARD OF TRUSTEES -~ "0

George J. Kirn, MDD, President

Miss Delia Ybarra. Vice President
LOS ALTOS HIGH SCHOOL 166 Chatles W. Hayden, Clerk
201 Almond Avenue ) : Richard P. Alexander, M 1)
Los Altos, California 94022 Mis. Richard P Wheat

(415) 948-6601

Daniel L. Predovich, Superavtendeont

Thank you for assisting me in my doctoral study. Its central purpose
is to determine the perceptions of high school teachers and principals
in Santa Clara County regarding the appropriateness of selected in-

service education practices in the amelioration of specific instruc-

July 12, 1973 S

tional difficulties. -

The enclosed questionnaire was developed from a review of the research
and literature supporting the objectives and rationale of this investi-
gation. Included in the questionnaire are twenty-one traditional and
emerging inservice practices which may be effective in meeting the five
specified instructional needs of teachers. Your task as one of a "panel
of experts" is to assist me in validating the instrument by responding
to the following questions. To the best of your knowledge:

1. Are the five areas designated as Teacher Needs valid? Are there
other areas associated with the classroom performance of teachers
which should be included? Should any of the items identified as
Teacher Needs not be included in the instrument?

2. Are the 1isted inservice education practices appropriate? Are
there other activities which would be more appropriate when con-
sidering the nature of the identified instructional difficulties?

~for any one of the five Teacher Needs?

3. Are the directions ¢lear? Is the questionnaire format acceptable?
If not, what are your suggestions for modification? Doeés the
"Description of Inservice Education Practices” provide you with
adequate information? Should any of the descriptions be modified
and if so, how?

If you have any questiohs please call me collect at (415) 948-6601.
A response by mail or telephone prior to July 20 would be greatly ap-
preciated. Thanks once again.

Sincerely,

Are theré some activities included that do not seem appropriate e
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DIRECTIONS FOR PILOT STUDY

Were the Directions clear? Suggestions for modification:

Were the "Descriptions of Twenty Inservice Education Practices"
adequate? Suggestions for modification:

Did you encounter problems in completing the questionnaire?
Suggestions for modification:

How long did it take you to complete the questionnaire?
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MOUNTAIN VIEW-LOS ALTOS UNION HIGH SCHOOL DISTRICT ' BOARD OF TRUSTEES

George J. Kirn, M.D, Presidem

i i R Ve aside
LOS ALTOS HIGH SCHOOL A
201 Almond Avenue Richard P. Alexander, M0
Los Altos, California 94022 170 Mts. Richard P Wheal
(415) 948-6601 : Daniel L. Predovich, Supenntendont

I am conducting a study designed to assess the appropriateness of
teacher inservice education practices in Santa Clara County. It has
been endorsed by the Santa Clara County Office of Education, the

California leachers Association, and the Association of California
School Administrators.

An important aspect of the investigation is the derivation of a five
percent stratified random sample of secondary school teachers in
Santa Clara County. There are no data at the county Tevel from which
such a sample can be readily developed. For this reason I need and
respectfully request your assistance.

The process I have chosen is simple -- AND WILL REQUIRE NONE OF YOUR
TIME OR EFFORT.. With your permission I would like to have your
secretary assist me in randomly selecting from your school one teacher
from each of the following departments to participate in the study:

The encliosed card indicates the nature of secretarial assistance being
requested. It should not require more than five minutes of clerical
time,

If my request meets with your approval would you please return the
completed card to me by Septeémber 20, 1973. Your approval will assist
me tremendously and bé greatly appreciated.

Sincerely,
DUSHAN ANGIUS
Principal

DA:Jt
Enct.
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FORM GRANTING PERMISSION FOR CLERICAL ASSISTANCE
FROM PRINCIPAL
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My secretary's name is:

Regarding your request for her assistance (check one of the following):

She will send to you teacher rosters for the following
departments:

rosters, she will assist you via telephone.

Sorry. We are unable to assist you in this study.

High School:

Total number of certificated staff:

Principal's signature:

Please contact her. Rather than send to you departmental
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MOUNTAIN VIEW-L.OS ALTOS UNION HIGH SCHOQL DISTRIC!

LOS ALTOS HIGH SCHOOL

201 Almond Avenue

Los Altos, California 94022 ‘ 174
(415) 948-6601

November 23, 1973

BUAHD OUF 1HUDITED

Geuwrge J. Kirn, M.D, Prasidem
Miss Delia Ybarna, Vice Prosident
Chatles W. Hayden, Clerk
Richaid P. Alexander, M O

Mis. Richard P Wheat

Dantel L. Predovich, Suponntendont

D_A:‘jt
Encl.

Would you please complete the enclosed questionnaire
and return it to me by November 30. A copy of the
original cover letter mailed to you on November 12
is attached to clarify the nature of the study.

Your response is important and will be greatly

appreciated. I would Tike to thank you in
advance for your anticipated assistance.

Sincerely,

DUSHAN ANGIUS
Project Director
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MOUNTAIN VIEW-LOS ALTOS UNION HIGH SCHOOL DISTRICT

LOS ALTOS HIGH SCHOOL

201 Almond Avenue

Los Altos, California 94022 .

(415) 948-6601 176

December 3, 1973

BOARD OF TRUSTEES

George J. Kitn, M D, Prasident
Miss Delia Ybarra. Vice Prosident
Charlos W, Hayden, Clerk
Richard P. Alexander, M.0

Mis. Richard P. Wheat

Danel L. Predovich, Supeuntendont

DA:jt
Encl.

Your response to our county survey regarding
inservice education (see attachment) would be
greatly appreciated. Would it now be possible

for you to spend 15 minutes in completing the

enclosed questionnaire and returning it to me
by December 77

Thank you very much for your assistance.

Sincerely,

DUSHAN ANGIUS
Project Director
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MOUNTAIN VIEW-LOS ALTOS UNION HIGH SCHOOL DISTRICT BOARD OF TRUSTEES

Geatge J. Kirn, M [, Piasident

. : Miss Delia Ybana. Vice Presdent
LOS ALTOS HIGH SCHOOL Chatles W. Hayden, Clerk
201 Almond Avenue . Richard P. Alexander, M .
Los Altos, California 94022 . Mis. Richard P. Wheal

(415) 948-6601 ] 78 Danied L. Predavich, Superntendent

December 8, 1973 - -

Your name has been randomly selected from the non- : -
respondent category to a recent county study
(original cover letter enclosed). Realizing that
the original questionnaire could have reached you
at a busy time, I hope that you may now have the
"time to respond to the following request: Would
you please complete the enclosed questionnaire
and return it to me by December 147

The purpose of this phase of the research is to

compare the perceptions of respondents with those
~of a sample from the non-responding category.

As representative of the latter group, your ’

response is very important and will be greatly :
appreciated.

I would like to thank you in advance for your
anticipated assistance and to apologize for any i
inconvenience that this request may cause. o

Sincerely,

DUSHAN ANGIUS
Project Director

DA: jt
Encl.
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& SIMMARY OF PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS* ILLUSTRATING
THE RELATIONSHIP BETWEEN YEARS OF TEACHING EXPERIENCE AND |TEACHERS'
PERCEPTIONS REGARDING THE APPROPRIATENESS OF INSERVICE EDUCATION PRACTICES

Subject . Student Classroom
Matter Method- Individual- |- Motiva- Manage-
Mastery o]ogy ization tion ment
Formal Academic Study 0.020 -0.026 -0.004 0.123 0.054
2. Institute 0.013 0.009 -0.006 0.063 -0.023
3. Professionat Comnference -0.025 -0.054 -0.013 -0.084 0.017
4.  Workshop f -0..043 -0.120 -0.188 -0.187 -0.068
5. Professional Reading -0.078 0.048 -0.095 0.035 -0.014
Consultancy Service -0.066 0.024 -0.060 -0.024 0.048
Meeting, Faculty 0.047 -0.093 - -0.156 -0.210 -0.193
Meeting, Departmental 0.023 -0.046 -0.061 - =-0.021 -0.073
Teacher-Principal '
Conference -0.002 -0.089 -0.042 -0.070 -0.002
Teacher-Department
Chairman Conference -0.0T7 -0.016 0.016 -0.034 0.001
Visitation, Within
Schoot 0.071 -0.004 -0.064 _ -0.077 -0.032
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A SUMMARY OF PEARSON PRODUCT-MOMENT CORRELATION COEFFICIENTS! ILLUSTRATING
L

THE RELATIONSHIP BETWEEN YEARS OF TEACHING EXPERIENCE AND TEACHERS'
PERCEPTIONS REGARDING THE APPROPRIATENESS OF INSERVICE EDUCATION PRACTICES
(Continued)
Subject Student Classroom
Matter Method- Individual- Motiva- Manage-
Mastery ology ization tion _ ment
12. Visitation, Other
School -0.101 -0.190 -0.199 -0.138 -0.087
13. Team Teaching -0.112 -0.148 -0.086 -0.087 -0.065
14. Educational Television 0.040 -0.082 -0.141 -0.064 -0.085
15. Video-Tape 0.088 -0.137 -0.172 -0.102 -0.161
16. Laboratory Method -0.037 -0.056 -0.081 -0.082 -0.054
17. Intensive Group
Experience -0.101 -0.118 -0.193 -0.183 -0.114
18. Interaction Analysis -0.061 -0.064 - =0.170 -0.178 -0.133
19. Packaged Inservice .
Program -0.053 -0.121 -0.164 -0.114 -0.132
20. Action Research -0.039 0.026 -0.006 -0.065 -0.051
*
p < .01 {r=0.206, D.F. = 150)
i 1 ‘v % ]
\ i
| -
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£ SUMMARY OF T—RATIOS*VILLUSTRATING THE DIFFERENCES BETWEEN THE PERCEPTIONS
OF MALE AND FEMALE TEACHERS REGARDING THE APPROPRIATENESS OF
SELECTED INSERVICE EDUCATION PRACTICES

Subject Student Classroom
Matter Method- Individual- Motiva- Manage-
Mastery ology ization tion N ment
1. Format Academic Study 0.32 1.53 0.64 0.65 1.57
2. Institute -0.84 0.66 -0.29 0.09 1.13
3. Professional Conference -0.00 1.85 0.47 0.96 1.99
4. Workshep 0.87 1.13 1.74 1.11 2.19
5. Professional Reading 0.42 1.64 -0.14 0.69 0.17
6. Consuitancy Service -1.18 -0.24 -0.07 -1.68 -0.02
7. Meeting, Faculty 0.44 -0.23 0.35 -0.56 -0.89
8. HMeeting, Departmentatl .28 0.04 0.58 0.21 0.04
8. Teacher-Principal
Cenference ©.82 1.34 1.64 1.06 0.35
18. Teacher-Department
Chairmar Conference 1.77 1.90 1.79 1.65 1.54
11. Visitation, Within
School 0.79 1.57 2.17 1.57 1.58
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A SUMMARY OF’T—RATIOS* ILLUSTRATING THE DIFFERENCES BETWEEN THE PERCEPTIONS
OF MALE AND FEMALE TEACHERS REGARDING THE APPROPRIATENESS OF
SELECTED INSERVICE EDUCATION PRACTICES

(Continued)
Subject Student Classroom
Matter Method- Individual- Motiva- Manage-
Mastery ology ization tion - ment
12. Visitation, Other
School -0.79 0.95 0.70 0.54 1.50
13. Team Teaching 1.36 1.59 1.13 2.09 1.85
14. Educational Television -0.01 -0.64 0.19 0.59 0.67
15. Video-Tape 0.68 -0.70 0.75 -1.05 0.58
16. Laboratory Method 1.41 1.39 1.10 1.61 ‘1.57
17. Intensive Group ‘ ,
Experience 0.56 -0.29 1.50 1.17 1.12
18. Interaction Analysis 0.51 -0.95 -0.20 —1.06‘ -0.66
19. Packaged Inservice
Program -0.62 -0.79 -0.48 0.04 0.75
20. Action Research -0.41 -0.21 -0.04 -1.60 -1.22

b < .01 (t = 2.96)
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A SUMMARY OF F-RATIOS* ILLUSTRATING THE DIFFERENCES BETWEEN TH
TEACHERS FROM DIFFERENT AREAS OF TEACHING SPECIALIZATION R

E PERCEPTIONS OF
GARDING THE

APPROPRIATENESS OF SELECTED INSERVICE EDUCATION PRACTICES
Subject Student Classroom
Matter Method- Individual- Motiva- Manage-
Mastery ology ization tion : ment
1. Formal Academic Study 1.183 0.913 v 0.959 0.479 0.846
2. Institute 1.164 2.075 1.853 0.714 0.672
3. Professional Conference 0.885 7.189 0.973 1.490 0.740
4. HWeorkshop 0.837 1.113 1.527 1.189 0.306
5. Professional Reading 0.996 0.953 1.152 1.227 1.027
6. Consultancy Service 0.636 1.091 1.037 1.246 0.590
7. Meeting, Faculty 0.274 0.273 0.401 0.603 0.722
8. Meeting, Departmental 0.397 0.395 0.178 0.790 0.849
9. Teacher-Principal . _
Conference 0.792 0.675 0.948 0.717 0.609
10. Teacher-Department |
Chairman Conference 0.451 0.413 0.400 0.918 0.786
1. Visitation, Within _
Schoel 0.325 1.309 0.387 1.206 0.728
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A SUMMARY OF"F1RATIOS* ILLUSTRATING THE DIFFERENCES BETWEEN TH
TEACHERS FROM DIFFERENT AREAS OF TEACHING SPECIALIZATION R

E PERCEPTIONS OF
EGARDING THE

APPROPRIATENESS OF SELECTED INSERVICE EDUCATION PRACTICES
(Continued)
Subject Student Classroom
Matter Method- Individual- Motiva- Manage-
Mastery ology ization tion ment
12. Visitation, Other
School 1.998 1.671 1.234 2.120 1.362
13. Team Teaching 0.87% 0.744 0.582 1.255 0.669
14. Educational Televisiom 0.633 0.713 1.195 1.051 0.781
15. Vides-Tape 0.854 0.835 0.796 1.106 0.212
16. Laboratory Method 0.906 1.300 1.601 1.849 1.072
17. Intensive Group
Experience 0.421 0.537 1.143 1.741 0.734
18. Imteraction Analysis 0.266 2.002 1.241 2.055 1.497
19. Packaged Inservice
Programs 0.806 1.133 1.211 0.605 1.123
20. Action Research 0.275 1.614 1.570 1.114 0.858

*
p

< .6t (F = 3.29})
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