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ABSTRACT - a

The major. purpose.of the study reported in this dissertation was.
to discoVer the extent to which teacher education programs in The
Bahgmas were perceived a;;being -effective in providing prospective
teachers w1th the competence needed for suocessful performance. ' A
further purpose was to discover specific areas of strength and bossib]m
weaknesses in those programs. The conceptual framework within which |
the study was'conducted suggested that successful teaching perfbrmance
might be defined in terms of the major functions teachers perform in
the schools «- 1.e., the promgtion of the academic, social and personal
Qrowthﬁof'students. Results of recent research in teaching and in
teacher education provided specific indicators which might serve as \\\
criteria in the assessment of such performance A review of 1iterature
which focused upon the problems and weaknesses 'of teacher education
' reveaied the preva]ence of conceptual and organ1zationa1 shortcomings
withi teacher education practices in a variety of settings. Empirical
studies which evaludted actual programs confirmed many of the
theoregtical propositions'advanced.

| . Data for the present study nere sooght from a group of teachers -
who had recently gradua;ed from teacher education programs at the
Coifege.offThe Bahamas, and who had been teaching in Bahamian schools

-

for~approximate1y one year. - Supervisors of those teachers were also
. inclerded as.sources of data. Teachers were asked to provide their
perceptigns of their own performance and of the adequacy of their
preparation in thiwrty-seven items of teacher behaviour included in a.

v
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questionnaire which was'de%igned specifically for this study.

. Supervisors were asked to rate the performapge of teachers on those
same items. Teachers and supervisors were also afforded the opportunity

bo provide additional information concerning theirhperceptions of the

adequacy of the teacher education proqramsfthrough open-ended

\questionnaire ftems and in semi-structured interviews.

\‘ Following a. piiot test of the instruments, data were collected

“

%ver the period of January to May, 1981, and written responses were

obtaine& from thirty- -seven teachers and thirty-one supervisors

\

Twenty-three teachers and seventeen supervis?rs were interviewed.

-

- - The resuits of the study indicated that) generally, both

teachers and supervisors perceived that teacners performance during
their first year of teach‘ngfafter training was éptisfactory, a]though
both groups identified weakhesses which might be related to
inadequacies in their preparation. These weaknesses were most
consistently perceived in relation to skills of diagnosis and assessment.
10n the whole, tegchers rated their performance‘higher than did their
subervisors, and sometimes tRe differences were quite marked.
Detailed ana1ysis of results revea]ed that igachers of primary and
all-age rural schools viewed their performance more favourab1y'than
did junior secondary school teachers. There was, however, least
agreement'oetween primary teachers and their supervisors concerning
teachers' performance. : ! .
M ,
Teachers' vieus of their preparation were generally very
"positive, but, once again, junior seCOndary teachers provided the
least favourable ratings. In addition, both-the type of program:

teachers had fo]loued, and experience in/teaching'prior_t61professiona1

2 vi
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training seemeq to account for some differences in perc%ption
. . !

- concerning the adequacy of preparation: A

Major’strenqths of the programs appeared to 1ie in those aspects

of teachinq related to the preparation for-and presentgbton of lessons,
and the effective management of the classroom. weaknessé were

per. eived in the preparatyon offered in diagnostic and reMeQial skills,
inte pefson§1 ne]atjonsh1ps, and 1n~¢dministfative’5specti of teaching.
'Prdg ams were also seen as not having provided ;deqhate inf;rmation
concerning the diversity of schaol situations teachers would have to
face

Various ocgan%zationa1'aspects of the téacher educétion programs
.were seen as needing revision: the specifiéation of progfém guidelines;
the length of the:programs; the weighting given to vériou# program
components; and the arrangements for ieaching practice. bowever, the
quaTity of instruction provided within the programs was 4een ts be a
positive stfggﬁth although there were some suggestions 4hat too
11tt1e demonstration teaching had been done. . ) . !

From the findings of the study it was conc]uded that in general,
the programs were capable of nroducing graduates who could functigp
compgtent1y in the‘sphoo1s. Contextual factors appeared to piay a
mediating role in the degree t;'which preparation received migh; be
“Tapplied in actual scho&1 settings. In.this regard, the preparation
currently provided seemed to be more suitable to the demands of
primary ahd?qll-age s¢hoo]s than to those of secondary level scheols.

The ability of the procedures undertaken in this siudy to
provide insights into the strengths and weaknesses asgociated with

the_design and;the implementation of the teacher education programs

= ovii
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of improving organizational ‘planning and practicgs.‘\. »
. ) ""\ ‘ \

1nvestigated appeared to coﬁfirm the utility of the approach\as\a means .
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CHAPTER 1
- INTRODUCTION
Ld .
Evaluation of the total organization or parts of it has been
identified by°var10us organizational theorists as being oné of the
important processes in eddcational administration (Gregg, 1957; Miklos,
1976; Robbins, 1976). Only by systematic appraisal can the validity of
current practices be determined and their rgtention, revision or
discontinuance defended.” |
The evaluation process assumes particular significancé when
specific aspects of the work of educational organizations come under
attack as being ineffectual. In the past few decades, institutions in
which teachers are prepéred have beeﬁ subject to wi&espread public \
criticism. Charges of falling educational standards and the apparent
failure of the schools td produce desired academic or social results in
their students haye caused both the qompetence of teachers tﬁeméelvés
and the adequacy of their preparation to be cleéd into question.
Woodring wrote: o
Soon after the end of World wd; 11 the public schools came
- under sharp attack from dissatisfied parents, academic
professors, journalists, university presidents, a famous
admiral, and a popular writer who was convinced that someone
named "Johnny" was not learning to read. Much of the

criticism was focused on teachers and the kind of education
they were receiving (1975:16).

i

Faced'with charges of ineffectiveness, many teacher educators

paused to take stbck of their ‘efforts, and ‘frequently responded by

-

]v.



installing new approaches which'seemed to hold promise for the
revitalization of the preparation expérience%fto_be undergohe by
prospective teachers. More and‘more, also, fhpse responsibig for the
education Qf‘teachérs came to realize that, given the importance“of the‘“
enterprise, it was vital that efforts to improve and ubgrade it be

unfe]enting (Turney, 1977:3).

The tide‘ of c'%t'icism ha's not abated, however. As recently as in
June of 1980, Twme magazine car;1ed an artic]e entitled "Help: Teacher '
Can't Teach!". In this artic]é, the inadequacies of both the academic
and professional abilities of many American teachers were revealed, and
the quality of their preparation was seriously questioned Similar
~concerns have been expressed in various other countries of the world.

In the face of th1s fad1ng pub]ic confidence in the value of \
teachers' professional preparat1on many teacher educat1on 1nst1tut}ons
have felt compe]]ed to examine their pract1ces and to aSSess\the1r
relevance and worth in re]ation'tq the actual demands of the schools.
For it has been emphasized that Ufhetultimate criterioa for;judging a
teacher‘éducation‘program is whether it produces competent graduates who

enter the profession and perform effective]y“‘(American Assocfétion of

Colleges for Teacher Education, 1971:12).

Lt PURPOSE OF THE STUDY
h e e
The née&’to gauge the effectiveness of teacher education practices

is particularly,agute in developing countries, where formal edbqation is
regarded as an.essen;iél key-to national devejopment, and ‘the qﬁa#{ty*of

teaching-as an essential element ig,bﬂe°pr0ce55. | :

3y t \



The centra1 purpose of'the present study was to discover the
degree~ to which the teacher education programs offered in The~Bahamas
were perceived by significant‘groups_of individua}s as betng effective
in providing teaohers nith the attributes' necessary for the successful
performance of their teaching roles. A further purpose was to discqover

areas of strength and possible weaknesses within those programs.

STATEMENT QF THE PROBLEM

The specific prob]em‘investigated in the study was the extent to
which agrecent1p-graduated group of teachers and their supervisors in the
sthoo1s perceived the teacher education progra;sfundergone by those
teachers as having been effective in deve]oping in them the skills,
attitudes and knowledge deemed necessary_for.the competeﬁt'discharge of

AN

their duties in the schools. ‘ .

‘As the study was exp1oratory in nature, no research hypotheses
were generated. Answers were sought, however, to the fol]ow1nq questions:.

1. What are the perceptions of a groupﬁof first-year teachers and
their superv1sors coricerning the performanze of those teachers during
the1r initial year of teach1n¢‘after tra1n1ng7

2. 'To what extent are the percept1ons of first-year teachers
concern1ng their performance re]ated to (i) d1fferences in grade level,
(i1) personal variables, (111) demographic variab1es or (iv) exper1ence
in teaching prior to profess1ona1 training? '

3. To what extent do’ f1rst-year teachers perce1ve the1r preparat1on

programs as hav1ng ass1sted them to develop attr1butes which appear to be

necessary for competent teach1ng7



?
4

4. To what extent are‘the‘perceptions of first-year teachers
concern1ng their preoarat1on re1ated to (i) differences 1n grade level,
(i1) persona} variables, (iii) demographic variables, or (iv) exoerience in
teaching prior to profe551ona1 tra1n1ng? ’

) 5, what‘are the oerceptions of first-year teachers concernino
spec1f1c ageas qf strength or weakness 1n their teacher education programs?
6. Are there any organ1zat1ona1 factors within the teacher

education programs that teachers or}supervisors perceive aslhav1ng
contributed to the level of effectiveness of those programs? {
. N

BACKGROUND TO THE STUDY .

’

The‘present study was undertaken within the context of the
Commonwealth of The Bahamas. The specific programs whose pe?ceived
effectiveness was examined were those offered in the sole .institution
in that oountry in wnich teachers are prepared: the College of The
Bahamas. These programs, like most of their counterparts throughout
. the deve1op1ng world, have been patterned largely on models of teacher
edocat1on adopted in the metropolltan centres Of the wor]dt Bacchus

(1975:2)’reported a growing"sceoticism concerning tne suitability of
such models for preparing teachers.to perform adequately within the -
educational context of an emergent society ’There is 1ittle evidence
_1n‘;be 1iterature, however, that many teacher educat1on programs in
developing countries have been stud1ed with a.view to determ1n1ng the1r
'adequacy and relevance in terms of the actual aemands'of the schools '
s'they serve. |

For this part Thompson - (1972 228) art1cu1ated another 1mportant

area of concern:



»

Since up to 90 oercent of recurrent educational expend1ture

may be devoted to teachers' salaries and-since the quality of

the teaching force crucially affects the quality of

educational provision, one might have expected to find in

teacher education 1nst1tut1ons a ferment of new thinking and
= - concrete research. I do not believe that in general this has
+ been the case. - '

7

Thompson's challenge is clear. In developing countries where

financial resources are likely to be 11m1ted teacher educators have a
| %
part1cu1ar ob11gatbon to ensure that the teachers they prebare can -

perform nroductively within the,educat1ona1 system they serve. An

important d1mens1on of this respons1b111ty is the need. to engage in
”reqular and systematic assessment of the outcomes of current pract1ces

Only in this way can some measure of quality contro] be estab11shed

JUSTIFICATION OF THE STUDY

‘ - N
The oresent study is justified in a number of ways:

1. It contributes to the body of- research in educational

1 8
adm1n1strat10n which probes the value of the evaluative process as a

means of improving organizational p]ann1ng and practices.

2. It provides information which can contribute to institutional

policy decisions pertaining to teacher education, -

3. It adds a body of findings' from a défferent context to, the
steadily growing corpus of evaluative researoh which seeks to discover

relationships between various forms of teacher preparation and subsequent

\g\ . |
eacher performance. ' o

4, It provides information concerning the generalizability. of

[
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the concept that there are certain types of skills, attitudes .and
know1edge which appear to be basic to successful instructional practice.
This is pertinent, since, as Bacchus (1975:2) noted, teacher education

practices in developing countries are based on "the general assumptioh

of the universality of the role of the teacher . . .
.

5.. The fiﬁdings of the study provide information concerning the
perceived relevance to actual schgg] settings of the pre-service
pkeparation offered t0»prospéctivé teachers in The Bahamas, and identify
areas of weaknéss in teacher competency in which in-service education
appears to be needed. Thié-informagion should provide a valuable data

base for future decisions concerning program revision or renepal.

L4

6. The cqnduct of the sfudyuﬁas provided an opportunity for
practitioners-in the field (a) to dgscribe(whai they consider’to be. the.
most e§sentia1 elements of successful teachina performance, and (b) to
provide an assessment’ of the performance of first-year teachers, and;‘
1ndirect1y,'an assessmen; of the preparation programs undérgpne by those

teachers. ' : . ' N

7. Finally, from the findings of this study; directions for

future research have been identified.

'BASIC ASSUMPTIONS. -

I\

The fo]iowinguassumptﬁons were central to the‘purposes of'this

B

study:

« . _
1. It was assumed that the overarching objective of programs of

b}



teacher education was to produce‘téachers capable of high quality

performance in actual schoo] settings.

© 2. It was assumed. that the effectiveness of such programs must

ultimately be judged by that criterion.

3. It was assumed that the perceptions and opinions of teacher
education graduates and their supervisors would provide a useful and

reasonably valid picture of the effectiveness of preparation programs.

4. 1t was assumed ‘that thg use of questionnaires and interviews
was an appropriate means by whicﬁrto-obtejn data relative to the

perceptions and obinions of teachers and their supervisors.

~ .
»

DEFINITION OF “TERMS |
For the sake of clarity, the following qefinitions are providéd

for terms used in the present study:

Al11-Age Schools

In The Bahamas, schools in rural communjties,cémprising grades,
one through‘eight (and sometimes grades one through'ten) are designated
"all-age schools."

- Cooperating Teacher

The regular classroom teacher of the class in which a student

teacher carries out his practice teaching is designated the "cooperatingA

teacher:"

Effectiveness

Houston (1972:51) defined "effectiveness" in relation to program



~eva1uation as "impact, the capacity of a program to cause changes in those_
who are exposed to it.; (His emphasis). In this study, the concept 1:\'
adopted, in somewhat modified’form. fEffectiveness" will be considereJ

as the capacity of a program to bring apout desired changes in thosé& wh6

are exposed to it.

Family Islands

In The Bahamas, all the islands other than that on which. the
capital, Nassau, is located are termed "Family Islards" (Fidbre 1).
) _ .
Only on one of these islands, Grand Bahama, is there an urban centre --

Freeport. In all other instances, settlements -re rural in nature.

i

First-Year Teacher

In this study, the term,"first-year teacher” refers to a teacher
who has  just compieted,_or who is in the process of completing, hi
'fifst year of teachinqg after professional training. In The Bahamas, a
number of such individuals will have had experience as untrained %eachers
.in the school system prior to entering College. i

i
|

Head of Department

The teachef who is charged with coordinating and directing the.

teaching of a certain subject or group of related subjécts is designated

\
3

Junior Secondary Schools ‘/\

“the “ﬁead of deoartment."

! " .
Schoo]svcomprising grades seven- through nine and attended by
children aged twelve through fourteen' are termed "junior secondary

schools."
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Primany Schools

Schools comprising gradeé one through six and attended by

‘children aged five through eleven are termed "primary schools."”

A

SeniJr Secondary Schools : ..

Schools comprising grades ten through twelve and attended by
children aged fifteeh through sevente*n are termed "senior secondary

schopls."

Supefrvisor
In th1s‘study, the term "superv1sor" refers to the individual
chariqed w1th oversee1ng the performance of other teachers. In primary
| schqgols, "this person is usua]ly the or1nc1pa1 - In secondary §chools,

/
may be e1ther the princ1pa1vor the head of department

o e e et

Teacher Behaviours - f

the supervisor

The term is used in th1s study to descr1be specific acts performed
By thé- teacher in the execution of all aspects of his:teaching role. It
is presumed that such-acts represent an overt mdnifestat?an of the

synthesis of skills, attitudes and knowledge possessed by the teacher.

Teacher Education Program

The sequence of courses, workshops, clinical éxperiences and
. . : # i
practice teaching activities provided for prospective ﬁeachers in a

|
college or university is termed a "teacher‘educationkpnogram."

Teaching Division

An administrative unit encompassing instructional activities in

a range offre]ated subject areas wlthin a multi-purpose post—secondahy

>~
3

1



N
institution is termed a "téachinq division" (Figure 2).

N

Teaching Practice

The period of supervised student teaching carried out in schools .
is termed "teaching practice."

~ _ )
.

'DELIMITATIONS AND LIMITATIONS

4

Delimitations

. The study wés delimited to teacher education programs.offered

LIS

at the College of Thg Bahamas.

2. Sources of data.were delimited to (i) teachérs who had
graduated from the\Co]]ege of The Bahgmas in 1979 and who were teaching

in The Bahamas in 1980{51, and (ii) the supervisors,of those teachers.

N -
* Limitations ’ .

1. The study is limited primarily by a factor which affects al
follow-up studies of this kind: its reliance upon the perceptions,

recollections and opinions of the participants.

2. A further limitation resides in the nature of the study
itself: since findings may be somewhat situation specific, generaliza-

tions will have to'be made with caution. - -

ORGANIZATION OF THE THESIS
Ve . : . 4§
This chapter has presented (1) an introduction to the problem,

(2) the purpose of the study, (3) the statement of the prob]ém, (4) the

background to the study, (5) the justification for the study, (6) the

i AR
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basic assumptions underlying the study, (7) tﬁe definition Jf terms,’
and (8)‘thebde11m1tations and limitations of the study. J
. ,Chgpter/Z exp]ores:the theoretical perspectives and empirical
findings which provided the eonceptua1 framework for {he sgudy. Relevant
1iteratd!2 1?‘}evjewed in Chaoter 3. In Chapter 4, the research design-
and the metqedology employed in the collection and analysis of data are
described. /Chapter 5 presents the results of the analysis of
quest1onna1re and interview data perta1ninq to the perceptions of teachers
and their supervisors concerning teachers' performance. Chapter 6
examines t e results of the analysis of questionnaire and interview data
pertaining to teachers' perceptions of the effectivenees of thetp/j
+ preparation. Chapter 7 reviews those orgenizaiioqa1 factors within the

»

College of‘The Bahamas which teachers and their supervisors- perceive as

o having con ributed to,the level of effectiveness of teather education

programs. |In the last chapter.'tﬁe findings of the study are summarized,
and the conglusions, recommendations and implications arising from those

findings are presented.

\ . g



CHAPTER 2
CONCEPTUAL FRAMEWORK

' Assessment of . the effectiveness of programs of professional
training would 'seem to entail as a necessary preiiminary undertaking,
a conceptual anaiysis of (1) the purposes of such programs, (2) the
nature of the work “for which practitioners are prepared and (3) the
impiications of this 1atter for competent professiona] performance.
Further, it is important, also, to determine what aspects of professiona] y
performance may legitimateiy be expected to be developed through a |
" program of training -From the clarification of these relevant 1ssues,

specific criteria may emerge by which the effectiveness of such

[

~programs may be judged.
.In an investigatign aimed at discovering the effectiveness of
programs designed for the preparation of teachers, therefore, it was A
- deemed appropriate to examine theoretical perspectives and empirical ’
findings which might shed 1ight on the foiiowing the purposes of ,'
teacher education; the purposes and functions of the schools; the roles |
and functions of the teacher; the concept -of effectiveness in teaching.
*Mor”over, 51nce it was aisg‘necessary to deveiop a feasible framework to

f?guide the cdllection of data by which the effectiveness of the programs '

'; might be assessed, a variety of approaches to program evaluation were

s -

examined'aSgwell.

The Purposes of Teacher Education

In a rev1ew of the historical deveiopment of teacher edlcation,

14
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Woodring (1975:1) indicated that, if teacher education were defined

s1mply as the education of those who were to become teachers, its

h1story would be coterminous with education itself, for the oldest form

OS teacher educat;on lay in the observation and emu]at1on of a master

The estab]ishment of special. inst1tut1ons, or programs within institutions,
specifically devoted to the preparation of\teachers, has been dictated

by the needs of the schools’fOr.numbers of teachers'to be avai]ablg at
regular intervals. As Woodring pointed out, the normal school,()he
_oldest formal teacher education institution, did not flourish until the .
eighteenth century,'when “effonts to extend public education to all
social tlasses greatly increased the demandkfor teachers" (1975:1-2).

The reasoning whith appears to underlie the centralization of
training within an drganizationalksettjng was apt]&isummarized by Turner
'(1971:10) who maintained that the point of preservice teacher education
was to produce the following advantages: (1) the trained teacher shou]d
perform more profic%ent]y and predu;tively a]j aspects of the teacher's
work;'and (2) the cost of onqthe-jOB training would be reduced. The
overa]l purposes of teacher education, therefore would seem to be (a) to
familiarize prospect1ve teachers with the nature of the tasks they will
be requ1red to perform in their roles as pract1t1oners in a school
setting, and (b) to provide them with the knowledge, skills and attitudes
‘necessary for adequate discharge of the1r responsib111t1es The tasks
which teachers are required to perform and the behaviours which they

employ in the execution of those tasks are closely related to the

purposes and functions of the schools.

.
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Purposes and Functions of the Schoo1s and
Roles and.Functions of the Teacher

It s eV1dent-that much vdluable transmission of knowledge and

Y

sk1]1s occurs outside the fOrma setting of the school. Ch11dren 1earn
many important thiqgf from the yariety of informal ihteractions which
~ they experience in the fan@]ia] or community context. Why, then, does
:society demand that for extehded periods-ot time they be segregated °
Within special institutions, in the care of virtual strahgers, whose
specific purpose is to instruct them? Joyce (1975'112) asserted that
schools were most common]y based on an economic concept1on of man. He
po1nted out that the estab]ishment of pub11c educat1on was rooted 1n the
conviction that "partic1pants in a mass society, its governmental
orocesses, ‘and its emerging ecdhom1c system required 11teracy and
occupat1ona1]y—re1evant skills." -AS forma] educational systems became
more soph1st1cated moreover, education became "an indispensable means of
status maihtenance and acqu1s1t1on for most persons" (Joyce, 1975: 114)
Most'of the movements that have focused uponbthe extension of educational
opportun1ty, in Joyce's v1ew have done so in order to "include
part1c1pat1on by more members of soc1ety in education and i%s concom1tant
benefits" (1975:114).

It was this view of educat1on that, in the decades fo1]ow1ng the .
\§egond NoL]d War,af1red the almost un1versa1 dr1ve to 1ncrease the
"quant1ty and qua11ty of schoo]1ng prov1ded by natﬂonal governments.
Especially 1t gave 1mpetus "to programs designed to br1ng more fu]ly into
the ma1nstream of the educat1ona1 process formerty d1sadvantaged groups.:
minorities of al]_k1nds in the developed hations, and underprtvileged }

g .

rural and urban groups in developing areas. Pearl et al. (]969:3)
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summed up the gu1d1ng prem1se when they defined education as the means
by which all citizens were afforded access to a w1de range of cho1ces

-

in all aspects of Tife.

The outcomes of forma] education wh1ch are most strongly valued
by parents, governments and cqmmun1t1es at large generally reflect this
orientation. A1l these groups esteem most those effects of schooling

which lead to clearly understood credentia]s, i.e., tangible academic

“achievement, syhbo]ized by high gradescor examination results .(Joyce,

S

1975:115). This position is qnderstandable; for academic credentials
are those 'which most visibly appear to lead to improved opportunities
for successful careers in adult ]ife. | .

Such outcomes assume particu]ar'importance in new nations whose
people, emerging from a co]on1a1 past, view success in formal education
as a means of-transcend1ng the1n former status. Bacchus (1975:5)

described 1t’in this way:

' The academ1c type of education, though 1rre1evant to the needs
of the traditional sector, provides a passport for entry into
the moderntizing sector of the econamy and, with the income
differentials and job security which this sector provides, it
is no wonder that the population tontinues to demand th1s
"irrelevant” education. .

This view was confirmed-by Paige (1979:207) who wrote: - I

. . i e
\\ But formal education in the devéﬁop1ng nations is explicitly j
- ‘designed to promote a wide range of economic and other
development objectives. Harbison and Myers' (1964, p 181) .
claim that "education is the key that unlocks the door to
modernization" is rearticulated in one form or another by o~
educational planners throughout the developing world, ’ :

C]ear1y, then, the promotion of academ1c 1earn1ng is a fundamenta]

funct1on of the schoo]s and a ‘prime concern: ‘of the téacher must he to

-~
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participate effective]y in the enterprise. ‘

Ihe school has, however,‘other,rojes to p1ay. Joyce (1975:111)
characteriied‘the school as a socia1ktnstitution which "lies very close
to the value core of the society," and, 1ndeed,'this instttutjon has
always served'as an jmportant vehicle for the transmission of values from
one generation to another. This function was described by Goble (1979:

21) as the séhoo1's objective to
\

s . . o

transmit the mytho]ogy -- the jnherited conglomerate of be11efs,
taboos, perceptions and aspirations that carries the message of
what is good and what is bad for the health of the community.

Foster (1979‘12) quoted the view expressed by Elkin and Hande]
(1972) that the schgol serves as soc1ety s principal agency for deve]op-
“1ng abilities which allow the child to become less dependent on fam11y
-and more»1ndependent in functioning 1n-£nd serving the needs of society.
She identified two disti:it_dimensions‘to the socializing functions of"
the conte@poraryoschoo],.as these were conceptualized by David Goslin
'(1965) the conservative role (by»which the~continuity.of the cblture

was assureﬁ), and the contemporary ro1e (to support 1nnovat1on~and

change). These two d1mens1ons are d1scern1b1e 1n soc1ety s expectations

\

for, the ‘schools. / ﬁ : o ‘

| The salience of this dichotomy in the socia1iztng'tunction of
'the school is part1cu1ar1y marked within the context of the deve1op1ng
wor]d Bacchuy~ (1975: 2) pointed out that, 1n1t1a11y, the role of

: education in colon1a1 territories, as this was expressed for examp]e, in
: the 1925 Report by the Adv1sory Comm1ttee on Native Educatwon in British-

’Tropical Afrjcan'Dependenc1es, yaS‘"to produce Christian boys, dtl1gent,

obedient, straightforward, kind and God-fearing" and to "strengthen will’ ___



power" andldeve1op in the pupils the discipline of work. Laten, however, -
education was seen to be a promising means of transforming social
sttuctures, and to p]ay a major role as "a solvent in a system of marked |
soc1a1 d1fferent1at1on (Bacchus, 1975:4) In q{;ect though, many of
the values inherent in the Western- style educat1on which had been
imported into these societies were alien to the conditions which actua]]y
prevailed in the lives of the majority ef the peop1e,band formal
education‘became instead “an explicit reinforcer of social pri?i]ege,
political elitism.and economic injustice" (Bacchus; 1975:4). The product
of such an education was often, thereforges~alienated fréh the realities
of hfs environment. '

A concern;to'correct this situation has preoecupied.]eaders of

many emerging nations. The cha]lenge_which they faced was summa?ized

by Bacchus (1975:8) as a need to create an educational system which would
' 7

inculcate values which can contr1bute to the development of a

new social order, offer an education which does not divorce its
participants from the society and which teaches them not to

despise the wisdom of their forefathers while at the same time
introducing them to the knowledge and skills of modern -
activities . . . . '

Tnis ideal might, indeed, Be considered a universal one toward
which designers_of educational systems throughout the‘world are likely
to be striving. Imp]itit fn such an objective is the need for careful
Athought arfd logical planning, for, as Katz (1979:102) stressed, it is
the de11berate nature of the activities w1th1n the school wh1ch most

strongly d1st1ngu1shes 1t from other_soc1a1121ng agbn¢1es ch as the

fgmi]yi- The 1mp11cat1ons for the teacher's r are signifieant: he

Tty of the proce(i/zn which he is

- &

must not’ only understand the com
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lved and be committed‘to it,.bu¥ he must also pbssess the knowledge,
skill\and sensitivity which will enable him to participate effectively
_in iyl - ‘ L
. : s
However, Katz (1979:102) drew attention to the fact that very
) ' N R /
important sociaJizing processes are probably happéning most of the time
-- many ‘of them 1intentional. She pointed out the powerful effects of
model1ing in many asp qté of -socialization (1979:102), thus underlining,
by implicatian, the importance of the role of. the teacher which Foster
(1979:13) had also noted: -
\‘\- ’ s . -
The teacher functions as the main bridge between the home
and the school for the child. It is the teacher who introduces
‘to the young child experiences.and people that are not usually
a part of the more isolated family context. It is the teacher
who assists: the child to Tearn and value those specific abilities
and attitudes which are_ ag iculated in school programs for the
purpose of developing socf¥lization skills identified as necessary
to succeed in adult society. In this capacity teachers become
mediators or agents of the socialization process.

Foster discussed, in addition, how vita]'the.teacher was in
influencing the perceptions chf]dreﬁedeVe1oped of themse]Ves. The
teacher's evaluation Q?'the child's schoel achievement and social
performahce tended, in Foster's view, to"determine the child's assessment
of himself (1979:14). . Moreover, the level of success a child was likely

» \ ”, . .;’ : .
to*achieve often reflected the expectations the teacher held for him.
It was évident,‘then, that teachers shou]d be ver& gonscioué of- their
power in this respect.” They should possess positive attitudes towards
children's ability to succeed, as yelﬁ as the skills necessary for the
creation,ahd maintenance-of\supporfive learning environments in which
~ individual children wg?e encouraged ahd.vaiued (Foster, 3979:14).

Certain major dimensions of the teacher's role appear to emerge



21

from the foregoing discussion: the teaeher has a responsibility to .

‘ promote the achievement of .cognitive skills and also to help create in his
pupils a sense of self worth and confidence in their individual identities
and potential. He must, in addition, reflect in his approach to his work
an awarenesstof the needs and imperatives of a constantly changing and
develobing society. Furthermore. the,diseharge of these responsibilities
occurs within an organizational setting which places its own particular
demands upon the teacher. He is ot1iged to work in proximity to other
indijviduals with whom he must share available resources. He’operates
within an administrative structure which requires not dh1y7that he carry
out his 1nstruct1ona1 act1v1t1es, but that he record and account for
them and for,student performance asvwe11. He must 1nteroret and implement
policies which‘define the parameters within which he is to work. In the
contemporary world of educatipn, moreover, such polticies are lTikely to
change frequently and significantly. . ‘

Goble and Porter (1977:13) reported certain of the kinds of *°
develobments occurring within the orgguization of schools which had

‘imp1ications for the ways:in which teachers—were called upon to fulfil

their roles. These included: .o
‘ \ . .
-- more diversified furictions in the instructional process . . .
;;/gﬂgg%fb jn emphasis from transmission of know1edqe to
S~~~ organization of the pupil's learning . . .
-- individualization of learning and a chanaed structure in
' teacher-student relationships;
-- wider use of modern educat1ona1 technology . .
: --‘%prqer acceptance of broader co-operation with other teachers
- ~ ¥n schools and a changed structure or re]at1onsh1ns betweén
teachers;
-- the necess1ty to work more closely w1th parents and other
people in the community .

e,
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Teechers would, therefore, have to be prepared to function within this

“‘more flexible and ‘cooperati_ve conceptualization of their roles.

Implications for Teacher Education

Recoqn1t1on of the ever- 1ncreas1ng and changing demands being
placed upon teachers, and concern that traditional methods of preparation
were inadeguate to produce individuals capab]e of meeting-the challenges
with which they were 1ikely to be faced, have‘prohpted many teacher
~ educators to reassesévtheir concepts of how teachers should be trained,

and to revise their aetual practices. The approaches thch have emerged
ref]eet specifjc'interpretations of the ways 1nﬂwhich teachers might beét
perform their varied functions. | )

‘ In the systems mode]s of teacher education produced in response

to the United States Office of Education's 1968 request for such
oroposa]s, the underlying view of the teacher presented appeared to be .
that he was a c11n1c1an, a specialist member of an instructional team,
possess1ng straten1es for making instructional dec151ons, and possessing
a1so "the needed repertoire of knowledge and c11n1ca1 skills for carry1ng
out h1s’dec1s1ons“ (Joyce,. 1972:208). Consonant with this view of the
teacher's rgle, competeneies deemed heceSsary for teaching were defined

" in terms of snec1f1c behavxours, and specific learning exper1ences

| were deslgned to orOV1de the prospective teacher101th those competencies

(Joyce, 1972:208). o . |

Macdona]d s recqmmendat1on'for reform in Canadian teacher education
ref1ected an or1entat1on which was not dissimilar. "Educational
~ eff1c1ency," he maintained, “requ1res that teachers be funct1ona1 e(%
'specialis§s, not §enera]ists" (1970.42) " This "functional spec1a11zat1on

meant "the maoniny out of instruction into a number qf‘separate and
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reiative1y distinct areas, each with its own population of differently
prepared and differently active staff" (1970:48). As the foundation for.
reform in teacher educafion, Macdonald advocated a detailed analysis of
| the tasks of teaching in‘order~to builde models of teacﬁer behaviour
which might serve as training criter}a (1970:14).

In str;;g contrast‘to the foregoing positions, that adopted by
Combs (1974:8) reflected the conviction that the effective teacher was .
"a unique human beina who has Jearned to use himself effectively and
efficiently to carry out his own and society's purposes in the education
of others."” In his recommendations for new guidelines for teacher
"educétioh, Combs identified crucial areas in the "perceptual Qrganization"
of the teacher which had to be déve]oped'in programs of training. 'These

included: a thorough knowledge and understanding of his subject and of

other béople; self-cqnfidence; a philosophical and psychological under-

standing of the nurposes and processes of leérning;’and a command of
_ methods which wou'd permit him to carry oﬁt his purposes (1974:22). )
Good teaching was not, Combs later insisted (1978:558), merely a question
of right methods or behaviou?s, but "a problem-solving matter, having to
do with the te§cher'$ unique use of self. .‘i ." Teacher education was;
as a consequencé, a problem in "personal becoming" and in such‘program§,
1earning had to be pérséna] and experiential. As Joyce has observed
(1972:213), this type of bosition appe;red almost ta deny that there
could be agreement on the performance of a capable teacher: since each
was seen to be unique, in unique interaction with his students.

-The orientation ref]ecfed in most contemporary teachéf-education
programs;fhowever, probably lies somewhere between the two extreme

positions described, reflectimg a perception that it is important both
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to develop the individual personalities and talents of teéchers and to
,r-"

ﬁrovide them with a repertoire of specialized knowledge and §1111s upon .

which to draw in the execution of their .teaching responsibilities.

Goodridage's recommendations for teache%'education in the
Caribbean appear to summarize this contention:

Teacher-trainers in the Caribbean, 1ike teacher-traimers elsewhere,
must continue to place emphasis on the trainee-teacher's under-
standing of the society and the communities in which his
professional activity will take place, of the children and the
disciplines he will be called -upon to teach, and on his
development of the array of teaching skills and strategies
necessary in today's classrooms. But no less important should be
our canception of his role/s as a teacher, since "the beliefs,
feelings, assumotions of teachers are the air of the learning
environment; they determine the quality of life within it"
(Postman and Weingartner, 1969) (1974:48).

This review of perspectigps on the purposes of schools, the role
and functions of the teachers within them, and the imp]ications'which '
these have for teacher education; suggests certain brdadacriteria by which
ongoing programs of teacher preparation might be judged: their success -
in providing teachers with skills which might enable them to enhance
pupils' academic learning; their success in providing teachers with
know}edge and experiences which might. prepare them to respond sensitively
to the socia1izinq'aspécts of their role; and their degree of success in
equipping teachers to’ deal with the varying ways in which they may be
called upon to carry out their responsibilities. '

'Nore specific indicators of the kinds of teacher skills, knowledge
and attitudes involved in.the_foreboing'may be gleaned fromhthe research

which has sought to delineate the nature of gffecfive teaching.

o

Efféctiveness in Teaching

B / -
Jhe concern .to determine the qualities, abilities or behaviours

7
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which distfnguish a "good" teacher has preoccupied educators for
generations. Variou§ approaches have been adopted in the attempt to
define ‘attributes which might.cohfiqeht1y be recognized as characterizing
the effective feacher. One such approach focused upon those identifying
charactéristics which appeafed to be associated with teachers considered

effective.

Characteristics of Effective Teaching

Med1ey (1972:431) indicated that early studies in thfs vein tended
to cbncengrate primari1y‘Jpon.developing lists of desirable teacher
traits. Some researchers sought the views of students, having them
deséribe teachers whom they 1ikéd'best, liked least, or thought mos t
effective. Among the chgnaCteristicé identified in one such study as
distinguishing among the bést and least liked teachers weré: 'teaching
skill (clear exp]anafions, use of examples, good organization, éic.),
cheerful and good-natured disposition, patience; fairness and fmpartia]ity,
friendliness, iﬁterest in pupils (Medley,1972:431). In other studies,
where "expert" judgment was sought, teacher traits tended to include such
global qua1i§ies as "adaptability", "cohsideratehess," "enthusiasm,"
“good judgment," "Hone§ty," énd/"magnetism." These-broad terms were
seldom closedy defined, however, and Medley maiﬁtained (1972:432) that,
fof the purpose of illuminating the concept of effective teaching, lists
- of this kindewére‘even less useful than thdsé provided by students, fo?ﬂy
thgy specified less qpout a tea;her‘é ;1as§room beh@viour.

A.S. Barr undertook, in 1930, an extensive review of teacher
rating scales, with a view to deterhining what characteristics Sppeared

- to be most highly valued by supervisors and administrators. This effort «
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did not prove very helpful, for there seemed to be 1ittle consensus on
the two hundred and nine scale reviewed by Barr concerning the types of
characteriétics which should be rated. Some of the areas of concern most

common]y'identified, though, were: instruction, classroom management,

L)

professional attitude,l%hoic;j;;\subjggt matter, personal habits and
discipline (Medley, 1972:433). %We basic weakness of such attempts to
delineate effective teaching was pointed out by Medley (1;72c433), who
‘contended that "the most serious limitation to this approach to {;e

- prob]eh of describing the effective teacher was that none of the studies

v

h .
included any measure of teacher effects on oupils.”" This dimension was
to assume prominence 1n'1ater research.

The massive study of teacher characteristics undertaken by Ryans

(1960), however, arose from the conviction that

if certain patterns of teacher behavior and characteristics could
be mapped out, it should be passible to ascertain the extept of
the relatiog between such patterns and specified criteria deduced
from what definition or concept of teacher effectiveness oneg
might choose (1960:5).

x -*»

Ryans identified three major c]assroomfﬁeq:yiour patterns: one

which reflected understanding, friendliness and. responsiveness versus -

Pl

aloofpess.and egocentrism on the part of the teacher; the second reflecting
responsib1?,'businéss1ike and §ystem§tic versus}evading,‘unp1anned'and
slipshod teacher behaviour; the third reflecting stimulating, imagiﬁative
and originé] versus dull ahd routine teacher behaviour G]960:]02)Q
Although Ryans' concern was not primarily to consider the effectivenéss
or ineffectiveness of particular teaéherkbehavfours, ohe aspect of his
stud} did involve the identification and comparisan of teachers who fell

into different g}bups with regard to the general classroom behaviour



\ N . ) H \ \ 2?.
patterns described."Among the characteristics of the teachers -rated as

"high" in the positive behaviours 1isted were their gener jty in

appraisals—of the behaviour and motives eir enjoyment

L

,of pupil relationships, their preference for

other persons,
‘ directive classroom
procedures, their superior verbal inte]]%gence, and their superinr
emotiona1 adjustment. Teachers rated "low," on the other hand, were .
ucharacterfzed by a tendency to be restrictive and critical in their
appraisals of other persons,  to express less favourable o;%nions pf
- pupils, tn manifest less high‘verbal intelﬁigence and show less satis-
factor} emotional adjustnent (1960:398). Theée findings were presented
somewhat tentatively Py Ryans, however, and he emphasized‘fhe need for
caution when generalizing them to other popdlations.‘ They did, |
nevertheless, bear out a number’bf the intuitive findings identified in
earlier s;udies.i o o ' |
In Britain, Taylor (1962:258-99) foundi'in a study of «
charaeteristics of the good teacher as these gere perceived by chiidren,
Ehat pupi]s tended td downplay the importanceaof teachers' persona1¢
qua]ities,‘and, in general, to value most-higély’the "good" teacher's

training. In Taylor's view, this reflected, perhaps, an important need

that children felt -- to be taught and to learn (1962 264).
1 :

1

Effective Teacher Behaviours | ; .

The question of 1dent1fy1ng the e]ements of "“good" teaching

>

continued to be central, however, and the coniern focused upon def1n1ng
behav1ours which appeared likely to 1nf1uenci§students' learning.
Rosensh1ne azd Furst §§97] :49) stated that e‘ucat1ona1 researchers had

not provided teacher e ucator;,with repertoines of teaching skills wh1ch0

. P Y
!

.
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miqht confidently be recommended to prospective teachers as liable to

promote student achievement Their reviéw of research in teaching did,

nevertheless, yield ten characteristics which appeared to be positively
g

orientation, student opportunity to learn, usehof students' ideas

(indir ctness), use of structuring comments, use of multiple levels of

discourse, probing and the use of apprqpriate levels of difficulty in

instruction (1971: 54)

‘ Althouqh the Rosenshine and Furst review has been challenged on a
variety of methodological qrounds, these ftpdinqs did represent a
pioneering attempt to synthesize the empirgcal work of many individua)l
investioators, and to sugqest certain global categories of behaviour |
which miqht profitably be pursued by both teachers and teacher educators "

For his oart, Gage (1972:31); in a review of empirical research .
on teaching, questioned the pessimism prevalent concerning the value of
the findings of such research. He maintained that, by carefully sifting
the ltterature and identifyinq 51milar dimensions measuned by a variety
of means. one could find. evidence from which one might draw the inference
that’.certain specifictypes of, behaviour were desirable in teachers He
cited as examples:;our of the dimensions which “had appeared on the |

Rosenshine and Furst list and for which such procedures would yield ;

“*bositive results: warmth, indirectness. cognitive orientation and

enthusiasm (l§72 :34- -39). ' Gage provided-more precise definitions of
these terms. claiming that ”warmth" described a quality present in

~ teachers who tended to behave approvinglg,acceptantly, and supportively,"

. and nho tended to "speak well of'their own students, studenég in general,
) -and'people in.general." Further. Gage sta}ed,_such.teachers "tend ‘to

 related to student.achievement: clarity. variability. ‘enthusiasm, task
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like and trust -rather than fear other people of all Kinds" (1972:35).
"Indirectness“ ag it was used by Gage encompassed two dimensions of

teacher behav1our (1972 36): the encouragement acceptance and use of

student 1deas, and the encouragement of "1earn1nq by d1scovery The

"cognitive orientation" of the(teacher seemed to reflect the teacher's "
inte]]ectual grasp of what he was trying to teach, while "enthusiasm"'
segmed to include not only the intrinsic emotion felt by the teacher
for his work, but also his ability to communicate this through his own
teaching (1972:38).

Researchers, nevertheless, continued to express concern about the

. e ” , .
difficulties inherent in-attempting to sthdying tedching effectiveness

N

through the standard methodologies. Berliner (1976), for example, gg* o

"identified certain specific categories of problems which, in his view,

' appeared to limit the usefulness of much of the research conducted in

-

. ' . aell
this area These“problems arose from the instrumentation, methodology .

"and statistical procedures used in studying ways in which teachers

affected students (1976:5). Berliner maintained ;Er‘fnstance, that the

;use of standard1zed ‘tests as a means .of measuring pupil growth was not

%

always’ aoproor1ate, for (1) such tests might not reflect what,hdd‘\

] -actuale been taught 1n the classroom, and (2) their: strong correlation

A

'with 1nte1l1gence tests made their va]ue as 1egtt1mate measures of

teacher effects quest1onab1e (oarticular]y with respect to certa1n types
of ch11dr n) (1976: 6) Hhen tests specially designed fcn'lpec1f1c
teaching units were used these prov1ded a more va]id outcome meagure.

It was difficuit to teTl however, How useful an estimate such tests

providei?of teachgrs' 1ong -term effect1veness (1976 6): - _

2

AN
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Berliner contended, moreover, that current research in teaching
se]dom took into account pupils' feelings about their 1earning'experiences
-- the affective\outcomes of teaching, which also needed to be addréssed
. (1976:6). In his-opinion, research to date had not dealt effective]y;
either, with’the issues of appropriateness or stability of teacher
behaviour (1976:6-7). ‘A further question to be considered was how much
could "1egitimate1y“be expected of teachers or schools as an inf]uence
_of student growth" (1976:9). Student performance was clearly strongly
influenced by inte]ligence,'ethntcity and-socto4economic status, as well
as by the student's own inclination to part1c1oate in the work

An add1t1ona1 cons1deration raised by Ber11ner was the fact that
- dimensiong of teacher effectiveness were-apparently related to‘the
particular curriculum areas studied (1976:9). Teacher effects seemed to
account for potentially more variance in subjects‘in whjch home background
influence was less ]ike]y}to be powerful, i.e.,'tn subjects other than
reading, social studies or language arts. Researchers typica]]y; however,

studied teaching in just those areas where. it was hardest to relate
student performance to teacp#nq behav1our§§? | ‘

These and other shortcomings obserged in current research on
_teaching, and uneas1ness~over the'preva111ng style of psycholog1ca1
research caused a number of educational researchers to examﬂe mare
i cr1t1ca1]y their accomplishments to date (Ber11ner and T1kunoff. 1976 24).
One outcome of this was the search for other means of studying teach1ng
'In an sitemot, for examole, to arrive at a more qua11tat1ve descr1pt1on
of te_ijl behav1dﬁr the Far West Laboratory for Educationa% Rebeaﬁthiég;;

and Development undertook an ethnographic study of- second and fifth grade

read1ng and mathemat1cs c]assrooms (Ber]iner and T1kunoff 1976).

N
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Observers whotwere unaware'of the measured effectiveness of the teachers
they observed recorded raw'teachiog behaviours. From fhe.accounts of
teacher oehaviour, concepts were defined and then combined into variables
which were used to differentiate between more and 1ess\effective teechers,
as these had been jdenti?ied by meansvof.specia1 teachjpg units (1976;26).
Findings indicated some twenty-one generic variab]es.ii,e., variables .
whfch consistently differentiatedhbegween more'and Tess effectiVe‘teacoers
in all.classrooms studied. The behaviours consistenf]yjassociated»with
more effective feaghers.indicated‘that such teachers. were percéived as
havihg mastery over their subject matter and the ability to use it
appropriately'in structuring learning tasks to sujt individual needs.
More effective teachers,,a?so,ﬂq?ve.of their time and attention to'aT1
students, and demonstrated theifffesﬁect and affection for those students.

~Classroom control was consistent,and democratic, with éood behaviéur
being positively reinforced. More effective teachers appeared to possess
the ability to oe_flexibleb-- to adjust to and.capitﬁ]izesupon UheX£ected
situations. Lessons were‘appropriate1y paced and stfuctured, anoja -
variety of instructional ﬁateria]sﬂused in the c1assrooms of'those teachers
’descrjbed.as being more éffective (Ber}ﬂoer‘and TiKunoff, 1976:29).

o - 1t may be seen fﬂat the find{nos of thissstudy confirmed, in more
specific térms, oany_of the more global categories of behaviour cited
in eerlfer reseefch as being associaoed w%thaéffective teaching. This
concern to define in more operat1ona1 terms spec1f1c behaviours assoc1ated
w1th students academic: growth has cont1nued to dominate recent ‘
1nvest1gatlons It appears laqgely to have been acceoted that a focus

_upon what teachers can do to enhance student 1earn1ng is 11ke1y to prove

\\ a more ﬂ?oduct1ve approachto def1n1ng effect1veness 1n teach1ng‘than
. . .
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'brevious efforts to descfibe'teacher characteristics. Such research has
beeh‘marked4elso by attemnts to arrive at an ever narrewer definition of
'teachinq-strategies to" be emp{qyed and qf circumstahces in wq:ch they
may moét appropriately be used. _

In one such*undertaking, Medley (1977) a&opted a clearly-defined
strategy for resolving the %rob]ems posed by the apparent inconsistencies
and contradictions in ava11ab1e studies on effectlveness in teaching. He
reviewed two hundred and eighty nine such stud1es on the assumption. as
he later stated, that if certain rigorous cr1tey1a of qua11ty were

app1ied to the results, most ef‘the inconsistencies wou]d‘disappear
(1979}16). Only studies in which the folldwing criteria were het'we;e
‘retained: effective teaching.was measured in terms of student gains;
clear descriptions of‘feacher behavio;rs were given; generalizability
of findings were estebTished; findiﬁbs were revealed as‘important in.
terms of strong Drocess-product re]ationships (1979:16«19). Some six
‘hendred re]at1onsh1ps concerning the behaviours of effective and |
ineffective teachers were 1dent1f1ed each supported by a strong
’relat1onsh1p.'

Although tbe primary objective of Medley's report was. to provide
direct access to the findings of research on teacher effectiveness to

.teacher educators (1977:10), he summarized some of the’most'eonsistent_

b

f1nd1ngs and prov1ded an 1nterEretat1on of them- wh1ch is pert1nent in
:the present ‘context for it exam1nes a var1ety of dimensions not 5{¥ays °
d1s;ussed in detail in individual studieg; He drew attention to
relatiohships between cognﬁtive.and affé:;;ve outcomes, the effects
thch certain behavfours apbeared to have on pﬁpi]s of differing'socio-

economic status, and the effects of certain behaviqurs on pﬁpi1s of + .

.t
)

~ .

~
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different grade levels, and in different subject areas.

Thése anaTyses revealed findings wortﬁy of note. They suggested,
for example, that "a competent teaqhef of subject matter is likely to be .
dev’eiopmg positive a.tt'i'tuqés toward school as well" (1977:13). Further,
teachers who produced maximum achievement gains also appeared to improve
pupils' self-concept the most. In classes at the level of @ra&e tﬁree
*or below, there was relatively little difference in the behaviours of
teachers éfféctive in either of fhe core areas of reading or anithmetic
(1977:13). Hdwever, fhe behaviour patterns of teachers effective with
pupils of ‘low socio-economic status did\differ from those Bf teachers
effective with pupils of high éotio4ecqn0mic status. The ;ignfficance
of pupils' socio-econdmic status in the nafure_of competent teacher
behaviour appeared to Médley, therefofe, to have clear imp]ication;_}or
teacher educators: it suégésted that "teacher education students may
'need'to learn very different strategies for déa]ipg with pupi]s{frbm
ldifferent_backgrounds, at leasY in these ear]ier'gradesd (1977:21). ip
a stddy 1ike the present one where the méjority of teaéhersfparticipating
are~ipvoiveh with the teéching of étudents»of low socio-economic background,
the findipgs of the Medley refiéw.a;: extremely relevant.

. The sigﬁificance of»regéarch ih teaching to the purpoées of teacher -
education is highlighted in Borich's (1979) attempt. to discover how process- .
product reseqfch might confribute to tpé development of_competehcie§
which could COnstituie.é focus for traihing burposes. Borich>e1aborafed
© upon f{Ve oﬁ the prosgss;pfodugf siudies;from»amond fhose most heavjly
qited in Médley's‘reviéw,randﬂsummariggd Eﬁé.competéncy implications they
contained. Ip'this regard _hé.prbpﬁggaf;;specific definition for the
term "competenéy“ in orJg:f;o;disiinguisH it from the other terms --

»
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"béhaviour" and "variab]e" -- with whiéh, he claiﬁed, it was frequently

used 1ntérchangeap1y (1979:77). He viewed the three concepts as being

progressively more specific, "variables-being defived from behaviors

~and Eompeténcies being derived from variables -- with competencies'defined

in terms of proficiénéy levels Ya]idated against pupil oufcome§" (1979:77).
The competency implications drawnlby Bd?iéh from his findings 9#3

instructive and pertinent as possible indicators of adequacy of training

| in teachers. In terms_of classroom management and contr91,.for examplé,

Borich translated the Brophy-Eveﬁtson (i974) findings in.this afea‘intd

competency statements such as: o ,v;?/ '

Teacher should have the ability to kéep pupils actively engaged,
. to establish flexible rules sufficient to keep order, and

éhange them when necessary, . . . use mild, non-physical forms
of punishment (1979:81). '
‘B : - . : _
The competency implications of Good-Grouws' (7975) results on the same
. . ~ &

"dimensions were described in this way:

. v " . , : . 1
Teacher should be able to reduce classroom tension anpd anxiety -
. engender relaxed, non-evaluative classroom atmosphere,
. . . maintajn classroom free of major behavioral disorders

(1979:82). o

Borich observed (1979:85) that fhiS'trans]atiod of process-product , .
correlations into natqré1 1anguage of fered to the practitioner an'}
opportunifxgto}judge for~hjmse1f tﬁé.praética1 meaning of éuch results,.
‘and to recognizé that somef}mes findings that reached statistical
significance might have Tittle épparent practical value, whi{é those
}which failed to reﬁch statistical significan;e hight'be pérceived as
having considerable pract%cal value. Cbnscibusness o?‘these facfs
would seem to bé particularly important ‘in the_sontexthqf tquper |
c s ' | S o

TR ~
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education where attention is focused upon developing in nrospective teachers
those attributes which are most 1tke1y to have value in the real situation’
of the classroom. |

_. Once desirable teacher behaviours ﬁaye been defined, the next step
of relevance to teacher education is the confirnation that these can be
developed thronqh’a program of training. The purposes of the research -
project "Quest" carried out at the University.of A]berta included just
this consideration. .That study was’undertaken'injthe conviction that,
while after a’lonq tradition of research in teaChing a number'of tentative
hynotheses had emerged,lit was* timely that variables be manipulated .
.experimentally so as to establish cause and effect relationships (MacKay,>,
197932)?’ The study had the addittona] aim of trying to diséover whether
teachers' use of recommended strategies nou1d increase after specific
training. These two purposes were summed.up in the research h&bdtheses
proposed (MacKay, 1979:3): |

1. The areater the observed Strength or frequency ofeoccurrenee

- of a recommended teaching strategy, the qreater w111 be pup11
achievement.
2. The observed strength or frequency of -occurrence of a

*recommended teaching strategy will be greater after the in-service
treatment than before the treatment. :

The potentiai inplications and importance of findings from such a

| .study were efnnificant‘ rif 1t were verified that pup11 achievement (as
reflected in performance in core areas of the curriculum) could be enhanced
by the teacher s usé of certain soec1f1c strategies, the development of
such strategies would orov1de a tang1b1e and worthwh11e objective for
teacher education programs. Further, 1f it were demonstrated that the use

of such strategies could in fact be made to increase through training,

~
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his would validate the adeption of such an objective.

Strategies incorparated in the study were deriVed'from the research
1iteratuhe en teachlzgf’and validated by a panel of practittoners..lThe
thenty—eiqht selected fell ihto fohr main cateQOries: (}) ¢lassroom
;nanagement and cont;o1, (2) organizational and methodological strategies,
(3)'verha1 1nteractaoh strategies, and (4) interpersonal interaction
strategies (MacKay, 1979:8). The findings ot'Project "Quest" confirmed
both research hypotheses. 0vera1} results suggested, first, that a
significant relationship existed between student achievement and twenty-
one out of the twenty-eiéht strategies studied (MacKay, 1979:35).
SecondTy, a significant increase was obserQZd’in teachers' use, after
treatment, of twenty-four out of the twenty-eight strategtes (MaeKay, P ¢
1979:22). * MacKay pointed ow at there were at 1east two implications //’\\\
for teacher educators: the strategies dealt yith.were relevant and - y
important, and they could therefore serve as a valid base forOteaéher'
training activities (1979: 37). \ |
- In two other studies carmed out at the University of A]berta
atteyptS"were made to'app1y these findings to the teacher eﬂucation
context - Ratsoy (1980) reported the results of an evaluation of the
etfect of the practicum upon the use by student teachers of the kinds of
teaching strateqies studfed in Project "Quest"._kSignificant increases
were observed'in the use of about half of the behaviours researched.
Ratsoy (1980:10) noted that,'given the iength of time available in the
type of pract1cum studied -- i.e., about eight weeks -- on]y certain of
the skills appeared to be amenable to deve]opment There seemed to be.

11tt1e chanqe in student teachers use of curricular, ecolog1ca1 or

eva]uat1ve sk1lls ) ‘ ' :
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A further study of the effects of‘the~practicum upon student
teachers' use of teaching strategies wes conducted in 1979-80 and reported
g} MacKay (1980). In eleven out of the twenty-seven strategies studied,
there was a statistica11y signjificant bositiVe change in the extent to
which student teachers were observed to‘use a particular strategy.
Behaviours re1ated to classroom discipline, use of questioning techn1ques,‘
and interactions with students generally did not increase significantly
during the period of the practicum. Again’it ﬁight be inferred from these
findings that the time normé]]y available in the course of a practicum is
net 1ong enough to permit extensive development of all types of needed .

trateg1es However, the occurrence 6?’532?21ve changes in certain
.strategies would seem to permit a tentative conc1u51e\\that student
teachers can be taught to use such skills.

The consistency with which certain t}pes of skills appear in
teacher effectivene§S~re$earchbas being associated with\oupi] achievement
seems to confirm their value as 5hdicators of competent teacher
performance The studies Hiscussed to this potnt,}however, have all
been carr1ed out ‘in the North Amer1can context. It was clearly tmportant
to the pukposes of the pr;iep& study to attempt to diéeover whether the‘
findings encountered were likely to prOve equally relevant in a different
,'.'sett1ng Med]ey S (1977) contention that various contextual .factors wéﬁp‘c
likely to infTuence the effects of teacher behav1ours seemed to support
thﬁs'concern.

'Teacher Effectiveness-Research in
- Developing Countries

Emp1r1ca1 studies or theoretical d1scu5510ns wh1ch refer

-specifically to effectiveness in teach1ng in the deve10p1ng wor]d
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context are considerably more difficult to find, Those encountered tend
to have largedly a policy-making orientation, and to deal, for example,
~ with such global concerns as the effects of trained versus untrained
teachers on student achievement. Certain studies, nevertheless, offered
perspectives which appeared pertinent to the present discussion.
~ Arora (1978), for 1nstance, undertook a study aimed at identifying \
and c1a551fy1ng charagteristics which distinguished effective and

ineffective teachers within the context of Indian secondary schoo]s She

aorofile of an effective teacher by. consu]ting with a- large .
i;ioners considered competent to give vaiid opinions on the ‘
¢ This profiie was used as the basis for an instrument

u) incwaistdentiﬁed effective and ineffective teachers (1978:
35). aji%teristics of those individuals so 1dent1f1ed were then

examined. The profi]e of an.effective teacher arrived at cited the |

following~#s indispensable characteristics (1978:31):

An Effective Teacher must

have accurate knowledge of . the subJect.

have ability to bring the subject matter to the 1evei of

students' understanding;

explath topics ciear]y,

make clear presentation of the subJect matter,

organise subject matter systematically;

have self-confidence; : - -,
“have abiiity of expression;

have skill in stimulation of interest and motivation

of students;

have sense of duty and respon51b111ty,

have pleasant and distinct voice;

.plan and prepare his lessons; and
" have good health

Ny —2

N — OO OO ~NOrUn £ W
e N T N

— e —

AThe picture presehteq does not differ greatly from similar ongs -
drawn elsewhere, although in Arora's work the dimensions of teacher

behaviour pertaining to. good relationships with étudents appear only
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_under the category of "desirable" characteristics for effective ;gachers.

This, perhaps, reflects the more authoritarian view of the teacher which
continues to prevai] in many developing countries. |

The studies reviewed by Paige‘(i979) a;; significqﬁt in tﬁis
regard. These focused upon one specific aspect of teacher'beh;viour --
the creation of an appropriate classroom learning environment. The
importance of thfs dimension to the QUestion of the impact of school
upon Third World children had been indicated by Alexander and Simmons
(1975:1). These authors stated that while most research suppdrted~the
contention that home and background factors exerted 3owerfu1 influences
on the level of students' achievement, it appeared, nevertheless, that
‘"the'remo§a1 of the student from the "home enviroqment into a learning
environment at school does have an important impact on hi§ achievement."
Paige“was:concerned to discover whether including learning ehvirénment
variables in cufreht models used for evaluating and chaﬁging educational
éettings in developing countries might d}ove usefui (1979:212).

He reviéwgd four studie§ éonduéteddin'a vériety of countries.
. The resultsgof;the st;dy carried éuf in Brazil'by Holsinger (1972,  1973)

indicated that classroom climate (defined by items 6n subsca]gshcovering

pupil participation, pupil cooperation, class intimacy, group work,

£

~

'.ﬂteacher'intergst, egalitarianism, competitive emphasis and disoiganization)

- . was a powerful predictor of.both classroom and individual modernity,

- i.e., achievement motivation (1979:214).- Furtfier, "school environment

o . _ { o — ) .
was a much ‘better predictor of both modernity and 1nf6tmation,than the

pupi]'S‘baciground" (1979:214). The c]assfoom learning ehvironment was
"a powerful predictor of both cognitive and noncognitive learning both

inside and outside the classroom" (Paige, 1979:2]5).
' \
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Persaud (1976) emtended that line of research in a project
conducted on elementary school cnildren in Jamaica kPaige, 1979:218).

The study was designed to examine the effects of classroom and school
climates on such non-cognitive outcomes as social development (i.e.,
students' level of interpersonal trust, tolerance, se]fQESteem and
personal efficacy) and aspiration leve]s (aspirations and educational
and occupational expectations-)_. Persaud discovered, as had been found
in similar studies conducted else;here, that an "open" schooanuthority i
_pattern prédic;ed a greater amount of the variance in social development
than did other sets of independent variables (Paige, 1979:215).
Imp1fcations for teacher oehaviour were pointed out by Persaud, who
observed that many teachers in developing countries tended to believe in
f?’ the nece§eity;and desirability of strict discipline as a means of
promoting students' academic and social development. In tne 1i§hf of the
f1nd1ngs of thTs study, however he recommended that. pr1nc1p3’s and.
;eachers should con51der dsyeloo1no more open schoo] and classroom
environments (Paiae, 1979:216) . o - ‘

The findings of the work carried out'by Walberg and his_associates
in India (]974, 1977) confirmed this need for classes to optimize those
social relations which were associated with higher rates of cognitive dnd

'nonacognitive learning (Paige, 1??9:218). , . “ i

Paige's own research in Indonesia (1978).was designed to'aooomplish‘

£y
7

several purposes among which were the following:  the assessment of the’
relationship between the learning environment and cognitive and non- =
‘cognitive learning outcomes; the estimation of the relative: effects of /
the learming environment‘var1ab1es in the context of a model that

;-j%ggguded determijnants of Tearning located inside and outside the, school;

i .
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and the identﬁfication of school and c]&ssroom-related‘factOrs that acted .

as mddernizinqlinfluences (1979:218-219,\ Paige discovered tha; classes

" higher in order and organization had students lower in modernity and, to

a lesser degree, lower in achievement -- a finding which iuégested that

¥

excessive discipline mightndiscourage 1earnin§. However, the modest

positive relationship of teacher control to modernity implied that 2'

" balanced structuring of the classroom environment could be beneficial

(1979:221). In relation to o?her détefmjn§nf§ of 1éarningzpclassroom»
énvirodﬁ%nf variables proved siénificaﬁt iQerédjcting achievement and
modernity (1979:221-222). ST o

| Paige concluded that the studies reviewed confirmed what_qaﬁ a

consistent fiﬁding in similar investigations elsewhere: that the

classroom environmekt was a critical mediating factor in pupils" response .

RIE STV

~ dimensions of the findiﬁgs of the research:"the effects of teacher

.teacher -training research focused more upon identifying differences’

“./—

[ 4
to educational experjences, and ‘that teachers should actively pursue the

creation of such'ﬁzyburable environments.

In the expi ratory review of Third World teacher,éfféctiveness )

”

résearch undertaken by Avalos (1980), the purpose was "to collect

information that might be USeful to. quide decisions of bo]icy-makers '

- regarding teachérs, these béiﬁg‘oné of the most‘costly and important items

~

in national budgets" (1980:45). Avalos dea%ﬁ primarily with two specific
trainina and the use of dftco&ery learning strategies (1980:46). Th

classroom behaviour between trained and unﬁi?ined teachers, and the
: T & Hom:
impact of types .and levels- of training-and qualifications upon student

: . , - _ :
achiev@ment, than on di scovey’vg particular'strategies that seemed to be

associated with pupi1'groﬁ!t (1980:4%). Hoyever, the studies concerned
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: .wi’th the search for effective te&her strateaies did appear to yield
one consistently positive result. This was that "when higher levels of '
7 coqnitive slgiis ‘were considered --.1.e., comprehension, application of

| knowledge, diverqeﬁ thinkinq, problem solving .- discovery-oriented
‘methods proved more eff'ective" (1980:49). ‘ _ ’

‘The- implication.s of Avaios remar‘kq are clear: '&.‘raining prograrns
in such s‘ettinqs should provide teachers witr’f' the ski]isao employ
methods which won#dvencourage',students to participate more actively in

their'own learning experiences This is pafticulaﬂy important since,
.in many?levelooinq wor]d contexts, ‘there is still fairly widespread ‘use
i of highmwective teach‘inq aoproaches, and emphasis upon rote learning. , u

_ _Smnnary, the evidence which emerges frem the' h'ow ir'ly

R extensive research conceminq effectiveness in teachinq suggests that‘a

| rvariety o‘f crjteria might be esSembled for the puroose of assess‘lng i:he .-4*";

AR 4

adeguacy of programs of teacher%renaration égn.ese wo,uld inciude r
dimensieas of teacher behaviour which appear to’ﬁe consistentiy related

to oupi] qrowth in academic or social deveiooment ‘t B . R
InDthe planning of an investiqation of an eva]uat:ive nature. .
however, an additionai imog‘stant consideration. is th& selection or |

. de\lelopment of a suitable ‘médel to guide the co‘l‘lection of reievantj L
data (Ratsoy, 1979:1). An examination of guide‘iines 5uggested by various \

| theorists in the fie]d of proaram eva’luation appeared. therefore, to be
._..l ¥ .
an approol*iate undertaking ) _“‘"',-_-?' B o ‘ . *
. : koS ’ v t"%m . . , . T
. . Pkoenm EvALumou L :
o o7 : . i 3- , o~ ‘\
- Conceptual rnodeis for (the eva‘luation of educational programs

B‘c
R . . . at- ¢
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abound in the relevant literature. In the study of these various
conceptuaiizations,'howeuer, the advice giyéh by Worthen and Sanders
(1973:412 is pertinent. These authors suggested . that models proposed {JY
by individual theorists should not he!considered as "cookbooh recipes
for eva]dation." Rather, they advised that |

L i "
the-would -be 4DaJuator be eclectic, whenever possible, in .
egting Wsef oncepts from each . : . and combining.

. theIP n uatdon plan that is better for havin
, éo orgx@%rfh!“best features o?;severa] approaches ?1973:41).

., 3 ‘ib i d)écusstgn follows, therefore; of certafn issues raised by

L "De 1n1tions of "Evaq“atsmll .!‘ v* .

‘-0

ﬁﬁffihent.authors and deemed relevant in the cpntext of the present

w’ -

’

i

T

Ly

y T

" so an important first task seemed to be to clarify the main elements

\I‘
inherent in its meaning
: Cronbach (1973: 44) defined "evaluation" as “the co]lecting and

r

‘use of informntion tommake decisions about an educational program."

w§tuff1ebeam (1971:xxv) described it as "the process of delineating,

-

obtaining and providinq information for Judging decision alternatives.

" In Scriven's view (1973 61)j evaluation wag an activity designed to

_;answer gpestions about the uoxfh of educationa] "instruments" (procesSes,

. a prodram, procedu }"

" is made” (1976:1).

”personne] procedures

proarams or the like) Dressel 459r his’ part,

&

'_ stressed, "an eval ation is both a judgment»on ‘the wofth or impact of
= \

. [
4 . ) . Frd

i inditidual and'the process whereby that judgment

%
(X .

The term "evaiuation“ is susceptible of a variety. of interpretations,

Three essential elements appear to emerge from these 1nterpretations,

A'
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o

which typify most 6f the definitions proposed, The elements .have

implications for the planning of an evaluation study.

o .

1. 'The purpose of evaluation in education is to judge the worth
of educational undertakings. In the instance of programs of professional
- | ) v
. training, this worth would presumably-be judged by t} £

K ]
effectivenesc - o~roduting the desired Jevels of prg

in those who had undergone'it}
) o
2. This Judgment prov1des a bas1s for administrative dec1s1on

mak1ng It is essent1a1 therefore, to gwe cons1derat1on to the ﬁ . "'N

and scope of decisions to be taken before the determ1nat1on 1s made Re>
™
concerning the kind of evaluative 1nformataon to be sought . - \

\‘_,-,.

/
3. Evaluat1on is also the prgcess of col]éctﬁng the'ﬂata-by wh1cw
ﬂQworth of the undertaking w11_1 be judged. Gu1deT1un”es for. th\g process

o

o L IR - B - i “ N

must consequently be carefu11y'estab1ished. :‘ , "'hg\_,fg

"These three cons1derat1ons prov1ded useful focal points for the

development of a p1an to gu1de the conduct of the present study

N

Pr;gram Effect1veness - : i

In the determ1nat1on of the' e?fect*Venes or 1mpact of a part1tular

~ program, certa1n 1ssues raqsed by ::zgluat1on theor1sts must be taken into -
account Gronbach for examp1e “stressed that program outcomes were
_1ikely to be mu1t1-d1mens1ona1 and .that thesé’var1ous effects shou]d be
‘gauged and taken 1nto account when' Jjudgment was made concern1ng the ovgr-
a11 worth of the program (1923:47). Further, he emphasf&ed.that a

-’sign1f1cant funct1on of eyaluation was to contribute to program rev1s1on

" by pinpoint1ng spec1f1c areas of strength and -weakness®. In this connection
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it was important to understand how the program produced it§ effeété‘and
what parameters influenced its effectiveness (1973:48). A conceptué]iza-
tion of a complex program as a series of interlocking pa;ts, each designed
to" oroduce certain outcomes would ﬁeenxto be a fruitful means of
encouraging this.
| Comparison was not, in Cronbach's opinion, a necessary or'eveﬁ
desirablé dimension of evaluation. He édvocated judgment. of courses (or,
presumab1y, brborams) accord1ng to carefu]]y def1ned- standards of worth -
(1973: 49), ma1nta1n1ng that a forma] study should be des1gnedwpr1mar11y
to determ1ne the post course oerformance of a ueﬂ)-dgscribed gropp, with,
resoect to dgﬁy important obJectlves and side effectsﬂk.,.. vjo‘,. SOPIRE if;f
Scr1ven (1973'66) pointed out that an 1mpor§§i§,§£¢c£ of the ﬁ/ vﬁiiﬁﬁ
_ evaluator' s role was h1s responsibility to formu]ate cﬁi : S

the activity being evaluated m1oht be Judaed In thfg rega

cautioned agawnst an approach which would focus sole1y upon “the degree
to which an enterprise appe#red to have achjeved its stated goa]st An
~equaHy v%ta] pa;t of a; eva]uati?n; fn'his‘yiew, was a determinatioh of .
the value of ;ﬁe goals pursued (1§73:73).

Scriven stressed sthong]y'the importance of this judgmeﬁtal
dimension in all-evaluative activity, af%irmfng that, whether the

‘ evaluation wés intended to contribute to the ongoing improvement of a

R

program (its “"formative" role), or to contrlbute to decisions concerning’
the adoption of an ent1re finished curr1cu1um (its "summatlve" .role), 1tg"
goal was always the same: to estimate .the worth QVAvalue of the under- .
taking (i§73:53). In termsof the eza]uation of td%cher education
programs, ‘this process would ;:em fdwenta11 the sérdg1ny of the scope and

perceived professiopal and social value of thé’purposes the programs

- &
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3

sought to fulfil, as ne11 as the assessment of their 'success in achieving
those purposes. o | |
The model proposed by Robert Stake reflected the conviction that
boukrdescr1pt1onzand-dudgment were essentfa1 in evaluation (1973: 109)
If the,effects of a prbqram were to be understood a]] contributing
elements, he seemed.to be suggesting, wou]d have . to be ‘known. Stake's
mode oytl1ned several d1mens1ons along which an educat1onai undertak1nq
' might be both descr1bed and judged: antecedents (i.e., conditions exist1n%£
pr1or to the proqram), transactions (the processes involved in the :
de11very of the155§25233, and outcomes (the impact of the program upon
\\\ re1evant'group5‘of individuals 1nvo1ved) (1973:112). Judgment might be
carried out aSCOrding to abso]ute‘or relative standards or both{:with ]

the emphasis adopted depending 1arge1y upon the role the evaluation-was

to play (1973:123-4). .-

Eva1uat1on for Decision Mak1ng

Nhi]e Stake s model suggests many useful concepts, 1ts very
ec]ect1c1sm may prove to be a drawback in the planning of a study which
seeks to contribute to specific adm1n1strat1ve deshs1ons MacKay and

Magu1re (1971: 12) commented on both the strengths and weaknesses of the 4

Stake apptoach: . ) X

\

-

g On tHe one hand because of the broad base laid for data
~ collection, possible relationships stand less chance of
N being missed than they do in models which, use. theoret1ca]
framework for-determining which data to coltec® . . . On
,«f the other hand because of its scope and the f1n1te resources
.y of. evaluat1ons, important re]at1onsh1ps may not be - -
\:ﬁi‘ Jnvest1gated as thorough]y

‘ .
u.s.\ N

o »i &18 th1s regard the more systemat1c approach embodied in the work .
SR A

a2

"



i":'of Stufflebeam (1971) definegvc]ose]y\the.types of evaluative activities -
'necessary'to~be undertaken in #he service of different types of decisions.
In the Stuff]ebeam Context Input, Process and.Product model, concern
to assess overall program effect1veness would most appropr1af§?y focus
'upon'"product" or outcome eva]uation, for the information thus obtained
would réTate to all other dimensions of the program (context, inputs

| and processes), and contribute to "recycling decisions" -- i.e., decisions .
regardino the.continuation, termination, modifcation or refocusing of the
act1v1ty (1973 138). _ |

Stufflebeam S concept of evaluation as a cyc11ca1 process constant]y N

feeding 1nformat1on back to the 6rqan12at1on was supported by Dressel
(1976:7) wha asserted that "ﬁrograms are genera]ly in flux so, that
continuoug and systematic evaluation is essentiat to provide the basis
for improvement." Dressel (1976:8-9) summarized what," in his vtew, werer
thé fundamental componehtS(of evaluation,//Tﬁts summary succinctly
defined guidelines for plan;asz an‘eva1uation.study; and:was deemed.an

appropriaté base for‘proced updertaken in the conduct of the present

«t Ce vaes L

gh
study, for a quniﬂcant aspect of the 1nvest1qat1onm8s the provision of

"\.-

insights which might contribute to program reneﬂa] Among the procedures

-

’ ,1dent1f1ed(by Dressel as being sa11ent in eva]uat1on were the following:

the 1dent1f1cat1on and scrut1ny~ef program values, the clar1f1cat1on of

«program obJect1ve§,»the definition of criteria by whlch to judge program
A successi the collection and analysds'of data; the making of broad apd )
-« detailed judgments.concerntng the.success or failure of programs; gﬂ%

recohmEﬂdation of appropriate courses of action (1976:8-9).

‘ Metﬁodo]og1c&1 Framework

An add1t:2?a] 1mportant task, however was the 1dent1f1cat10n of

, .
A T : . A\



/
those sources of data which might provide infgrmation most relevant to
;the purposes of the study. As a teacher eddcation program represents an
ama]gam of separate though related 1earn1ng experiences, it seemed A

essential to determine a means whereby the co]]é!t1ve 1mpa t of those
component parts might be assessed wh11e, at the sameltlme, al]ow1ng for
specific areas of strength or weakness to be identf%ied. The*f]dw model
proposed by Clarke, Konrad; Ottley and Ramer (1973:27) proved of
"assisfance:in this regard. These authors conceptualized.the flow of
students throudh Eo]]ege as "alséguence of}stages at which various types
of daaa cap, potentially be_generafed" (1973:25) (Figure 3).  They )
suggested ehat'perhans the most va]uable'point at whieh to seek eva1uativeA
data was at Stage 7 -- tha post- graduate staqe -- for it was from this
perspect1ve that information m1ggt be gathered to evaluate "the bas1c
purpose of xh%u}nstftut1on, that is, preparat1on for post graduatlon
career” (1#73:40). oo ‘ - - ; \\\
Ratsoy et al. (1979:23 adapted this model to-conceptua1ize thea
movement of students through the Faculty of Educatﬁon at The‘Univé}sity o
of Alberta (ngure 4), and it was this version which suggesfed the
framework for the present study The teacher education programs‘and
beg1nn1ng teachlng experience in The Bahamas were viewed as a sequence’
of seven stages, eagniof whlgg might prOV1de a poss1b1e point at wh1eh
evaluatjive data' iqhtﬁbe sought (Figure 5). Each of ;he first six
stages of the sé?uence represents a siggificant segmedt of.the programs,
which were devised according to the tiﬁezaonoured premise,that the
suceessfu] ieacher requires "(l)lgene}al culture . .~. (2) special

scholarship . . . (3) professional knowledge . . . (4) technical skill’

! (ﬁusse]], cited in Coutts, 1969:2). Respbnsibi]ity for the

-
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provis n ofithese' #s components iS'givided-among a number of

teaching djvisions, and, over a three-year period, a prospective teacher
typically moVes through a series qf‘..urses.and other instructional
-experiences as illustrated in Figure 5. Assessnent of the individual's

~achievement occurs at each stage of the sequence. and there is a
comprehensive appraisal of content mastery and of téaching practice '
accomp]tshment at the point of exit from the program (Stage 6). These
severa1'measures do not, however, yield the kind of infbrmation which
would appear to be.most essential to va11date the activ1t1es undertaken
in the programs, i.e., how successfully graduates from those programs
are able to.perform in actual school settings. In the present study,

- therefore, the fotus will be upon Stage 7 of the sequence, the in-service’

N

experience of the teachen education graduates.

" This focus is sup%orted by'a_variety ters. In the
"Recommended'Standards for Teacher Educatid\ feb1ished by the American

Association of Colleges for Teacher Education (1971'12),'it was asserted

’ that the ultimate criterion for Judg1ng the effectiveness of a teacher »
»educat1on grouram was whether it prgguced competent graduates who entered
the profess1on anﬂ perfonmed effectively: C1arke (1971 141) quoted
Medley's cf%im that "when we wxsﬁ'td eva1uate a program, then we must
‘confront the quest1on of how effect1ve are its graduates in the
classroom. " Beaty (1969:298) dec]ared that a teacher education pragram |
| m1ght be considered adequate if there appeared to ex1st¢a v1sib1e
relat10nsh1phbetween the program and the actua] job of teach1ng
S1m11ar1y, Rosser and Denton ma1nta1ned that recent graduates from teachen
~educat1oﬁ programs were able to prov1de usefu] 1nformat1on concern1ng the

adequacy of the1r_preparat10n. "With 'real world' experience,“ these .

v
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. L4
authors claimed, "the*graduate}is.in a more tenable position to critically
assess the value of program objeétivesienq'the effectiveness of his
recent pedagogical preparation" (1977:97). .
BohiCh (1979+7) affirmed that the assumption that teache}s could
n best judge their own'perfurmance and, when explicitly asked tu do so,
make an objective Judgment was most tenab]e when the purpose of the data
collection was the evaluation of . tra1n1ng and not the eva]uat1on of the
individual teacher. It was hoped, therefore, that examining the
effectiveness of the programs in question from the perspective of those .
whose professiona1 performance might be considered their "products" on';v

“outcomes” would prove an gfficient means of intorporating and focusing

. the considerations identified as significant in the foregoing review.

. ' SUMMARY
fh thishchapter,’the_theoretical perspectiVeshahd empirical
research which provided the cohcepsualibases for the conduct of the *
-present study were discussed. The discussign focused .upon the following
-issues considered relevant to the question of effect1veness in teacher
educat1on the purposes of teacher educat1on; the purposes and functions
-‘of the schools and the roles and functions of teache;s within these;
and the concept of effectiveness in teaching. Further, as a means of
developing quidelines for the collection offeppropriate evaluatf" '
'data a number of salient 1ssues addressed by evaluat1on theorists were
- also rev1ewed s L ’ ) o lﬁgi *I

It was established that the purposes of sdecific programs gea}?l

| to the preparatvon of teachers were closely reTated to the needs of thé

[4
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N
schools, wh1ch requ1red pract1t10ners who were able: g*form competently
the’ tasks associated with the schools' funct1gfs in societx An
1mportant dimens1on of the work of the schools was seen to be the '

promdtion of academic achievement among students, for this credentialling

A

nction was one which was highly valued by society. Teachers'

//,{impetence. therefore, would be measured in part by their ability to

participate effecttve]y in'the pursuit of this objective.

(' Ariother significant role of the school, was, however, the

socialization of'young people into the values, attitudes and Tevels of'

personal deve]opment which would enable them to funct1on prbductive]y

®in adult life. It was noted that th1s function was of spec1a1 importance

in new nations, where fo#asl education was conceived oﬁ as a major {/4

soc1alizing agent, whose respons1bili;y was not only to promote values,

skills and attitudes which might contrfbute to national development,

<

but also to convey a sense of pride in and respect for traditional wisdom’

5 N X
) - ’

dpd culture. o _ _ -
It was further recognized that teachers~functioned within
" organizational setxings whose demands were 1ike1y‘t030hange‘oven time.

Theﬁteacher, therefore, would have to be prepared to respond flexihly
: A

to‘such changes. ) _ L -

Ihe,searchlfor'critéria by which effective discharge of teaching. -
“functions might be ganged involved an examination of various approaches
to the ;oncept of effectiveness in teaching. It was discovered that the
’ear11er approaches to the question had concentrated primarily on trying
to def1ne characteristlcs which seemed to d1st1nguish effective from

»
1neffect1ye teachers. These efforts were generally percefved as ‘being .

inconclusive, at best, and later research focused upon)yhat appeared to
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be a more promising dtmension -~ the effectg—of’specifip‘typés of teacher

A

behaviour on the achievement of students. o
. . ¥

[

. °Ev%dence adcumu]ated'from thislforn of research seeneduto confirm
that there}were, indeed, certain strategies which would enhance student
learning, and which, importantly, as wasldenonstratec ir the University
of Atberta's Project "Quest", teachers codjd be trained to use; A note'
of caotion was sounded in the comprehensive reView'of re;earch reported
by Medley: it appeared that certain contextual factors suchtas socio-
e50n0m1c background of students. grade level and type of subJect matter
witud1ed. might have.a o;diat1ng influence upoﬁ the effect1veness of ¢ ‘(K
such strategies. \ ’ ‘ :

‘In the light of Medley's suggestion, it was cqnsﬂdered appropriate‘

¢

in the preSent study to report empirical resgarch carried ouf in
» developing countrfes/ in order to discover &hether the types of behaviours

identified as be1ng/effect1ve n the context of North America w0u1d also~

. ”

be found top be eff ctive in those sett1no$ Such evidence as could be

| Y

,”f,s pport the find-ngs encounteved e]sewhere. It was ~

S . . : 5 v

to assess the effectiveness of the teacher programs 1n this study e
| The f1na1 section of the agqﬂter.addikssed the question of N A '}3
estabIdshrng an appropr1ate frameuork to de the co1Tect1on of ~;* | 5;5]
| evaluat1ve data. A nunber of f??UES‘;;ised oy evaluation.theorists . 3@

were cons1dered and varwds mdels exammed  The flow model’ dem,gned b‘
Clarke, Konrad Ottzgy and Ramer, and later-a?apted by Ratsoy et al. t al. for
. the eva]uat1on of teacher educatfon prggrams at the Unidéizity of Alberta,

ion. T%

was judged a suitable one for use in . the present investi
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: model enables t.eacher educatioh programs and the beginning in-aervice'
exper‘lmce of. teachrs to be conceptua'li:‘;d as a series of distinct, .
wyet related stages, at each of which eva1uat1ve 1nformation might be. .
sought. The decision was made. to focus upon the fina] stage of the |

_ mode1 -- the in- service epeﬂqgfggf graduates. This ﬁoc%wseaﬁed' tg%e
-hold promise for elicit'lng usefu'l 1nfomat10n reIative to t!‘ overall"
effectivem;ss of the programs and to the perceived strengtbs and weak'ﬁlsses
of other stages of the seque\nce o 5 ‘ R ‘ B

, - ; ;

P

TN, . «.‘.‘ we

3



s . ‘ R
- CHAPTER: 3
‘ . ‘ o . o

e . ® " REVIEW OF RELATED tITERATURE

- | "n% o L R ®
‘r_: o Ta . Tl -
B ’_ﬁ Cbapter 1'! it was estabiished that the major Ppurpose of the

R o
.1; P study was to discover the' extent to which programs of teacher

by f@’chers with the attributes necessary for sucqéssfui teaching performancem,,«,
3

-

L A

-

the types ‘of criticisms whi‘f .'_

- . an examination is made of a n(mber of empirifl studies which deal with

,/

educatfon in The Bahamas were perceived aj;being effecti ve in providing

e e
L 3

sues pertinent to the gue?tied' of effectivg teacher prepa,,‘gation were
¥ T

discuﬁgg in'thapter , .as® a m%’ f estal}}.ishing ghe conceptua»i frame-
. - i o .
‘wo‘r'k which guided the conduct o‘F i:h mdy.. F'uréher, considerations ‘ » K

' re'levaqt to th? is5ue of program evaiua@oﬁtv&‘h Miped and- the model

-

seiected to agu'l“de the collegﬁﬁn of data hs described .
| The literature reviewed. in the present ;Wer deals essentiaiiy

L]

. with two, perspectives ofg the pr'ol;iem - First %sideration is given to

1(

teat:her educat,ion pracfi '1

‘ive been 1eve11gd agajns,t prevaiiing
: . ¥

-

g identiﬂ\ed as being typi v 'associated with the enterprise §_<cond1y, A

the evaiuation of teacher .edUCatibn programs ‘The findings of these

Lo

st«ut{:y discussed in the iight of stnengths and weaknesses
and with regard to significant medaating factors 1dent1fied

CRITICISMS OF TEACHER ‘EDUCATION .

-

ithin it The tide of

¥

H
5.

-

-

8
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¥ unrest which swept\ through education systems in much of the w!fs*tern S

m&irid but partiﬁuiarly in North America, focused the atten{g,ion of a .

\

' gmildertd public upon the. ‘Schools and on those responsible. for rmining
‘iu‘d-vlt- W i

d:helv The” concern generded has- ot abated » In new nations, aisg» S
where 1oft¥ expectations have been held concerning the abi11t_y of formal
educ&:ion to contribute miqhti]y to rapid soc*a.l and’ economic deve]epment,

"there 'hasaarisenfa growing sense of disenchantme‘at and disiﬂusionment
ia,o,s anti@lpa&ed chqnges have not materialized I

r;,‘n‘% The persf% of this aooarent failure of teachers to be able R

w‘ieet succe;;fu.“e &mnqes of .thefr :]obs prompted a more "

1/

p;dbino iook at o ‘;,.!‘ R paration othe,y were receiving Man,y such
investigations We B e B Y%ut by individuals outsi#n the’ teacher SR
. 01\\' 9. '. o * ‘ .
educattion prot‘ﬁsioq, itse]f’ ) »"’ P < _ '
v ‘ v . ;& ‘ ‘- . .p: (‘ al
ﬁiticisms ‘f'ggﬂrOutside T&her!d‘ucation @; o ot

" ‘Q Conant-'s (1963) study ofm education of teachers was undew,ken v

tof%etermine the nature and qua]ity of the oroﬁessi?‘nai* preparatio‘n * m

being‘offered to prosoective teachers "Tn jnstitut1 hroughout the e
-;«United States - In *ﬁon he scrutinized certification poHc1es Wh1¢h
‘governed the seleoxnd emplqyment of teachers, and wh'lch had '

A 8
- 51gn1f1cant imphcations for the conduct of teacher education o

5

T-

R
nant's

| . finqus were not encouraging The ’era'ii quahty of teacher ’prepara- .

tion appearsd to be less thap/optimal and Cowt ma)j;a‘rned that _ R
certif‘“cation requirements whichreiied heavi‘ly upon the accumuiation
of courses and credits were misquided In his view, thex did  not serve
the purposes of those concerned with quaH ty teacjnng,/since there was .
" no. conclusive ev1dence that any spec1fic course improved tgachmg |

/,-
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y B

, ability (1963:54). . RE R { *

Cofint identi fied a number of weaknessesoprevalent in the teacher a

education proqram§‘ he ‘studied -- weatnesses whith were not confined to

[ g ¢

aay one area of the progra

_.%\.ic

much to criticize | ovf-bo g

He itated (1363 13) that he had found

of - the_ferice- tH& se;ﬁrates facu]ties of ° :
- &
2

education from those of arts and sciences.' Both dimens1ons of the

)
teacher education process -- academic education and professionai training

.‘-- seemed, 1n Conant 3 Judgment to lack a sound conceptua’l base He

¥
. s

»

»

'found for, examo]e, no agreement concerning what shouid constitute a v

satisfactory general education program for future teachers (m3 209)
-

’ 'Further, though there.appeared to be a qreater degree of unanimity wv{h-

>

3 * s

respect to the needs of speciahzed are® of study, omnions differ
concerning the amou;it of. tih;e‘s&& studies ‘shou'ld Qccupy, and ﬁevel

" of competence to be reached..in them (11963 209) As for? he ationa.'le
=

under]yim the content-.of specific educatid'm course! tonant observed

e g
that,he was oniy able to arrive at one conc]usjon A R t ‘
s : ) DR W )

d . o o
Professors of'education haveéot yet discovered or agreed upoh .
a common bgdy of knowledge that they all-feel should be heid by -
school teachers before the student takes h'IS first full- time Job

(1962:141). , | : oy
" The quaFity of instruction obsérvable in the courses offered was

‘- @ ’

\ / : .
also cohdemn'ed by Conant. He found that in academic courses material

'vwas Dresented in "drear'mcussions", and that much undergraduate

teaching was done, not by experienced pro?ess%rs 'but by* grﬁuate

9
‘ students who were used as, teaching assistauts There was widespread

dependeﬁce on antho]ogies and ;‘textbooks and 1ectures were -pooﬁ# &
_de]ivered‘by uninspired teachers“ (1963: 78)



i
_ Education courses were not more leniently judged. Conant
asserted that the kindest word used by students to describe their
_ introductory courses in education was "pathetic" This type of course
consisted of |scraps of h'rstory, philosophy, po]1t1ca1 theory, sociology,
-and pedagogical ideo]ogy," presented by professors -who haff-little
_mastery in any one of the disciplines, much less sufficient competence
in a1l to allow for anythinq more than the most superficial treatment of 4
the topics ifcluded (1963‘127) As for the- genera] methods courses, "
Conant found that they 6ften dupHcated work a]ready covered in
Apsychology cou@sg,st, and consequent]y appeared to be redq;h:@ht and
unnecessary I‘n'Conant's view‘, t:achniques- and. instruct'i'ona’l material
were best presented "in the contéxt of special methods 1nstruct1on.
which accompaniagand i's c'l'osely re]ated to the actua.1 Practme teachlng
ysituatioyx (ee2:iy. .
_} ‘!fven tﬂ pra'ctne teach1ng co‘ihponent of th' ;
e 1moortance represent&l one,f)f the few points; about

consensus was, in Conant's opfni;on fraught with f‘laws i He descr1bed

the conditwns under‘ wh1ch thi% ‘Jessent1a1 pract1ce -was‘ carrﬁ'd ‘out as

"shpshod" and "ngetmes chadt'ic" (1963 61)
“Conant' s findings exposed many fundamenta] weaknesses in the
opraetxces of- teacher—educatwh wmch were ccmiu'med tune and agam by ..

.«

other resggrchers . .\

" Koerner, for e;ampie, concurred with Conant s cr1t1cism that !
there ex1sted 11tt1e ratibnal bas1s. for the way in wh1ch teacheﬁ were
prepared From the resu1ts of h1s extenswe study of teacher educatmn ', .

. " fn“Ameh-‘(:an"mw umversitmes, he contended that there was an

. appa111nq lack of evndence" wh1ch could be summoned to support the

.
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‘i'nisdon of adopting any particular kind professional trainina for

teachers (1965:16). His b]isteking atyack on the "miseducation" of

American teachers stressed pant1c 1y the lack of congruence between

the -actual performance of gradoates of a training program and the o
preparation throudh which they had been put (1965: 16) ;';tzgﬁyf{‘ ~:;..
Koerné&s attack -was wvde-hnoing he cr1t1c~i the 1nt‘e]f‘ec§£ua’?
qualfgi'of‘both faculty and students in Education, and dism1ssed .‘ :

' Education courses as "oueri]e,'repet1t1ous ull (nd ambiquods ":afm

*(19§S'18) The academic components of the‘prdgram fared }1tt1e betg:r 3
Koernér conddmned the 1nstrqg€ons of arts and science coursesj:; Uﬂlng' D

‘ b
ine t, and cr1t1c1zed t.p Sequencbng.pf acaqem1c courses,,whidh he ey
N

felt ionored tﬁe seec1a1 peeds nf prosbective teachers (1965 20)
Spec1a1 venom yas saved” for the phenomenon wh1cﬁ’Koerner descr1bed %s

Qme "abandﬁ?\t‘ of . the Enqhsh~ 1angua§o and the creatwn in 1ts p]ace
| of a o*?hi

s pato1s tha{ gan,most gharitably be ca]led Educanto"
| r 5 --
) (1965 20), Most of a]] vgr, Koerner dep]ored the lack of re]evance

to the actua1 JQb of teachinq of the professional courses in the

preparat1on proqrams They were not, 1n his view, constructed .around

.

, .
‘ “programS'of proven worth " Such rationale as did exist for them : .
ot . i .

cons1sted in "certa1n broad assumptions, the grounds for which are

1ndeterm1nate" (1965 50) _
S11berman (1970 4397\conf1rmed this view, assertlng that P

>

certification requirements have saved educationists from the
- _necess1ty .of having to Just1fy -- or even-think .about -- the1r :
. programg. Certainly, few of “them have asked themse]ves why they
- are. do1ng what they arerdoing,/or how it affects the " kind of
students they tqrn out, - : .

.f,:‘.i_,- R ": . N ' ?" l,-". o ' .
‘ Th1s Weakness pervaded both the 11bera1 arts and professfona]

4

1. ’. ’ Rl h'-(;\



) portions of the programs, according to Si]berman Instructors i',A'l

acadenﬁt subJects adopted protective attitudes towards individuai =

of themu and. even iesz about the purposes and consequences of the . 2,
curricuium-as UJWhole {1970:390). Si]berman described methods courses Ji\q’J;;‘
“the wasteland of teacher education“ (1970: 443) maintaining that

}%ey tended to be "both inte]iectualiy barren and profe551ona11y use]ess "‘
Moreoveg tgg o;ofessorp teachdng the courses rareiy practised what they
preached: -they deiivered lonq, %ry 1ectures on the 1mportance of not
iecturinq "Indeed‘" Siiberman aSSerted (1970 :443), "there can be no

’greater demonstratibn of“tHE 1rre1evanse of .most methods courses ‘than

- ’ the weyst the methods professojs taach " ‘v«&,.' '-v' ' ' . .

< B ‘. s L 7R
5\\\\'3 4 .aEven-practice tlaching; usuale cited as being’ the most usefu]
L3 '\ . u .

£ partbf sp‘r!fessidna] edtication, alTowed iittie room fog; complacency ¥
(1@70 4§i QQdEed, by confirm&ng h@d teaching habifs rather than good
"56 *ongsﬂ it might on occa51on do more harm. than good Siiberman 1dentifiéd
"severa] causei”ggr the Situation (7970 451)9 a significant one of which.
was the,fact that students received 1itt1e sys&ematic feedback about

. - [ SR

their performance, for suierVision tended to_i, Wsporadic and. perfunctory "

The most fundamenta1 ‘problem, though, was the one which pervaded teacher 3?‘

. ‘n
education as a Jﬁoie there was 'no ev1dence that either cooperating
L ‘
‘teachers, supervisors or student teachers~he1d any real conception of

LQ_education from which teaching oerformance might be. evaiuated The result

4

was, therefore, that superVISors frequentTy disagreed among themse]ves»

about what constituted good or bad teaching, and even, Siiberman claimed, e
' - ’- . {a
Hvindiv1dua1 supervisors frequentiy are unab¥e to agree even with them-; '
seives, applyingldifferent.criteria to.different=students, or tO'theASame%

D
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~ » é:'f f
student on d1ffer% d?ys" (1970 454)., ¢ s 3

However, the "weakest Tink in the chain of praiagce teach1ng,“

v
as Silbd¥man saw it, was the public school teacher in whose classroom

. .
the student teacher did hjs practice teaching (1970:458). This
; WA .

’indivtdua1,;who frequentfy'was most influential in shaping -the young

9. .
" teacher's derslopment, did notﬁi.yays represent a good model of teaching

to- be fo]]owed Further, the student teaching experience did not

-

rea]]y afford prospect1ve teachers a sense of what rea1 teaching was

like: they warg se]dqm -qaiven either sufficient authority or - ﬂf i

responsib111ﬁ*yt Nor was the s1tuat10n a properly synthet1c one in wh1ch '

\

experlences could be appropr1ate1y controlled and ordered’ (1970 460- 461).

. .

! arz A dominant'under1ying theme seems to rin through the

crificisms

&~

“ ]sFS whuch frequently fa11ed to address adequateTy 'f
Eﬁe persona] or prpfess1ona1 needs of teachers There appeared to be

a pro11ferat1on of courses whose value to the 1mprovement of teadher

competence cema1ned unproven Instruct1on prov1ded in teacher education

1nst1tut10ns was often of poor qua11ty, and did little to model the h

kinds of approaches studgﬁf’teachers were encouraged to use 1n their

own teaching Even”the pﬁ?%tical exoerwences prov1ded for prospect1ve

achers were marred by a 1ack of adequate and iniormed superv1snon
~These v1ews were not unique to “eritics outs1de the profess1on,

they were also propounded by teacher educators themselves

4.

11 these 1nvestlgators. They perce1veghth§‘5$he lack of a"m

ptua11zat1on of the purposes of teacher educationsb,‘

.'\t‘g .

L



Crit1cisms from Within Teacher Educat1on C e

B

The 1iterature revea]s that many of -those 1nvo]ved in the actual

business of preparing teachers recognized clearly the shortcomings of

s

their efforts In addition, they posseSsed_insights 1nﬂh§§£e_k1nds of

internai'aad external pressures which put ohstac]esain thes‘w‘a')‘l_(')f'5
substantial improvemernt. A number of these perspectives are co

in the paragraphs‘w h ﬁol]ow

The 1ack qf congruence between what was dea]t with in teac
‘educat1on programs and what was demanded of the teiager in actual
schoo] situations was early 1deﬁ%1f1ed by Sarason and his associates
(]962:v1j) who asserted that “the contents and'procedures of teacher
education frequent1y have nh-demonstrab]e&re]evance to the actual
.teaching~ta§§{" There here;ﬁthese‘authorszc]aimed, many tasks that .
teachers had-to perform.for which they rece;ved no preparation (1962‘3? dii
They c1ted part1cu1ah7y the fact $at teachers were 1nadequate1y and |
-_1nappropr1atefy tra1ned to deal llth the ind1v1dua1 needs of chi]dren
in a c1assroom, since their own exposure to the concept was as d. pass1ve
learner and gyistener in a typical co11ege'or un1yers1ty course (1962:34). -
" Even their practice teachtng experience did not suoply the heeded skills
of observat1on and&retqgnit1on of individual d1fferences, for the

_superv1s1§n)aCCordei student teachers tended to focus more upon the

0'

N techn1ca1 or engine::gng aspects of teaching . . . than on such
hatters as’ the arou of curiosity, eliciting the contribution
_of students' jdeas, and the recognition of individual differences
~among children ,in terms of how this must 1nf1uence the technlques
. of teach1ng (Sarason et al. 1962 8) ' ) S .

Later, Sarason (1978-79 3) noted further than student teachwng

d1d 11tt1e “to brzdge the gap between teacher educat1on and the school,



for "students came away from pract1ce teaching almost as ignorant or

naiMe culture and o

when they began." They spen

ization of the school as they were

bt of their time in one classroom with’
one teacher, insulated from many of the "social rea11t1es" wh1ch would
_ SO crucfa?]y'affect the'nature, scope and effect1veness of their work

when they entered the organization as fu]]y-f]edged practitioners

-

(1978-79:3).  ® | |
| Smith et a]f‘(1969:24) also deplored the failure of programs of

- teacher education to-provide prospective teachers with an‘undesl;anding
of the "network of act1v1t1es" which would encompass the1r profe531ona1 '
..funct1ons. Such programs they c1a1med equipped the prospect1ve teacher
to perform very few specific tasks, and to understand only superﬁ;C1a11y
-‘the situations in which he would find himself as a teacher (1969 24)

ts associ wbre part1cu]ar1y'concerned With the

‘ pe‘ w;"&e chaﬂenges of educat1on 1n 4 complex

c1ety and to meet the needs of‘!ﬁe d1sadvantaged

Sm»th an

teacher 5 ab11‘

and rapidly'th

Tt ’

They saw teacher preparation as fa111ng to g1ve teacters the ski]]s, .
sens1t1v1ty and understand1ng necessary to rgcognize the ways in which
ch11dren s soc1al backgrounds affected the1r performance in the c1ass‘
room, and to deal effect1ve1y w1th assoc1ated prob]ems (1969 28123)

1 Macdonald (1976) was gaso“tolcgkned about the apparent 1rre1evance

of teacher education to the rea11t1es of the schoo] He stressed the
@

enormous in(%uenoe W1e1ded by the “operatx!hal doctr1ne" df the

educationa] system in reducing the 11ke11hood!that procedures-gecommende63

1n ted‘per education programs wou]d be ableﬁto have any Ta ting effect

-

1n the actua1 teach1ng s1tuat1on This was S0, he c1a1med ‘because Jd

4

' much of what was tauoht 1n teacher educat1on lacked functiona1 va]ue

o
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. for~st0de'nt‘s (1‘97‘0"‘3)“ Whe ideas guiding teacher education programs, f

”

‘educatmn of teachers v)ere more concerned with whe;] cou]d or should be

rather than w1th7~hat wag Many of the uno]éasant trivial and T,

* seldom ad,eﬁ}ely dealt wi
*(1970:177) .

- to.do w1th teachmg Q_e_r;_s_e, ex\: RN
‘teaching to take p]ace" (1970: 178)

‘et al (1962), that studehts were p

he,mamtained, -were not w1d%:\ce, but, "an untidy me1ange of traditions,
the untrustworthy anecdotes of experience and 1nsight§wh1ch howevér
brﬂhant, are unerly to sur\hve 1nst1tutiona11zat10n" (1970‘1) He '.
therefore..calledfdr a ‘thorough-analysis of the. teach_mg task to serve
as a rational basis for the~practices of teacher‘ education.

Ryan (1970 177) too, emphasued the discrepancy betweén teacher

.

educatmrr and actual pract1ce. chargmg that those respon51b1e for the

frustratmq aspects of teat’hing 5ere'never mentioned in textbooks or
v

courses (1970.1_75 176) . ng’ ljne, for example, -- the lack’ of which

drained the: energies of a‘_ st acher-more than anythmg e1se -- was g"

hxg. teachen tr 'ning, in Ryan's opimk)‘/ i ‘._
This faﬂ’ure\ wa " _"d1scip]1ne has little . .

\ ‘?‘

- itds a necessagy cond1tion for

» Y o

Ryan further stressed -ﬂ:she pomi?hwh had been ‘made by Sarason

VY
‘éd for the actx.&gle of T

- teacher I_gy being t‘eated as [ﬁsswe agents (4970 187) Ryan &ontended
'thafﬂ' O o . o s o,

. * ’ . -~
l!!! . . .

To learn the dynami¢ rdte: of teacher, the prospect1ve teacher U
" .should have ‘many opportunities to study and ora§:1ce the skills-

and strategies -of. teaching, and he should have real encounters - -

with . ... students. If progress is to be made here, un1versities -

and sohoo]s will.have to develop new relationships. Right now the
-universjties act as dista¥t producers of teachens and public S
yschools act as ancr1tica1 customers (1970: 187} 3 P S

Y .
d .

. -
3
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Clark and Marker (1975:54) as "loose" and, “in some cases, "antagonistic.”
‘These authors analyzed the problems of teacher education from an
’institutiona} point of view,rf out of 'the conviction;that organizationa]
factors played a vital part in determining the nature and quality of ~ .
the preparatibn"‘teachers recewed They saw as a cr1t1ca1 d1ffic*/\i{_j

for 1nstance,~the fact that, in mu1t1‘7purpose institutions »nProg

of teacher educ'ation, which were field and p'ractice oriented, wer'e _
simp]y fitted into the overa11 scheme of undergraduate offermgs bemg .
) l
' funded and taught.in the same manner as other, pure]y academc courses ”

of study (1975 57) As a result. studeni were t'aught to teach by
be1ng told how te teach -- a sﬁﬁatmn un]ikely to producwd the des1red .
results. Moreover, C]affk and Marker saw Httlegchan(.:e that

B

oomp1emen'ta‘r1 ty of work. womd be ach1eved acro,ss the umts responsible

~

for the d:fferent pomponents of teachar educaztipn programs for the am p
& ‘*‘J‘?

and science departments (in wh1ch student teachérs spent the bulk of

thevr t'ime) regarded teacher preparatwn as per1phera1 to the1r pr1mary

functmn (1975 59) Student«!teachers' academic preparation was oftenQ :

therefore, sha ply d1vorced from the, profess‘iona] aspects of the ._ o
~C o . . . T r: " » i."’,‘ o . .
program (1970 60). o A _t&,ui" L s

In their review of the s1tuat*on pertammq to stuﬂent teacmng,

PR
§

C1ark and Mérker (1975 62) descr1bed the practice as"a "1ow-co§t ‘

exped1ent institutj ona] effort?," typ1f1ed by the unsatwsfactory re]atioh— .’J
A sh1ps noted a]mve) Two main factors 1nf]uencéd~j;ts quath (1) the - \
"gtJest host" re1atnbnsh1p ex1sting between the ﬁra‘imng institution. and

ﬁie schoo] and (2) the d1ff1cu1ty of fmding suitab]e ind1v1dua1s to

da e
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"supervise students in the field. Because of the iack'of any formal
responsibility op the part of school systems to participate in the
student teiching enterprise, the quality of  the experience afforded the
student depended upon what C'Iark and Marker (1975:63) called "a gobd
will interactmn between theetwo aqencies- - S-ince-the t—raini-ng

institution had no forma] jurisdiction over the- schogls, it was unabi% 4

to control the placements or experiences of its students within them

é

Further, the roTe of the clastroom teacher within this situation was

w

~

an anbiguo“ one; "He was under no specific obiigation to supervise
‘student tea'(:hers, and, 1f recompensed at aH was pfaid Htt'le for doiﬂg
*In aifprobabiﬁty, he, wouid have, had neithbr much experience hor

L5 e
@

P tra'inin he supervisory functi Moreover. ‘at the end of the
g oq R

exercise, he was uoiikeiy to have wcﬁ say in the finai evaiuation of |

‘the student These ”conditions did ri'bt encourage a high 'Ievei of s K
co::nitment to the undertaking ' ‘ S e o
' The picture presented of the co'liege iuoerwsor was equaiiy

unoromising MAs superviswn of student teachers tended to be a iow- : ’ ‘,
priqrit,v activity for- senior facui@, the: responsibiiity was often. g

asmgned to graduate students or to Jimior members of. facu'lty (Clark
“

and Marker, 1975 63) Neither of these groups was iikeiy to have had CH

3

si‘gmcficant experience in ciassroom suﬁer\ns&n
0 N

‘ Ai‘il sthese factors combined to’ ma‘?e that most. important part of|
. teacher oreparation Jess than the vaiuabie experience it shoqu haver
. been. In Qjark and Marker s view, ho\éever, the characteristics K
described refiected a more general phenomenon whi ch. typ‘lf'léd tH’e whoie |
c Qf“ t.eacher education "the bizarre d1sjunction between a551gned o

functions, authority and respon51b111ty '1 M (1975 75) Un_l.ike'
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Koerner. Conant and Silberman who perceived the institution of teacher '.

education as a "Monoiithic Establishment." Clark and Marker saw

4

d .

idiosyncratiﬁ.organizations assigned "a piece of the action"
- and functiohing in-a state of accommodation, not to protect

mutua) interests but rather to awwid irrecontilable conflicts.
; ac‘ We see the assignment of responsibility without guthority

and authority without responsibility; we see poljtical . -,

compromises, external to teacher education, cont,oiiing the .
quality of the education of,teachers, we. see fydctions foliow1ng
resource ailocations and’ form determining su tance (1975

{

S‘gnificant improvement would requin: a fun amental restructuring

of the institution of teacher education (1975: 80) )

\ What impact would programs which emerged out of the conditions T
4 dasc??bed above have on: the teacher hiﬁ%eif’ It,yas from this
Qinspective that Fulier and’ BrOWn (1975) aporoached their scrutiny oﬁ
teacher education processes They were concerned to understand the

~ nature of the “life space" of the beginning teacher, and frém their ffb }

analysis of the process of t‘ecgmmg a teacher, concluded: that this : ﬁ‘ ‘;f,

process was stressfui, intimate and 1arge1y coverﬁb‘ In accempiﬁshinQQF
rthe task teachers did not feel heiped by . their ﬂreparation (1975 25)
Fuller and Brown emﬁha51;ed that the qulf between student teacher '
° experienqe and the fbalfiy of "teacherhood“ inathe schoois had a profOund
impact upon the beginning teacher.. They'summarizgd the compiexities of

o

- f - . . . ‘
s P " . . : B : S M

the factors at_work:, L, ;’ L ‘vj;ff:g

lo he]p her navigafe the Chasm dividing pupi]hood from teacher- \
hood, an inadequate knowledge base is communicated if a low -
. status preparation program. = She gets mixed signals about goals.
and means from her different\trainers as well as fr “her -
different clients. The same| behaviors are both rewarded and¢
" .punished by different gro gg 'to which she, is responsihlé befare
~_she bas.,achieved skills an nternaiized values. . Everl ‘when the |
goais are agreed upon, they are lofty and vague. What works may
* be disapproved. In this demagding, complex, stressfui o
o sttuation, she is*reiativeiy 0 ”rlesgm?1975 47) . S

e :

a‘.,
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Added to these many difficulties was the fact that ligtle effort
was made in the training institution to recognize ana accommodate the
individdal differences existing between student teachers -- although
these same sthpents ;ére being encouraged to recognize'and cater for
the individual needs of their own pypils (1975:48). As;ignment ;o
coﬁrses} supervisors and the like tended to be uniform and random,
without any real attempt to ensure "goodness to fit." These and related
considerations militated @gainst significant strides being made to
improve the prpcesses of Eéachpr preparation. |

Newton's (1975) criticism of teacher education focused primarily
upon its apparent isolation from the environment in which‘jt functioned
and which it served. In his view, teacher educatioq apoeared to be
insulated from the many massive and important changes in the societal
context to which children were exposaed daily. It was, he contended,
"trapﬁed and controlled by an academic ghetto" (1975:39). The effect
of this influence was Ehat approaches which might help teachers deal
more adequately with the uncertainties of fhe classroom (e.g., training’
in human‘relations and communication skills) were unlikely to receive
the needed sﬁbport (1975:40). The dominant concern of the "academic

~ ghetto," Newton contended, was the acquisition of knowledge, with a

consequent neglect of other important human andvpractical dimensions
(1975:41). )

In the opinion of Robert Barr (1978), teacher education often
neg1ec£ed to take into account the institutional culture og'the schools,
which might be "inconsistent with many of the goa]; of preservice
education” (1978:80). The resul®, as had been noted previously by

several of the authors cited earlier (Silberman, 1970; Macdonald, 1970;



Ryan, 1970). was that teacher education had little significant 1mpa£t
on the §nstruction in public schools, for teacher behaviour soon tended
to conform to the prevailing norms of the school'(1978:80).

Arnstine (1979:51) confirmed this view, bht suggested that, in
fact, teacher éducation had not supplied the beginning teacher with
much that could be undone by the schools. Particuiar]y, as,recipients~
of "only a sampling of educational theory, and a condensed and often_\
counterproductive apprenticeship,” feg‘osmctive teachers were
afforded an opportunity to explore and understand ways in which they
were affected by the groups to which they belonged; and specifically
how their behav%our might be influenced when they became a functibniﬁg
adult member of the school community (1979:51).

?ruitt and Lee (1978) expounded more fuT]yLa similar point of
view. It was their contentién that teacher educa;ion programs were
"handcuffed in their efforts to effect Tfaningfu1 change" (1978;69).
They thus made 1ittle difference to what tht on in public gbhoolg;

Some of these impediments resulted from the experiences and orientations
prospective teachers brought to their training,~whi1e‘o£hers_;merged
from thé nature of the training experience itself. ‘further, planners

of teacher education programs were?faced with the'inescapabié dilemma

of teacher preparation: whether teachers should be pfepared to survive
in the school system as 1: was present]y constructgd, or to function

in an idea1,§etting. Pruitt and Lee (1978:71) maintained that "the
lack of consensus within Feacher training institutions and in the bub]ic‘
schools serves as a constanf impediment to improved teacher preparation,

Several writers fooked very spécifical]y at various factor;\

operating within teacher education inStitutionsrﬁﬁich influenced

LU
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profoundly the quality of the preparation these provideg. Ellis‘(1978).
pondering problems facing Canad}an faculties of education, recalled that

in the haste to have pragrams in place and fully functioning within a '
short period of time,<little opportunity was afforded to newly-formed -
univérsity faculties of education to think clearly about their practices
and whether these were valid (1978:6). Many of the»optim?stic expectations
which had been held for the flourishing of teacher educatioq within the
university setting had not, consequently, been fulfilled (1978:7). In
E11is's view, programs of teacher education had taken on the "form

without the substance" of university stully. The éar]ier emphasis on
pragmatic training had been efiminated, but the courses which replaced

it often neither educated nor trained students. Programs ]a&ked shape

and foéus, and what professors of education taught frequently bore 1ittle
relationship to actual practice, for many of these individuals had e
little classroom experience on which to draw. Althgugh research had
increased, it had not resulted in #mp(pved practice, nor led to sound
theory development (1978:7).

Ellis (1978:8-9)proposed that, until.the "centra1'purpose"-of
faculties was clarified througK the development of a comprehensive set
of priorities (derived through debate, dialogue and argument), it was
unlikely that their work would be properly effective.

The~ya1ue orientgiions which pervaded the institution of teacher
éducatiqn provided the focus for the‘criticjsms exp?essed by Rogus and
Schuttenberg (1979). These authors maintained that, despite the many
changes Which had been implemented in teacher education, %he experiences
undergone by futufe teagher§ were insufficient to'brepare them to deal

with problems with which they would be presented by organ1zati6na1



forces within the school system (1979:39),

Rogus and Schuttenberg pe]d thap "students must experience be{ng'
in a healthy organization to learn appropriate organizational coping"
(1979:39). It was their coftention that the kinds of norms,and values
dominant in the college or ynirersity enrironment were internalized-by
students, and that these might not always be congruent with the professgd
iYeals of teacher preparation. The authors noted, especially, that in

. the university prioxity system, the practicesof teaching (for which the
education students were beinp prepared) was regarded as being of secopdery
importance, and was accorded low prestige within the academic community,
even Qithin faculties of education. This message was clearly conveyed
to prospective teachers (1979:40). A sense of the isolation of the
teacher's work, and the lack of an adequate support system, became
obv1ous to students in the college or university setting, and tended to
be carried over into the even less protected environment of the schoo]
(1979:39). Further. the dearth of act1ve 1nqdﬁry into their own effective-‘
ness, or for ‘the sake of generating new knowledge, which,was usually
observable in faculties of ed;cation, militated against. the probability
that an or1entation towards inquiry would be manifested by teaehers 155\
the course of their own profess1ona1 practice (1979: 39) |

3 " pedersen and Fleming (1979:41) pdded another voice to the chorus
of those who claimed that there was a basic lack of rationality in
teacher education programs. Educational decisions were made, they
contended, "on the basis of philosophic_ipclination, folklore, tradition,
or any combination thereof" (1?79:42). These authors identified

conceptual and practical difficulbies which bore upon the problem, and

questioned the adequacy of the expertise possessed by education facu]tf
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for producing teachers who could perform sgccessfu]}y in the field. They
also commented upon the inadequacy of flows of 1nf§rmation between the
training institution and the schools (1979:43). Most importantly, they
stressed, "we in education have become so socialized into our existing
system that we are no longer capable of asking the right questions or

identifying our underlying prob1éms" (1979:43).

[

Summary. Certain important and recurrent themes run through these
varieé accounts of the wdaknesses existing within teacher education. The
first is_ that which appears io lie aé the core of all such -concerns: the
absence of an adequate conceptual foundation to inform the activities
undertaken in the preparation of teachers. As alresglt, the suitability

‘and qua]%ty of both academic and professional components appear often to
be questionable. Even student teaching, universally hailed as the most
valuaBle‘Espect of teacher preparation, reveals many inadequacies which_

\

stem from this basic -lack.

<

Secondly, a variety of organizational factors:are seen as playing

an important pért in impeding significant progress toward improved teacher

education. Salient among_thesé is the re]ationship which exists between
the majqr partners 1h thé teacher pé;paration process: the training
institution and the schools. Linkages between these two organizations,
are often il1-defined, and characterized by insuffisient communication,
uhclear responsibilities and conflicting values.

‘Failure on the part of teacher educators to take sufficiently

into account the powerful .influence of the prevailing culture of the -

-~

/ N
schools is another weaknéss emphasized by a number of writers: This
tendency offtq!‘ber education to ignqré the ethos in which the beginning

teacher will be working causes much of the work done in préparatio#

k4
L)
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programs to appear 1rre1evant and to be easily ‘abandoned.

These weaknesses appear to be persistent and perceptible in a
variety of contexts within North America. However, as the present
study is concerned with teacher education dn a developing country, it
seemed important to discover whether similar weaknesses were evident in
such areas, and whether there appeared to be other problems which were "

[

unique to teacher education in the developing world.

Problems of Teacher Education in )
Deve]oping ‘Countries . _ ,

; The concern over the qua]1ty of teacher education in develop1ng
60untr1es stemmed, Thompson,(1972:228) maintained, from two main
sources: "the enormous financial implications of recent educational
expansion”" and the "mounting d1s111us1on with existing educat1on as a
means of bringing about planned change in rapidly evolving societies.'
Thompson asserted, howeyer, that degpite the ‘many discussions of
deficiencies in teacher education and suggestions for reforms, little had
actually changed‘ Further, change was unlikely to occur because those
involved were neither "entirely conv1nced of the need for change nor of‘
the continuing validity of traditional procedures” (1972:229),

Little meaningful stocktaking had taken place, in Thompson's
view, for the means convehtiona]]y used to measure qua]ity in those
contexts Qere admitted]y jnadequate (1972:230). These measures depended,
customarily, on results of final examinations, and assessments of the
nature and quant1ty of the "inputs" (f"oylty, students and faci]it1es)
into the proqrams Thompson stressed the fact that many 1mportant \
attributes -- persona] qualities, attitudes, motives, and the-11ke --

were not likely. to be measured by the kinds of know]edge or1ented

MRl
iy
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examinatiqns given (1972:230). Further, he poinfed out that mere
scrutiny of the nature and quantity of "inputs" could tell nothing

of the effectiveness of the use to which these had been put (1972:231).
But tﬁe most fundamental reason for the lack of more appropriate
measures of qua]ity‘]ay,ﬁin Thompson's opinion, in the failure of
teacher education to défine for itself the goals at which it was
aiming (1972:232). 1In this he echoed tha concern so frequently

voiced by critics elsewhere, | '

- Turnter (1978), while identifying problems not dissimilar to
those'encountered in discussions of teacher education in the developed
Q\npoﬁnted others which appeared to be more specifically

.‘pertiﬁent\¢o developing areas. He drew attention first to cértain
important charécteristicé of the educationa? context which placed
SPecial demands upon teacher-prepariﬁg institutions in those areas.\\\
He\}ﬁgh]ighted, for examp]e,‘the enormous diversity which could be
erved #n the quality of educational provision within a single |
country of the deve1oping“wor1d. Schools might range from the air-
conditioned, carpeted, 1avish1y—eduippéd structures found in the
capital city, to the woédeﬁ shacks -- sparse]y:furnished, with no
g1ass‘in'the‘windows and few'means of securing what Tittle equipment
was available -- which predominated the scgne in remoter districts e
(1978:177). Teachers would, consequently, have to be prepared to
function at either end of the §ca1e.

There Qere, in"addition, other important factors to be faced.

In Wﬁny schools, instructional materials were frequent]y‘in short supply,
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or unavai]abie altogether, so that teachers had to be trained to improvise
freely from whatever source materials they- might .encounter in the
communities in which they found themselves (1978:178). Moreover, the
’teéchers with whom beginning teachers would have to work would represent .
a wide range of agear experience, and traininé (or lack 9f it). Teachers
wou]&. therefore, require strong human relations skills in order to
develop positive relationships with their colleagues (1978:]78).

The colleges in which teacﬁers were trained for this demandYng
~work were 1ike1y,‘theh§e1ves, to be anjl; and to possess limited
resources. Libraries were often inadequate, labaratory supp]\es
insufficient and uncertain, an; equipme%% only sporadita]]y maintained
j1978:178). These factors, of‘necessity, placed 1imitations on the type
and range of instruct;Bn which could be provided. Furthermore, the
pattern of staffing familiar in such institutions also held significant
implications for the instructional processes of the progeams. Typically,
there\you]d be two main types of indigenous staff members: (1) those
with ]imited.academic background who had been involved in teacher
education for a long time, and who had been recruited into teachers'
colleges after years of successful classr@om practice; and (2) the
' younger members of staff, who possessed higher academic credentials, but
little actual teachina éxper1ence. These were, usually, taken into the
teachers' co]ieges straighfvafter university training abroad.  An ungasy
mix resu1teq, for the older instructors were frequently highly sensf;ive
about their lack of formal academic qualifications, while the younger
ones were very conscious of their lack of experience and teaching

expertise when called upom to guide students (Turner, 1978:179-180).

In confronting the demands and frustrations arising from these
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variou; circumstances, teacher education faculty tended to be painfui]y\
aware of their own inadequacies as a group to deal Qith the problems A
involved. Turner (1?78:)80) concluded that "the general picture of
teacher education in developing societies is one ofgger]exity, of teacher
trainers who are aware of the problems of their t¥sk but who find these
pgoblems insoluble.” A |
Stewart (1978),arficu]ateq many similar concerns, but emphasized
that the problems were compounded-by the fact that the drive to'1ocalize
the teacﬁing profession in new]y—independent,nations had forcéd training
institutions to admit many poorly quq]ified students and process them at
a relatively Tow level. A critical concern néw facing these‘afeas was o
the need to improve qualitatively the preparation of teachers (1978:192).
Stewart identified three important deficiencies in the performance

of teachers in developing nations: (1) they lacked professional, skills;
- (2) they failed to display attitude; of "nurturance" towards their
students; and (3) they did not seem to be capable of innovative, divergent -
thinking (19785192). However, he recognized that in atiempting to
develop these desirable’qualities in future teacﬁers, teacher educators
would have to bear in mind significant features of the educatioga]
environment. The more authoritarian teacher role, fbr example, represehted
an inevitable reflection of(prevai1ing cohmunity values (1978:1935. The
parent'figure which ihe teacher mir}ored was still largely authoritarian
.in such societies, and Stewart (1978:193) cautioned that

any suggestiop that theteacher's authority, in loco pareﬁtis,

might be weakened (by, for example, the introduction of more

democratic forms of classroom teaching, the promotion of

pupil initiative, or the abandoning of corporal punishment)

will certainly meet with the opposition of a considerable
proportion of the local comtunity.
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The promotion of more individualistic, independent attitludes
among school children would have to be approached very gradually if a
breach were not to be created between the ch‘ﬂd aod his social epviron-
ment., ,lf )
Stewart (1978:199) noted, also, veéﬂi{bt»fook carefully at the
‘question of "standards" 1n?thé contéx;vof;%gvéfoging nations. It was
e

areas should recognize that

."'Q‘
should be reqarded as 83&99 relat1i§§io a part1culpr purpose, place and

time." Stewart/}1§?8 199)'went on to quote Tuqan s contention that
the intellectual excellence to be souaht should be dynamic,
empirical, and flexible, and oriented towards finding the
best intellectual tools for analysing and tackling the

problems o society that needs to be transformed and
modernized (Stewart, 199-200).

o~
4

The role of teacher education in this quest was.ta\p;oduce wiat
Stewart described as "young, confident, indigenous 'facilitatoré' who
have a soundly based academic knowledge, a high level of professional
self-esteem, and a high level of social and political awareness" (1978:
200). This demanded a broad reconceptualization of_exjsting teacher

education practices.

Summary. This brief review of ana]yées of problems facing
teacher education in qeseloping societies revealed, then, that while
many fundamental concerns were universally sHared by teacher educators,
there appeared to be certain distinctive types of considerations which
assumed particular significance in those areas. '

Teacher edueation institutions had to meet the chaltenge of
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breparinq teachers flexible and adaptable enough to function effectively
in widely differing types of schools. THe range of approaches which

might be adopted for this purpose was frequently determined by the extent
of resources gvailable within thése institutions, and by the talents and
experience possessed gy training personnel. Teaéher preparation processes
had also to be carried out with an awareness of the potential conflicts

that might arise between value orientations encouraged within the
training'%thitution and those which prevailed 1n,£ﬁe‘many traditiona]l
communities serviced by the schools.

An assessment of the effectiveness of teacher education programs
in such a context would, therefore, involve reference to factors of the

tybes identifiédr and an evaluation of their influence.

EVALUATION OF TEACHER EDUCATION PROGRAMS

In order to determine 'to what extent the criticisms and problems
identified appeared to be supported byvempffical evidence, an examinatién
was made o; studies undertaken to evaluate the effectiveness of teacher
education program{ in various settings. The'examp1es of such research

presented in this sect\ln‘Ere orgamized in the following fashion:

1. two comprehensive reviews of evaluative research are

considered; -\

Y

2. individual studies carried out in reference to programs

\ offered by specific institutions are examined;

\

3. findings from more wide-ranging evaluation studies are

reviewed.
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Reviews of Evaluative Research ih
Teacher Education -

Early efforts in the evaluation of teacher education tended to be
Tsparse. The period from 1940 to 1951 reviewed by Barr and Singer (§953)
yielded only seventy-nine such studies. These studies fell into tn;ee
main cateqorieS\ those which focused on conseqfus of opinion, surveys

‘ of oractice, and various types of follow-up studies (Barr and Singer,
1953:65). A variety of data-gathering techniques and sources of data
were empldyed. Research tended to be unsystematic and findings conflict-
ing. The authors of the review concluded that, while a beginning had
been made, more gva1uat1ve research was needed (1953:69). Certain of
the fTﬁUT“q§“BTTF however, of interest, in the 1ight of weaknesses—-
discussed and as a prelude to the results of subsequent research.

Duf]ot511940) sought to discover theyviews of teachers concerning
~desirable 1mprovemen£s'to training. The suggest%dn mos t frequently
noted was tha; it should offer more practice and less theory (Barr and
Singer, 1953:66). Bishop, (1948, 1949) discovered that a group of
teacher education authorities recommended more diversified activities ~
for teachers’in inernship programs,‘so,thaf they might gain exnerience
in planning, preparing materials, and involvement in ex ;a—curricular
activities. Bishop also found that the provision of adequate supervision
in post-qraduate internships was rare (Barr and Singer, 1953:66).

A number of studies referred to the lack of interest among
education faculties in the objectives of general education. A]so: Barr
and Singer (1953:67) reported that many investigations révea]ed a lack

J . [
of adequacy in both content and methodology of general education

courses. Further, there appeared to be 1ittle contact or interaction
[4]

-
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o .
' extsting between suhject matter instructérs and"supervisors of student
teachers (1953:67); ‘ _ - |
Although tHe practical aspects of trainiﬁg'were eﬁeariy valoed,

" there seemed to be perceptible deficiencies in the existing arrangements.”
In the study conucted by Adams (1938) for example. the majority of
student.teachers reported a definite need for greater:guidance in
applying educational principies to actual 1earning situations (Barr and .

- Singer, 1953:67). Mooney (1937) identified Student teachers as

e - _,

experiencing difficuities in the areas of lesson preparation, ieading
: ';‘w.s
class discussions, establishing positive pupi] relationShibs and,

adapting teaching to pupils' needs (Barr and SHnger. 1953: 67)

Smith (1941) called for an anaiysis of the teacher s job and. a
reorientation of‘training to suit this (Barr and Singer, 1953:68). ItJ
was found by Alberty 7949) that the core curriCulum received little ."
attention in preservice preparation program%’ and that very few .

institutions prepared teachers to deai adequateiy with this aspect ‘of

/ = ﬁ‘

teaching (Barr and Singer, 1953*68) .

Interesting and confiicting findings emerged from separate

studies of the correiation between f1na1 student teaching grades and the
rating of in-service teaching ability. Tudhope (1942 1943) repdrted a
vcorre]ation of .81 (Barr and Singer, 1953:68). Bach's (1952) study,.
lhowever yielded corre]atiops ranging from .27 to* 06 Tkis absence of
substant1a1 correlation led him to question "whether practice teaching

. and actual teaching were comparab]e activities™ (Barr and Singer, 1953

4 . . : .-
~ R . v

69). ™ E TR

In genera1 the studies reported in this review indicated the

Kol

existence of a number of the flaws that were later,elaborated upon by
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concerned critiq .

Reynard's review of studies conducted throughout the period from
January 1958 to March 1963 indicated the growth of evaluative activity
in teacher education. The studies tended, however, to focus primarily .
upon field experience, measures of teachers' attitudes, and programs for
1iberal arts*oraduites. Reynard stated that “1ittle evidence ot
experimentation with the total program of teacher education was found
for the period" (1963;369) He predicted, nevertheiess, that "cieariy
defined ariterion measures of the competencies and‘quaiities that are
needed to be an effective teacher should hasten themdeveiopment of the
satisfactofy pianning of programs and their'evaiuation"»(1963:370).

Many of the studies reported by Reynard tended to supply
primari]y descriptive infgrmation about programs. However t:L studies
conducted in 1962 and 1963 by a subconmittee of the North Centrai
Association of Coiieges and Secondary Schdols jdentified a particuiariy
pervasive weakness in teacher preparation (1963: 322 -373). The first
study suggested that, although many professors expressed their recognition
of the 1mportance of human reiations in teaching situations, few
actuaiiy p]aced any emphasis on th1S dimension in their courses
(Reynl‘i. 1Q63.373). The results of the later study confirmed this,
for teachers considered their college courses to have been of little aid
in helping them to deal with'problems of in%%rpersonai relationships
“(1963 373)

Further weaknesses emerged from the results of other 1nvestiga-

[y

tions.- Taylor (1961) discovered that teadhers most frequentiy identified
'ciassroom controi and student motivation as the most jmportant and .

", per51stent problems they faced (Reynard, 1963:374). The degree to which
: v S —
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student teachers were influenced by publié school supervising teachers
was reported by Price (1961), whose findings indicated that students
adopted many of the practices of their classroom supervisors, and changed
their attitudes in the direction of those held by those supervisors
(Reynard, 1963:376). Despite this obviously strong influence wielded by
supervising teachers, Hayes (1960) found that little effort had been
made at the preservice level to prepare classroom supervisors appropriately
for their tasks (Reynard, 1963:377). |

While recognizing the value of these varied approaches to the

study of teacher education,{Réynard concluded that

satisfactogy evidence concerning the strengths and weaknesses of
single-purpose and multipurpose institutions for achieving the
goals in each of the three aspects of teacher educdtion. -- general
education, field of specialization, and professional education --
is ;equired to guide changes in organization and program (1963:
378). " . ‘ ~

-

Many such insfigbtions‘recognized this need themselves and under-

took comprehensive efforts to assess the. impact of their programs.

Institutional Evaluation of Teacher
Education

One relatively ear]ylstudy of fhis type washreported by Troyer
and Pace‘(1944:237-242): They described a stud arried out by Isle
" (1942) at Stanford dﬁiversity to determine thg views of gfaduates and
their employers conéérning-the quality of téacher-training practices
i?ffét that- university. The overall 1mpressioé from the responses received
wa; that ‘graduates were satisfied with their preparation, and that

employers and supervisors were é*eased with the performance of Stanford-

trained teachers (Troyer and Pdce, 1944:241). However, there were
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certain éspects of the program which were considered to be special
.strengths. - Graduates valued particularly "the individual attention paid
the student and tﬁe c1ose relationship between the student and the

instructor" {Isle, 1942 320) In addition, teachers felt that the
.program had prov1ded a thorough grounding 1n subject matter (Troyer and
Pace, 1944:241).

Weaknesses in the program were also identified. Interestingly,
practice teaching (usually judged to be the most valuable part of teacher
preparation) was criticized as not having been sufficiently realistic
(1944:241). It was felt that the experience should have 1a§ted 1onggr,
should have come earlier in tﬁe program, and been done in schools more
1ike the ones ih which graduates were likely to work (Troyer and Pace,
1944:242). 1t Was further suggested that students shou]d'have»been
given more opportunity to_part{cipate in community life while at
university, since subsequént job responsibi]jties demanded considerable
participation in community affairs (1944:242).

Troyer ahvaace (1944:242-243) also reported the findings of
another, similar study conducted at Teachers College, Columbia. In,}hat :
»study, investigators sought, among other things, to discover teachers'
perceptians of the value to them of the special post-graduate program
of tra1n1ng they had undergone. Specific comments were requested
concerning the component parts of the program (Troyer and Pace, {944
243). From t&it:fsu1ts of the 1nvest1ga£1on, it was clear that the
prac"a] aspects- of the program were qwost highly valued. Troyer and
Pace concluded that it was obviously important in teacher education

programs to teach in such a way that "the maximum transfer of ideas and

information from co]lege.theory to classroom practice will be attained"

a



(1944:243),

Zulauf (1956) undertook an appraisal of selected aspects of an
undergraduate preparatory program for secondary school teachers. The
major purpose of the study, he stated, was "to identify strengths and
" weaknesses of this teacher eduoation-program and thereby estab]ish a
”basis for its improvement" (1956: 3) A wide range of d1ff1cdﬂt1es
was identified by hoth teachers and principals participating 1n the

~study (J956: 24& Certa1n of the prob]ems which both teachers and
pr1nc1oals mentioned most frequently as be1ng areas of weakness in\ the
performance of teachers 1nc1uded the fo]lowing motivation of pupr\
interest and response; adapt1nq teach1ng to the needs, 1nterests and \
abilities of p;p1ls, pup11 control and d1sc1p11ne, and making ass1gnments
(1956:241). Teachers a1so reported that they found difficulty in \
adjusting to deficiencies in schoo1 equipment, nhysfcal cond1tions and
maperia]s. Further, they did not always feel in command of their subject
‘matter, or competent in'ieepjng records or making reports. Principa]s,
for their part, reported that beginning teachers frequently encountered

- problems through lack of-poise, self-confidence, emotional stability,
reserve and dignity. They dfd not always display a broad concept of
teaching techmques, nor - an ab111ty t% estabhsh and maintain’ approphate
re]at1onsh1ps w1th co]]eagues Moreover many beg1nn1ng teachers seemed,
in the judgment of principals, to lack profess1ona1 zeal and interest °
(1956:241). "

When Zulauf aggregated feachers' perceptions of program strengths,
he found that respondents judged student teaching to be of greater value

to them than any pther part of the program. Despitefthis, there was

not unqualified enthusiasm about the kinds of supervision received during

4
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the exercise (1956:250). Three of the suggestions advanced by beginning

i * . o
‘teachers for the improvement of student teaching were that (1) more time

should be provided for actua1.teachidg; (2) student teachers shou]d-be
given comb]ete respdnsibi1ity for classes for a longer period of time;
and (3) supervising teachers should be instructed concerning what
cdhstitdted good teaching performance (1956:251).

The views of the)University of Montana graduates surveyed by
Jay (1968) seemed to affirm these recommendations. Jay discoyered that
secondary sehool teachers who had-experienced only a six week period of
teaching practice were less enthusiastic about the value of the experience
than the e1ementary teachers who had undergone ten weeks of student
teaching (1968:24). In Jay's view,ethis lent credence to the judgment '
that longer periods of practice teaching,offered-better Breparetion for
classroom practice (1968:24). | '

In this study, also, teéthers commented on apsects of the program
Eequiring improvement (1968:24). 'Mady recommendations were predictable:

tedchers saw a need for more practical experience, more training in the

. area of discipline, additional preparation in subject matter other than

majo#~fie1ds. This last recommendation tended to be linked_With’a i
significant.occurrence identified by Jay: he found that a large
proportion of secondary school teachers were teaching outside of theiYy
major fields (1968:24). Clearly, such a cifcuhstanpe had a tonsiderable
mei;ating inf]uence_on teachers' perceptions of the_efféézgseness of

theljr programs, and seriously affected their satisfaction with the job

of QEach1ng | S

»> &

The probiem also preva1]ed among many of the secondary teachers

surveyed by Beaty (1269). Indeed this 1nvest1gator discovered that
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some‘secondary teachers were teaching at the elementary level. The impact
of the situation was revealed when teachers were asked, among othér things,
to suggest additions, deletions or - revisions to fheir training programs
(1969:301). Its influence was also observed in teachers' comments
concerning the value to their subsequent teaching performance of various
courses in their programs. Beaty (1969:301) reported that, in the area

of general education, teachers .suggested more additions than they did.
deietiOns. Teachers recommending the largest number of additions were
§econdary teachers teaching at the elementary 1e§el. Similarly, in the
area of professional prebaration, the teachers who most frequentfy

thought that their work in education courses was inadequate for present
job responsibilities were those ;brking outside their area of prepar&tion
(1969:301).‘.0nce again, however, the majority of all teachers judged
student’ téaching to be the most véluab]e 1¢érhing experience in the
program (1969:302).

Hutcheon (1972) presented an interim report of an ongoing study ‘
at tﬁe Unijversity of Regina aimed at provfding continuous feedback about
fhe perceived effectiveness of the teacher education program at that
university.' The major weaknesses perceived by the graduates in‘Hufcheon's
stud& were: ' (1) insufficient opportunity afforded students.ﬁp work with
children in an actual teaching situation; (2) insuffﬁcient emphasi§ on
téchniques of instruction; (3) insufficient s;1ection of teacher |
candidates at.entry and exit points of the program; and (84) insufficient
human relations training (1972:8). *

Kinnin {1977) focused his attention primarily upon the value of

the courses in Education Psychology offered during teécﬁer training at

the Univervisty of Windsor. He had hypothesized that there would be
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cons1derab1e differences between the vieWS‘bf pr1mary and secondary

school teachers, but this did not in fdtt occur (1977 25). A high
proportion of teachers in both groups, for e;amp1e agreet thaf the

most important areas to be covered in such courses were classroom
management, the problems of the exceptional child, and current innovations
in education (1977:25). The courses most highly endorsed were those
which emphasized teaching methods and which provided for laboratory
experiences -- i.e., observation, participation as assistants to teachers,
and student teaching itself. These reactions tended, in Kinnin's view

to contradict the criticism that "too much emphasis is given to methods
of teaching in the professional education sequence" (1977:25). 'He

further saw, as an important future development in teacher education,

greater tai]oning of preparation experiences to suit the needs of

ya
individual students (1977:25). e

o ngﬁper and Denton (1977) were conpékned to discover,ﬁthrough the
perceotions of beqinning teachens, the/actua1 Classroom needs of such
teachers, and the extent to wh1cn/sk111s needed to meet those: needs were
stressed in the coursework/o//;he1r teacher educat1on program. Responses
obtained from_f1rst-year teachers indicated that there were d1screpanc1es'
between what was being offered in the preparation progrem and what |
teachers felt should be streséed (1977:101). Certain of those
discrepancies appeared to be s1gn1f1cant The most marked gap was
perceived in the area of c1as§room contro] though nfnety—six percent
J’V graduates® rated these techn1ques as 1mportant or very important, on]y
twenty percent rated their program as bemngleffect1ve or very effective
inﬂ!roviding those ski]is-(1977:102). Other strong discrepéncfes were
‘obse‘.pd with regard to.eva1uation skills: many more'teachers viewed

&
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these as important or very importgnt than those who considered the‘
program to have been effective in providing them (1977:103). In the
domain of {nterpersona1 relationships, also, the program was perceived
as not beinj highly effective {n providing teachers with competencies
considered important or very important (1977:103).

The overall picture which emerged from the study was, therefore,
that the teacher education program in gquwestion was failing to address
the aspects of teacher performance which practitioners considered to be
of great importance. .

’ The findings of C1ark“s (1977) study also affirmed that the weakest
pdint in the preparation program studied was the actual training it gave
students for the.classroom. C]ark (1977:2054A) useq a modified Delphi

\

technfque to deﬁermine which areas within the program offered to
. prospective secondary~school teachers at the Uni;ersify of Arizona most
effectively met the needs of future tedchers, and which required‘revision.
She involved recent graduates of the program, cooperat{ng teachers and
school administrators. Despite the weakness identified above, respondents
indicated that the most valuable parts of the program included the
professional seminar and the practice teaching.k Particularly, however,
the positive atéitudes of student teachers and faculty, and the communica-
tion and shared responsibility between the univérsiﬁy and the schools
were seén.to be significant strengths. .
_Like so many other teacher education e&a]uators, Clark recommended
the expansion of practice teaching opportunfties for studgnts, and the

careful reevaluation of departmental course offerings to ensure that

objectives-were sound and presénted ' appropriate models of good teaching

(1977:1054A).
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Benson's (1977) purpose was to assess the degre? to which three.
stages in teachers' lives -- periods before, during and after training
-~ contriﬁﬁted to the development of specific teacher competencies. He
was particularly conéerned to determjne the contribution to that

development made by the program of training offered at his own

TN,
1ngt1tut10n.

N . .
~—Berfison discovered that all groups of-teachers studied perceived

continual growth in almost all competencies from the first stage through

"to the third. However, three major considerations appeared to be

associated with this develooment: (1) if competency potential was
intertwined with jnterpersonal or intrapersonal deve]opment, the first
stage exerted the greatest influence; (2) if competencies rere closely
involved wiiﬁ the development of knowledge factors of educatioh, or
skills associated wifh organization and b]anniﬁg, the second stage
appeared to have the‘dreatest impact; (3) if competencies contained
elements linked Sith aspects of teaching that could only be recognized
and stréngthened through acfual experience, the final stage contributed
most strongly to their Qeve]opment_ o
Certaiﬁ specific perceptions relative to the foregoing were of
interest. It was agreed that little ;ould be done in the training
program to develop certain personal qualitiés and individual
predispoStions to teaching asséciated with the first life stage.
Candidates for teaching should therefore be screenéﬂ on the basis of
possessing these. There Qere, however, a number of traits which
appéared to be amenable tovfurther development, and, consequently,

worthy of pursuit in the training program. These included the qualities

of empathy, enthusiasm, humour and creative thinking.
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Respondents' perceptions of the ideal competencies to be pursued
during the preservice preparation program indicated a need for greater
relevance in program offerings to approximate field conditions.
Particularly, it was noted that care should be taken io provide better
diagnostic skills so that individual pupil needs in terms of background.
performance and ﬁrogress might be determiﬁed (Benson, 1977:2710A).

Pigge (1978) also attempted to determine where teachers felt they
had developed important competencies -- whether thrbugh their teacher
education program, work experience, inservice training or independent
study (1978:72). He sought to discover, iq»addition, teachers' views
) pertaining to competencies most needed for successful classroom
performance, and their own degree of'proficiency in th&se (1978:71).

Pigge (1978:75) found that, overall, "there was a high relationship.
between the teachers' need for a competency and their proficiencies
within the competency areas." The most needed~abi1%1§§§{ appeared to
exist in the areas of discip]ine; student motivation, student evaluation
and individualized instruction. Genera]iy, proficiencies }equired to
meet high need comg’tencies weré felt to be developed mainly through
work experience.. Training programs tended to be given more credit for
developing combetencie§ in low need areas (1978:75). t

Pigge concluded that practiéing teachers sézmed to indicate that
teacher education institutions were negligent in emphasizing sufficiently
fhe mostlneeded{ski11s and competencies (1978:76). .It appeared essential
| (as many other investigators had also stréssed) that much closer
consultation between teacher educators and practitioners in the fié]d

would have to take place in order that "realistic and optimal experiences"

might be offered to preservice teachers'(Pigge; 1978:76).



Vittetoe (1977) adopted a different approach in his follow-up
study of graduates from Central Missouri State University. He obtained
principal or superintendent ratings for a number of graduates on a scale
randing from one‘(superior or outstanding) to five (iacking or inadequafe).
Ratings were made during the teachers' first year of teaching, and
supervisors wére then ‘asked, in open-ended interviews, to 1dent1fy
characteristics associated with those teachers rated superior, and
thos¢ rated inadequate. Further, supervisors were asked to identify the
most common causes for failure among first-year teachers. That exercise
jiered interestjng insights. The most commonly identified cause of - ¢
failure was lack of classroom control (1977:429). A number of other -
‘causes tended to revolve around personal qualities of the teacher:
immaturity, lack of confidence, inability to get along with people (1977:
429). Supervisors noted, also, that teachers’did less well when assigned
to a teaching sithation subsiantia11y unlike the one in which they had
done the1r student teaching (1977: 430)

Sevefﬁl conc1us1ons may be drawn from Vittetoe's findings. The
" first i§° that there are certain personal qualities which appear to
predispose beginning teachers to legs than adequate performance
Secondly, much of the effectiveness of trayning programs can be d11uted
by inappropriate placement of teachers in schools.

ﬁaede (1978) was also concerned to study the plight of the first-
year teacher. He sought to discover the perceived value to secondany
teathefs of different types of professional training, and he measured
te:chers' self-assessed professional know1edge at five different points

of their careers:. (1) at the beginning of their first professional'A

course, (2) immediately prior to student teaching, (3) after eight weeks
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of student teaching, (4) at the - end of the first year of teaching, and

(5) at the end of three years of teaéhing. On all aspects -of professional
competence, he found a steady ri;e in self-assessed‘proficiency through-
out each stage, except durind the pariod representing the first year of
teaching: during that period teachers' self-rating reflected a decline

in proficiency (1978:407). '

Gaede (1978:407) attributed this to what he terméd "reality srok",
where the teacher (a) ?%r the first time compared his own performance
with that of more experienced colleagues, and (b) found that he® faced
"undnticipated gaps in his professional competencies -- gaps which were
not recognized by him during pre-service training as being important: to
the teaching task" (1978:407) . StuQent'teaching, faede maintained, could
only approximate the reality of teaching. The student was supported and
heiped. The first-year ieacher, by contrast, was "in many ways isolated
from sources of,outside Heln and counsel" (1978:407).

Gaede was led to the conc]ﬁsion that there were several implica-
tions for teacher education in the circumstance: (1) programs should
allow for early contacts with real pupils -~ "for only thrbugh extensive
actual teaching can pre-service teachers form accurate concept.ons of the
skills and knowledge that are essential in teaching" (1978:408), (2) the
training institution should become more‘specifica11y invojved in
‘prov%dinq supportive and non'thre;tening supervision and‘contihuing
education during the first year of te{aching<"/(\1‘9v78':409).

This kind-of productive coooeration between the training
institution and the schools was recognized by Elliott and Steinkellner

(1979:423).as essential for the growth and improvement of teacher

quality. They contended that ”m&re»dia109ue needs to exist about areas
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of responsibility that public schoals and colleg;s of education need to
assume for teaching teachers to provide good instruction” (1979:423)."

The interviews with teachers and principals held by these
1nvestigat6rs revealed that both groups ;;rceived the teacher education
program in question to be good. Nevertheless, goth grougf also 1ndic:ted
certain serious areas of weakness (1977:421). Programs, in their view,
should provide prospective teachers with more knowledge about the normal
behaviour in children a§ it related to discipline and behaviour
management ‘n general (3977:421). Further, teachers needed & more
realiggic view af the schools, and the ability to achieve more effective
transfer of methods learned into the classroom. ‘

Elliott and Steinkellner (1979:423) congluded that four courses
of action seemed desirable to effect improvement in teacher edhgation:”

* (1) the inclusion of more‘courses of educationa] psychology throughout

the }rogram; (2) the provision of a firmer field base to the program,

and a more practical approach to the nature of classroom teaching;

{3) more time spent in methods coufses in translating theory ino practice;
and (8) a reordering of time and priorities to ensure thgt essential

needs would be met (1979:423): \

Positive relationships between the university and the schools
were generated by the eva]uafidn efforts descr{bed by Starkman et al, *
(1979a:39). Direct contacts were established with the graQuates of
teacher education programs and their ;upervisors. |

This evaluatian p;ogram developed by Chicago State University was
a comprehensive one, and was 1ongitudiﬁal {n nature -- it followed

students through their university career and beyond, in order to try"

to explore program impact at different stages. A broad data Base was

~



A

Faculty rated "philosophy of teaching" as relatively‘impertant, while Q\w

built up for each student, and the various types of fnformation were
used to determine possible relationships between variable;i(1979:126-

-

127). A significant positive factor in the proc@ss- ae Starkman‘and(his E
associates saw it, was the fact that descriptors used to delineate __f?;<:; ,;ﬁu

»r-wi

T,

program effectiveness had been derived from the field, rather than T py

- ‘J

defined by university faculty (1979:127). : : ) oy
' . TN .

Starkman et al. (1979:128) described the results of a study in N\

[ ] .

which program graduates, ;acu1ty and principals were asked to rate

the relative ihoortance ofy a"ﬂhhber of teacher attributes. Principals

graduates and student teachers were also asked to rate the eff’ctiveneSs

of the teacher education program in providing-prospective teachers with N

those attributes. The fifteen descriptors involved fell ﬂngg\four~

categories, relative to classroom order,. teacher-pupil interaction,

teaching emphasis and teaching aids (1979:128%. » o
Results indicated a sharp dwscrepancy between the perceptions of o

faculty and those of principals concerning the va1ue of certa*n of °

those attributes. Principals, for example, judged "classgoom disc1pline:

to be a very important teaching ¢omponent; faculty, on the other hand,

deemed it to be among the five least impertant components (1979:130).

Q
.

- principals considered this to be of low importance. Moreover, f *

o

principals did not regard highly the effectiveness of the program in

preparing teachers in this area (1979:130). A1l groups other than - - 1;'

un1vers1ty faculty placed the 1owest value on those descriotors wh1ch) |

referred to. teacher-pupil relat1onsh1ps -- which seemed to suggest that
actitioners in the field attached less importance to theié more

"hymanistic" concerns than to the more, practical aspects of the teaching
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function (19793130) . Certan]y, the numerous differepces of opinion
between university facu]ty and school people seemed to 1nd1cate anfl’
urgent need for dialogue concerning the aims and purposes of educatTgn
2:1n genera], and of teacher education in particular
, This need'for close and continuous consultation betneen the
training institution'and the public schools was also stressed by Lynch
" and Kueh1 (1979-30:20-21). They noted the willingness and desire of
the schools to work nith the university in this way: thisufact in their
»v1ew, would greatly fac111tate the kind of cooperation envisaged |
(1979 80:20). | - o

The graduates surveyed by Lynch and‘Kuehl were asked\$o rate their
own competence in the various dimensions of their jobs, and to comment
upon the effectiveness of their preparation in those areas (1979-80:17).'
Respondents 1nd1cated that they felt themselves to be most competent in

establishing an opt1mum learning environment, and least competent in

v

individualizing instruction, mot1vat1nngtudents and ¢valuating students.
The other area in which they did not feel well-prepared was in classroom
control (1979-80-19) g “ | |

~ The parts of a preparat1on program cons1dered to be of greatest -
value were, predictably, classroom contacts prior to Student teaching,
methods courses spec1a11y designed to develop competencies appropriate
to subject areas, and the.student teaching itself (1979-80:20)..
Recommended changes in the Un1ver51ty of Nor}hern Iowa teacher education
proqram tended, to a great extent, to deal with these dimensions (1979—80:
19). Exist1ng‘methods and psycho]ogy courses’were seen as lacking
integration'with classroom experiences»and‘as being divorced"from the

act of teaching and real c]assrogm situations. Further, graduates felt



98

that more background should be given in "the many day-to-day professional
skills needed by a teacher" (1979-80:19).

In order that the studenf—tegching experience might be of optimal
value, graduates recommended that university supervisors should be more
“actively involved in‘helping students through this process. Cooperating

teachers in the schools shouldy too, be carefully cﬁosen (1979-80:20).

“ Graduates also mentioned the importance of the provision of opportunities
for sfudent teachers "to experience student teaching in a variety of‘
school settings (both urban and rural), at a vafiety of grade levels,
and in a ﬁumber of subject areas. A longer period of time aQai]able for
practice teaching\wou]d allow for this extended experience (1979-80:21).

| In thejr account of the eva1ﬁation of the extended practicum
offered at Thé Universify oerethbridge, Mokosch, Dravland and Muendel-
Atherstone (1979) reported find{ngs wﬁich appeared to confirm the value -
of the}ébove recommendations. One of_the major purposes of the Lethbridge
investigétion Was | ‘ |
to evaluate the use of Southerh Alberta schools as placements
for practicum experience for candidates in The University of

Lethbridge Faculty of Education teacher education program
(1979:7).¢ ‘ ~ : '

A

A$ a result of this added dimension to the‘practicum experience, students
had the opportunity to compare rural and urban placements and to assess
the value of each. They'indicated‘that, whf]e city schools were mare
\>Qequate1y equipped than rural schoqls, "satisfaction, interaction and
learning seemed greatly ehhanced in rural placements" (1979:8). The .

comments of students pertaining gp‘the Timitations in equipment and

supplies encountered in rural schools suggested that a need existed for

J
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the preparation programs to develop in prospective teachers a variety of
adaptive skills on which they might draw when teaching in rural schools
(1979:8).

One strongly positive factor resulting from the use of ruralg.
placements jn the practicum was that students' perceptions were a]tered
concerning preferred eventual job postings: many students indicated
that they wou]d;gnjoy working in a rural settieg, where previously tﬁey
might have been reluctant to contemplate such a possibility (1979:9).
Drawbacks'associated with rural placements concerned the lesser degree
of accessibility of students in rural schools for frequent consultation
with University supervisors (1979:9-10).

qu_organizatiqnvof this dimension of the practicum dehanded
consider;twe assistance from those seconded teachers who served as
supervisors of field experiences (1979:11). This was clearly a criticai

~aseect of'a venture of this kind, and one which brought'a variety of ‘
benefits to the teacher educatipn program, not the least of.which was the
increased and more effective'commhnication between the Fatu1ty of
Education and the schools (1979:12).

The evaluation of the extended practicum was but one ﬁacet of the
comprehensive,bengoing evaluative projects mounted by The University of

y Lethbridge. The Education Research Centre at that institutﬁon established

S——

a2 data bank which stored an array of 1nformat1on about teacher educat1on

\

students perta1n1ng to their experiences before, during and after
cE
training. "Many different studies were carried out to determine relation-

ships among these variables, as a means of gauging the impact'of various

aspects of the program, and to determ1ne the poss1b1]ity of pred1ct1ng ‘
A .
students' chances for success n the program and in subsequent teach1ng

§

<
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performance (Dravland ;nd Greene; 1979:2);

Draviand and“Greene (1979:10) noted that the‘findings of two
particular studies were Worthy of speciaT mentiort. Twa (1978) had
attempted to deQe]op se1ectien critefia for admission to the Faculty ef
Education, and constructed equations to predict success in student
teaching (Drav]and end'Greene, 1979:10). He found that there appeared

to be complex interactions between psychological and personality factors

: . . ]
and potential success in,student teaching. Further, there also seemed

al
sirt

to be relationships betheen student teacher performance, the sex of the
teacher, and .subject and'grade level taught. It would appear to be
important, therefore to attempt to effect the most appropriate match

among all these .factors in order to elicit the'mosp favourable performance

* from would-be teachers. _

N

In the study undertaken by Greene and Drav]and'(1979) "to determine
relationships between success in the e&bgatibn prbgram and succéss in
the'teachin§ prefessién,“ findingsﬁindicated that |

professors.were able to predicx.teachjng success with some degree
of accuracy but that specific variables within the student ‘
teaching practicum were generally, hot related to teaching success
as measured by principals’ eva]uations (1979:10).

These findings apbear to confirm that it is rather the appropriate
combination of a variety of factors.present in a given teacher which
predisposes him to success in teaéhing, rather than spegific variables
" taken severa]iy. | ‘

F Speeific strengths and weaknesses of the Lethbridge program were
‘identified by teachers and principalsEin a»f011ow-up study conddcted!by

. . 2 , .
Greene (1980). Major strengths appeared to be the_fie]d experience

A
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components of the program and the iﬁterpérsona]'relptions which students
enjoyed with faculty. Weaknesses ihé]udedl"afneed for more 'practical’
experiences, more breadth in conteﬁt areas, ;nd more help in classroom
management" (Greene, 1980:4). -

Classroom management was also an area.pinpo%nted by‘beginning7
teachers as being weak'in The University of Alberta Facu]%y of Education
teacher education program (ﬁatsdy et al., 1979:40). Teacﬁers viewed
interper£8n51 Eéi11s as_being poorly handled in their program, while
methodology and curricular concerns were thought to be adequate]y,dea]t
with (Ratsoy et al., 1979:50). Additional findings of particular intergsf
emanated from the.responses to.open—ended'questions in which reépondents
Were able to provide more qualitative opinions ;bout.the program.

Ratsoy et al. (1979:51) reported a number 'of the most frequently
mentioned views. Among the strengths of the program as 5 whoTe,
respondehts identifﬁed:,'(1) the sound educational béckground it‘"
provided; (2) the occasional small classes which pl]Owed for comfértab]e
‘and productive interaction; (3) the library resources; and.(4) the
practicum (1979:51-52). ~Supervisors praised the following characteristics
observable in University of "Alberta graduates; (1) their willingness
to wOrk;-(é) their receptiQeness to constructive criticism; (3) tﬁeir
enthusiasm;‘(4) their posftive’aititude thard’the prbfessfon; and
(5) their maturity (Ratsoy et al., 1979:52)..

Progfém weaknesses singled out by sﬁpervisors and teachers weré
simi1ar to those encountered in other studies: .too much theory; lack of
sufficienf realism in the presentatibn Qf what teaching .wis 1@}e; weak
instruction; Tow standards .of academic stholarship in éompérison with \

other programs; lack of integration among courses (Ratsoy‘et al., 1979:55).

Certain specific weaknesses were-seen as paftfcu1ar1y important. The
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practicum was considered io be £oo short, too artifiﬁia], and poorly
organized. It was not well enough integrated with the relevant Curricu1um
and Instruction courses, and the quality of supervision provided was
often~poor (1979:33). Comments m;de by éupervisors affirmed~that.teachers
did not seem to know what to expect on the job: they were ﬁot pfepared
for the paucity of materials and inadequate facilities prevailing in
schools. Further, teachers oftenfpppeared to be unaware ofrghe legal

and bureaucratic framework of the sch001 (Ratsoy et al., 1979;53-54).

The imp]icatibns of the fihdihgsvof this study were, once again,
that the persistent gu]f.which existed'betweenfthe ﬁniversity and the
schools restric%ed the effectiveness otheacher preparation actfvities
in the preservice program. Ca]dwe]]'s~(1979) hécount of findings from a
study of The Univers%ty of Alberta's. practicum apﬁeared to support this

( :
contention. He commented upon the linkages between  the various partners

in the practicum experience, and noted that (1).in terms of clarity
toncerning the disteibution of responsibilities, many cooperating teachers
indicated that'they were unaware of the degails ofAthis; (2) theﬁe
appeared to be little involvement of éooperating teachers or principals

in the p]annihg of the practicum or any other éspeét\of the'teacher
education program (1979:12).' Despite these negatiQe factbrs; fhefe was

agreement that, generally, communication between the schools and the

university had improved. : A

Summarz. The evaluative efforts undertaken on an institutiona]

‘basis seem to reveal a number of consistent findings, no matter what
‘the context. The practical aspects of the programs are everywhere

-valued abovedggg>other aspects of prepdration. Major program weaknesses
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appear to emerge primarily from a lack of realistic attention to the most
preSSing needs of classroom teachers The continuing disjunction between
the work of the Etaining institutions and that of the schoo]s -seems to
contribute qreat]y to the failure of preservice teacher education to
achieve its desired Tevel of effectiveness.

These persistent problems of teacher education are addreéssed also
in evaluation studies which are wider in scope. Examples of such under-
takings are presented in the section which follghws.

Reaional Evaluations of Teacher
Education

In addition to the large number of teacher education evaluation

v

studies reoorted in the literature which focus an the work of specific,

a

singie institutions, there are also a variety of such studies which are
broader in compass. - ihese tend‘in genere]ﬂto reuresent regional,
provinciai or statewide effonts,-initiated by professional or governmenta]
bodies, or by investigators seeking to establish comparative measures

of different programs.

Rieger and Woods (1971), for exempie, reponted the resu]ts‘of a
study conducted under the aegis of The Alberta Teachers' Association to
'determine‘the perceptions{of teachers throughout the province concernihg
the adequacy of their teacher preparation at the vérious universities in
the prbvince - An 1mportant d;men51on to this study was the fact that
graduates surveyed were either in their first or their fifth year of

-teaching. The differences in perception associated with additiona]
classroom experience could" thus be gauged.

Many of the results emerginq from the study conformed to the

pattern.observed in 1nst1tutiona1,eya]uations. Educational methods and
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student téaching were ratgd fhe most'va1uab1e parts bf the pfogram, while
courses in Educational Foundatiohs headed the 1ist of least valuable
&}courses (1971:3)f Reasons for the chbice§>expressed re]ated»h?avi]y to
::%he ré]evance and'uti]ity specific courses were seen as having to the
teaching situation. However, intrinsic features of the courses themselves
-- amount and quality of content, quality of presentation, etc. -- also
accoqﬂﬁgd for some‘of the judgments (1971:4). ‘
The most serious defiéiehcies in their preparation for teaching
was perceived by teachers as residing in three main areas: (1) inadequate
amount of sthent teaching or inte;nship; (2) inadequate number or quality
of methods coqfses; and (3) lack of background in feacher-student
‘relations, discip11ne and classroom problems (Rieger‘and WOodi, 1971:4).
| Recommendations for improvements to the program centfed primarily upon
the extension on ooportunities for practical experience, However, it
was also squested that the quatity of both-faculty and studedts in
Education should be improved (1971:5).
o Differences of perception observable in the responses of first
and fifth4yeaf\teachers were significant. For example, more than three
times as many first-year.teachefs as fifth-yeér ones fated studenf
teaching as fheir most:valuab1e learning eXperience.(]971:9), On the -
other haﬁd, twice as many fiftﬁ¥year as first-year teachers valued most
h{gh]y their non-education.courses. Similarly, nearly twice as many
' fifth-yearwteachers jud@ed methods toufses to be least valuable (1971:9).
"~ One might infer from thé aHove that, as teachers grow more A
experiencéd.and more in contfo] of their craft, they come to prizé

less those aspects of their preparation which provided them with specific

-~ practical skills, énd to value more high]y those which offer a breadth



) 105

of background knowledge on which they can draw to deepen the content“of«
their teaching.

The study deicr1bed by Brehaut and Gill (1977) was undertaken to
assess the outcomes of various new developments in teacher educatlon in
Ontario, and formed part of a research project funded by the Ministry of_
Education of that province. The data obtained provided information about
a variety of aspects of.teacher education programs throughout the
province. Generally, however, the responses received‘indicated that
“over half the participants felt that their preparetion pad been "poor"
or "less than adequate", and that only a very small proportion of
respondents rated their preparation asA"exc:.‘ent" or "more ‘than adequate"

(1977:6).

The aspects of training with which teachers were generally -
] .

A

satisfied were those which appeared to provide concrete guidance for
classroom performance - courses in psycho]ogy: and methods, and the
experience of practice teaching. Graduates viewed.as the most va]uab1e
contribution to imprxoving teaching skill- the personalized and cdnstructive
interaction they had hed with their associate .teacher and faculty.
supervisor during the practice teaching exercise (1977:7). Recommendations.
for improvement to tra1n1ng programs most frequently called for greater -~
emphas1s on méthods of teaching basic subJects, and for the expans1on of
the types and variety of practice teaching expervences provided in '
individual programs (1977:7). \ .

The qualtty of instructional staff was cited as one of the major
weaknesses (in the teacher education pregrams. Instructors were

‘

characterized as be1ng "outdated, unqua11f1ed and un1nterested" (1977:7).

,Th1s percept1on of the 1nadequacy of faculty seemed to arise from a
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conviction that instructors had no real sense of what was important in the
context of the scpoo]s. Indeed, the teachers in the Ontario study
'suggested that their instructors should, from'time to time, return to
schools for extended periogs in order to keep themselves in touch with
what the classroom was really like (Brehaut and Gill, 1977:7).

The overall conclusion of the study was that teacher education in
Ontar%o in the early 1970s had not met the exp%%tations of its students,
and that many of these consiered their trai:%qgﬁze have been a Qaste
of time (1977:7).

The teachers who participated in the study conducted by Ryan et a].
(1979) were more tolerant of their preparation experiences, generally
perceiving these to have been as useful as any training could be., The
teachers, however, recognized the 1imitationsqnf such prdgrams,,rea]izing

\

that no aspect of a teacher education program could fu]ly prepare students

for the total experience of be1nd.a teacher . ‘ e
Ryan and his associates had employed a somewhat unusual technique ’

~in his follow-up study of first-year teachers. Where most studies of

the kind employed qUestionnaire\surveys invoiving large numbers of ‘

individuals, Ryan and his colTeagues undertook a field study; in which

seven researchers observed and interviewed eighteen teachers throughout

their first»year of teaching, as a means of determjnipg cheir perceptions

of the adequacy of their training. The teachers had been'prepared at.

ten different 1nst1tut1ons and received cert1f1cat1on from fourteen

different programs. The focus 1n th1s study was on the individual

esperiéhces and percentions of each teacher rather than on the aggregate

performance of all.

Teachers tended to be d1verse in the1r views, but twoscommon
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fhemes emerged: a realization of the limitations of preparation programs,
and‘a'valuing of first-hand experiences. Tea;:;r education, in the view

.of these gradUates, could only provide the basic knowledge and skills
generally required of all teachers (1979:269). However, since each
teaching iifuation was in large measure unique, these general abi]itieg
could on]j be of minimal assistance. Rya;,aﬁd his colleagues summed up
this view in the fo]]ow%ng»way: ’ / | , o\

. '
a1 N ~ :la‘#’\ -
New ‘teachers are much like army recruits who receive basicixi \\\\\\
knowlcdge, skills, tools and simuTated battle experiences in
the hobe that during the heat of actual battle the interacting
variables will resu]t_in,fight rather than flight (1979:269)

fﬁe éonc1usions reached by Ryan et al. provided an importght
commentafy on the genefal trend toward demands.foi more skill training
and actuqﬂ practice teaching 31979:270).~ The authors reminded readers
of Dewey/; view concerning stu&ent teachind which, they claimed, "had
for him}L ldrger puréose than short-térm mastery of préctica] cTassroom
'problemg“ (i979:271). Although Dewey was in favour of field experientes,
" he wanted ﬁeachérs to use these to become students of teaching. “He «
w&nted," asserted Ryan‘and his associqtes,(1979:271), "the focus to he on
/ educational ideas and principles that organize aﬁd illuminate the ~
fh . ~realities of c1assro§m teaching." The call for.a firm conceptua1ization

of the purposes of the enterprise was once more being clearly sourided.

Summary. Findings which were generally cbnsistent with fhose
encountered previously emerged from the regional evaluations of teacher
education reviewéd in this section. 'Methods courses and student teaching
were once again the most highly valued aspects of preparation programs.

Insufficient opportunity to test educational princ?p]es in real- classroom

P
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situations was cited as a mejor weakness.

There were, however, certainvadditinnaT\findings of interest. One
‘study provided insights into the differences in perception between first
and f1f§h-year teachers. While beginning teachers were most concerned
about deve]oo1ng skills which could be immediately applied to the class-
room, the more experienced teachers seeméd to demonstrate most interest
in acquiring a greater breadsh of\know]edge.”ln one other, signiffcant
instance, there was a recognition by teachers participating in the study
Qf tne unavoidable limitations of teacher education programs.

There was, finall;, renewed stress on the need to define

/

N .
meaninafully the goals and purposes of teacher education.

Evaluation Studies from Developing
Countries

‘ - \:,/ -
When resources are limited, tfe need for clearly thought out
. [l .

purposes and procedures assumes even Targer significance, and careful
monitoring of the worth of ongoing efforts becomes a necessary .
complementary activity. This situation clearly obtains in most developing
countries of the world. Curiously, however, evaluative research carried
out in these countries appears to be comparatively rare. Two studies
"are reported which, nevertheless would seem to typify the efforts
1ikely to be made in this regard »

Marr (1973) reported the resu]ts of a study of three colleges of
education affiliated to the Universify of the Punjab, all of which
fq1lowed the -same prescribsd program of,study. The purpose ,of he
_ study was "to examine the actual fnnctioning of the'programmevin the
bolJeges, to ffnd out the problems being faced by them in.carrying it

out, and to determine the scope of improvement" (1973:283). Investigative

: -
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procedures included site visits, interviews with administrators, faculty
and students, and limkted_observation of class lectures and other group
activities. ’ -

N

Major findings confirmed that a large portion of student teachers'
time was taken up in course work, and that the progfam'sy]1abus prescribed
by the university was considered by both students and faculty to be "too

lengthy, too theorétical." Marr (1973:284) stated:

There appeared to be a need for reducing theory as well as
bringing out the practical implications of the theory studied.
On the other hand, there were indications that the academically
gifted students did not find the course challenging enough.

Although practical experience was highly valued, there were major
deficiencies perceivédwin the student teaching component of the programs.
The most striking dn@ was that which had been noted repeatedly in studies '
in the developed world: the lack of adequate and informed supervision.

. . ‘., * . _

Teacher education faculty were often obliged to supervise large numbers
of students, sometimes in subject areas with which.they were not familiar.
Furthermore, Marr (1973:284) maintained,

there was a marked lack of agreement among teacher educators on

the objectives of student teaching, and they differed on what

they tried most to convey to the students they supervised.
Imoortantly, too, Marr found that although students'were helped to plan
lessons in advance of student teaching, "no effort was made to inculcate
“teaching skills before they entefed'the~classroom. In fact there was a
lack of awareness of activities that could be introduced for this purpose" -
(1973:184).

Teaching methods employed by college instructors were judged to be
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inappropriate. Generally,. traditional lecture-type approacheé were used,
and little attempt was made by faculty to model in their own feaching thg
more innovative methods théy were advocating to their students (Marr,
1973}]84). Instructional problems were compbunded by Q§e lack of
suitégle readihq and support material.

Evaluation appeared to be a chronic problem in all aspects of the
programs studied (1973:185). 1In theory courses, half of the marks were
“allotted by interna1'assessment; and half through external examinations.
There was § genemal complaint that the types of questions given in
external examinations encouraged rote learnina rather than understanding
(19735285). Similarly, there was dissatisfaction with the une«gy blend
.0f internal and external evaluation of student teaching. bThe grade for
this aspect of the program was assigned on the basis of the two final
1es§ons taught. These were observed Py an internal and an external
examiner. Teacher educators complained that often the external examiners
aﬁpointed were administrators of long standing who tended to have old-
fashioned ideas of teéchingaincompatible with those advocated by the .
colleges (1973;285).

In terms‘of the professional activity of tﬁe facultf; only a few
individuals were actively engaged in research, as there were major
obstacles to this pursuit: heavy workloads, lack of guidance, inadequate
library facilities and lack ofjfinances (1973:185). l\ !

This appeared to be a familiar picture in devé]oping countries.
However, Haque (1977:112) articufated the'desperate need that existed
in those countries for §y§téhatic, ongoing research. Haque, 1ndeeq,%
recommended the gsfablishment-of "properly equip;é& institutions and

organisations" for the purpose. Teacher igucators, in his view, sbbu]d
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cooperate with ;uch qrganizations in order to deve]op'qr discover methods
and techniques of teaching and learning appropriate to their own contexts
(1977:112). | “ | |
' Haque'svconviétion\was'confirmed,by his findings in an-evaluation

of teacher education programs in Bangladesh (1977). He sought to

L

_ examine the relevance of the curricular offering [sic] of the

. teacher education programmes of Bangladesh, fn order to
fdentify the strengths and weaknesses of the programmes, the
practices and the ideas and contents so that a rational basis N
for improvement of the curricula could be discovered (1977:107).

An important dimension of this .undertaking was the assessment of .
whether the stated objectives of the teacher education programs served
the needs of education in the coyntry at different levels (1977:107).

Haque employed a'vqriety of technigyes in his research: document.

{

analysis, .questfonnaire surveys of faculties of tngining~ﬁﬁstitutions,

-
[ -

and'of graduates of'programs-(1977:108l. He engaged fn comparison of
teaéher'education programs on an‘international basis in order to éstab]ish
criteria for evaluating teacher education cur;icu1a and practices in his
own country (1977:109). This exercise revealed to him‘th§t, although
programs varied from éountry to country, (baSicé]]y due to socio-economic
';nd cultural differences), they also posseSseﬁ~maqy 1mpoffant'£imilarities

(1977:109). There was, however, one specific distinction which Haque
. R c
saw asabeing worthy ofgﬁpgcial note: .

. Ed

In the industrially developed countries, there is Tittle
distinction between preparation and status of primary and \
secondary school teachers. Aptitude and ‘interést rather
than lower educational preparation alone determine the
placement of intending teachers in training programmes as
well as teaching positions. But in a developing country
1ike Bangladesh the determining factor is the levél of
~ pre-service education alone in this respect. . . . In
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Bangladesh the predominant thinking is that the less-qualified
and i11-equipped teachers should be p]aced at the lower 1evels
of education (1977:109- 110)

Implicit in Haque's content1on are significant problems to be
faced in teacher education. As the students destined for orimary schoo]
teaching are usually those with poorest academic credentials and back-
ground, the'form énd,extent of training which cah be offered in the time
available are considerably curtailed. The impact of this factor upon
the general quality of education offered at the primary school level is
also significant. Serious policy chanqes.afe clearly in order in this

regard. ‘

Findings relative to specifi¢ institutions were reported by Haque
(1977:111), who concluded that, in general, curricular content andv’
physical® facilities were too.poor for the job of producing effec;ive
teachers. Again, a lack of suitable books, journa]s-iyd other
instructional materials, as well as‘needed support services, appeared to
be endémic (1977:111). Only one institutioﬁ appeared to haveéreasonab1e
facilities and equipment, and even their 1ibrary.resources were jnadequate.

Critical questions concérninq program effectiveness and the | |
relevance of program objectives to the socio-economic demands of the
country produced d1scourag1nq answers. Overall, Haque concluded (1977:111),
programs were neither effect1ve in realizing their object{ves, nor were
those obdectiveé‘consistenf with the country's development needs. Little
impact from the teachgr education prog?ams waglfelt on- the educational
system, which waé still largely staffed by unirained teachers. Trained
teachers were restricfed in their ability to apply on the job methods

!

~and téchniques learned in their professional programs. Haque commented
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particularly: o : .

A

1t was Observed that the hfoher the level g;/teacher education
the less is its. possibility for application/in the educational
institutions in this country. The applicabi Wity of teacher
education may be improved by incorporating contents in the
programmes which are more cons1sfent with the objective conditions
of the country as well as the 1ife of the people 0thenw1se,

much of teacher education will add to wastage in educat1on

(1977:112).

The commenf‘regal]éd'Scriven's.caution that, in evaluating
educational programs, it was .important not‘on1y to judge the degree to
which orograms had achieved their obJect1ves but also to judge the
worth the appropriateness of those objectives themse]ves It also
re1terated the c]aim, SO frequent]y‘noted,in other studies, that 1n;order
to be effective, teacher education had to t%kejgnto account the realities

of. the environment it served.

Su arz In this section a variety of deficiencies ﬁere iyentified
relative to teacher educat1on programs in certain deve]op1ng,countr1es
Many of those def1c1enc1es sprang from the lack of adequate resources, but
~others arose out of the persistence of irretevant‘and inappropriate
curr1cu1a, obJect1ves, pract1ces and pol1cqes Certain of the criticisms
were strong]y rem1n1scent of simiTar ones raised 1n connection w1th |
programs in developed courtr1es the over-emphas1s onhtheory, the
: 1neffect1ve teach1nh of faculty,qthe 1ack of construct1ve superv1%1on in
student»teach1ng Above all, there was the 1mp11cat1on that the real

purposes of teacher education w1th1n the sett1ng in question had not

been carefu]ly and rationally conceptua]1zed. :

lv]
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CHAPTER SUMMARY «

In this chapter, ]iterature relevant to the central purposés 6f
the éfudy was reviewed from two perspectives. First, an examination w;s
made of the variety of criticisms which ha;e been levelled against the
R process of teacher education by individuals outside'%he profession.and
within it. Attention was also paid to the types of preblems seen to be
associated with the enterériée. |

Secondly, }n order to defermine the extent”to wﬁich the weaknesses
identified appeared to be ﬁupportgd by empirical évidence; a revfeQ was
made of research stud{es }n which specific programs of teacher education
were evaluated.

Certain dominant factors emerged from the views of the critics:

1. There seemed to be general consensus thét the programs and®
7N

.ﬁractices of teacher education Tacked a firm conceptual base which might

infuse them with genuine purpose and meaning. °

2. As a consequence of the foregoing, many programs were seen to

\n
,(/.

Ve
s .
be lacking in focus and cohesion.

31 Much of what was included in teacher education programs lacked

relevance to the actual job of\teaching, for- the concept -of this held in

. . . / . //
training institutions was often ‘unrealistic. y

o

4, Teacher education programs often fai]ed to take into account
_the impact that the organizationqi_cu]ture of the schools would be Tikely

~ “to have on the peronaance of new teachers. o,
14

5. Organizational factors, both in respect of internal ihstitutjona1

N
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arrangements and with regard to relationships with schools, influenced.
substantially the degree of effectiveness teacher education efforts

. :

N 4
v

might achieve. . '=.. -

.

6. Teacher education institutions in developing countries shared
all of the preceding weaknesses, but had to face additional problems
arising from inadequate re?ources, an uneasy.mix'of training personnel,

(/ e

unclear objectives, ang a complex, demanding educational environment.

' Evaluation studies_examined provided .considerabTé evidence that
many of the criticisms advanced were justified. For examp]e,‘the
recurrent p]ea for more practice in “rea1" settings seemed to emphasize
the View that teacher preparation programs were seen as' functioning |
largely in isolation from the realities of.the schools.

Many studies employed as sources of .data recent graduates and their
superv1sors who prov1ded perceptions rgbard1ng strenqths and weaknesses
of programs in the Tight of the needs of the schoo]s The deficiencies
wh1ch these groups most frequent]y perce1ved as existing in teachers'
competence tended to be related to those skills necessary for the actual®
conduct of classroom responsibilities: classroom management, pupil
control and diScigjine, the motivdtion of pupil int‘.‘gt, and the adapting
-of teachjng to suit indtvidual needs of pupils. |

A]though student teach1qq was recogn1zed by most respondents in
these studies as-the most us§$d1 part of preservice preparation, this
was seen to suffer from a variety of shortcomings. In many instances,
graduate5wfe1t that the exper1ence shou]d have been Tonger, should have

come earlier in the program, should have been done in schools more 11ke

those in which they would eventually teach and should have prov1ded
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. more systematic and informed supervision.

Teacher education programs in developing countries were seen to
be handicapped by rigid, irrelevant and inappropriate curricula, a
seriodspiack of necessary resources, and from the effects of uasgitab1e
models of teaching providea by instructors. S

The theoretical and researqp iiterature reviewed appedrld to
confirm, therefore, that persistent weaknessesbprevai1ed in teacher
préparation efforts in many different contexts, and that e?a]ﬁation of
those efforts was an important and necessary undertaking ‘if 1mp?ovement
was to be achieved. It also demonstrated that beginning,teachers and
their supervisors were able to provide valuable insights into the
strengths and failings of teacher education programs.

The review revealed, further; that,'tybica11y, most de;criptors
used to de1ineaté teacher competencies in eva]ﬁabion studfés bf this
vlkind were suppTied’eithef by teacher education faculty or.by practitidners
:fh the field. Few eva]uation_studieS'specifically included as érite?ﬁa
~of desired‘teacher p;rformance behaviours established in the regearch
on teaching as being positively related to improved pupil 1earnfﬁ§. This
fact appeared to justify the approach adopted in thé present study, which
was to incorporate a number of such behaviours, along with others drawn

: ' . -~
from the theory and practice of teaching as indicators of effective

- ‘teacher performance.

—



'CHAPTER 4

RESEARCH DESIGN AND METHODOLOGY

This chapter is divided\into three\main'sections. In the
first section, the design of the study is out1ined. The second'section
dea]s'with,the deveiopment of the instruments used in the co11ection of
data. In the third section the methodo]ogy employed in the conduct of

the study is described.

RESEARCH ‘DESIGN

/_;_,;\ The major purpose™f the.present study was td‘gauge the perceiyed
level of.effectiveness of teacher education programs in The Bahamas.

In accordence with the'assumption that the central aim.of programs of
fteacher preparation was to_produce prattitioners who cou1d'functiqn
‘adequate1y in actual school settings, it was decided that the‘primary :

%ocus of the research shnuld be the poét-graduation performance of

teachers {n those éspedfs of their work identified as heing significant.

These were seen to 1nc1ude the promot1on of the academ1c and persona]

".development of students, and successfu1 funct10n1ng within the
' organ1zat1ona1 framework. of_the;schools (See Chapter 2 -- Conceptua]
Framework) From the focus described, the value of current teacher
preparat1on arrangements m1ght 15§1t1mate1y be determ1ned
MaJor cons1derat1ons in the({esearch des1gn, therefore,

centred upon (1) the identification of specific respondents who m1ght

,prov1de* valid data for the purposes of the research, (2) the deve]oprnent

n7
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of appropriate instruments by which those data might be collected, and
(3) the establishment of feasible methodological procedures for the
‘condupi of the research. o

d

Sources of Data

Two groups of pbtentia] participant; were identified for the -
burposes'of the study: (1) a group of reﬁent1y—graduated teaqhérs who .
would be invited to.assess their own performance and the value to them
of their preparation, and (2) the supervisors of these teachers, who
would be requesfed'to prqvide their assessment of the teachers'

performance.

Teachers. The popu]atidn of teachers surveyed in this sfudy .
‘consisted of all-the thirty?six,prfhary and thirteen junior‘secondany
séhoo] teacherg'ﬁho had successfu]ly-comp]eted7C011ege of The Bahamas
teacher education programs in 1979, and who'had subsequently taken up
teaching positions in Bahamian scﬂeols. Twenty-six of those teachers
had been posted to schools in New Providence, while the remainder
occupied positions in séhoals.throughéﬁ%ﬁiﬁgﬂgther isiands of.The
Bahamas (Table 13..

This particular group of teachers was selecégd for several.
reasons. _First, they~repres§qted the first group of graduates almost
all of whoh would have receiyed their entire professional prepératiBn
at the Cq]lege-bf The %?hamaSFaS-jt is presently organized. Many -

previous graduates would have begun their training under q'different fiz
» . = - tﬂ‘ -

t

system, at one of the two teachers® colieges which were absorbed into > m

the Co]]ege of The Bahamas structure in 1975 (Appendix A).

Secondly, it appears to be generally recognized that the first
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- Table 1

'StLdy Population glassified by Type and

. Location of Schools

Type qf School

Location’ Junior Senior :

of School _ Primary Secondary Secondary All-Age Special Total

Néw

Providence 19 4 2 - 0 1 - 26

Family | - _ |

Islands =« -4 1 2 16 0 .23
o .4 o .

Total 23 5 4 16 1 - 49

' year of teaching is a critical one for the beginning teacher. Gaede,

for example, suggests that the first-year teacher is in a position at

that time to perceive unanticipated gaps in his rrufessional competence

-- gaps not recognized during his preéerviée training as being

important to the teaching task (1978:405). Moreover, Ryan et al.

(1979:268)'mainta1ned that the first year of teaching was crucial in

shaping teachers' attitudesﬁand feelings about their teacher education
o , '

experiences of years past.

Finally, as this study depended heavily upon the recollection of

teacﬁg%s about details of their breparation pbogram;, it was deemed

prudent, so as to minimize the possibility of distortion of recall,-to

‘focus upon individba]s who had not been too long out of'the training

institution.

-« -

Supervisors. Principals of the schools in which participatihg

~



* * | | 120

teachers were working were invited to supply the{k assessmenf of those
teachers' performance. HdweVer, Ehe‘Bptioh was also provided for
principals to defer to some other member:of the supervisory staff if
such a person was thought to be a more suitable individual to'providg
" the information requested. . ' ,

Ceptain ethical considérations arise when supervisors are askéd
to p?ovide an\assessment of teachers' performance in such a study.
Pigge (1978:165 points to the danger of the supervisors' being accused
of making a covert evaluation. He advised tKat, where supervisors are
- being ésked to supply an appraisal of teachers, it is appropriate that
a copy of the'supervisors' questionnaire and cover letter be sent to
thé-teaéher concerned, with an explanation of why such information was
being sought. The teacher himself could then be askedﬁto forward the
| instriment to his supervisor if he had no objections to this individual's

participating in the research. This recommended procedure was followed

in the present study.

AN

Supervisors were included in the study with a view to their

providing an additional, possibly more objective perspecti?e of teacher
performance. Further, the assessmentgdwhich'they supplied might phbvide
valuable insights into the adequacy of teachers' preparation in relation .

to the realities of their particular schools.

Instrumentation o

. The research instruments used in this study consisted of two

questionnaires (one for teachers and one for.supervisors), and semi;
* structured interviews (conducted with both teachers and sup?rvisbrs).
The collection of data by means of questionnaires has a number of .

‘ disadvantaéés. Significant among these is the problem of non-returns.

o -
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Mouly (1970:243) pointed ou; that
' /"‘ .
Not only do non-returns decrease the size of the samplé on
which the results are based -- which is relatively unimportant
wherever the sample is large -- but it introduces & bias
. inasmuch as non-respondents are likely to differ from
respondents in fundamenta} ways.

Despite this-major drawback, however, Mouly (1970:242) recognized;
certain distinct adVantages of the questionnaire. It could afford wider
geographical coverage and reach persans otherwise difficult to contact.

-Fur}her, because of its gneater impersonality, it might e]icit more
candid and objective responses. |

Both of the foregoing dimensions were taken into acconnt when
the decisijon was made to adopt the questionnaire as the major research
tool for the present studyf While it was'recognized that the problem
of non—returns might be of particular s1gn1f1c;nce in respect of SO
small a research oopu]at1on, the usé of a mailout quest1onna1re appeared
to provide the most practical and economical means of reach1ng a group
of respondents who were widely scattered geographically. Travel to the
remoter areas within The Bahamas was to; costly, too difficult and too
fime—consuming to render more directkfprms of data collection (such as'
intervieWing of the tota] popuiation or obserqption) a feasible
alternative.

A decision'wes.made, nevertheless, to eonduct interviews with a
" representative sample.of teachers and eupervisors, in order to va]idate'

| responses obtained by ﬁeans of the questionnaire survey, and fo elicit
ad&??ﬁona], more deta;1ed.information of a qua1ifatiVe2 nature concerning

graduates’. performance and the perceived value to them of their

preparation.
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Methodological Procedures

The steps necessary to effect completion of the research were
defined as including the following: (1) the identification of the |
" research population; (2) the securing of permission to conduct fhe
research; (3) the development and validation of instruments; (4) the
Co]16c£}0n of data; (5) the analysis of data; andﬂ(s) the reporting of
tﬁe find{ngs. It was anticipated that the brocedures would occupy
something more than one }gar.

DEVELOPMENT AND VALIDATION OF INSTRUMENTS

The instruments employed in the collection of data were designed
specifica]1] for use in the present study. They were constructed to
incorporate criteria estab]ished'as beiné generally important in the
evaluation of programs of teacher education, and also certain dimensions

Jjudged to be of'significance in the Bahamian context in particular.

Teachers' Questionnaire

This instrument consisted of three parts: (1) a personal data
sheet; (2) a section in which teachers were asked to rate the adequacy
of their performancé and-ihat of their preparation in certain specific
areés of teacher behaviour; éﬁﬁ (3) a section containing’a.series of

open-ended questions.
-~ .

Part I. Information was ;bught from respondents wifh_regard to
a number of personal and demographic Variables, These included: sex
and -age of teachers; the type of College of The Bahamas program f&]lowed{
the type of certifigation held; the susject specializations studied_at
co]lgée'and the szjects teachers wefe actually teaching; years of

A
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teaching experience prior to entering the College of The Bahamas; the
type, location and size of school in which teachers were currently

teaching.

This information was uSéd to determine the extent to which

respondents' perceptions appeared to be rel -to such factors. »
ated\\/#t\/

Part II. This section consisted of a 1ist of thirty-seven
teacher behaviours. Respondents were asked to indicate, by circ]ing'a
number from one to five on two Likért-type scales, (1) how well they A
- thought they were perfdrming in each area, and (2) how well they felt
their teacher education program had brepé}ed them in each area. On the
two scales the categoriés provided were: Very poorly (1); poorly (2);
adequéte]y (3); well (4); and very well (5). .

The behaviours included in this section were derived in the

following manner:

A

1. A preliminary list of forty-seven skills, attit:des and
areas of knowledge, relevant to the dimensions identified in the
conceptua] framework as significant, was é:;erated from the 11terature
on teacher educat1on and on teachlng (Appendé:)B) " The 1n1t1a]
~ criteria for the inclusion of an item on the 1ist were (a) the indication
ofAresearch findings that the item appearéd.to be positively associated
with increased pupil learning, (b) the consistency with which the
attribute was identified ig oiher studies as being a critical factbr in
successful teacher performance, and (c) the judgment of the investigafor

that "the attribute was likely to have importance in the Bahamian

context-

Sources consulted at this_ stage included the following: Biergen, v

4
!
!

l

N
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Kinahan and Yakimovich (1979); Burke and Stone (1975): Clarke (1970); ..
College of The Bahamas Education Division (1979); Dziuban and Su]]ivan'
(1978); MacKay (1979) Middleton and Cohen (1979); Peter (1975); Pigge
(1978); Ratsoy, McEwen and Caldwell (1979)- Rosenshine and Furst (]97])i
Smith et al. (1969); Sowards (1968); Starr (1974); Watts (1972).

2. This initial list was distributed to facu]ty in the E60cation
Division of the College of The Bahamas, es well as to a variety of othen,,
educational practitioners th The Bahamas, for their comments concerning
the relevance and 1mportance of the 1tew3 to teachers in Bahamian -
schools. Educators who participated in th1s exercise 1nc1uded ten
members of each of the following professiona1 assoc1at1ons the
Bahamas Union of Teachers, the Primary Sch001 Prfncipals' Association,
the Secandary Schoo] Pr1nc1pa1s Assoc1a§1on, ten professional officers
of the Mihistry of Education and Culture; and District Education 0ff1cers

in several Family Islands. A generally encouraging response was

received from the large maJor1ty of these groups, as shown in Table 2

i

3. Abrevised list of attributes ﬁas formulated on the basis of
the results ef these prdcedures. A decision was then made to express
these essential attributes in terms of specific behaviours, since the.'
professional skill, attitudes and knowleége pessessed}by teachers
seemed oSt likely to be recognized throggh the actions of those

teachers. The thirty-seven teacher behaﬁiours thus derived are listed

~in Tabte 3. —

',’\

4, In ordzr to ascertain the 1e?it1nacy of using these

behav1ours as 1nd1cators of teacher perfermance 1n the present studx)

PR Y
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Table 2

Questfonnaire Developmént; Response Rate

Educators tonsu]ted

‘of

Y25 -

\ 2
Possible % .  Actual Percentage
Respondent Group Responses Response$ Responses
Education Faculty -- i
Tollege of The Bahamas . 20 N 9 45
Bahamas Union of Teachers 10 7 70
’Primary School e : ,
Principals' Association (/’ 10 , 7 70
Secondary School K ‘
Principals' Association 10 g ‘ 7 70 ¢
Professional Officers -- d .
Ministry of Education 10 7 70 .
Distr}ct Education'
Officers -- Family Islands 5 4 80
. .
" Total 65 4 63

(.
Y

" an-examination was made of the stated objectives of care courses within

’the‘Co11ege of The Bahamas

L 4

. confirmed that the behav1ours assembled for use in this research

adequate]y reflected the key attributes which the program sought to

develop.” ’

teacher‘education\programs

]

This procedure

5. As a means of ensﬁrinéthatobjectives stated in course

optlines: were in fact the ones actua1ly being pursued by faculty
responsibie for implementing the programs, informal d1scuss1ons were
held with the ré1evant instructorS'within the Education and the academic

divisions. It was concluded from these discussions that none of the

$

¢
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C{v
Table 3

" Teacher pehaviours

A. Lesson Preparation @

*]. Selecting approoriate subject content
2. Specifying instructional objectives
3. Using knowledge of how children learn in the planning of teaching activities

*4. Selecting approoriate teaching materials

*5. Preparing aopropriate teachinn aids
6. Drawing on community resources to enhance childrens' learning experiences

.,.

B. CIa;sroom Management

7. Arranging the classroom environment
8. Grouning students for instruction

- *9, Maintaining classroom order

*10. Taking appropriate disciplfnary action when necessary °
*11. Making efficient use of class time
12. Keeping accurate records ' ’ . -

C. Lesson Presentation ] ‘ “

*13. Approaching the teachina task in a businesslike manner . ot

*14. Disolaying thorough knowledgé of subject matter - 4
15. Usfng Standard English appropriately

*16. Displaying enthusfasm

*17." Presenting information clearly

*18. Usfing effective questioning techniques

*19. Using a variety of instructional techniques

*20. Individualizing {nstruction when necessary . . o

'21 Encouraging students to participate in class

€22, Building positively on students' ideas

*23. Using praise

D. Assessment : _ : “7\\\n_’r7
@ <o ) N . LN h

24. Dfagnosing students' learning needs
*25, Monftoring students' progress
26. Evaluating students’ achievements

27, -‘Evaluating own nerfonnance - N
&
E. lnternersona1 Relati onships - »

28. Devéloping positive relatfonships with students

- *29, Qisplaying warmth and caring for students

*30. Displaying acceptance of students as individuals
*31. Motivating students to learn

32. Encouraging students to develoo self-respect

33. Communicating positively with parents :

34. Working well with other teachers

35. Working well with administrative staff

36. Working well uith school supnort staff : 1'

. ~ TN -

F. Professional Auareness ¢

37, Djspllying concern for continuing professional development . ‘;

' i } : - » ‘ . |

i,

“ResearctiBased

e

. ‘ . ¥ . : ) . _
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items proposed was g]aringiy out of Tine with behaviours instructors -

fattempted to develop in their courses.

Part III. This section coFs1sted of a series of open-ended
quest1ons wh1ch elicited respondents perceptions concerning the most -
jmportant and least importadt behaviours included in Part II, other
behaviours of 1mportance in their work, the va]ue to their teaching of

’

the various components of the teacher educat1on programs, and the

v

adequacy of resources and services provided at the Co11ege of The

Bahamas.

Sdpervisors' Questionnaires

| Like the teachers', questionnaire, this instrument consisted of
three part5° (1) a personai data section; (2) a section in which
superv1sors were asked to rate the performance of participating teachers
on each of the thirty-seven, teacher behav1ours prev1ous1y described;
and (3) a ser1es "of open-ended questions wh1ch prov1ded an opportun1ty

for saperv1sors to offer their perceptions concerning theégvera11

education

V4

strengths and weaknesses of Co]1ege of The,Bahamas teac

programs, and to make”suggestiops for their improvement,
Part T. Information‘was sought from respondents with'respect to
) the fonowing personal and demo§raphic-variab]es: sex and age;
supersisory oosition occupied° total years of teachfng experiencet years
of adm1n1strat1ve or superv1sory exper1ence, type, 1ocat1on and s1ze of
school, size of teaching staff This. 1nformat1on was osed\to determ1ne
the extent to wh1ch supervisors' percept1ons appeared to ft.)e :elated? ol

/{,
such factors.
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Part II. This section contained the same list of thtrty—seven'
behaviours included in Part II of the teachers' questionnairel
Supervisors were asked to indicate, by circling a number from one to
- five on a Lihert-type scale, how well teachers were performingdin each
area. As in the instance of the teachers' questionnaire, the categorTes
for response provided on the rating scale were: . very poorly“(l); ’

poorly (2); adequately (3); well (4); and very well 65).

~ Part III. Through a series -of open-endedtquestions, supervisors
were encouraged to presenf their opinions concerning the most important
and‘the least important of the.behaviours listed, the greatest strengths
and the most serious shortcomings of the College of The Bahamas teacher
education programs, and irprovements whichfmight be made in these. It
: x .

© was hosed to obtain in this way‘a somewhat broader view of the perceived

. level of effectiveness of ‘the programs in question.

Interv1ews ,

It was env1saged that the purposes of the 1nterv1ews conducted
with teachers and supervisors wou]d be (1) to validate responses obta1ned
on the quest1onnaires, and"(2) to derive an additional, more deta11ed
perspective on teacher performance C?d on the apparen‘t strengths and
weaknesses of. the teacher educat1on programs. It was hoped, a]so1 to
d1scoxsr by th1s means, the nature of any poss1b1e unant1c1pated outcomes
of the programs , and indications of contextua] factors operat1ng within
either the co]]ege or the schools which might be seen to influence the
level of effectiveness those programs were able to achieve.

In order to pursue all these ends, it was_decided that an
tnstrument was required which would be suffﬁcientlx‘strnctured to

v

~
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elicit in a consistent fashion information pertinent to areas of
performance measured in the questionnaires, but also suffictently open
| as to bring to 1ight respondénts' individual perceptions of other
significant dimensions of their experience. |

A semi-structured form of nnterview, therefore, seemed ‘to offer
a useful compromise between the more reliable kind of 1nformat10n which
might be obtained through a highly structured, standardized format, and
* the more va11d ‘but possibly irrelevant, responses which might emerge in
'a‘totaiiy unstructured situation. Maccoby and Maccoby (1954:454)
suggested that the two techniques need not be mutually exciusive. A
specific set of gquestions might be formulated, with optionsiprovided
for alternative subequestions.' For their part, Merton, Fiske and
Kendail'(1956:43) offered valuable advice ooncerning the use of an
interview guide of the type suggested to tap the subjective concerns
and experiences of respondents They stressed that it was 1mportant
that the guide th be followed too r1q1d1y, for if the interviewer
_ confined himself too closely to areas set forth 1n advance,”he might
1gnore important hints which couid extend the range of the interview.
The guide, therefore, was treated as a flexible tool \which allowed
. the interviewer to respond to cues and implications contained in
~ responses provided. ’ |

Murphy (1980: 77) called this type of 1nterv1ew1ng "intensive
interv1ew1ng" and_suggested_that ‘it could reveal what a program “had
meant to participants, for, since it was f]exib]e, it could a]iow‘the
investigator to adjust to circumstances and.keep probinq Untiilhelgot
ch faétsi "IntenSive interv1ew1ng," Murphy maintained, "is an

exploratory tool that can get at the nitty- gritty of program operations,

-



revealing what actually happenea, why, and with what impact" (1980:77)..

| In accordance with the advice cited above, guides were drawn up
for use in this study which cohtained first, questions pertaining to
those areas of teacher performance touched. upon in the questionnaires.
but also, questions which invited respondents to address in greater

~ detail broader issues which might have a bearing on the concerns of the

study.

Pilot Testing of Instruments

In order to determine-the tontent validity of the preliminary
forms of the instrdments designed for.use in‘the_present study, these
were pilot-tested during October and November '1980.

Two groups of teachers were se]ected as potential participants in
the pilot study: (1) a strat1f1ed random sample of 1978 College of The

* Bahamas teacher educatioh graduates who had been working in schools for

}‘two years, and (2) a stratifted random sample of 1980 College of The. |
B Bahamas teacher education draduates who had recently comp]eted.their'
finé] teaching practice. Samples were stratified aceordiné to the'type
" and location of schoo]s in wh1ch teachers were work1ng, and according

to the sex of the teachers conserned These groups were considered to
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~

be sufficiently s1m11ar to the target population for their responses to

prov1de a reasonably valid picture of the kinds of 1nformat1on the

. instruments were likely to elicit.

Supervisors}sn the schools where 1978 graduates were working were

¢

also included in the‘pildt study.’ It.was not possible, however, to
include members'ef the college faculty who had supervised 1980 graduates

during their teaching-practice, for many of- those individuals had

N\



completed their term of employment wfﬂwlme college and were no longer
resident in The Bahamas. Further, since f980 graduates had only just
begun their‘teaching in the schools, it was not considered appropriate

to invite their present supervisors tb provide assessments of their -

performance. .

The pattern of teacher and supervisor participants in the pilot

study s presented in Table 4.
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‘Table 4
- © . Pilot Study Respondents
, T -
Groups | Teachers Supervisors
Possible  Actual Possible  Actual
__New Providence 10 9 7 S5
:Family Islands ° .10 -6 7 4
' . Y * ~ )
New Providence . 8 5 e e
1980 - S ‘ . ' o :
Family Islands 14 6 : -- -—
Total . . 82 . 2 9
Percentage | - 62 o . 64

]0h1y sqggrvisors of 1978 gfadUates were included fn the stuﬂy.

Questionnaires. Pilot-testing of the questionnaires was

conducted-to determine the following:
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1. whether the instruments would elicit the kind of information

desired;

2. whetheﬁvanybof the items included wére perceived as being

offensive, ambiguous or irrelevant;

3. whether significantly different responses would be obtained

in Part Il of the questionnaire if the teacher behaviours were grduped

into categories as opposed to beingflisted in random order;

4. whether the responses provided by teachers who had been in
the field for two years would differ significantly from those provided

by teachers recently graduated'from their preparation programs;

5. whether there abpeared to be a danger of ‘the occurrence of a
response set fof each item in Part II of the teachers' questionnaires if

the performance and préparatiqn scales were placed side'ﬁy‘side.

~ Alternative forms of each. questionnaire were prepared, one with
the items in Part II listed in random order, and the other with the items

'grodped in categories as shown in Table 3. Half of the subjects in each .

~

group (teachers and supervisors) received each version. Principals'

copies were sent first to the teachers concerned in accordance with the
’ ’ = .

procedure described ssrlier’in this chapter.

[ Jpe—
-

3

Interviews. Because of the difficulties and expense involved in A/”

traﬁel'to the Family Islands, fhe'ﬁi]ot-testing of interview guides- was
carried out only in New Providence. Nine of the nineteen New Providence

_ feaéhers included in the pilot sample were interviewed. Six of these

-
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were 1978 graduates -- two primary and four secondary school teachers.
The remaining three -- two primary and one junior secondary teacher --
were from theA1980 group. Interviews were also held with the principals
of four schools ff.thPEé primary and one junior secondary -~ in which
1978 graduates worked. During interviews, in addition to being asked to
respond to quest1ons perta1n1ng to teacher performance and to the value

v of teacher education programs, participants were asked to give their

" reactions to the form and content of the cover letters and the
questiOnnafres. They were also asked to comment on the clarity,

P

appropriateness and acceptability’of those documents.

o

=

Analysis and Results of Pilot Test Data

&S
A series, of t- tests was applied to data obtained from Part IT of

the teachers' questionnaires to determine whether there appeared to be
any significant differences betWeenv(a) the responses elicited by the
a1ternatiue forms of the questfonnaire, and (b) the responses giyen by
1978 and 1980 graduates. None was found in either inStance
Corre]ated t- tests applied to data obta1ned from rat1ngs of
performance and préparat1on yielded resu]ts sngn1f1cant1y.d1fferent at
the .05 level for ejeven out of the thirty-seven items. Tqugn this
number of significant differences was not large, it was judged that the
ratings given on each sca]e ref]ected the.true perceptions of-uﬁe ~
‘ participapts. Teachers' responses 1n 1nterv1ews 1nd1cated that they |
fe]t that they were perform1ng we11 in those aspects of teach1ng for
whﬁch they had received adequate preparat1on However, there were
certa1n behav1ours for which they felt they had rece1ved 11tt1e

preparation, but in which they had ach1eved~prof1c1ency either as a
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result of their own dispositions, orhof actual teaching experience.
These behaviours:‘which were, for the most part, dimensions of inter- .
persbna] relat{gnships, and various aspects of classroom management,
were those for which the significantly different resu1§$ were obtained
(Appendix C). It ﬁas-cqncluded, as a consequence, th&t response set was
notd1ike1y to prove a serious prﬁb]em. This conclusion bore out similar
onces encountered in two of the studies reviewed in Chaptér 3 (Ratsoy

et al., 1979; Rosser and Denton, 1977). In the ‘final Qerkionwof the
quégxionnaire,~therefore, for the greater convenience of respondents,
the scales on which teachers were asked to rate their performance and
preparatign'werg p]aced side by side. ° ‘

o ‘Tﬁe procedure of channelling supervisors' questionnaires throuah
the teachers concernéd proved to be a practicable one. Only four of the
teachers included in the pilot study (three of whom were a£ the same
- school) declined te seek the participation of their principals or other
supervisor§. In the ca;e of the three junior secondary teachers(/gbth >
the principal and the re]evant‘head of department were new to their
positions. Teachers did ﬁof feel, theref;re, that these individua1sv
cBqu supb]y a valid picture of their performance. One Family Island

5 K
N

principaT had only been“at‘the school since September, and had neve

*

primary schoo]-teacher found herself in a similar position: her

seen her teach. She felt.that it would consequently be meaningless to
ask this person to supply an assessment of her work. - All other teachers

who pesponded indicated: that they had passed quéstionnaire§pgn to the‘

relevant supervisors.

Questionhaires were finalized in accordance with the results of

vy
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the pilot tests. It was decided that the categorized form of the Jtems
1n Part Il should be adopted for the main study, since a number of
spontaneous comments were made during interviews indicating respondents’'
preference for ‘this approach. As interview respondents had stated that
none of tne items seemed to them to,be either offensive or ambiguous,
no major changes were made in the items included.  However, for the
sake of gneaten precision, an opportunity was‘provided in the open-
ended'queStions for teachers to comment separately on the ualue to them
methods couTses as opposed to other Education courses. |
‘@1es of the teachers quest1onna1re and the accompanying

. ?;e; aré*to be found in Appendix D. i The cover letter and
ijonna1rejtddressed to superv1sors are found in Appendix E.

-”‘ﬁ Interview responses demonstrated that the gu1des devised were
appropr1ate for e11c1t1ng the kinds of 1nformat1on desired. Minor M
changes were made to the” wording of certain quest1ons where these
appeared to be necessarv to e11m1nate amb1gu1ty F1na1 forms of the

interview gu1des used in the study are included in Appendices F and G.

RELIABILITY AND VALIDITY OF- INSTRUMENTS

&
Y

In any study emp]oy1ng quest1onna1res as a means of measuring .
'certain phenomena, 1mportant qlestions arise concerning 'the qua11ty of
these research instruments. Dressel (1976:119) maintained tnat,
whenever any instrument of measurement was.used, issues of validity,
reliability and pnecision arose. Tnese issues would c1ear1yvhavejto'be
addressed if resu1tslobtained were to be viewed with any degree of

confidence.
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Reliability
Most simply stated, f;e reliability of an instrumenﬁ refers to

the consistency with which that instrument performs. Meuly (1970:115)
pointed out that, for an instrument to be reliable, "it must be |
consistent in the measurement of whatever it measures." Dressel
(1976:120)‘c1aimed5 "Reliability refers to tHe’reproducibi]ity of a set
of measurements. I; has to d% with consis;ency or stability of ‘
measurements over time." : oo

| ~In the pregzht study, constraints of tiﬁé, as well as pracﬁjcal
considerations, precluded the use'of the proceduné frequently adopted as
a nmansQOf estab1ishin§ this 1e§e1 pf stability -- the test-retest
approach. . However, in the pilot study, no siQnifiCantIy different
results were obtainéd,from graduafés of fwo different years. This éeemed
to suggest that it weuld not be unreasonable to assume thaf the'
instrument was 1ike1y to possess some degreg of temporal stability.
Moredver,\Mou1y‘(1970:115) conténded thaf, in research, errors of
'unreliability représenting random errors tended to canceL.ouf. QIn the
Tight of these two factors, the:inves¢igator concluded that, for the
‘purposesyof the present research, the questionnaijre deye]oped would

4

produce sufficiently reliable results.

Validity . '

Mouly (1970:116) contended that va]idity\}eferred to the extent

to which an instrument measured what it_pUrborted.to measure. A |
pé%ticular1y-$ignificant aspect of this cdncépt was content va]idity -
i.e., the feleVance“of all items-inciuded"to thq;;apic under investiga-

a

tfon;_the completeness of the coverage of the overall topic, the clarity

~ .
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and lack of ambiguity of questions, etc. (Mouly, 1970:254).

Dressel (1976:121) expressed the view that, when the present
competence'of an individual was to b; assessed, consideration of the
content validity of the instrument was important and'éppropriate. ~He
stated:

The universe of tasks in which such competency is to be exhibited
(usually too extensive for a complete demonstration) is sampled
by some well-defined rules, and performance on the sample is
taken ag an index of competency in the total domain. The
judgment of experts -- supplemented by analysis and classifica-
tion of the content, ability and area of application tapped by
each item -- may be the best evidence available for the test
relative to the domain.

The brocedures described by Dressel appeared to be partfcularly
fitting to the assessment of teacher performance which formed the core
of this study. The analysis of the task.domain Undertaken in the
establishment of the conceptual framework of the study prov1ded the
criteria whjch _guided the initial sampling of 1tems includdh in the
research instruments.: qu1v1dua1s cons1dered to have expert1se in the
area provided their judgments concerning the adequacy and relevance of
these items, with particular regard to the context of the study.vahis
latter dimension was considered to be of special importance, for Mouly

“

(1970:116) suggested that validity was a specific concept. "A test is
valid?" he maintained, "not {;.general, but is valid for a particular
group under parficular circumsfance§." | '

The adequacy of the items as pecifications of dimensions of
successful teacher performance was conyirmed by.the opinjons of pilot
study participants, who general)y considered all behaviours included in

"the research instruments to be important in their work as teachers,

)
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The dependence upon the opinions of teachers concerning their own
performance involves another issue gtich was raised by_Mley (1970:302).
Hé commented upon the limitations of the self-report as a technique in
research, pointing out that the individual might be a.poor judge of
himself and a biased rep?rter. "His repori,"‘c]aimed'Mouly, "tells us
not what he is but wh&t'he feels (pefhaps uncpnscfously)'he is, or wouﬁd
1ike to bé. or wou]d'likekus to believe he is." Nevertheless, Mouly
conceded that the technique did have value, particularly as an exploratory
‘ tool which might provide hypotheses to be:tested subsequently by more
, rigorous means (1970:3;33. |
Borich, for his part, asserted that the assumption that a teacher
- could judge his own performance, ‘and could make an objective judgment
when asked to do so; was a tenable one when the purpose o% the data
co]leéfTUn was the.gva1q§tion of training and nof the evaluation of
individual teachers themselves (1979:7).° L
| In recognition, however, of the possibiiity that teachers might/,
. tend to projecp an idealized picture ofttheir own coépetence, supervisors'
'ratings'éf teacher performaﬁce were iﬁcluded in the present study as in
external check of the validfty of the teachers' self-reports. Pildt
 test\resuits indicated that,,by-and large, tﬁere were very feﬁ areas in
-which principals rated teachers very di%‘hrently from the way in which
teachefs rated'themselygs.. Indeed,.in several 1nstances,\superVi
_ rated;;eachérs.more highly than the tea;hers rated themsélves.
seemed reasonable®to contlude, therefére' that respondents were likely
to provide relatively honest and valié ﬁfofmation.

B

- L}
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. RE*ARCH METHODOLOGY .
/ o
‘The fo]iowing procedures were carried out to bring the study to o
‘a conéWagdon. - .

N

Permission to Conduct the Research *

Permission to conduct the present study was %tained from the
Director of Education of*The Bahamas early in 1980. ;_his permission was
“ Y

'conveye¢ by pﬁ‘sona] comnunication to the researcher,‘ and enpcouragement {

and assistance were ‘offered. Free access to the schools and thei'r

S .
.A'l, _‘“‘l -~ 3

pers@nnel for ‘the purposes of distributing research instguments and

- ] .
condﬁing interviews was generous'ly aliowed X

,ficati_on of the Research\ ‘ | -
~~ Population :

- /@\
Members of the target popu]axien were identified rhm the records Lo

of the Education Division ‘of\sthe College of Th; Bahamas These""ﬂlncluded
all ,.f,hose teachers who had graduated from te'icheMduéation pcogramsv'ln
June and Decenber of 1979, and who were teaching in Bahamign schoo]s in .
September. 1980. In addition, information concerninq 197p8 and 1980 ,
gradu?'tes was also obtag_;\ed for the purposes of thé piiot study Detaiis 4
Uﬁ,:pf current postings of d'l these teachers, were requested from the \ .{‘
- Di rector of Education during Septenber, 1980 (.See Appendix H) o
., On the basis of posting informatiof received a stratified s
randornqsample was drawn from the popuﬁf.‘ibn of 1979 graduates SO that"

_ interviews might be conducted wi th a’ representative group of respondents
:Variables taken into account in tﬁe drawing of the sampie inciuded the

a
©.sex of respondents, and the type and locatjon of schoo’lsain which they

".'m
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were teaching. This”proc‘edure was undertaken in accordance with the

advice given by Engeihart (1972:108): ’

v

3 The population interviewed should’ be a population comparable. (O

to.the questionnaire: population sampled, not a biased-
population comparable to the poﬁulation of the questionnaire

respondents (Emphasis in the original)
. I-nitialiy, the i‘ntention was to. intorv‘ew a total of twenty-four
teic%rs --L,_twelve in New Providence and twelve in the Family Islands. *

How(fs W«inﬁrviewer arr?ed at one Family Island, she

"discovelfd» ‘that one of the teachert due to be interviewed there had

"posted to“onother settlement on a different island. Constraints of
,‘( 3 g
‘Eiine and’ resources did not permit the additiona] travel which would

5:3 ha\{e been entailed in securing an intervvew with that individual, SO

(&
:J‘ the teacher concemd"‘vias eiiminoted from the sample.

Two principa]s did not take part. in the interviews: one-Family

te

Island principal was i1l at the time of the on-site vis1tation and one
T,
- New Providence principal preferred not to participate since she was
newiy appomted to her post and did not feel qua]ified to prov1de the

* info?‘mati&h required.
The distribution of’teachers ‘interviewed is presented in- Taﬁle 5.

: Table 6 shows the breakdown of superv1s@terviewed 2

e b

Data Gollection = f;’é‘, B 3 : _

4

‘As descrﬁ:ed earlier in this chapter, a pi]ot‘study was‘. conducted

during 0§ber and Novenber of 1980. Fo.llowing. the analysis. of piiot

&t

test reslits, necezﬁy adj.ustments were\ made to the research instruments.
and the final. versions of, these werg pr arg\for distribution ear]y in
‘,January, 1981 i _ - N , J %

-
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Table 5 : .

"Interview Respondents Classified by Type of
School: Teachers

Type of School

" hd

.

Location Junior "Senior
“of School Primary  Secondary Secqndary Alfi

N S

| Special Total

'y

New .o . :
Providence 8 2., 1 ) Q‘;‘-» 1 12
Family .
Islands =3 0 1 7 0 »
Total " 2 2 R -
/ A . X \
: £
x .7 L - - , ‘;/ . ! .
Table 6 - ,;5{/ - z', -
Interv1ew Respondents Classified by Typg of
Schoo] Supervisors ’.
Type of School ' N .

Location Jun Senior . o | s
of School  Primary Se ary Secondary All-Age Special Total 7

- — . - Pk ~ L
Nw " ’ ;'\&-)s B ‘. "?‘f‘ "" N . 'Y - {,J N
Providence -5 2 a 1 0 1 .9 . 7

. e . T s‘_ ‘ . .
 Family . - ' o : L o
Islands - 3 ) 1 4 0 . 8
N . " 1- . . .

Total - 8  2-¢4 2 " A& o 17
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The collection of data in the main study was unexpectedly delayed
by the occurrence during the mont;'of January, 1981, of a widespread
teachers' strike. Ministry.of Education and Culture schools throughout
the coonfry were virfualiy shut'down for a period of three and a half
weeks. It was considered prudent to await the return of teachers to the
schools before attempting to'co11ect the bulk of the data; for it was not
possible to obtain home mailing addresses for many teachers and,
part?cblarly in the case of Family Island teachers, 1t was difficult to
reach them by te]ephone . . ’

As a consequente, quest1onna1res were not distributéd until the

»1asiz weeﬁjn January, 1981. Those destmed for €gachem work‘hng in.the -
Family Is]and% were dispatched by post, while fhdg? tntended for teacherghhc

’(' '. L8 ."Z'\
in New Providence were hand de11vered to the re]evgilesohools A11 - ‘ﬁikég
's. R N

recipients of mailed questionnaires werd providedswith

addressed enveloped to facilitate return. Quest1onna1res d1str1buted 1n

New Providence were all £o11ected by hand.
' o ‘*v
Interviews. Appo1ntments for 1nt§i'$$ws with teachers and % \

'

superv1sors in New Providence were made by telephone, through the
pr1nc1pals of the schools concerned. Appointments for 1nterviews with
teachers and”supervisors in the Family Islands were made, for the most

part, through the D1str1ct ‘Education 0ff1cers in the respect1ve islands.
TF

~ This procedure was necessary since" very few of. the schoo]s 1nvo1ved

could be reached d1rect1y by telephone. In this way, a150 arrangemen

(

cou]d be made for the researcher to'be met at airports and for tra sport
to be prov1ded to the schogs 1n gguestitm

Y

‘The actual t1m1ng of on-site visitations to schools in outlying
AN ~ .
. L
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islands was determined in large measure by the schedu1es of airline
flights to and from those is]ands V1sits to teachers~1n the Family
Islands were carried out during the week of hebruary 2, 1981.\_Interv1ews
tp New Providenceﬂwere conducted‘during'the fo]iowing tuo weeks. The

interviewer was weltomed with courtesy and warmth in all of the schools

;l

in which interviews were conducted These school settings often
. pese s

provided a telling backdrop for responses given, for tﬂ% 1nvestfgator

was able to observe at first hand many of the physica1 conditions and -
P4
organ1zationa1 arrangements which-were being described- by teachers and

\?.

superv1sors qﬁ?% “ﬁ% permission of respondents, all interviews were ;
tape-recorded, so that the full text of d1scuss1ons m1ght be available -
for subsequent transcr1pt1on and analysis. =
| wherever possible, completed questionnaires were co]]eéted at
the t/he of the interviews. When these were not avai]ab1e at those tlmes,
‘part1c1pants were encouraged to comp]ete and return them prompt1y ]
A number of d1ff1cu1t1es comp11cated data CO]]ECt]On procedures

It was discovered that incorrect post1ng information had been rece1ved

~ for three teachers, and thatjanother had been E;ansferred at the

_-beginning of January. Duplicate sets of QUestionngires had, thefefore,. - -

to be'distributed to those individua]s some weeks after the initial

mailout. :

In mid—February, a follow-up letter was sent to teachers who had |

P

not yet returned comp'leted questionnaires (Apper?ix I) A"series of

- subsequent fo]]ow ups was made by telephone during March and April of

.51983T' Where necessary, add1t1ona1 copies of 1nstruments were forwarded

7%% art1c1pant§, As a result of these activities, a total of thirty-
h & .

LN |
' f

b T
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seven responses were recedved from teachers, represent1ng seventy- six
percent of the tota] popu1afion Thirty- one or seventy percent of a

possible forty-four responses were received from superv1sors

Characteristics of Respondents:

Teaghers

* " In this section, the characteristics of teacher respondents are

~ described according to the personal and demographic information

provided in Part I of their questionnaires. The overall distribution

of teacher respondents, classified by type and location of schools, is

_ presented in Table 7.

- - ‘ ~
.

Sex and age of resgondents. Three respondents (8 percent) were

' male, wh11e th1rty -four (92 percent) were fema]e A1l three‘ma1e

and sexppears in Table %

'respondent§ had been certificated as primary school teachers 0f these,

resp#ndents and thirty of the female respondents were between the ages\
L. '

of twenty and twenty-nine. The four remaining women fell into the age,

group thirty to thirty-nine. The distribution of these teachers by age

“

. \:‘(::4 g v " . - - '
‘College of The Bahamas program fo]lowed -ﬁséks”evi&ent from an

exam1naf1on of Table 9 of the th1rty seven responding teachers, thirty-

one had followed a\program of studp 1ead1ng tq)a Teacher's Cert1f1cate

"only. The remajn1ng six had rece1ved a College of The Bahamas Associate

Degree -as, we]] as the1r Teacher's Cert1f1cate ~of these six, four were

secondary sch001 teachers and two were pr1mary teachers. A1l suwere )

women . o ' ~>~

el

- Ce;t1f1cat1oh rece1ved Twenty-eight of the thirty-seven

v

[ . r

'!.,. -~ . N

. B
Viang
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Distribution of Responding Teachers Classified by
Type and Location of School

145

¢ Location

[4

New Providence

Famiiy Islaﬁgs

Total:

"

of School Possible "Actual Possible Actual Possible Actual |
Primary w9, s 2 23 21
Jurtior | P

-Secondary 4 - ¢ 1 1 5 §
Junior/ sy a5 . ,

Senjor &g T - '

Secondary 0: ¥ O 1 0 1 0

- Senior - : .
Secondary 2 2 1 0 3 2
A11-Age 0 0 6 8 - -16 8
Special 1 1 0 0 1 1
Total 26 26 23 1 49 37
Percentage | - - ‘:
Returns 100 - 48 76
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\ ¢
. Table 8
B Teacher Respondents Classified by
Age and Sex
A .
20 - 29 ; -30 - 39
Male Female Male Female Total
New Providence 1 21 - 0 4 26
‘Eamily-dslands 2 9 0 0 o
N L p ' -
Total 3 30w 0 4 -7
Percentage .8 . 81. B N | P2 ﬂ;; 100
‘ A _ P
") IS \
* Table 9
Teacher Respondents Classifiéd by College of
b The Bahamas Program Followed
] Teacher's Certificate. Teacher's Certificate
‘ Only ) With Associate Degree
Male . Female ,’;#e " Female - Total
‘New Providence 1 ' 20 <. 0 -5 26
Family Islands 2 - 8 0 ] n
togd 3 28 0 ._ 6 37
Percentage - 8 16 0 16 100

1
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two were men and twenty-six were women. The other nine reSpondents (one
man and eight women) had received certificates in junior segondary school’

teaching (Table 10).

. " Table 10 ¥
Teacher Respondents " m’
Classified by Certification Received e
Primarye< : Junior Secondary ’
Male Female - Male Female: Total
New Providence 1 19 0« .6 26
Family Islands - 17 R n
Total 2 26 1 8 37
Percentage 5 70 3 22 . 100
1
. v
P

Subject specializations. In accordance w1th the1r tra n1ng, all

pr1mary teachers but one were teaching general subJects in pr1 hary or
all-age schools. The one except1on was‘emp1oyed as a remedial teacher in
a junior secondary school in New Providence.. |

A1l the Jun1or secondary teachers had specialized 1n two subJect
areas at college. Two of these teachegs had. bee;ﬁgosted to senior S
secondary schoo]s and were teach1ng just on; of their Spec1a1 subJects |
Three others who worked 1n junior secondary schools and one who worked
.jn an a11 aoe schogl were teaching both of their soecia} areas. One

teacher was teach1ng general subjects at a remedial Tevel to junior

secondary students, and another was working with a group of menta1]y
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retarded adolescents in a spec1a1 schoo1 One male junior secondary .
teacher was teaching qeneral subjects in a small al1-age school on a

Fami]y Island. The pattern of subJect comb1nat1ons ‘studied and taught

1s shown in _Tab]e H «
Table 11 -\
~ Jdunior Secbndary Teachers Subject Specializations.
Subjects Studied ‘Subjects Currently Teaching -
New \
Providence
e Junior Enq11sh - Social English - Social Studies
. -Secondary : Studies
4 ‘ -
Religion - Social Religion - Social Studies
Studies . ‘ g
English - Physical General Subjects - Remedial
Education . P A
Senior English - Home " Home Economics =
Secondary ‘ ~ Economics A
Mathematics - . . Mathematics e
Science o, -
Special ;35& - English - Science General Subjects - Remedia1
T'Famng‘
slan g
Junior " Social Studies - Social Studies - Science
Secondary - Science , { . - o
Al1-Age . Religion - *- «Religion - Home Economics
‘ B Home Economics : :
~ Religion - Music - Religion - Music - Engl1sh -
IR -Science »

» 'g' . ’ . W w
.\ . .
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: - 0 * R . Al
ence prior to entering college. Teachers were .

> : .
asked indicate how much, if any, teaching experience they had had
prior to entering the College of‘..e Bahamas. Of the thirty-seven

respondents, a total of twenty-two teachers (three male and nineteen

female) had had_no previous teach1ng experience. Of the remaining * |

‘ fifteen respondents, one had taught for less than a year befbre beg1nn1hg
training, while ten had had between one and five years of experience.
Four téachers had taughf for more than five years before entering college.
The distribution of these respondénts is presented in Tabie 12. For the
purposes . of subsequent data ana]ysxs teachers were considered accord1ng

to two major groups: those-who had had experience pr1or to entering

="
S

college and those who had none, ~

-

~ & . Table 12

Teacher Respondenté C]aﬁs:‘ Py Length- of
Previous Teaching EYOE '

| Less than i ‘More than .. g /
None 1 Year % 1 - 5 Years 5 Years . Total .
% : : .
B o FM F M CF Mmoo F N
Primary & 2713 . 0°° F17 o 8. 0 4 28
Junior . . : -
Secondary 1 6 o - 0 o - 2 0 . 0 9
Total 319 0 1 o w0 0 4 3 e
Percentage 8 51 0 . 3 0 27 0 M 100

-
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v
'Type of school. As was shoun in Table 7, twenty-one of the '
teacher respondents (nineteen in New Providence and two in-the Family
Is]ands) were currently teaching 1n.primary sehools There were five ///

t

teachers posted to junior secondary schools -- #gur in New Prov1dence

and one in a Family Is]and. Two teachers worked in senior high schoo]s‘~
in the capital, and another in a special school for the mentally
retarded. The‘remaining eight teacher respondents had been posted to

(U

all-age schools in the Family Islands.

Size of school. Table 13 shows that teacher respondents in New
o » . v

Providence were working in schools ranging in size fromkquite‘sma11 .
(100 to 249 students) to very larce (over 1750 students). Generally,
most pr1mary %choo]s had an enrol1ment of between 509 and 1000 students
However, there were’ four primary schools with fewer than five hundred
students,.and four whose enrollments numbered between 1250 and 1499
students. Junior secondary schools ranged in size from 750 to 1499
students. Senior secondary schools were very large, wtth one having a

~ student enrcliment of between 1500 and T749 students, while the other had
a student body of more than 1750 students. . "

Family Island schools, on the other hand, tended to be very nuch
smaller than"tnose in the capital. Four respondents were working in \
~schools w1th fewer ‘than 100- students Three. al] age schools had between
100 and 249 students, while one had an enro]]ment of between3250‘and‘499
students. Data’pertaintng to size of school were collapsed i:;o three

groupings for further analysis. These were: (1) schools with fe

than 500 students; (2) schodls with 500 to 999 students; and (3) . ~T**4r
" . - z‘

‘ \ £
with 1000 or more students. *
] o §

Y.
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. Characteristics of Respondents: Supervisors:

Twenty-four of the responding supervisors were workjlng-'ln schools
oIn New Prqvidenc_e; whileithe remaining seven had been asgigned to
Schools throughout the Family Islands. The overall dist:ribution of these

respon.dents' by typé and location of schooTs was srowr in Table 14.

~

Table 14

Distribution of Responding Supervisors
hd ~ ' . ‘
. _
Location New Providence Family Islands -~ Tgtal

\%&._—f' hoo! ‘l*ouss1b1e Actual | Possible Actual Possible Adtual

e

Rrimary 7 P 1 20 18
Junfor S . ) N .
- Secpndfiry 4 4 14 31 g 5
Juni.or/. . | Vs | |
Senior - ® ,. AR | _
Secondary = 0 0 ELAR L 1
Senior L - S |
Secondary. 2 ‘ . 0 3 2
o B
All-Age 0 4 2 SR
Special 1 0 1 1
Total | 24 7 44 - 3N
Percefitage a e
Returns 35 70
o .
: JEER! | .o e
3 New providence Princmw declined to part‘lciﬁte SR SRR
i:i’. [
w . A X

b3 Famﬂy Island- ‘teathers did not pass &uestiqnnaires on to tﬁeir
Principals ® ¥ :
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o forty vyears on or more. -

\ ) 1) . se® ’ » t) 2l hd
}{l,' 4 ) ) ¥ " 153 .
L R Lt :J . *
) v ‘ ,:ﬁ’ . j * v v o w«‘ &"
‘& l LI ) s W
; - Sex and age of supervisors Of the thirty—one responding Y

supervisors, fourteen were male an*seventeen were fema]e ATI seven f

I»’Jmiiy Ishnd supervisors were men. In New Providence, responses S

hine years, and three frOm §upervisors between the a‘ge&o? fifty and

fifty-n‘ine There were six supervisors i"n the age group thirtymjao
thirty nine. and’ the remaining fourﬁre un&r thirty years of age.

Table 15 presents the d‘istribution res s in New Providence and

the Famiiy Islands eccordinq to these variables For subsequent analysis,

~~these data“ ‘were. coTlapsed jnto two groups° responses~ received from

MRS N A M

' supervisors under forty years of age, and j:hose received from supervisors

~
LN 1 T \“-.'
. : ‘. : .

e

bs‘ T : . BN N
ol e -9 1 30-39 40 -49  50-53 -

~ ©Years 7. Years- ~ Years . Years - Toty]
"a]e ’ a ‘a -8 gt - f‘ . R
Néw Providencef“’;,’ N ‘2 I T 7 -
Family'Islands =~ 1 ‘2 1 . 3 77
L g o Lo W e o

T . B . -

Fem‘e B L L - . e
”’Ne\v Providence 3. - -2 a2 0 s .
Total: - T 4 <+ 6 "8 3 3
‘Percentage = 1 13 19 . 88 .10 . 100

t were - received from seventeen ‘women and seven men in supervi,sory positions.

' Eighteen responses yére ob]uined from supervisors ag“forty -to V@rtya :

A

- K
4




J

. S K T SNy
- e ‘.. .'}d

A e
‘Ye 5_" * of teaching e)tperiepce. No supervisor who, part15'1pated ,in

this ,s,tudy pbssessed less than five years of teaching exper'lence The '

majority of responses were received from individuals who had been o

~' teachingﬂwenty-fwe to twenty -nine years. Five respondents had been

. 4
Xpﬁrience ranging from ffve to nineteen years, . There ‘were, ‘In

v . -
this variable Sgpce the .nunbers n t!\d various cells. W‘tre small, »

g w <2
Zhe" ur oses of further i n.el res nts were considered
ﬂnp ;J TP g3#§§ Ddhde t§

e
»H o 'IL',‘,&‘

' .‘, in three gr,gups* those mtn 5 o fea d 3§ of#exqerience. thoseMth t
1 A"l "*~ g

tot24 years of e;perience, and thosg.",

Ty
-’“.

.' "

.'_.jin‘ghe field between twenty and. twenty four years, while n'lne supervisars .

A Q%rsq of experienoe or m0re.

" . ‘~.J .,l & .. ‘: ) 3 ) \q "-ﬁ;‘ ? - ;" .. Y "‘
SR Teb‘?e ﬁ' i '
YN N -9 L , i N - ”
: Rsspondiqog Supervisors Oﬂssified by
T ot J’gﬂching Experienée o .
° *f L o e 4 i > o o

oy A

1449 20-24  25-29° 30-39

Years _ VYears- - Years  Years Total

99 0 | "8 fm“IIﬁ "14;~

-

B N2 e [
3 -3 3 5 g4 L2 a0
0, 10 T 6. 47" 7. 100
' - —— _

*0ne s-npe%ispn did-not respond to this item.

L
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¥
1tion. two supervisors who had been teaching f‘or more than thirty .e
years. - One-supervisor d'ld not. respond’*f‘o this jtem. e / ‘ “‘
Tab1e 16 gresents' the d'lstribution of respondents accor'ding to &ﬂﬁ" )
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Current Positions. AS can be seen in Table 17 twéﬁt.y-six o?‘xg:Qe

;'\. thirty-one supervisors participating in this stud}fvere grincipﬂs Four

'f othegs were department héads, whﬂe one was a team leader\1n ari npen- - !
-apea primary school. & ' oo : R .. ‘

s primry schosl. 7 - i

.

. A
’ v e o : Table 17
. : ’ 'kesponding Supervisors ssifiegg by . X

T - , Curnent Positf st :

; .
[ @ ¢ . a

A

* Départment "~ *
_Head . .O_ther

[
-
A

Eﬂhﬂy Is1ands v

N . . - . ’, '
& { . 2 ~ & . R

Junior Seconda‘ e,

+" New Prohdgnce w‘l‘\ @3 . 0 -'-' 4» o

,?mﬂy Is\ands R om0 0t 'tt’ T o

\ econdar «_ B oo PO : o SRR
Fam'l'ly Is1ands 7 4 DA -

Senior Secondar . s . ‘; .
T Ne« Providence . ]'”x" v = 1 . ﬂv'\_ “0“-0 B 2&.‘

AH’-Age S - -i s
Famﬂy Islands 4 I

Nevarb‘vi'dence j ] : 0 o I RS

Totals' .~

) Percemage ‘."." “ e ) 84 % . . ]3 u - o : TOO '
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. Supervisory experigﬁce Table 18 presenig the d‘.}ribution of

: supervtsors according to the number of years 4M

:-

.,

t in their current
»-

positions Nhige approx1mate1y qne haif of . the New Providence supervisors .

: had been’ six years or more fn fheir posts, no Fami]y Island supervisor

. had been in a;currgp;f;§;% B for more than ﬁjge yegrs . o ‘
Tab]e 18 &° o
P Responding Supervisors C]aSS1f1ed by Years ) '~1j
‘ ) , in Present Position :
. 4
s~'27~ N ST ,Less - ' .~ Mere S
T ™ thap: -1 -5 6-10 than . 0.
o »1 Year Wears Years 10 Years hesponse. {Total
— — : ‘ e
Principa]s " " 2 - i
‘% v .. » - h”m X
New Providence ! "' ﬂ ’ -8 ’ . O 19
" '. - . ‘ . ’
K Fami]y Islands - 3" Jm s<0 A 0 - 00T
. ' i-? ‘- ‘. l_‘ q’»' ’_."‘{ : ‘ - . ' .
‘]Partment Heads AT N e i
New Providence - 0 3 oo, 0 a4 vare B
.’ o N - ;m“» “‘A. . ) “‘ '. ):‘
g&.h_e_t s l . * ) o o e
New Providence ©~ 0. 0. 0 , 0 P 1
“Totai . v7f ,- N y 3 . 8 2 . 3
' ~ s .
_Percentage 23 35 . 10 26 6 100

P N

Tabie 19 shows that two-thirds of fhe respondents possessed

[-
previous superV?sory ex rience ran in afrom one year to ten
5 e fece regin ﬁs@‘
moréf«fIhe*pattern of combined years o! previouS'and current superv

t N

o
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exoerience is displayed in Table 20. . )

Table 19
¢ -
Responding Supervisors Classified by Length of
. Previous Supervisory Experience

less  *  More
) than 1-5 6-10 than No
None. 1 Year VYears Years 10 Years Response Total

0 . -
- X : . - R

P‘ [ . Lo X . ~ . ~ ‘. )
rincipals . . | o . e

New Y o . _ R

Providence . 4 2 .. .4 - 6 .2 - 19

o

Family Lo . -
“Islands .~ 1 ] 1 -0 4 0 - - 7

3 -
Department :

. -‘ ' B ¢ &,
oo TS0 e | .
"-"-°Vﬂ6'.\c'~’?’fi.“ 1m0 N Cae
,{" €Y - ’:'ﬂ:- _" .. ‘.:"_‘-?" ‘: . - © . ‘.
S 2 3 e A '

New L .
“Providence 0 0.+, 0 .0
» : ' —_ # 2 . ’.A.:;.')d . - 3 _— et ) -
Total . 6 3, 7 .°'6 I 3N
Percentage ~QC%9 10 - )
4 —— P ———— Tt —




‘ : ~ | Table 20

~ Supervisors~Classified by Combined Years
' Supervisory Experience
) .

-

Ye‘;‘_rs in Prese‘nt Position

. @ Less , . ‘
Q , . than 1-8  6-10 . 10+ : . No

]

1 Year . Years Years  Years #ffMesponses, " Tapal

Previous . v . ' . A
Experience g _
None . 0 2=t 0 T ™ g 0 6
: S LS. i L
Ldss than® o | o P < A
1 Year L0 w1 0 - 2« 0 PR
R : ‘ W ;.J»(f." e T e o . oy
““5‘ Years Qﬁ S 6 e ¥ B I "0 -y
6-10 Years = "4~ -0 , 0 0. .jab
10+ Yeérs o3 3 0. o . . .1 7
. J . - e e o ) . b .- .
) Jziv" . Y >~ X :
& T . T e r_y_,. T . )
Tota1 > A 7-”13";_- 2 B 2 3
' — = - ..A _ - I — A. - '.)rk \
S1ze of schoo]s va:enty—two supervisors" worked .in schooks Aof

SOD students or more Of the remammg mne.J five Famﬂy *f'sland %

pr1nc1pa]s adm1n1stered schools with fewer than 250 pupils.

<

The orﬂy

New Prowdence school wh1ch fell into this latter category was the

specia1 school for the menta]]y retarded  The detaﬂed d1str1but10n of

responses pertammg to th1s variab]e is shown 1n Tab]e 21

(<

Agam, .

because of the. smaH numbers () many of the ceHs,,for purposes of

subsequent data analysfs, t"{s/nformatwn was cons1dered according to

e ¥,

S three major groupmg\ _,sclhool’s of féwer than 500 students, schools with

.
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500 to 999 studentg: and schools with 1000 studenﬁ{or”l‘\ore. »
, | o« S v '
Treatment and Analysis of Data J‘Ff
v, onnaire Yical data fre |
’d.~ 1. Questionnaire Responses. Numerical data from completed ‘

questionnaires werejaqded.on data processing cards for computer analysis.
 These data were ana1§2éd'1nit?a]iy‘to determjne the frequencies and
percentage distribution o’fmponses r"eceived on items in Parts I and II.
of‘;he research.ihstruments. Data pertaining to personal and demograph1c
var1ab1es were cross -tabulated to determine the extent to which such

factors app‘ared to 1nf1uence responses received. .As the toﬁi] %opulation

ﬂl,)

of poten!1§? respondents had been surveyed in this study, it was not

: cons1dered to be appropriate to emp]oy any tests of 1nferent1a1 o W
. .. o

stat1stics -j’,(' I : "

ponses to open ended quest1ons in botﬁ teachers and supervisors'“fﬂ

. . p . K - *W\. ‘.‘,A : »%
. ques ‘ were scrutnnzed carefu11y to detﬁrmln v%ether any

- patter response m1ght be d1scerned These data were used to

- illuminate’ furfher the percept1ons expressed 1n numer1ca1 form on the "

> Rt
- rating scales that formed Part II of the quest1onna1res Whgrever 4

quotations from such responses were used these were edited if necessary.
LA : ' '

Y -

~ -

» -
. -

2. Interv1ews The interviews conducted in this study basica]]y
1nc1uded thrgg typesﬁgévquest1ons. (1) those which e11c1ted stra1ght- |
| forward factuaT 1nf0rﬁ§§ﬁhm, (2) those which sought genera] and ‘

'ff% specific assessments of teachers' performance and’ preparat1on in relation

Qto particular -areas of teacher behav1our, and (3) those which 1nv1ted ,
A
'respondents to express their op1n1ons on Var1ous broad aspects of the
teacher educat1on programs under 1nvest1gat1on. In add1¢1on, there were ]

a var1ety of sub quest1ons bx.means of wh1ch the interviewer 1nv1ted

R \
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respondents to expand upon responses made,

‘Factual information provided was summarized and categorized *
’ aCcording to the type and 1ocat1on of the school in which the respondent
was working. A]] subsequent responses were also ordered according to
}hese groupmgs .' , , ' _ . ,«:&-

Responses which referred to the types of teacher behavs

covered in‘the 1:'stionnaire were aggregated accord1ng to to

patterns of respinse were noted. Synopses were prepared of

~

of specific responses and generdl opinfons adyéhced. 1n order. that any

_common views might be identified and cons1deredi§n the light of the
- © . A .
context in which they were expressed.

'The data provided in interviews were used to provide an additional
dimensiggs to questionnaire responses received, and to reveal ‘other areas

of concern not touched'upon in the written documents. - },
| g e - ¥ L -

E v o _ © T N el
. | t SUMMARY

2
—~

~

~ In this chapter, the design of the study was out]ined and the
‘ methodol!gy employed ‘in the conduct of the research was described

The f1rst section identified the maJor features of the research

6 l

design Thesﬁ‘vng@uded the selection of an appropr1ate popu1at10n to
serve as the source of data for the study, ¢he choice of suitable
instruments to be used in the collection of necessary data, and the

estab11shment\of the specific procedures to be fo]lowed in bringing the

-’
v :

research to a eonclus1on.
»

Since the purpose of. the study was to measure the degree to wh1ch

\

- teacher educat1on programs at the Co11ege of The Bahamas were seen to be
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) . ]6 »

et’fective in producing practitioners who could function competently in

mgwtings , it seeme

whd had had some experie

'ppr'opriate to focus.upon a group of graduates

in the field, but who were still close w
enough!to their training¥Xperiences to recall them with some degree of
accurbcy. The teachers who had graduated from the programs in 1979_Were,
therefore, selected as the target popu1at1on of this study. These
beginning teachers would be invited to assess (1) their own performance”
during the1r f1rsteyear of teaching, and (2) the value to them of their
teacher preparation experiences. In orden to provide another, possibly
more objective view of those teachers" performance; the .decision was'

| made to include their supervisors in. the schools as additional sources

of data

. As the target popu]atwn was scattered over a wide geograpmca’l
3

‘ qdestlonnan‘e seemed to be the most feasible

| area, the uge of-a mailo
,.,“'research i : oy‘ in. the eoJTection of data Semi- strut:tured
i nt'erv1 ews
research popu]ations, in order to-vahdate ques'ﬁqnnaire responses and

to obtam additional, possﬂﬂy ‘more quah_tat1ve_ 1nformat1on concerning.,,
. ’ o ! ) .

the programs in question. : S L.
The second section of th1s chapter descr1bed the stem taken to
deve]op and validater the'bnstrwﬁts used in the research getails of

the pﬂot tests conducted were m‘esented and the results of those tests

¢ 0

d1scur?d\ d . e
. 'The questionnawe wh'lch formed the maJor research tool for the

S

"‘" swy was designed around a hst of -teacher behakur{ which inight serve
o a!‘indjcators of competent performance Those behav‘loﬁrs were der]Ved
from;éreas_ of skill, att1tudes and know]edge whi ch appeared to de,ﬁine

..

. .
[ . < . 2 N ) ’ *

aso ,,conducted w‘ith”&pproximateb‘]f the members af the ‘

& .
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e

those dimensions ‘of tmching established as important in the conceptual
- '_.framework of this s{ud& and copfirmed as such by a variety of
knowledgeable educators. i . S e . Co
Th,e initia'l,y forms 'of'*"'t'he\proposed questionna1re were f)ﬂot—
testedyith two.groups who were considered to he_reasonap]y-simﬂar to
the main research popu]atiom These groups compr.ised strat-if'ied random
samples drawn from 1978 and'1980’Co’Hege of The Bahamas teacher education
-graduates. S'uper'visors of th'e"}'1978.,'graduates in the schools were a.'lso ’"
1nv1ted to. part1c1pate “4n th1s phase of the res;arch Proposed 1nterview '

guides were tested. with samples drawn f’rom‘each pﬂot group, and: w1t,h a.

number of. superv1sors o?""the 19\38 qraduates.
P ¥

Thé resu]ts of th" Egl-ot tests demonstrated - b .2
] ; -4 ' v ' g, .

1. 'that’the mst?,’g_r@“s des1gned for use in the study were "]
capable o“lmitmq thw ¥ .

¢ S

At .

‘? thvat the .tmrt)%i- : J he ehiaydours oniwmch respondents

were asked to rate teachers performance and preparation were seen to beé-

-V

u

vaHd and acceptab]e ind1catars of te chér performance,
. ,é‘ b

- . . N
X ! . :' a,
Py

. »
3. that the 1nstrurﬁnts awppeared to possess va gree of temporal
stabﬂﬁa, s1nceﬁ'esponses provided, by teachers who had been in the Field |
forq\vo years d1d not di iéer s1gn1f1cantTy from those prov1ded by teachers

€.
who'had_ Just graduated f¥ thelr preparahon programs, and .
4. that there did‘not seem to be a h‘keh‘hood that placing two

By

‘ratmg sca'les s1de by swde n the questlonna1res wptﬂd evoke a response ‘»

. -

-+ set in the perceptwns of respondents T _‘ P
. N . g ~ . g 5

e
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L] o\ v a

o
_In the third section’of the chapter, a detatled description was

el provided of'the methodology employed in the condlct of the study.
t
Measures taken included: securing permission to conduct the research,

the identification of specific members of the target population, the
actual collection and analysis of data, and the reporting of results.,-

The pertinent characteristics of teacher and supervisor respondents ™ )

-

were also pMesented at this point. o > ‘z;_j
~ ‘/\.‘

The detailed analysis of persona] and demographicﬂ data ded ?

]

by teachers revealed that the large major’ity of respondents were fema]e.
aged 20 - 29 years, and had fo]]owed a proqram of study leading smp]y |
ta a teacher S, cer‘t1f1caste A 1arge proportwn of teachers were, a1sov,
primary school teachers, a]though the:e were n1ne who had been
' cert1f1cated as Jumor secorﬁaﬁry teachers 1n a variety of subJects. L
These teachers were ﬁgrkm%in sch001s wh1ch var1ed w1de1y in type and "7' .0
, size. The1r trammg was therefore bemq apphed i a w1dé range of
. sett1ngs wh1ch npght concewab]y mﬂuenceatgaew perceptwns cﬁoncem#c;be
their own competence or of the value of theﬂ' preparatww £
- There was %reater d1vers1ty 1n the age of superv1sors, and there ‘
~ were a]most equal numbers ,of ma]evand fema'le respondents. The maa@ity - .

“were pr1nc1pa1s as opposed to other types of superv1sors and had had
extensive teachmg exper1ence Many a'lso had ‘hafita"ﬁﬂfberius :
o . -

_of Supervwsory experience. celTl . .

‘ ] : p - . .. ‘-

Generaﬂy, New Prov1dence supervisors tendéd to be fdna'le, aged

3 .

40 - 49 years, w1th twenty ‘years or mo;(e of. teaching eXperience and ‘s1x L

years or more of superv1sory experience.\ Fam}}y Is]and supervisors were o
SR

aH men, but of ‘two types*( qu'ite youhg (bitwe"en .20 and 39 years of . age)

¢
w1th between fwe and. mneteen years of teach“ing exper1ence, and one to ' ,i_:,*‘df

N -

¥ . . , ’ L o R _.f . . .
. : vee o T . . ! A s
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ten 9ears in a supervisory J&sition; (2) quite mature (40 years of age

or more), with upwards of twentj years of teaching experience, and ten
. N

years or more in supervisory positions

\ v A11 supervisors were asse551ng teachers from a posit1on bf

. cons1derab1e fam111ar1ty with the Baham1an school system ' Yo
In Chapter 5, the fzndings of the study with regard to teachers
and superVisors perceptions concerninq“teacher performance are deScribg:
and digcussed. These findtngs'pertain to the 1ssues raised in the_first

and second research questions formulated in Chapter 1 of this disserta-

‘ : oL T .
t"Oﬂ " ‘ : : : : ; N 2 '
N . . .- "
. . . . . . . . X i
o , : ' o
. 4, . ¥ -* L
v 1 N °
‘J‘ ¢ - q : o ’
vu Ry Lo ‘ h -
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. 4,
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Pt el
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\ . CHAPTER 5 ° ' B
Va . . _

* . ANALYSIS OF FINDINGS CONCERNING THE
L | PERFORMANGE OF, FIRST-VEAR TEACHERS-

- A
which teacher education programs hn The Bahamas ‘were perceived ‘to

v — —

effe&tive in providing teachers with the competence necessary for the

, succeszul perfomance of their teaching roles, A second purpose was
to discover areas of strength and possib]e weaknesses n those programs ..

.Iu,,prder tOo ful‘FiH those purposes, ¢everal research questions were
' 13
&fom'lated in Chanter 1 ,yhich ‘provided the specific focus for the types .
o : i
of data sought / T : . R T '

a

- The first research quest'ion was re]ated to the pergeptions of
f1 rst—year teachdrs ame;thei r supervisors concerning the performance of'gh

those teachers r‘ing their Qnitial year of teac%ing after «tra@nir!g %

As a means of,m asuri\ng this performance, ratwgs were obtain‘éd on 9

th'irty-seveh b of teacher behaviour established as bei ng 1mportant

o

.",

0.95" performan(:e As. the second fesearch question o

‘.
4

in competent, i

4

. particularly ) Ought ts discoyer the gxtent to which respondents'

[ T
N

. Var1ab1es The resu1ts of these procedures are described

o

‘and discus d in the present chapter. e L o .

L . SO K ~

N . . . . A‘." . ) v »" . S i oo . . . . .
~ . > . A & e Vit : e 5 :



I. TEACHERS' AND SUPERVISORS PERCEPTIONS CONCERNING
TEACHER PERFORMANCE

&
L ]
The first research question formulated th rel#ior to the major

-

purpose of the present study was the following: »

¥

' What are the perceptions of a group of first-year teachers and
their supervisors concerning the performance of .those teachers
durfng their initial year of teaching after training?

Various facets of the teacher's responsibilities were delineated
by .the thirty-seven behaviours included in the research instruments. In
order to determine which of these dimensions appeared to be most
important from the perspective of the respondents in this study, an
opportunfiy was provided, through open-ended questions, for teachers and
supervisors to 1ist which they considered to be the five most important
and five least important behaviours in thé context of their work. From
the frequency of responses obtained for each, behdviours were ranked in

order of greatest and least importance. These two rankings revealed

basioally similar perspectives.

Most Important Behaviours

Table 22 shows ieachers' and supé}visors' rankings of behaviours
in order of greatest importance. These results indicate that teachers
perceived the following to be the four most important behaviouos:
selecting appropriate subject content (#1); using,tho knowledge of how :
childreo loarn'in the planning of teaching activi;ies (#3), motivoting
Students to learn (#31), and diagnosing students' learning needs i#24).

Three behaviours tied in rank as next in importance. These were:

167
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grouping students for instruction (#8), maintaining classroom order (#9),



Table ZgJ .. "L

Importance of Teacher Behavipurs:

Teachers'

professional development °

and Supervisors' Perceptions
- T Ratinagy, Based on Resoondents’ Identtftcation
- of Five Most Imoortant Teacher Behaviours
Number of Number of .—‘
Sentions : Mentions:
Teacher Bahaviours Teachers Suwrvh?r: Overal!
ney? Rank ne28 Rank  Rank
A, _Lesyon Preparation
1. Selecting sppropriate subject content 13 1 " 1 1
* *
2. Specifying tnstructiona) odjectives 1 u 9 4 13,5¢
3. Ustng knowledge of how children learn . . .
fn the planning of teaching activities 12 ? 6 10 ‘. N\
4. Selecting appropriste tesching materials 2* 7 " 7.8%
5. Preparing appropriate teaching aids ) u.s' 4 17¢ 26
€. Drawing on community resources to . .
__ enhance children‘s learning experiences 4 20 0 1 29.8
8. Classroom Menagement
7. Arranging the classroom enviromment 3 27.5' 4 1? 20'
8. Grouping students for instructien ¢« & 5 12.8° 5.5 8
9. Maintaining classroom order 6' 4 17° 75"
10. Taking appropriate disciplinary action N R .
when necessary 1 Tas 9 4 13.5
11, Making efficient use of class time 3 27.8" 3 7 a’
12. Keeping sccurate records w 20" 4 ' 16.5"
C. Lesson Presentation
13. Aporoaching the teaching task tn . .
business)ike manner 3 27.5 0 33 .35
14. Displaying thorough knowledge of . .
subject matter S 15 7 7 9.5 .
15. Using Standard English appropriately 6 IZ' 0 33. 2"
16. Displaying enthusiasm 4 ' 20' 2 22.5. 24 .
17. Presenting information clearly 9 6' ’ 5 .;]2.5' 5.5'
18. Using effective questioning techniques 3 27.5¢ . 1 25.5¢ 29.5°
9. Using a variety of instructional : . .
techniques . 3 27.5 . 4 1720
20. Individwalizing fnstruction when . . - -,
necessary 7 9 1 @25.5 5.8
21. Encouraging students to participate in . T v
class 1 34,5 6 10 20
22. Buflding positively on students’ fdeas e 27°s* 0 T
23. Using praise ‘ 1 20" 0 335 29.5. .
D. Assessment
. »
24. Diagnosing students' learning needs 1 4 9 4 '« 3 .
25. Monitoring students' progress 2 32' 1 ) 26;5 3l;5
. [}
26. Evaluating students' achievements 7 9 0 kk] 20
. - *
27. Evaluating own performance 7 9 4 17 2N
E.__Interpersonal Relationships 5
28. Developing positive relationships . .
with students 5 15 7 7 9.5.
* .
29. Displaying warmth and caring for students 4 20 0 33 29.5
30. Displaying acceptance of students as ' - -
individuals 20 6 10 13.5
31, Motivating students to learn n 3 10 2 2
32. Encouraging students to develop N . .
self-respect . ) 15 2 22.5 20
33. Comminfcating positively with parents « o T3 258 o
34. Vorking well with other teachers 3 27.5" 1 25.5° 29.5"
35. Working well with administrative staff 3 7.8 . o 13" s
36. Working well with school support staff 0 ¥ 1 25.8" ¥
F._ Professiona) Awareness : '
37.° Displaying concern for continui
Fesaion " 6 < 12" . 17" st

Indfcates tied ranks

'3 sunervisors did not respond to this question

168



s D 169

and presenting information clearly (#17). .

The five most important behaviours as perceived by supervisors

were: selecting appropriate subject content (#1), motivating students

&
to learn (#31), diagnosing students' learning needs (#24), specifying

instructional objectives (#2), and taking appropriate d1sc{p11nagy action

when necessary (#10).

. When teachers' and supervisors' rankings were combined, and an
overa]T mean ranking was obtained, the following emerged as the most

important behaviours: selecting appropriate subject conwent (#1),

motivating students to learn (#31), diagnosing students' learning needs

(#24), using the knowledge of how children learn in the planning of

teaching acfivities (#3), grouping students for instruction (#8), and

presenting information clearly (#17).

Discussion. As can be seen, there is considerable overlap-between
the behaviours identified by teachers as being among the most important
and those identified by sueervisors as being most important. There are,
however, certain revealing discrepancies. For examp}e, considerable

disagreement existed concerning the importance of spegifying instructional

objgctives. This behaviour ranked fourth in importance in supervisors'
list .of priorities, but wasimentioned only qpce by teachers as being
important and consequently received almost tgéir Towest ranking.
Another significant discrepancy was ohserved-between supervisors'
and teachers' views of the importance of disc?}linary action (1;3p 19).
While supervisors saw this as an important'aspect of the teacher's work
(ranked fourth overall), teachers themselves rated it as a low-priority

item (ranked 34.5). This difference in perfpective may reflect a
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phenomenon mentioned in interviews by several supervisors ~- the
conviction which seemed to be held by many teachers (and parents) that
disciplinary action was essentially the-responsioility of the administra-
tive staff, to whom misdemeanours should be referred. This speculation
would appear to be worthy of further exploration, for, if 1t were indeed
accurate, there might be imp1ications for teacher effectiveness,

Findings of research in teaching seem to Suggest that teachers' abiltty
to control misbehaviour within the classroom is positively related t;'
increased pup11 learning.

To some extent, however, the citinfof most important behaviours
appeared to have been largely an academic exercise, for nany respondents
indicated that they felt that all the behayiours included were important.
When asked to 1ist the five least important ones, ten teachers and ten
supervisors stated that they were unable to.do so, and provided no
ratings at al]. Others listed only one or two behaviours in this
category The list of least important behaviours was, as a consequence,
not a particular]y representattye one. Moreouer, when asked to suggest

| additional behaviours of importance in the work of~; teocher, few
respondents did so. Among those suggestfons that were made,j;here was
none which was made-by more than one individual, “ .
In sum, the op1n10ns expressed in reference to the teacher .

thaviours used in this study seemed %0 support the validity of those

1tems as: 1nd1cators of competent teacher\performance.

Teachers' Self-Ratings of Performance

Findings. Table 23 presents the frequency distribution of teachers'

self-ratings of their performance on the thirty-seven teacher-behaviours.

[

L Y



Table 23

t
Frequency Distribution of Teachers' 171
Rat'ng& of Their Performance

) rroquoncy‘

Teacher Behaviours . 12 Y &4 5 n Mean S0 Rank
A. Lesson Preparattion
1. Selecting appropriate subject content 0 52 1N 17 6 3 $.51 .0 32.%¢
2. Specifying instructional objectives "0 0 131 10 3B s.e: A6 26.5e
3. Using knowledgd of how children learn R

fn the planning of teaching activities 0 0 13 14 9 36 3.8 7185 29 e
4. Selecting appropriste teaching materials 0 0 10 W 12 .36 4.55 791 13 8e
S. Preparing appropriste teaching aids 0 0 14 13 12 37 s3.89 809 3
6. Orawing on community resources to .

enhance children's leprning experiences 0 L s 8 7 33 3.8 9% 1
8. Classroem H.Mmt .
5. Arranging the classroom enviromment 0 0 N 412 3 408 .799. 16
8. Grouping students for {nstruction 0 1V 9 14 12 36 4.03 845 16
9.’ Maintatning classroom order 0 0 12 Y 1 37 3.97 799 22.%¢
10. Taking appropriate disciplinary actfon

when necessary 0 0 12 14 1 37 3,97 Y99 22.%¢
11, Meking efficient use of clags time 0 0 13 14 10 37 $.97 .795 26.5¢
12. Keeping accurate records 0 2 W T3 7 36 3.49 .85 34.5¢

C. Lesson Presentation

13. Approaching the teaching task in a
business!fke manner 0 0 9 18 7 34 395 698 2%

4. Displaying thorough knowhedge of

subject matter : 0 0 8 19 9 36 4.0%5 .69 16°
15. Using Standard English appropriately 0 0 10 14 12 3 ¢4.06 .79 13.5*
16. Displaying enthusfasm ' 0 0 5 19 12 36 4.19 668 10
17. Presenting information clearly 0 0 23 10 37 4.6 ,.602 N
18. Using effective ‘questioning techniques 0 0 V1 14 11 36 4.00 793 19.%¢
19. Using a variety of instructional '

techniqoes . 0 1V 14 16 5§ 3.69 .749 34.5¢
20. Individualizing instruction when .o “ "

necessary 0 0 12 16 9 37 3.97 .75 26.%¢
21. Encouraging students to partfcipate in

class . 0 0 4 17 15 36 4.31 663 7
22. Building postitively on students’ ideas 0° 0 7 29 1 3 4.00 .65 19,5+
23. Using praise : 0 0 6 10 19 35 4.37 770 6
0. Assessmont :
24 Diagnosing students’ learning needs b 01317 6 3% 541 M0 3.5 "
25. Monitoring students' progress 0 1 9 18 8 3 392 .770 26.5¢
26. Evaluating students' achievements 0O O 10 16 10 36 4.00 .75 19.5¢
27. Evaluating own performance 0 0 ¥ 12 10 36 3.89 .B20 29.5*

E. Interpersona] Relationships N -
28

Developing posftive relatiomships L
. With students 0450 3 15 18 36 4.47 649 3.5*
20. Displaying warmth and carfng for students 0 0_ 2 15 20 37 4.49 607 1.5°
30. Displaying scceptance of students as .
individuals 0 0 1 16 18 35 4.49 .562 1.5% ,
31. Motivating students to learn 0 8 10 18 4.28 .815 9
32. Eacouraging students to develop
self-respect 0 0° 5 12 19 4.%9 .728 5
33. Communfcating positively with parents 0 5 13 11 7 36 3.5 .969 37
34. Working we Nith other teachers \ 0.0 12 18 37 4.30 .177 8 )
35. MWorking 1 fith administrative staff 0 Y 7 15 12 -35 4,09 .18 12
A
36. Working well with school support staff 0 9 1Y 12 1 34 4.00 .816 19.5°

F. _Professional Awareness - . - .

37. Displaying concern for continuf
pro:n:u?nl development ™ 0 0 6 9 21 36 4.42 .770 3.5

. 9
lndtgutuﬁ renks v
'TM categories of response on this scale were: 1| = Very Poorly; 2 = Poorly;

3.
4= Wellg § = Very Wel 'p;

Adeguately,
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Raw frequencies indicate that the categories of response most often used

by teachers were 3 (adequately) and 4 (well). In relation to certain items,
notably tﬁose referring to teachers' interactions with students, fairly
extensive use was made of the Eategory 5 (verz well). However, very few
“teachers made use of. category 2 (poorly) to describe their performaﬁce,

and 1n no instance was category 1 (very poorly) employed.
‘On twenty-one of the thirty-seven items, teachers'tmean ratings
of their performance fell at points between 4 (well) and 5 (very well)
an the five- -point scale, For the remaining sixteen items, teachers'
mean ratings fell between 3 (a deguate]z) and 4 (well) on the scale.
The three groups of behaviours 1n which teacﬁers awarded

consistently high ratinas were: lesson presgntation, 1nterpersona1
relationships and professional awarenéss. With regard to certain aspects’
of lesson presentation, only three behaviours were ;warded mean ratings
dower than 4 on the five-point scale. These were: 1{tem 13, approaching

the teaching task in a businessiike mannerg(mean = 3,94); item 20,

individualizing instruction when necessary (mean = 3.92); and item 19,

ustng a variety of instructional techniques (megn = 3.69). Highest

ratings in this group were assigned to item 23, using praise (mean = 4.37),

and item 21, encouraging students to partic[pate in class (mean = 4.31).

Teachers' performance on the behaviour in this group which was ranked .

- among the stx most important (#17, presenting information clearly), was

awarded a mean rating of 4,16 and placed eleQenth in the overall ranking
of teacher proficiency, | |

In the area of 1nterpersona1 relationshios, teacher performance
on q11 behaviours but one was assessed at points between 4 (well) and 5

(yer[ 11) on the five-point scale. The one excéptiOh was item 33,

3
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communicating positively with parents, which received an overal] mean

'rating of 3,56. Behaviours which were awarded highest ratings in this

" group were 1tems 29 and 30, displaying warmth and caring for students,

and displaying acceptance of students as jnd1v1duals. which were assigned

ratings of 4,49 tn-each instance, and item 28, developing positive
re]ationships with students, (mean = 4,42), On item 31 (nmtivating

students to learn) which placed second in the overall ranking of |

'1mportance, teachers’ awarded their performance a mean rating of 4. 28
[ ]

(ninth in the rank order of teacher proficiency). S .
Other 1tems in this group which received particu]ar]y high ratings

were number 32, encouraqfng students to develop self-respect (mean

4, 39); and number 34, working well with other teachers, (mean 4.30).

Tﬁe one item which was 1nc1uded under the heading of professional

aﬁareness, d1so]ay1ng concern for continuing professional deve\opment,

ranked 3.5 in teachers' overa11 assessment of their performance\\being
assigned a mean rating of 4.42,

\ Relatively lower ratings were assigned to behaviours in other
categor1es, with the areas of lesson preparation and assessment elicitlng .
Towest overall scores. Behaviours associated with classroom management
were awarded rat1ngs which placed them near the midway point in the
overall ranking of teachers' 2ssessment of thelr performance.

Only one behaviour in the category of Jesson preparation received
a rating higher than 4,00 on the fiye- -point scale, This was number 4,

selectjng appropriate teaching materials (mean = 4 06). The lowest-mean

—rating (3.58) was ascribed to nymber 6, using community resources to

’ -nenhance students’ 1earn1ng experiences. Two behaviours 1n this group

were among those considered~to be most important. These were number 1,
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sélec‘Hng appropfiate subject content, and number 3, using knowlgg&gvgi
how children Jearn in the planning of -teaching activities. Teachqry'
L.

performance oy fﬂe&e tvo 1tems was assessed at 3. 81.and 3.89 resparyively,

which ratings rarkdd 32,5 and 29.5 respectively in the overall rankynq of
teacher perfovmnﬂcQ :

‘ The foyr vENavgaurs which delineated aspects of assessment
Included one which was considered by both teachers and supervisors tb

be among the mdst Tmportant. This was number 24, diagnosing Studeﬁt%'

learning needs\ ranked third 1n importance overa11 Teachers' meay

rating of their performance on this wehaviour was 3181 (32.5 in thy
overall ranking). The remaining tthe ftems in this category receyv&d

higher ratings, but only one, number 26, evaluating students’

- achievements, rgc@fyed a mean rating of 4.00 on the five-point scaje-

The other two, wNitoring Students' progress (number 25), and eval\ahing

own performance (Number 27), were assigned mean ratings of 3.92 ang

.

L4

3.89 respectively-
Most dimensions of Classroom management received mean ratings
which clustered ar'oynd the 4,00 mark on the scale. Two of shese,

number 7, arranging the classroom environment. and number 8, rouping

students for 1g§§§yg£ign, were awarded means Of 4.03. Numbers 9 and’

10, maintaining ¢13%sroom order and taking appropriate disciplinary

action when nectssify, both received ratings of 3.97. Number 11,

v

making efficient uda of é1ass time, was assigned a rating that was,'

only slightly TQVé* (mean = 3,92). In this group of behéyiours, thy
Towest rating (t¢ah = 3.69) was awarded to number 12, keeping

accurate records, éf
A




175
e
“ .
Discussion. Generally, the numerical ratings provided indicated
th&t teachers viewed thetselves as performing competently in a{\ the
aspects of teacher’behav1our measured in this study. However, certain
factors emerge which appear worthy of comment. ,first, the consistency
with which high ratings were assigned to behav1g%;s which refer to
teachers' direct Interaction wYth students, both in the areas of Tesson
presentation ﬁnd,1n~1nterpersona1 relationships, suggesfs that teachers
Judge partjcularly posftive1y thelr abi¥ity to empha£hize with students
and to communicate meaningfully with them. This view.was confirmed in
Interviews by teachers, who described with enthusiasm their re]ationships'
with thefr students and their aspirations for them. ° .
Teachers appeared, on the othef hand, to feel less confidence in
their ability to diagnose students' learning needs, and many sfqted in -
Interviews that they felt they needed better diagnostic skills to
enable them to focus their teaching more effectively. Further, it may
be speﬂ&1ated that the relatively less competent performance that ..
teachers percefved in certain other'behaviou}s may be associated with
this essent;QI weakness. Teachers' perceptions of their lack of skill \
tn diagnosing the needs of students might, conceivably, be rslated to
their less favourable view of their ability to individualize instruction,
select appropriate subject content, and plan -teaching activitiés.

These findings would seem to be significant since three of these

behaviours (selecting appropriate subject content, using the knowledge

of hok children learn in the planning of teaching activities and

dlagnosing students' learning needs) were among those judged to be most

important.

Teachers' ratings demonstrated that they felt they possessed a
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greater degree of proficiency in the remaining ftems which were ranked
among the six most important, but they were not the behaviours in_which
teachers perceived the1r pérformance to be*bé?t\ Indeed, some of

\
teachers' highest ratings were awarded to 1te@s Judged to be of only
moderate (and, 1n some casés low) 1m§;rtaﬁfe 4ﬁn example. of thi¢ may be

seen with regard te number 29 dis ]12) :
students, Teachers assigﬁ@d.a .iST.
~ this behaviour whﬁth%uts ranﬁ\§£  l¥ 29 5-In overall importance.
Another behaviour uhf@bkachleved , 3

H same rank in importance, number
23, using praise iwas awﬁrded teachers s1xth highest mean rating

(4.37).

Althougﬁ there were instances of greater congruence between
teachers' assessfent of their performance and the level of importance
of the behaviours concerned, im general teachers ip%éared to perceive
that they were doing best in areas of lesser importance, while
experiencing some difficulty in several of the more important teacher
behaviours, |

Consciousness of these areas of relative weakness in their
professional competence led teachers to express in their interviews
the sense of need for continuing professional devefopment which was
reflected in their high rating of their performance in this item of

behaviour. '

Superyisors' Ratings of Teacher
Performance

findings. Table 24 presents the frequency distribution of

supervisors' ratings of teacher performance. The categories of b

response most frequently used by supervisors were 3 (a adequately) and



Table 24

Frequency Distribution of Supervisors'
Ratings of Teachers' Performanck

professional development

0 11310 4 28 3.6

1 2 3 4 5
n Mean S.D R'"\.L
A. _Lesson Preparation . {
1. Selecting appropriste subject content 0 0 13 'S 3 3N 368 .651 14
2. Specifying instructional objectives 0 0 17 13 1 N 348 570 27.5¢+
J. Using knowledge of how children learn
tn the planning of tesching activities 6 2 13 78 0 3 3.45 620 M
4. Selecting appropriste teaching materfals 0 2 15 4 )0 3.5 .B20 2%¢
5. Preparing appropriste teaching alds a 2 B 4 20 3.60 .940 18.8¢
6. DOrawing on community resources to
enhance children's learning experiences 0 6 1 9 0 29 310 .704 35
8. Classroom Mgnagemgnt
7. Arranging the classroom environment? 0 1 12 1 6 3 373 .R2A 9.4
B. Grouping students for ingtruction B 8- 3 M 12 4 30 3.57 .88 2
9. Maifitaining classroom order 0 * 15 8 6 30 3.63 .85 1§
10. Teking nppro‘prutc disciplinary action .
when necessery 0 0 1 10 4 30 3.60 ‘.724 18.5*
11, Making efficfent use of class time 9 1 N 13 4 29 3.69 761 12.5¢
12. Keeping accurate records 0 0 12 15 4 31 23,74 682 8
C. Lesson Presentation hd
13. Approaching the teaching task in @
businesslike mannen 0 2 12 10 5 29 3.62 .82 1¢
4. Displaying thorough knowledge of
© subject matter 0 0 1 10 5 29 3.69 .76V 12.5¢
15.  using Standard English appropriately 0 .0 M 14 5 30 3.80 .74 6.5
16. Displaying enthusiasm n 0 12 9 7 28 3.82 .819 §
17. Presenting information clearly 0 0 13 13 4 30 370 .72 1
18. Using effective questioning techniques 0 5 13 1Y 2 29 3.2y .726 34
19. Using a variety of instructional
techniques 0 5 15 6 3 29 3.2¢ .872 3
20. Individualizing instruction when
necessary 0 4 14 10 2 30 3.33 .802 32
21, Encour’ging students to participate in
class 0 0‘3 12 5 30 373 .740 9.5
22. Building positively on students' {deas 0 2 12 W4 ) 29 3.48 .688 27.5*
23. Usingpraise ' 0 214 12 2 30 347 .70 29
D._Assessment :
24. Diagnosing students’' learning needs 0 814 6 1 29 3.00 .82 36
25. Monftoring students' progress 0 )Y 16 0 3 30 3.5 .73 25
26. Evaluating students' achievements 0 2 14 11 3 30 3.5 .777 25¢
27. Evaluating own perfo e N 8 137 0 29 2.96 .74¢ 37
£. Interpersonal Relationships
28. Developing positive relationships ) '
with students 0 0 12 12 7 31 384 .779 &
29. Disolaying warmth and caring for students 0 3 13 7 30 3.80 .925 6.5
30. Displaying acceptance of students as M
ingividuals ) 0 -3 10 12 4 29 3.59 .867 20
3). “otiseding students to learn ‘ 0 2 14 12 3 3N 3.52 .769 22.5*
32. Encouraging students to develop
self-respect 0 1 16 8 4 29 3.52 .7185 22.5*
33. Communicating positively with parents 0 Y17 9 2 29 3.4 .682 3N
34. vNorking well with other ‘teachers D 0 4 14 13 N 429 .693 2
35. Working well with administrative staff 0 0 4 12 29 4.31 660
36. Morking well with school support staff o 0 14 9 29 4.0 724 3
F. Professional Amreness B ' )
37. 0isplaying concern for continuing 186 17

w m

'Thc categories of response on this scale were: 1 = Very Poorly, 2 = Poorly; 3 = Adequate,

4 = Nell; § = Yery Well

*Indicates tied ranks

177



178

(

4 (well). More limited use was made of the categories 2 (poorly) and
5 (veFt;well). but in no instance did supervisors employ gategory 1

(very poorly) to describe teachers' performance. 7

Meaﬁ ratings falling between 4 (well) and 5 (very well) were
awarded to ‘three of the thirty-seven items. These were all behaviours
which referred to teachers' relatioﬁghips with other s¢hool personnel.
A1 other rétinqs but one fell between the points, 3 (adequately) and 4
(well) on the five-point scale. That one behaviour,‘numbe% 27,

evaluating own performance, was assigned a mean rating of 2.96.

Supervisors‘awarded hiaghest .ratings for teachers' performance in ) ?

the area of interpersonal relationships. Five of supervisors' highest

scores are found 1n this category. Behaviours for which these were

provided were: number 35, working well with administrative staff

(mean = 4,31), number 34, working well with other teachers (mean = 4.29),

and nuhber 36, working well with school support staff (mean = 4.10),

number 28, developing positive relationships with students (mean = 3.84),

and number 29, displaying warmth and caring for students (mean = 3.80).

Teachers' performance on these béhaviours were placed 1, 2, 3, 4, and
6.5 in supervisors!' overal]’ﬁean ranking of teacher pﬁoficiency.
The other four items in this category were rated somewhat lower,

fncluding the important one of motivating students to learn (#31), for

which supervisors provided a mean rating of 3.52 (rank = 22.5).
The next highest overall ratings by supervisors occurred in the
area of lesson presentation. The mean ratings awarded three of the

béﬁav1ours in this group werebaﬁong supervisors' ten highest. Items v

on which these were found were: number 16, displaying enthusiasm,

-
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(mean = 3.82, ragk = 5), number 15, using Standard Enqlish appropriately

; N -~ .
(mean = 3.80, -rank = 6,5), and number 21, ggcouraging,s!udents to

participate in elasg (mean = 3,73, rank = Q‘Slc. Supervisors<assigne¢

« 4 mean rating of 3.70 to teachers' performanc& in number 17, presenting

informtion Hearly (ranked 5.5 in overall jmportance). In thispdroup,
suoervisors' lowest ratings were provided.for number 18, u j q

effectiye questioning techniques (mean = 3, 211, number 19, using a

yariety of instructional techniques (mean = 3 24). and 1ndividdhlizing’

1nstruction when necessary (rean = 3.33), ‘)” W

A1l 1tems of teacher behaviour in the’area of classroom‘ ’ b

management were awarded ratings higher than 3. 50. where 3 represents

adequately and 4 represents uei] on the five point scale. Highest
ratings in the group were assigned to numbers 12, keeping accurate

records, ¢mean = 3.78), and 7, arranging the 1earning environment

{mean = 3,73). Number 8, grouging sﬁaﬁents for instruction (ranked

5.5 in overall importance) received the lawest rating in this cﬁf‘bory

’
l

of behaviours: mean = 3. 57 | ,

In the area of iesson preparation. teachers performancé tended
generaiiy to elicit lower assessments than behaviours mentioped
previously The hiohest rating in this group (mean = 3, 68)vwas

~awarded, to ftem 1, se1ecting appropriate subject tontent This

behayiour was considered to Be the most important of all by teachers

and supervisors, but supervisors' ratinq placed‘teachers' performance

. ~

in this area fourteenth in the overaii ranking of teacher profdciency.

by,

" Teachers' performance in item 3 using;knowledae of how cthdren learn

1n theepianning of teaching activities, ihich was ranked fourth in

overall tmportance, was rated at 3.45 (rank = 50)

AN

T -
Ty .
? B,
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Two %f the lowest ratings provided by supervisors were assigned
to behaviours in the category of assessment. Teachers' ability to
evaluate their own performance was awarded the lowest mean ratifg of
all: 2,96, The behaviour which was‘ranked third in overall

v . - -
tmportance, number 24, diagnosing students' learning needs, was rated

Just slightly higher (mean = 3.00). Both of the other two behaviours -
in this group were rated at 3.50.

Supervisors rated teachers cqncern for continuing professional

eve1ogmgg (#3}) at 3.50,.

DiscusSfbn.' Supervisors' overall ratingé indicated that, in

<]

general, they appéared to be satisfied with the performance of the
first-year teachers in the séhools. Like teachers themselves, they
. percetved teachers' §t5gngest peéformance to be occurring in dimensions
of interpersonal relationships and in éertaiq\pspects of lesson .
presentation. SuperVisdfs were particular1§ 1mpressed'wfth“téachers'
ability tc; re'late_ positiwely with their colleagues in the scht;o"l
'settind. This was confirmed by supervisors 1n'1ntarviews when they also
pratsed teachers' responsible and professional attitudes and their
'Willingness to accept advice and guidénce. Teachers' enthusiasm for
teaching was aiso Ebwhended,_ahd this was reflected in the favourable
‘rating awarded by-superVisors to ;his 1tem; | |
While teachers' pérfofmanée in sévera]”aspects’of Tesson
A pres‘ltution:were posifive1y viewed, cohsiderably Tower tatings were |
~ ascribed to the three behaviours which refiqred to particular
methodoiogica] strateg1es of qdbstioning, varying teach1ng techniques

qndiindividua1izing instruptton. These perceptions are somewhat
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disfurbing since these §re all behaviours which, research has suggested,
are positively related to increased student learning.
| Supervisors' legs favourable rating of teachers' proficiency in
1ndividualizing instru}tion may, again, reflect their views of teachers’

Id ! .
comparative weakness ih diagnosing students' learning needs. This

weakness was confirme& 1n interviews by supervisors, who Judged the
whole area of assessment-to be an area which requirgd strengthening.
Of particular interest in the context of the presenZ‘study is supervisors'
assessment of teache;s' ability to evaluate their own performance: they
awarded this item bfibehaviour their lowest rating of.aii.

To determine }he degree to which this appears to be an accurate
Judgment of teachers' abiiity in this respect, it 1s instructive to

compare the ratings provided by teachers and supervisors in this study.

Comparison of Teachers' and Suoervisors'
-Ratings |

Table 25 pre#ents the comparative overall mean ratings of

\

teachers and super@isors for the thirty-seven behaviours. These data
show that teachersi éeif—ratings of their'performance were higher than

those of supervisoﬁs on thirty-three of the thirty-seven behaviours.
|

In one inssance, igem 34, working well with other teachers, the overall
T | P -
mean ratings of tedchers and supervisors were the same: 4.29.

Supervisors' rating surpassed those of teachers in three instances.

\

These were: item 1 » keeping accurate records; item 35, working well

with administrative §taff and 1tem 36 working well with school

support staff, Howiwgr, as Table 25 aiso shows, the differences

between ratings in these cases were not large.

>

By contrast, many~of-the discrepancies obserVed between the two

-
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Comoarison of Teachers' and Supbervisors' 182
Ratinas of Teacher Performance ‘

Overa)) Overall Overall
Ranking Mean of' Mean of , . .
Teacher Behaviours ll!po:’t‘anco ’:::'l':;: Rank s“::::v'v::" Rank 2:1 s
A. _lesson Preparatinn )
1. Selp priate subject content 1 .8 325" 3.68 14 13 .
2.. Spe ifying -inst Djectives 13.5¢ 3.92 26.5* 3.48 27.5* a4
). Usifg knowledge g n learn . '
in the planning aching activities 4 3.8 30° 3.45 30° Al
4. Selecyyng approgriatd teaching materials 7.5 4.06 13.5*  3.50 - 26% .56
Prepardnd~wppropriite teaching atds 26 .80 3.60 ‘a 5 .29'A
§. Drawing on community rpsources to . l
-enhance children's legrning experiences 29.5% 3.58 36 3%0 35 .48
B. Classroom Management
7., Arranging the < .ssroom environment 20 4.03 16* 3.73 9.5 .30
Grouping students for instruction 5.5 401 16 3.57 21 .46
. Maintaining classroom order 7.5 3.97  22.5* 3.63 15 .34
10.  Taking appropriate disciplinary action
when necessary 13.5¢ 3.97 22.5* 3.60 18.5¢ .37
11. Making effictent use of class time o4 3.9 26.5* 3.69 12,5+ .23
12. Keeping accurate records 16.5¢ 3.69 34, 5+ .74 8 -.05
C. Lesson Presentation
13. Approaching the teaching task in a -
bus iness1ike manner 34 .5 3.94 24 3.62 16 .32
14. - Displayting thorough knowledge of
subject matter ’ 9.5 4.03 16 3.69 12.5* .34
1S. Using Standard English npproprhtoly 24+ 4.06 13.5*  3.80 6.5* .26
~16. Displaying enthusiasm . 24+ m 10 3.82 5 .37
17. Presenting information clesrly 5. 6% 4_16- "M r 37 N A6
18. Using effective questioning techniques 29.5+ ‘_66 19.5¢« 3.2 34 79
19. Using a variety of fnstructional _
techniques 20 3.69 4.5+ 324 33 A5
20. Individualizing instruction when
necessary 16* 3.92 2.5+ 3.33 32 .59
21. Encouriging students to participate in ’ -,
class - 20+ en 7 .n 9.5« .58
22. Building positively on studﬂm' {deas 34.5¢ 4.00 19.5* 3.48 27.5* .82
23. Using praise 29.5* 4.37 6* 3.4 29 .90
D. Assessment
24. Diagnosing students' learhing needs 3 3.81 32.5* 3.00 %5 .8
25. Monitoring students’ progress 34,5 3.92 26.5* 3.50 25* .42 ]
26. Evaluating students’ achievements 20+ 4.00 19.5* 13.50 25+ .50 .
27. Evaluating own performance n 3.89  29.5* 2.96 37 .93
E. _Interpersonal Relationships *
28. " Developing positive rchtionsMas .
with students . 9.5+ 4.42 3.5+ 3.84 ) .58
29. Displaying warmth and caring for students 29.5+ 4.49 1.5* 3.80 6.5* .69
30. Displaying acceptancde of students as "
individuals ) 13,5* 4.49 1.5  3.59 20 .90
31. Motivating students to llearn 2 4.28 9 3.52 22.5* .76
32. Encouraging students to/ develop _ . - )
self-respect . 200 a® s 352 2 m [/
33. Communicating posttively with parents 29.5* 3.5 ¥ T3 18
34. Norking well with other teachers . 29.5% 429 8 29 2 . .00
35. Working wel) with administrative staff 345+ 4.09 12 4.31 1 -.22
36. Working well with school support staff 37 4,00 9.5 “4.00 3, -.0
F. Prafessional Awareness
37. bhyinq concern for continuing .
4.42 3.5 3.6 <17 8

fessional development 13.5+

Xnd'lcated tied renks
Under1ining indicates the higher of mean ntinqs comoared
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sets of scores were substanfial when teachers' ratings were higher.
Teachers' mean rating of their ability to evaiuete their own performance,
for example, at 3,89 was ,93 higher than supervisors' mean of 2.96.
Similarly large differences are observed in relation to teachers' use

of praise and their warmtnhand céring.for students (discrepancy in

each 1nstance = .90). In twelve other instances, discrepancies of .50
or more were obtained, Two of these occurred in reference to behaviours

, \
Judged to be among the most important: number 24, diggnosing;gﬁudents'

" learning needs (discrepancy = .81), and number 31, motivating students
. \\
\

"to learn (diicrepancy = 76) L \

N

"Other items ranked high in overall importance also receiVed
.markedly higher ratings from teachers than from supervisors These

were item 3 using the knowledge of how children Tearn in the piann;ng

of teaching activities (discrepancy .44), Ttem 8, grouping students\

for instruction (discrepancy = .46), and presenting information ciearly\

\

(discrepancy = .46).. The highest level of agreement. between teachers'

and supervisors' ratings occurred in relation to item 1, selecting

appropriate subject cqgtent (discrepancy = .13).

Discussion. It islinteresting to note that those aspects of
teacher performance where supervisors' ratings nere the s;me as or
higher than those of teachers Were behaviours which -focused upon
teachers' ability to gec along with coiieaguesfin the schooi and to
perform administrative duties -- areas of teacher competence for
vwhich teachers claimed in their interviews, they had received little
preparatfon in their teacher education programs. The oonsistentiy

Tower ratings by supervisors in all other cases are disturbing, though,
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perhaps, expected,stnce according to Mouly (1970:302), an individual
ﬁiporting on himself was 1ikely to show himself as he would 1ike to be
seen rather than as he réally was, However, it might be speculated in
the context_of the present research, that a more far-reaching issue .
may be involved: the actual criteria that are being employed by both
groups i1n making their judgments. For.example, the large discrepancy
which exists betwéen teachers' and supervisors' percept1ons_of teacher
performance in praising studentgfand.displaying warmth towards them
may spring from a fundamentaI]y different 1nterpretat10n of what is
appropriate 1n this regard, This speculation would seem to be supported
by the'Tnterv1ew comments of several supervisors who claimed that
begtinning teachers were,too familiar with students and'did“not establish
thetr authority sufficiently. Teachers, on the other hand, vdlued the
fact that students looked upon them.as their friends.

| The marked differences between the perceptions of'teachers-chd
, supervisors throw into sharp re]ief the basic dxsagreement between .the
two groups concerning teachers abi11ty to evaluate their own
performance, In an interview, one supervisor articulated succinctly
this difference of perspective, He maintained: "What they call
evaluation is‘not." This becomes a matter of particular concern since
in their interviews teachers claimed that self-assessment had been
strongly(stressed in their preparation programs, |

'A possible conclusion which might bengEWn fnom the ftndings:

then, {s that teachers and their supervisors are measuring performance
according to very different standards ~ On the other hand, another
&pssib1e interpretation of the findings might be that the‘&xient of .

supervisors actual observation of teachers' performance could be open
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to question. However, the impression given‘by many supervisors
Intervtewed (particularly in schools 1n'the capital) was that, during
teachers' first year in the schools, considerable effort was made to
oversee their performance and to offer guidance. This degree of
support was not always avatlable in Family Island schools where many
principals were themselves full-time teachers. .
In any event, the divergence between feachers' and sqpervisors'

views appear to indicate a need for Investigation into the criteria

that are being applied by each group.

II. TEACHERS' AND SUPERVISORS' PERCEPTIONS OF TEACHER
PERFORMANCE BASED ON SIGNIFICANT VARIABLES
In this section, the pemceptions of respondents with regard to
téacher performahce are examined in the 1ight of certain significant
variables. This undertaiing attempt; to address issues raised in the

second research question which asked:
R¥ ' ‘
- To what extent are the perceptions of first-year teachers
concerning their performance related to (i) differences
In grade level, (1i) personal variables, (ii1) demographic

variables, \or (iv) experience in teaching prior to
professional training?

¢

‘ Teachers' Fesponses were susjected to-additional analysis on the
baéis of the following variables: “type, Tevel, 1o¢ation and size of
.schOOIS in which respondents were working: type of program respondents
had followed at college; type of teacher certification they had

ﬂ‘received;respondents‘ e&perience in teaching prior to professional
'training. As the large majority of teaché}s'yere female, and'in;thev

same age group, analysis on the basis of these variables did not seem
. . C

ta
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1ikely to provide meaningful ‘insights. It£p£§ therefore not undertaken.
Scrutiny of the resu]}s of these #dditional analyses revealed
that specific perspectives in teachers' responses were most consistently

!

associated with the tybe of school in wh1ch respondents were teaching.

Teachers' Perceptions of Performance
Based on Type of School

Because of the small numbers occurring in some cells, for the .
purposes of further analyses of data, the five categories of school
type provided initially in questioﬁnaires were reduced to three broad
groupings: primary, secondary, and e]]-age schools.l‘These groupiqgs
also 1ncorporated, to a_large extent, certain demographie factors, for

. the bulk of Family Is]and_schoo1s were of the all-age variety, and the
stze'of schools tended 1n most cases to be related to the type of
school involved. ATl seeoﬁdary schools were 1arge, with enro%]ments
of 1000 students or mdre; all Family Island all-age schools were
sma11,‘w1th enro11ments ef 500 students or fewer; the majority of
New Provience primary sehools»had enrollments of between 400 and 999
students, The only exception to this rule wae to be found in the
case of one open-area’pﬁimary school which had an enroliment of more
than 1000 students,. Four respohdents in this study were working in
‘that school. |

For the most part, school groupings also encompassed the
differences between teachers who had received primafy and junior
secondary teacher certification, for with few exceptions, teachers’

;,lp had rece1ved pr1mary certification were working in. primary or all-
age schools, while teachers with junior seqpndary cert1ficat1on were

ai|hst all working in secondary schools, _
}
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. 'y ‘
Further analyses of responses on the basis of school type, then,

provided information which covered a variety of perspeciives.

Findings;_ Table 26 presents the results of addi%ional analyses .
of data pased on the type of school in which respondents were working.
Examination of these results reveals that in sixteen instances, primary
school teachers rated their performance higher than did their colleagues
tn other schools, sometimes substantially so. Al1-age school teachers:
rated their performance hiéhest in fﬁbrteen cases, and‘junior secondary
.teqchers provided the highest ratings for three behaviours. There
were two items for which Junior secondary and all-age school teachers
brovided 1dentical mean ratings which were slightly higher than those
provided by primary school teachersi These were: item 13, approaching

the teaching task in a businesslike manner (means = 4.00 as opposed to

mean = 3,90), and ftem 21, encouréging students to participate in
51355_(meaﬁs = 4,33 versus mean = 4,29), - ,

In one instance, junior secondary and primary teachers proVided
the same mean rating which was just somewhat higher than that of all-

age teachérs. ‘This wdg for number 12; kéeping accurate records (means =

- 3.71"yersus 3.62). The {dentical mean ratihgs of primary and all-age

‘teachers for item 11, making eff{cient yse of class time (mean = 4.00)'

was substantially hfgher than junior seéondary teachers' mean rating
of 3,57 for the same item, .
In addition to the relatively close ratings provided for items
12, 13 and 21, mentioned above, there wére several other instances of
‘similarity in the perceptions~6f,a11 three groups of teachers. On

* {tem 1, selecting ippropriate subject content, the mean ratihgs
’ . .




Table 26

Teachers' Ratings

of Their Performance

Classified by Tyoe of School

—

Mean
Mean Mean
Rating fating Rating
. , n H
Overall (0, Jun o Al-Age
Rank$n ?cconda y \
1 9 School School TSc:m:o
eachers
Importance T;'fh;," Rank T:'i";“ Rank p s g Rank
A. Lesson Prepsration '
1. Selecting appropriate subject content 1 3.8  30.5* €7 Zi' 3,89 26+
2. Specifying instructional objectives 13.5* 4,00 25.5* 3.67 24* 1.89  26*
3. Using knowledge of how children learn ) :
. in the planning of teaching activities 4 3.76  32.5* 3.67 4.33 8.5
4. Selecting appropriate teaching materfals 7.5 4,29 9.5* 3.67 24* 3.8 3.5
S. Preparing appropriate teaching atds 26 4.05 21.5* 3,57 v 3.78 31,5+
€. 'Drawing on community resources to
enhance children's Tearning expertences 29.5* 3,50 136 3.50 35* 3.86 29+
8. Classroom Management .
7. Arranging the classroom env{ronment 20* 3.95 27.5* 3.86 14+ 4.33 8.5
8. Grouping students for {instruction $.5* 4.05 21.5* 317 ¥ 4.56  2.5*
9. Msintaining classroom order 7.5* 4,24 12.5* 1,57 N+ 3.67 35
10. Taking appropriate disciplinary action
when necessary 13.5* 4.4 15 3.7 18.5¢  3.78 .31.5*
1. Making efficient use of class time 24 4.00 25.5* 3.57 A+ 4.00 21.5*
12. Keeping accurate records 16.5* 3N k] i.n 18.5* 3.62 37
C. Llesson Presentation
13. Aporoaching the teaching task in a
businesslike manner . 4.5 3.90 29 4.00 10.5* 4,00 2.5*
14. Displaying thorough knowledge of ’
subject matter 9.5* 4.4 15* 3.57 e, 412 16.5*
1S. Using Standard English appropriately 24* 4.05 21.5* 3.86 14* 4.25 M1.5*
16. Displaying enthusfasm 24 414 15+ 4.00 10.5* 4.50 4
17. Presenting information cfurly 5.5* 4.24 12,5 3.8 14* 4.22 4
18. Using effective questioning techniques 29.5* 4,05 21.5* 3.26 14* 4.00 21.5*
19. Using a varfety of tnstructional
techniques 20 3.R2 3% 3.86 14* 3.715 34
20. Individualizing fnstruction when '
necessary : 16* 4.09 17.5* 3.57 N+ 3.78  31.5+
2). Encouraging studiits to participate in )
class . 20* 4.29 9.5* 4.33 4 4.33 8.5+
22. Building positfvely on studentt’' {deas 34.5% 3.95 27.5* 4.17 7 4.00 '21 .5
23. Using praise 29.5* 4.48 4 4.33 4+ 4.12 16.5*
D. sessment i ’
24. Diagnosing students’ learning needs 3 3.76 32.5* 3.50 35* 4.1 8.5
25. Mdnitoring students' progress 34.5* 4.05 21.5* 3.50 35* 3.89 26*
26. Evaluating students' achievements 20* 4.05 21.5% 3.67 24* 4.1 18.5*
27. Evaluating own performance n 3.8 30.5* 3.67 24* 4,22 14
E. Interpersonal Relationships
28. K:;l::::znggsitive relationships 9.5* 4.48 a 417 7 4.44 5.5%
. . .5*
29. Displaying warmth and caring for students 29.5* 4.48 ” 4.5 ! L4 5
30. ?_:‘:gl:zl:‘g‘acceptance of students as 13.5¢ 4.43 6.5¢ 4.50 2 4.62 1
-
3. Mottvating students to learn 2 443 6.5* 3.67 24+ 433 85
32. E:?g?::gzzgtstudents to' develop 200 452 1.5 417 7% .22 14
33. Communicating posftively with parents 29.5" 3,38 %7 3.67 24+ 3.89 26_‘
' . 3
34, Horking well with other teachers 29.5* 4.52 1.5* 414 9 3.89 26
35. Working well with administrative staff 3.5 4.09 17.5* ‘3.83 ) 17 4.25 11.5*
3. " Working well with school support staff 37 4.25 11 3.67 24+ 3.62 365
F. Professional Awareness _
37. Displaying concarn for continuing
professional development 13.5* 4.38 8 4.33 4 4.56 2.5*
“Indicates tied ranks Underlining fndicates M§hest of mean ratings compared

F
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provided by all-age primary and junior secondary teachers were,
respectively, 3.89, 3.81 and 3.67. With regard . to the two presentation
skil1s of questioning and varying teaching techniques, the views of all
—three groups differed relatively 1ittle. The retings erovided by
primary, all-age and secondary teachers for their performance in

using effective questioning techniques were 4.05, 4.00 and 3.86

respectively. Junfor secondary teachers' rating of 3.86 for their

performance in using a variety of instructional techniques was somewhat

higher than the ratings of all-age teachers (mean = 3.75) and primary
teachers (mean = 3,62), |

Small discrepancies were observed between the mean ratings
provided By the three groups of teachers for items 22, 29 and 30, all
of which referred to teachers' interactions with students. Substantial
differences were observed, however, among ratings assigned by the
three groups to other behaviours. In the area,of lgi§on preparation,
for example, whiie primary school teachers hated their performance in
specifying obJectives only siiqht]y higher than- did all-age school
teachers (me@ns = 4.00 and 3. 89 respectively), junior secondary ‘
teachers rated tj!ir performance considerably lower than both (mean =
3.67).\ Fuhther,‘aII-qge'school teachers' assessmen£ of their ability
to apply leatning theories when plannifig teaching activities (item 3)
was markedly higher than that of the other two grouos Their mean .

- rating for this 1tem was 4, 33, while that of primary teachers was -
3,76 and ?hataof Junior secondary teachers was 3.67, All-age school
teachers also provided a higher rating (mean = 3.86) of their use of
communtty resources in their teaching, than did either primary or

Juntor secondary school teachers (means in both instances = 3,50).
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For thejr part, primary teachers assigned considerably higher ratings
to their performance in selecting teaching materials and preparing
aids (means = 4.29 and 4.05) than did all-age school teachers (mean =
3 78 in both cases) or junior secondary teachers (means = 3.67 and
3,57 reSpective1y). 4

In behaviours related to classroom management, primar} school
teachers rated their performance higher than their colleagues on items

9, nm1nta1n1ng classroom order (mean = 4,24) and 10, taking_appropriate

d1sc1p11nary action when necessary (mean = 4, 14) The mean rat1ngs of

all~age school teachers for the same behaviours were 3.67 and 3. 78
respective1y. and those of junior secondary teachers were 3.57 and 3.77.

A11-age sch001;teaehers provided mean fatings (4.33 and 4.56)
which were significantly highertthan thoee of their colleagues in

relation to 1tems 7, arranging thé classroom environment, and 8,

4 ' .
grouping stude2§§/for instruction, Primary school teachers' ratings

for these same items were 3.95.and 4.05 respectively, and those of
Jjunior secpdary teachers were 3,86 and 3.17.

_Allusion was made earlier to those items of lesson presentation
where ratings were similar. The items of lesson presentation for which
the greatest diversity of perCeptions were observedfwere numbers 14;

displaying thorough know1edge of subject matter, 16 displaying '

enthusiasm, 17, presenting information clearly, and 20, individualizing

tnstruction when necessary. In each instance, junior secondary

teachers' ratings were substant1ai1y lTower than those provided by either
primary or all-age teachers,

In items referring to aspects of assessment, junior secondary
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teachers rated their performance considerably lower than did the other"
two groups. This was particularly the case in relation to 1tem 24,

diagnosing students' learning needs, where junior secondafy teachers'

mean rating was 3,50 as compared with all-age teachers' rating of 4.1
and primary teachers' rating of 3,76. A similarly large discrepancy
was observed between junior secondary teachers' rating of 3.67 for

ttem 26 (evaluating students' achievements) and thesé provided by all-

age and primary school teachers (4.11 and 4.05 respectively).
In the area of tinteroersonal relationships, junior secondary
teachers assigned a Tower mean rating (3.67) to their performance in

motivating students to learn (#31) than did primary school teachers

(mean = 4,43) or all-age school teachers (mean = 4,33), Primary school
teachers rated their ability to work well with other teachers
considerably higher (mean = 4,52) than did either Jjunior secondary
teachers (mean = 4.14) or all-age teachers. (mean = 3.89). Primary
schoo! teacher$ also rated theit performance Tn working with support
staff (item 36) hidher than did junior secondary or all-age school
teachers, |

+ The rating of all-age teachers on 1tem‘35, working weil with

administrative staff (4.25) was substantially higher than that of

Junior secondary teachers (mean = 3,83) and somewhat higher than that
. ;

of ,primary teachers (mean = 4,09), Again, teachers in all-age schools

_provided the highest ratiggs (me@h = 4,56) for their performance in

disptaying concern for continuing piofessfonal development. The

.
ratings assigned to this behayiour by primary and junior secondary

teache}s were fairly close in value (4.38 and 4,33 respectively).

-
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D1scussfnn. A variety of factors associated with specifie
types of schools 1n which they were funct1on1ng wefg identified by
‘teachers'in Interviews as contributing ‘to their level of proficiency
in varfous aspects of their work, ,

In the area of lesson preparation, for example, primary school
teachers 1ndicated that they sometimes had difficulty in adjusting
the subject pontent they had studied at college to the level of
Children they were teaching, Further, some 1ndicated that, in certain
Instances, much of the content they had covered was irrelevant to
Nhagvthey hagd to teach in the primary school curricu]um, while some of
the essential components of that curriculum (e.g., aspects of reading)
had not been eealt with extensively enough in their preparation
programs,
| Another factor which these teachers‘eaw,as militating against
their being as proficient fn this area as they might have been was the
size of the classes witn which they were facéd. Partieularlyfin the

-

case of the early grades of primary school,_ teachers found that _
preparing to meet the varying needs of fort} o; more studenes we; a
‘daunting prospect. This problem was felt particularly acutely by
teachers who worked in large, open-area, urban primary schools Thesef )
teachers were faced with unique challenges: they were periodica11y i
called upon to teach, at one time, all the children of their part1cu1ar
learning centre ~~ a tota1 usually of between 100 and 135 students.

Such teachers quite freely confessed to feeling 1nadequate in the face

of such ctrcumstances,

Junior secondary schoo] teachers faced preparation problems of”

a rather different kind, Many of these 1ndivfduals were engaged in
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teaching subjects at a remedial level in the secondary schooi context

They found difficulty in deciding on suitqble subJect matter to use : ;’

with their students and in obtaining appropriate materials to,sqpport‘ @

'
g d
O

their work, They had recetved little training in this area at- ; ,

b A

college, and there was 1ittle specialized guidance avaiiab}e in
schools,

The problems faced by teachers working in all-age schools were
quite differ:nt again Indmany instances, such teachers were faced
to having to teach three or more grades together in one classroom
Within these basic groups, there were 1ike1y also to be varying
Tevels of ability, Preparing suftable learning experiences to meet
these different needs with a minimum of teachihg\resources. proved to
be a cansiderable cha11enge‘for many beginning teachers. Nevertheless. e<?*‘:

W

most of these teachers appeared to feel that they were havfng a fair

degree of success n meeting this chaiienge and their quite favourable

rating of their performance in using their knowledge oﬁethe way . '
- . . . v . 1;'.&

children learned in planning their teaching activities would seem to '

reflect this conviction. ; ’ R

In interviews, respondents from all groups identified the shonh~§
suppiy of resources as a spec1f1c hindrance to creative lesson L
preparation “Almost without exception, teachers 1nterviewed claimed ’
that they were frequently called upon to improvise in the preparation—" L.Qi
.of teaching'materfals and aids, While. primary teachers and many a]ljage '
school teachers expressed confidence in their ability to do this for
-some, particularly those teaching special subjects at the Secondary '
level, the possibilities of improvisation were 1imited For others,

such &8s those teachers in remote Family Isiand settlements the ‘ N
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difficulty of obta1n1ng even such bas1c materials as paper and glue
presenteﬁpconstant challenges to their ingenuity.

Teachers did not, as a rule, appear to have much recourse to
resources outside the school setting. There appeared to be a fairly

Tim1ted 1nterpretat1on on their part as to what kinds of useful - *’QB

“resources mjght be found within a community, This finding would seem

]

to, suggest a possib]e weakness within their preparation -- its fai]ure
to make teachers sufficiently aware of the variety of sources of
learning exper1ences which might be “found outside the school setting.
The high overall ratings awarded by orimary school teachers to
Ehetr performancekin the various aspects of clgiiroom management s
refiect the confidence they expressed in their interviews. They
P tdentified few problems of discipline and felt that they had been
Jadequate1y prEpared to create an appropriate learning environment.
However, primdry school teachers working in large open-area schools
enoountered certain special kinds of probiems On ocCégdons when the
total group w1th1n a. given centre was brought together for a common
1esson, as de3cr1bed earlier, prob]ems of control became acute. These
‘teachers also indicated that, even in normal circumstances, the open
,/Sftuiiion was often distracting to students and‘presented special
difficulties to be91nn1ng teachers, This was particularly the case
stnce teacheri' preparation in terms of classroom management had been
~ geared toward the se1f-conta1ned classroom, ©
Junior secondary teachers, for their part, also 1nd1cated in
1nterv1ewstzhat certajn of the prob1ems they encountered were associated
with the nature of the work in which they were engaged As p01nted

1)

outy ﬂany of these teachers were involved in teach1ng remedia] groups
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Such students ‘tended to have short spans of concentration, and a
resultant tendency to restlessness and disruptive behav{our. Where
classes were large, the demands upon the management skills of teachers
were considerable, One high school teacher described working with a
group df forty-two low-abil{ty students, all of whom required work of

a remedtal nature. Apart from the challenge of providing sufficient
[

- and appropriate material to keep such students productively engaged,

certdin_practica]. physical conditions had to be faced: with so large |
a class, the teacher had to deal] with a constant:sﬁertade of desks,
chairs and equipment, as well as with the problems of having to control
a large group in a crowded space.

Prevailing physical conditions were only one of a combination

‘of factors with which teachers in all-age schoo]s had to deal. These

teachers were often confronted, as prev1ous]y mentioned, with teaching

a combined group of varying grade 1evels, in an open area which was

3

sometimes shared with as many as three or four other teachers. 1In
order to function at-a11 produttively in such circumstances, teachers
were obliged to learn to be very f1ex1b1e and imaginative in their

use of the teaching environment, Th1s factor perhaps exp1a1ns the

k\

exceptiona]ly high ratings a]]-age teachers afforded their performance

tn arranging the classroom environment and grouping students for

1nstruct10n

In the area ofilesson presentation, the relative rankings of

., Mean ratings assigned by all three groups of teachers indicated that

generally they seemed to feel quite positive about the adequacy of .
thetr performance. However the comparatively low ratings awarded by

Junior secondary teachers for the specific methodolog1ca1 skil]s of
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questioning, presenting information, using varied techniques and
Individualizing instruction, raise questions concerning the adequacy
of thé1r preparation in this area by comparison with that of thgig
primary ana all-age ;choo1 colleagues, Further, their Tower self-
rattngs concerning théir knowledge of subject matte? seemed to confirm
coments made 1n questionnaires and in interviews that some of the
Subject content provided for them in their preparation programs was‘)l
trrelevant to what was needed in the schools. |
A11 teachers appéared to vié; quite positivé]y their perfofmanoe
in 1nvolying stu&gﬁts actively in the instructional process and
affirmed this in their interviews. On these occasions, however,
. teachers admitted to feeling less satisfied with thei} success in the
qg‘various asbects*of the assessment process. Specifically, the less
favourable view held by junior secondary teachers .of their‘coﬁbetence
appeared once more to be related to the fact that several of they were
engaged 1n.remed1a1=teach1ng. Interview responsés clearly 1nd%cated
that such_teachers“recognized the inadequacy.of their preparation to
meet the special.demands associated with their jobs,
The significanp]y Tower self-ratings of junior secondary teachers .
tn certain aspects of interpersonal re]ationships aisd appear to be
re1qted to similar factors, This is particulariy the case in relation
to the motivation of students, and.many Junior secondary teachers
admitted in interviews that they found it difficult o stimulate the
interest of students of Tow academic éb111ty 1n'schdo1 work. Furthgr;
‘tn-a highly.examinatton-oriented system, s)ower learners at the |
Sgcondarytisye1 often becaﬁe diséouragad'and ceésedlfd try. The

Tnabt11tx_of‘some students to perceive vfibie‘éareer options after

1
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graduution was cited as another factor which made motivating students
at this level difficult to achieve. These conditions are, clearly, to
] 1arge_extent, beyond the control of the 1ndiv1dua1 teachers. Neverthe-
less, they represent'rea11t1es whose existence must be recognized and
addressed during teacher preparation, it teachers gre te find ways pf
dealing with them.

In light of the relationships which appear to exist between
teachers' perceptions of their performance and sttuational factors in
the schools, 1t is profitable also to examine supervisors' perceptlons

from a similar perspective, ' -

Supervisors' Perceptions of Teachers'
Performance Based on Type of School ° ‘

'Findings. Table 27 presents the results of the ana]ys1s of
superyisors' responses on the basis of the type of school in which they
were working, Examination of\these results reveals that 1n.thirty-f1ve
cases out of thirty-seven, aI?fage'school supervisors prdvided the
highest ratings of teachers' performance. Secondary schod] supervisors
prqvided highest ratings for the remaining two items (#14, dfsp]axfng

'thorough knowledge of subject matter, and #32, enceuraging'students to

participate in class). Primary school superv1sors prov1ded the lowest

rat1ngs -of the three groups for thirty of the th1rty -seven behaviours.
- Six 1tems for which secondary school superv1sors assigned Tower

ratTngs than their pr1mary counterparts were grouping students f0r .

instruction (#8), us1ng Standard English appropriately (#15), using

vprafse (#23), communicating positive]y with parents (#33), worki;g we]l

gith other teachers ((#34), and working well with school support staff

(#36) The ratings of primary and junior secondary school supervisors
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Rean " n y
Rating Rating R:‘:::q .
Overall  Primary Secondary Al -Age
Ranking ’°  Schoo! School Schoo
in Supervisors  Supervisors Supervisors .

Importance n = 18 Rank N * 8 pank n=5 _ Rank

A. _Lesson Preparation

1. Selecting appropriate subject content 1 e 5.5* 3.62 2+ 3.80 29
2. Specifying instructional objectives 13.5* 3,33 28 3.62 21+ .80 29*
3. Using knowledge of how children learn

in the olanning of teaching activities .4 339 20 3.37 28 .80 29
4. Selecting appropriate teaching materials 7.5* 3.09 28.5* 3.62 21+ 4.00 23
5. Preparing appropriate teaching aids 26 300 33* 400 3 .33 9
6. Drawing on community resources to

enhance chiidren's learnfng experiences  29.5+ 3.00 33 KIS L T ] 3.40 ¥
B. _Classroom Management N
7. Arranging the classroom environment 20* 3.53 . 120 3.87 7* 4.20 15+
8. ‘Groun1ng students for instruction 5.5* 3.50 4.5+ 329 30 4.20 15+
9. Maintaining classroom order 7.5 3.53 )2 375 5.5 3,80 29+
10. Taking appropriate disciplinary action .

when necessary . 13.5% 3.53 12+ 362 2 3_\!_!2 29*
1. Making efficfent use of class time ' 24+ 3.4 17 3.87 7+ 4.20 15+
12. Keeping lccy)rate records 16.5* 3.57 10 3.87 7* QE 5

€. Lesson Presentation

13. -Approaching the teaching task in o

business)ike manner 3.5 337 5% 375 15,8+ 4.20 15
14. Displaying thorough knowledge of . Y

subject matter e 9.5* 337 2.5 432 2 4.00 23+
15. Using Standard English appropriately 24+ 3.82 . 3.62 21 4.00 23+
16. Displaying enthusiasm 24~ 3.67 7 3.86 12+ 4.40 5.5+
17. Presenting information clearly 5.5 3.47 16 3.87  7e 4.20 15+
18. uﬂng effective questioning techniques 29.5* 2,94 35 ©3.57  24.5% 3.€0 25:5
19, Usin§ & variety of instructional , hE )

techniques ) - 20* 3.00 33 304 34+ "4.20 15+
20, Individualizing instruction when . : . ’

necessary . ) 16* 312 3.25 31.5+ 4.20 15+
21, Encoura'ging students to participate in

class 200 3.59 9 3.75 15,5 4.20 15+
22. Building positively on students' {deas 34.5% 335 23 3.57 24,5+ 3.80 29
23. Using pratse - 29.8° 3.1 185 3.5 N5 00 235
D. Assessment T ‘2:"'\‘ ’
24. Diagnosing students’ Jearning needs 3 . 3, 2.76 36 3 e 3.60 35.5*
25. Monitorfng students' progress . TTo34.5* 3,29 28.5* 3.37 _28' 4.40  5.5*
26. Evaluating students' achievements . g0, 3.29 2.5 -3.37 28 4.40 5.5
27. Evaluating own performance 5 ‘f‘l‘,_' S 269 37 3.12 36 3.75 -33.5'-
E. _Interpersonal Relationships ' ) i
2 37‘{:]2:333.1:?““" relationships 9.5% 3.67 5.5 3.87 A 4.40 5.5%
29. Displaying warmth and caring for students 29.5* 3.61 8 3.86 12* 4.40 5.5*
- ?:2?&:’53219;“”“"“ of students as 13.5* 3.41 18.5* 3.1 18 4,00 23+

" 31. Motivating students to learn . 2 3.33 25+ 3.50 26 4.20 15*

2. E:g:?::g;:gtstuﬁents Fo develop . 20* . 3.29  28.5* 3.86 12+ 3.80 29+
33. Communicating positively with parents - 29.5% 3.50 14.5* 3.00 37 e 3.75  33.5*
3. Working well with other teachers 29.5* 433 1 387 7% 480
35. Working well with administrative staff  34.5+ 4.25 2 4.25 4.60 2
36. Working well with school support staff 3y 412 3 3.87 7 4.40  5.5¢
F. Professional Awareness r N
37. Displaying concern for continuing 13.6%3.33 260 ‘3.7& 250 420 15

professional development

) - N -
'lnd,icates tied ranks . . ‘
Underlining indicates highest of mean ratings compared ,
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were identical for item 35, working well with administrative staff.

~In terms of absolute mean values, all-age school supervisors
awarded signif1cant]y'higher dvera]] ratings than did either of the

other, two groups. Twenty-five of their ratings were placed at 4 (well)

or above on the five-point scale. These supervisors. assigned their

Righest rating (4.80) to item 34, working well wi%h other teachers, and

their lowest (3.40) fo 1tem 6, using community resources to enhance

students' 1ea(ning_éxp2riences.
L |
By contrast, only three of secondary school supervisors' mean

Jratings weee placed at 4,00 or above on the scale. These were awarded

to 1tems 5, preparing appropriate teaching aids (mean = 4.00), 14,

displaying thorough knowledge of subject matter (mean = 4.12), and 35,

working well with administrative staff-(mean = 4.25). Their lowest

mean rating, 3,00, was assigned to item 33, commun1cat1na pos1t1ve1y

with barents

For their part, primary school SUpérvisor§,were the only group.
to provide mean ratings lower than 3.00 on the five-point scale. These

were awarded to items 18, using effective questioning techniques (mean =

2,94), 24, diagnosing students' learning needs (mean = 2.76), and 27,

eva1uat1ng ownAperformance (mean = 2,69).- Their highest rating (4.33)

was awarded by primary school supervisors to item 34, working well with

other teachers.

Differences between the ratingé provided by the three groups of
‘superv%sors-were-largest in the foTlowing instances: primary school
supervisd‘s assessed their teachers' abi11ty to prepare teaching aids
(Téé;’S) at 3.00 on the five-po1nt scale, while for the same behaviour

" se ary school supervisors provided a mean rating of 4.00, and all-

B 4
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age school supervisors a rating of 4,33, With regard to item'8,

grouping students for instruction, where all- age school supervisors

awarded a mean rating of 4.20, primary and secondary- school supervisors.
provided ratings of 3.50 and 3.29 respectively. Primary and secondary

school supervisors' mean ratings for item 19, using,a'variety of

Instructional techniques were 3.00 and 3.14 respectivbﬂy. .The mean
rating provided by all-age school supervisors was 4.20. All-age school
superyjsors also assessed teachers' pefformance in individualizing
1nstru§tion at 4.20, uhi1e primary and secondary supervisors assigned
scores of 3.12 and 3.25 respective]y Similarly large discrepancies
were observed in the rat1ngs of two 1tems of assessment, numbers 25 and
26, AN three groups assigned identical mean ratings to each gf those

two behaviours 3.29 (primary supervisorsl5 3.37‘(secondary-supervisors)

and 4.40 (all-age school supervisors).

\ Discussion. The foregoing results demonstrate that, in the majn,
all-age school supervisors appear to be most satisfied with the
performance of first-year teachers, Given the particular challendes
which have to be met in thHose contexts, the finding is gratifying.
One is led to speculate that superyisors may be particularly generous
tn their assessment because they appreciate the efforts made by
teachers to meet those cha]lenges The comments to this effect
offered in interviews by such superV1sors wou]d tend to support this
contention. Secondary school superv1sors, though apparent]y qu1te
satisted with teachers performance, were generally less favourable
In their ratings than their counterparts in a]] ~age schoo1s Primary

school superv1sors$\for the1r part, were even more moderate. in their

N
3
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ratings, The question arises as to whether there are significant
factors at work in the urban setting with which teachers are-less
adequately prepared to cope, or whether supervisors in urban primary
and secondary echools are applying somewhat'different criteria'in their
Judgment of teacher performance:

Certain explanatory comments vdlunteered by supervisors in
interviews provide insights of value. Several primary school'supervisors,
for example, observed that teachers displayed distinct deficiencies 1in
their know]edge of subject content, particularly in the area of reading.
Further, a number of these suoervwsors claimed that, although’there
were cons1derab1e resources available within their schools,’ teachers
often fai]ed to make extensive use of them, and tended to revert to
teaching approaches_wh1ch relied heavily upon "chalk and talk". As
this comment -appears almost diametrically opposed to the opinion
expressed by nearly every teacher in the equivalent sub-group, questions
arise concernind poss{ble causes for the difference of perception.

There appear to be at least two possible exp1anat1ons for this
’ sftuat1on One might be tﬁat‘}eachers and superv1sors differed
fundamentally in their concep¢1on of what constltuted appropriate -
resources for teachers c]assropm_needs. If this were the case, it
would seem(:§ indicate a distinct lack of congruence between what
.teachers had been trained to value in this regard and what supervisers
1n schoo]s actually considered appropr1ate The other, which seems
, 11ke1y to be more feasible, is that there may exist a lack of
communicat1on within the schoo1 organization 1tse1f concern1ng what
resources are, in fact, ava11ab1e and where these may be obtained. If

“this were indeed the case, there would seem to be a-need'for a planned -

-



) 202

period of induction during which new teachers were made aware of all
relevant 1nfo;mat1on concerning the school and its resources.
Secondary schopl supervisors, for their par;, also expressed
concern that teachers tended not to vary their teaching sufficiently,
and not ;g,take sufficiently into account the individual needs of
~students, teaching too often to the whole class. The weakness of
teachers in being able to diagnose students' learning needs appeared
tn their view, to account fof"thése tendencies. Further, the pressure
felt by secondary teachers to "coVer tpe syl;abus" in a system whfch
was strong1y direéted towards gxternal'exahinatioﬁs also, in
supervisors' opinion; confributed to teachers' insufficient attention
to students' individual needs.. |
AN thrée groubs of supervisors concurred that teachers dispfayed

less competence in two'significant aspects of assessment: . diagnosing

the need§ of their students and evaiuating their own performanée. A N
-comparisbn of the ratings of teachers and sdpervisors in each school

type reveals to what extent the judgment of supervisors in relation to
the Tatter behaviour is justified.in each context..

Comparison of Teachers‘ and Supervisofs'

Perceptions Based on Type of School '

-\\ Tables 28, 29 and 30 present cqmparisons of te;chers' and
supervfsors' ratings classified by the types of sthools in which
respondents were working. |

Table 28 shows that the ratings.oprrimary school supervisors -

were IOWer than those of teachers for thirty-five out of thirty-séven

, N \ .
- behayiours. The two items where supervisors" ratings were higher were

‘numbers 33, communicating positively with parents, and 35, working

)



Table 28

Comparison of Teachers' and Supervisors' Ratings
Classified by Type ofﬁgphoolz Primary Schools -

v

—Bverani Mean
Ranking Rating Mean Rating
in Teachers Supervisors Discre-
. Importance n = 21  Rank ne=18 Rank pancy
A.__Lesson Preparation
1. Selecting appropriate subject content 1 3.8 30.5* 3.67 5.5 4
Specifying fnstructional objectives 13.5* 4.00 25.5" 3.33 25 .67
3. Using knowledge of how children learn L
in the planning ot teaching sctivities q 3.76 32,5+ 3.39 20 .37
4. Selecting appropriate teaching materials 7.5+ 4.29 9.5¢ 3.29 28.5* 1,00
Preparing appropriste teaching atdgs 26 4.05 21.5* 3.00 33* 1.05
6. ‘Orawing on community resources to
enhance children's learning experiences 29,5+ 3.50 36 3.00 33 .50
B. Classroom Management
Arranging the classroom environment 20* 3.95 27.5* 3.53 12* .42
8. Grouping students for {nstruction 5.5+ 4.05 2.5 3.5 14.5% .55
. Maintaining classroom crder 7.5+ 424 2% 353 12 n
10. Taking appropriate disciplinary action . i =
when necessary v ) 13,5+ 4.14 15 3.53 12+ .61
1. Making efficient use of class time: 24+ 8.00 25.5% 3.4 17 .56
" 12. Keeping accurate records ' 16.5+ 3_77 34 3.5 10 .14
C. - Lesson Presentation
13.  Aporoaching the teaching task {n a . .
businesslike manner 34,5+ 3.9 29 3.3 21.6% .83
14, Displaying thoroygh knowledge of . » .
subject matter 9.5 4 16+ .y 2.8 .77
1S. Using Standard English appropriately 24+ 495 25+ ag 4 .23
16. Displaying enthusiasm 24+ 4.4 15* 3.67 7 .47
17. Presenting information clearly 5.5 4.24 12.5* 3.47 16 7
\3 Using effective questioning technfques 29.5* 4.05 | 21.5+ 2.94 35 N
Using a variety of instructiona}
techniques 20* 3.62 35 3.00 33 .62
20. Individualizing 1nstruction when IR
necessary 16.5* 4.08 17.5* 3.12 3 .97
21. Encouraging students to participate in : ’ .
class . 20* 4.29 9.5+ 3.59 9 .70
22. Building positively on students' jdeas - 34.5% 3.95 27.5*  3.35 23 .60
23. Usting praise ) 29,5 4.48 4 kN 3 18.5* 1.07
D. Assessment
24. Diagnosing students’ learning needs 3 37 32.5* 2.76 36 1.00
25. Monitoring students' progress 34,5 4,05, 21.5¢ 329 8.5 .76
26. Evaluating students’ achievements 20* 4.05 21.5¢* 3.29 28.5* .78
27. Evaluating own performance mn 3.8 30.5* 2.69 37 102
E. Interpersonal Relationships
28. Developing posftive relationships .
with students ' 9.5+ 4.48 4 3.67 5.5+ .8
29. Displaying warmth and caring for students 29,5 4.48 4 3.61 8 .87
30. Displaying acceptance of students as ’
individuals 13.5* 4.43 6.5* 3.4 18.5* 1,02
31. “otivating students to learn 2 4.43 6.5*  3.33 a5 1.10
32. Encouraging students to develop
self-respect ' . 20* 4.52 1.5+ 3.29 28.5% 1.23
. 33. Communicating positively with parents . 29.5* 3.38 37 3.50 14.5% .12
* 34, Working well with other teachers 29.5* 4.2 1.5* 4.33 1 .19
35. Working well with administrative staff 34.5* 4.09 17.5«  4.25 2 -.16
3. Working well with school support staff = 37 25 M. a2 .3 .13
F. _Professional Awareness .
37. Displaying concern for continuing 1.5 4.3 8 3.3 25; ]'05

profeSsional development

A

l.

“Indicates tied ranks

Underlinina indicates the higher of the mean ratings compared
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well with administrative staff, Discrepancy scores were small in‘these '

two 1nstances, being -.12 and -.16 respectively. When teachers'
ratings were higher than those'of,supervisors, however, differences
tended to be substantial, v

In ten cases, the discrepancy betneen primary teachers' and
supervisors' ratings was 1,00 or greater. Two of these wide divergences .

of perception occurred with regard to two Lf the five most important

behaviours: number 24, diagnosing students' learning needs

(discnepancv = 1,00) and number 31, mofivating students to learn

(dlscrepancy = 1.10), In the case of the behaviour ranked first in

importance (selecting appropr1ate subject content #1) the d1screpancy
- between teachers' and superv1sors' ratings was small: .14, “

The ratings of secondary school superv1sors were lower than
~those of teachers 1} twenty seveh out of thwrty seven cases, as Table
29 reveals, In nine of these instances, supervisors' ratings were
Tower by more than .50. Most of the differences between ratings were ~_

ne]atiVe]y sné]] wﬁen supérvisors' ratings were higher: there was

only one item for which the discrepancy was larger than .50. This

was number 14, diso]aying thorough knowledge of subject matter. There
t. ' .
was one jtem where teachers' self-ratings were higher by more than 1.00

than those of'supervisors. That was number 23, using praise .

\ (discrepancy = 1.08).
In four out of the six most important behaviours, secondary
school teachers rated their performance higher than did their

superyisors. These were numbers 1; selecting appropriate suoject

content (discrepancy-= 05), 3, using knowledge of how children lea%{/)

1n the p]ann1ng of teaching activities 4d1screpanqy .30); 2

N3



Table 29
Comparison of Teachers' and Subervisors' Ratings

professfonal development
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Ctassified by Type of School: Secondary Schools ' 205
- Overatl Mean Mean ~ -
Ranking Rating Rating
in Teachers Supervisors Discreo-
Importance n » 7  Rank n*8 Rank ancy
A.__Leysoh Preparation o N
1. Selecting appropriate subject content B 3,67 28¢ 3.62 21+ .05
2. Spacifying instructional .objectives 13,5  3.67 24+ 3.62 21 0%
3. Using knowledge of how children learn
in the planning of teaching activities 4 .67 24+ 3.3 28* .30
4. Selecting appropriste teaching materfals 7.5 3.67 24 3.62 2 .05
S. Preparing appropriate teaching afds 26 3.57 N 4.00 3 -4
£ Drawing on commnity resources to .
enhance Children's: learning experiences 29.5* 3.50 35+ 3.14 34 36
B, _Classroom Management ‘
7. Armanging the classroom environment ., 200 3.86 14 1.87 7* -0
8. Grouping students for instruction 5.5 3.17 37 3.29 n -2
9. Maintaining classroom order 7.4 351 3 395 155718
10. Taking sppropriate disciplimary action '
when necessary : 13.5* 31711 18.5*  3.62 21+ .09
11, -Making effictent use of class time 24 *3.57 3 3.87 v <30
12, Keeping sccurate records | 16.5*  3I.N 18.5% L_a; 7* .16
C. _Lesson Presentation [
1 :::;:::::?aet::n:::ching task in & 34.5*  4.00 10.5* 3.75 5.5 .28
14. Displaying thorough knowledge of '
subject matter 9.5+ 3.57 3+ 412 2 -.55
15. Using Standard Endlfsh appropristely 24 3.86 14 3.62 FALT 7}
16. Displaying enthusfasm 4+ 4.00 0.5 3.86 12 4
17. Presenting nformation clearly . 5.5 3.86 v 3.87 v -0
18. Using effective questioning techniques 29.5*  3.86 14* 3.57. 24.5* .29
19. Using a varfety of instructional ' .
techniques 20* 3.86 1A* 3.4 U 72 =
, 20. Indiyidualizing fnstruction when )
necessary 16,5 3.57 3N+ - F25 3.5 32
21. Encoyraging students to participate in ‘
class 20* 4.33 Lhd 3.75 15.5* .58
22. Buflding positively on students' ideas M5+ 417 7" 3.57 24.5" .69 .
23. Ustng prafse . 2.5 433 4 325 3n.5"1.08 .
D. __Assesiment
24. Diagnosing students' learning needs 3 3.5  35* 3.14 4 3
25. Monitoring students' progress o 34,5 3.5 35+ 3.37 28* .13
26. Evaluating students' athievements . 20* 3.67 2~ 3.3 28" .30
27. Evaluating own performance n 367 24+ 332 36 .55
E. _Interpersonal Relationships
28, Developing positive relationships
with students i 9.5* 4.17 7* 3.87 A (1]
29. Displaying warmth and caring for students 29.5* 5__5__?. 1 3.86 V122 N
30. Displaying acceptance of students as '
© fndividuals . 13.5* 4.5 2 N 18 .79
31. Motivating students to learn 2 3.67 24 ' 3.50 26 R}
32. Encouraging students to develop T '
self-respect 20* ii’. 7% - 3.86 124 .3 {‘,
33. Communfcating positively with parents 29.5*  3.67 24+ 3.00 37 .67
34, vWorking well witf other teachers 29.5- ;:.‘T 9 3.87 ™o
35. Working well with administrative staff v 345 3.81 17 4.25 1 -.42
36, Horkingive" with school support staff - 37 3.67 724+ ;;; ™ -.20 -
F._Professiona) Awareness oo : . .
37. Displaying concern for continuing 135 4.3 o 378 15.5¢ _sa i

»

*Indicates tied ranks
Underlining indicates the hicher of the mean ratin}s comoared



% - © - 206

diagnosing students' learning needs (discrepancy = .36); and 31,

motivating students to 1earn (discrepancy = .17). In'the other two

3

inStahces,-supcrviéors' raﬁ{pﬁs were s11ghtly higher.

. Table 30 shows.that all-age schoo] supervisors provided higher
ratings than teachers for fourteen jtems. in five of these cases, thel
differences between supervisors' and teachers' ratings were lakger than
.50, Of the twenty-four Tnitances where teachers' ratjngs wé?e higher
than those of supervisors, three differences were greater than .50.
There was no item where the discrepancy between the two groups of
scores was largér than 1.00. In twenty~n1ne'1nstﬂcces, teachers' and”
supervisors' ratings varied by a margin of less than .50. "

Items for which éupervfsors' scores were substantially higher

than those 3f teachers were: number 34, working well with other

teachers (discrepancy = - 91). number 36, working wel] with school

support staff (d1s&repancy - 78), number 12, keep1ng accurate records

(discrepancy = ~.58); number 5, preparing appropriate teaching aids
. “ . A e ’

"

(discrepancy

-.55); and number 25, monitoring students’ progress

~.51).

(discrepancy
Teachers' ratings were substantially higher for items 3, using.

know]edge of how children learn in the planning of teach1ng activities

(discrepancy =  53), and 24 d1agnos1ng,students' learning needs

- (discrepancy = .51), and 30, disp]aying accepc;;Eé\ef‘students as

1nd1v1dua15 (discrepancy = ,62).

Discussion. Despite supervisors' reservations concerning
teachers' ability to evaluate their own performance, when teachers'

and superyisors’ ratings are compared on the basis of the type of .

S
o



. - Table 30 -

‘ Comoarison of Teachers' and Subervisors' Ratings
Classified by Type of School: A11-Age Schools

o

Overahl Mean ' Mean
0 Ranking Rating Rating
in Teachers . Supervisors Discrep-

Importance n = 9 Rank n s} Rank ancy

Ao tasson Preparation -

1. Selecting ¥ppropriate subject content 1 3.89 26* 3.80 29+ .09
* 2. Spectfying Instructiona) objectives . 13.5* 3.89 26* 3.80 29+ /.09
i Using knowledga of how children Tearn
" in the planning of teaching activities 4 4.3 8.5* 3.80 29* .53
4. Setecting avpropriate teaching mterials ' 7.5« - 3.78 31.5* 4.00 23 -.22
5. Preparing appropriate teaching atds 26 3.78 .6 4.33 9 -.5%
6. Drawing on community resources to i '
enhance children's learning experiences 29.5*  3.86 29* 3.40 3'1\;,;
8. Classroom Management ' L
7. Arranging the classroom enyiromment 0 e 4.33 8.5* 4.20 15+ 13
8. Grouping ytudents for fnstruction 5.5 4.5 2.5* 4.2 .36
9. Maintaining classroom order 7.5  3.67 35 3.80 ’29“ -3
10 Taking appropriate disciplinary action 4
N " when necessary - 13.5¢ 3.78 31.5*  3.80 / 29*  -.02
T1. Mking efficient use of class time 24* 4.00 21.5*  4.20 \. 15 -.20
12, Keeping acturate records 16.5*  3.62 . 15¢ /-68

C.__Lesson Pregentation

13, Approaching the teaching task in a

business!{ke manner 38,5 4.00 . 15 .20
14, Displaying thorough knowledge of .
subject mytter 9.5+ 4.12 16.5* 4.00 23 .12
15. Ustng Standird English appropriately 24+ T4.25 11.5* 4.00 23* .25
16, Displayfng enthusiasm C° a* 450 4 4.40 5.5¢ .10
7. Presenting fnformation clearly 5.5+ 4.22 14 420 © 15 .02
18, Usfng effectiva quéstioning techniques 29.5¢ 400 21,5+ 3.60 35.5+ .40
19. Using o varfety of instructional
techniques. . . 20* 3.7 3 4.20 5% .45
20. .'.2;’1';:12‘;;"""’ frstruction when 16.5*  3.78  31.5¢ 420 LES S ¥
. A, Sw'f:::nglnq stu;:ents to urt{cfpatf in 200 s 8.5 4.20 15+ 8
- 22. wyilaing posttively on students’ deas © 3A.5* 400 21.5* 3.80  29* - .20
23. Using praise ’ , - 29.5* 412 16.5* 4.00 23* .12
D, _Asgessment . .
23, Diagnosing gtudents’ Tearning needs 3 41 8.5 360 35.5v 5)
25. Monitoring stadents’ progress 34.5* 3.89 26* 4.40 - 5.5% . .5
2. Eviluating $tudents’ achievements 20+ £ 8.5+ g0 5.5% .29
27 Evalugting own performance . n L 4.22 1w 3.75  33.5% 47

E._ Intérpersonal_Relationshi ps '
‘ § \

28.  Developing positive relatfonships

with students B 9.5* 4.44 ° 58 240 s55¢ g -
2. DMsplaying marmth and c)ring for students 29.5* 4.44 5.5*  4.40 5.5* .04
0. msphyin? acceptance of students s T - .
individuats 13.5* 462 1 400 23* .62
31. Motivating students to leamn’ L 2 4.33 8.5* 4.20 15+ .13
= 32v Encoursging-ytudents € develop T -7
self-respect - 20 4.2 4 380 v g
33, Cmicnﬁng"poslt'lnly with parents ‘ 29.5¢ 3.8 26+~ 3.75 33.5* .1
M. Norking n1’1“w1th Other teachers 29.5¢ 3.8 26+ 4.80 17 -9
35, wWorking well“with adwinistrative staff : M5 425 1) 5+ ‘_.’E 2 -3
3. Working 'V_Q‘" w1th schoo) suppart staff 37 3.62 36.5  4.40 5.5% ..78
F._Provessional dwtremess . v
37, Displeying concern for continuing ™ : )
o professionsl “v.‘]‘omnt 13.5+ _‘:_& 2.5* 4.20 . 15* .36
Q.

*Indicates tied: ranks
Underlining indicates the higher of mean ratings comnared
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school in which reso*ents were working, 'only in the context of the
c

istently large discrepancies observed. The

ratings of all-age school teachers and supervisors reflect the highest

degree of‘congroence, and fairly extensive areas of agreement are also

discerned in the perceptions of secondary sch001 teachers and supervisors.
It may be reasoned in relation to a11 -age schools, that 1n a

rura1 setting where schools and teaching staffs are small, supervisors

work in much closer contact with their teachers. Indeed, 1n~ap

_ interview, when asked about relationships w1th her supervisor, one all-

age school teacher pointed out; "We are like a family here."

Supervisors also ma1nta1ned fn interviews that much planning was done

) Jointly between themse]ves and teachers and that -ideas were shared on a

reciprocal basis. The level of commun1cation, therefore, appeared to

be quite high, despite the fact that due to the1r own teach1ng

- ".commitments, supervisors in those sett1ngs were not always able to

provide a great deal of direc} supervis1on One might logically
assume that,in these schools a fairly c]ear understanding is achieved
concern1ng-desired levels of performance.

In secondary schoo]s, on the other hand, teaching staffs tend to
be very large. However, superv1s1on of'new teachers is usually -the
resoons1b1[ity of heads of departments who are‘responsible.for

relativety smallvgroups of teachers. Further, it appears from

-

‘information given in interviews, that wmber of those schools have

!

well-defined guidelines for teacher performance in the instructional

" and administrative'aspectikof teachind. These factors may provide at

o

'l
$’
L4

least a part1a1 explanation of -the 1eve1 of agreement 1n supervisors'

and teachers' ratings in this setting. Most significant d1fferences
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seem to occur in items which refer to aspects of teacheys' dealings with
students wh?eh are likely to be less amenable to definition.
. The cons%stent1y large differepces in perspective bbserved iﬁ

the ratings of primary school teachers and supervisors seem to argue a
fundamental divergence between -the performance expectetions of the two
~groups, This is a situation of EOhcern for those engaged in the
preparation of‘teachers, for, 1f teachers are using in their evaluation
of their owﬁ performance standards established in the course ofithei
training, these would seem to be at serious odds with those being (y
employed by primary school supervisors. In any event, consultation
between teacher educator$ and ‘these supervisors would seem to be
necessary if consensus is to be arrived at concerning acceptable
teacher performance at this level, -

Nevertheless, one is led to wohder,'in addition, to what extent
consu1tat10n takes place between supervisors and their teachers, to
tdentify clearly the expected levels of performange It eppears
_.like1y that more extensive dialogue at this 1eve] may also be needed.

In summary, it appeared that both teachers' and supervisors'
perceptions were in large measure related to factors operating with%n=
the schoois in which they'were working. Itlseemed likely also that
teachers'-perceptions might be related other types of variables. .

Teachers‘ Perceptions of Their Performance
Based on Type of ColTege Program Followed

Another of the variables emp]oyed in the further analysis of
teachers' responses was that which referred'to‘the type of College of
The Bahamas program teachers had .followed. For this purpose, teachers

were considered in two groups: thdSe who had followed a prégram
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leading to a.teacher's certificate dnly, and those who had followed a
program leading to an associate degree with teacher‘S‘certiticate.

There were thirty-one..respondents in?[he first.group and only six in the
| other, so the degree of conf1dence with which resu]ts may be interpreted
is 11m1ted. NevertheTeSSf a comparison of the rat1ngs of the two groups
appeared to hold promise of providing a useful_ add1t1ona1 insight into

the overall effectiveness of teacher preparation arrangements

o~

F1ndings. An examination of the data presenfed in TabTe 31
reveals that teachers who had'comp1eted the associate degree program
in addttion to their teacher's certificate reduirements rated their
performance on twenty eight ofthe thirty-seven behaviours at points
between 4 (we11) and 5 (very well) on the five-point scale. For the
rema1n1ng nine behaviours, the1r rat1ngs fell between 3 (a deguate]z)
and 4 (well). Highest ratings were awarded to items 29 d1sg]ax1ng

warmth and car1ng for students, and 30, d1sp1ay1ng acceptance of

Students as 1nd1v1dua1s ‘(means in both instances =.4.67). These

teachers awarded the1r_1owest mean rating of 3.67 to sgec1fzingz
. ”

'instructional objectives_(#Z), taking appropriate disciplinary action

-4
when necessary (#10); building positively on students' ideas (#23), and

cqmmunicating positive1y with parents (#33)

Teacherﬁ who had cgmp1eted a teacher!'s cert1f1cate on]y
prov1ded5n1neteen rat1ngs between 4 {well) and 5 (verx 4e1 ) on the
five-po1nt scale. Their highest rat1ngs (mean = 4.45) were awarded_to'

items 29, disp1ay1ng warmth and caring for students and 30,

°

dlsplay1ng acceptance of students as 1ndividuals Non assoc1ate degree

, teachers assigned their 1owest rat1ng (3 52) to item 6 using community
AN
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Teachers' Ratings of Their Performancé Classified

professional development

.13.5*  4.33

“

. A 211
by Tyoe of Program Followed
= —— - e —m— oo
‘Mean Mean
o Rating Rating
Overal) T'c:::"s Teachers
Ranking \ssortate Without
) in Dearee “;:2,"9 .
¢ : ee
Importance . ¢ Rank n-< 3] Rank Discrepancy
A. _Lesson Preparation <
T . .
1. Selecting appropriate subject content v 4.00 24 n 3 .23
2. Specifying fnstructional objectives ) 13.5*  3.67 35+ 3.97 21.5% -.30
3. Using knowledge of how children learn : .
in the planning of teaching activities 4. 43 9 3.80 31.5* .83
4, Selecting appropriate teaching materials 7.5, 4.50 = 3.5* 3.97 21,5 |53
- \ . — . -
5, Preparing appropriate teaching aids 26 4.33 9* 3.81 30 .52
6. Orawing on community resources to
enhance children's learning experiences 29.5+ 3.83 ~30.5 3.52 37 A
B. Classroom Management 4
7. Arranging the classroom environment .. 20* 4.17 16.5* 4.00 17 .i7
 B. Grouping students for instruction 5.5« 4.17 16.5* 4,00 17¢ 17
9. Maintaining classroom order 7.5 4.00 24+ 3.97 21.5* .03
10. Taking appropriate discipHnary action o~ ‘
when necessary 13,5+ 3.67 35+ 4.03 14 -.36
11. Making efficient use of class time 24.5* 3.83 3.5+ 3.94 25 -1
12. Keepiny acclrate records 16.5* 4.00 24* 3.63 35 .37
C. 'Lesson Presentation ~
13. Aporoaching the teaching task in a .. )
businesslike manner 34,5 4.00 24* 3.93°°° 26 .07
14. Displaying thorough ‘knowledge of :
subject matter 9.5* 4.33 9* 3.97 21.5 .36
15. Using Standard English appropriately 24* 4.33 9* 4.00 17+ .33
16. Displaying enthusfasm 24* 4.33 9* 4.17 .10 .16
17. Presenting information clearly 5.5* 417 16.5 4.16 N .01
18. Ug¥ng effective questioning techniques 29.5* 4.00 24* 4.00 . 17+ .No
19. Using a variety of instructiona? .
techniques . 20+ 3.67 35+ 3.70 34 -n3
20. " Individualizing instruction when °
necestary . 16,6* 4.17 16.5* 387 28.5* .30
-21. Encouraging students to participate in . '
class 20* 4.33 9+ 4.30 8 N3
22. Building pbsi_tivﬂy on students’ fdeas M.5* 3.67 35+ 4.07 13 -.40
23. Using praise 2 29.5% -4.33 9* . [ -.05
” o N~ R
D. Assessment L
24. Diagnosing students' learning needs 3 .3.83 3n.5*  3.80 3.5 .03
25. Monitoring students' progress ' 34.5* 4.00 29 3.99 27 .10
26. Evaluating students' achievements . 200 4.00 24 4.00 17* - 00
27. Evaluating own performance n 4.0 28+ 3.87 . 28.5* .13 v
E. Intemn’sona] Relationships.
2{. Developlng positive relationships ) / . -
with students , 9.9~ 4.50 3.5 4.40 5 .0 s
29. Displaying warmth and caring for. students 29.5* 4.67 1.5*  4.45 1.5 .22 .
30. Displaying acceptance of students as ! - A
individuals 13.5* .67 1.5* 4.45 1.5 .22 E4
3). Motivating students to learn 2 4.33 9+ 4,27 ] .06
32. Encouraging students to develop )
) self-respect v 20* 4.17 16.5* 4.43 3.5% -.26
33. Communicating positively with parents 29.5% 3.67 35¢ 3.53 36 .14
34. Norking well with other teachers ) 29.5* 4.00 24+ 4,36 7 -.36
35. Working well with administrative staff 34.5* 3.83 30.5* 4.14 12 -7
36. Working well with school support staff 37 'R} 16.5* 3.96 24 v .21
F. Professionn Awareness
37. Displaying concem for continufng
9* 4.43 3.5 -.10

e
L1 y -

E)

'Indfcates tted ranks

”

EN

Underinina indicates the hicher ofthe mean ratings compared
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resources to enhance children's learning experiences.

The ratings of associate degree teachers'were‘higher for twenty-
five of the thirty-seven behaviours. In three instances, the differences

between ratings-were .50 or above. Those behaviours were: #3 using

L} '
knowledge of how children learn in‘the“p]anning of teaching activities

(discrepancy = .53); #4, selecting appropriate teaching materials
'(discrepancy = r53); and #5, preparing appropriate teaching aids
(discrepancy = .52). ‘In nine-instances, discrepancies between the .-

grouos of scores were .10 or less. ~ On.two_items (#18, using effective

questioning techn1ques and #26, eva]uating students achieveménts)

_the rat1ngs of both groups were identical.
| Teachers w1thout an associate degree rated their performance
higher on ten items of teacher behaviour. In these ten instances,
however, none of the differences;between scores was .50 or above.
. 9 | ' )
. DiscussionJ..The findings in rglation to these two groups of
respondents indicate ¢hatithere is fundamentally 1itt1e difference
in perception between teachers who had pursued an associate degree |
orogram and those who had not. The additiona] background in subject
specializations and in more soph1st1cated study of Eng]1sh may to some
extent be related to the somewhat h1gher scores awarded by associate -
degree teachers to their proficiency in the relevant items of behaviour

== #14, d1sp1ay1ng thorough know1edge of subject matter, ‘and #15 s1ng

Standard Eng1tsh e\ﬁropr1ate1y. However the d1screpanc1es in theseé

two 1nstances were not yery 1arge 36 in the case of 1tem 14, and .33
“1n the case of item 15 -- not large enough to allow firm conclusions to-

be drawn. The rather more substantl&] differences perceived in aspects
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of lesson preparat1on (planning teaching éct1v1t1es, select1ng materials
and preparing aids) may be related in some way to the additional study
pursued by those assoc1ate degree teachers but since many of the
professional courses whfch deal specifically with these d1mens1ons were
| common to both groups, such a contention is someWhag?difficult to
defend. o

» One is led to the conclusion, therefore, that, at Teast -during
the first year of teaching, teachers' perceptions of their performance
do not seem to be sign1f1cant1y related to the type of program they had

followed at college. — .
. Ve :

N Teachers' Perceptions of Their Performance

Based on Previous Teaching Experience

The final variable employed in the further analysis of teachers'
responses was the degree of previous ;eachtnﬁ'experience possessed by
those teachers. Because of the small numbers of responsescfoond in
- some cells, the four categories initia?]y prorided on questionnaires
were colTapsed into two major group1ngs teachers who had had some
teach1ng experience prior to enter1ng college, and those who had had

A

none.

Findings Table 32 presents the comparative ratings of teachers
cTassif1ed on the basis of the1r prev1ous _teaching experience.
Teachers with previous experience rated their performance higher on
thirty twp of the thirtyrseven items, but in only f1ve cases were the

d1fferences between ratings higher than .50. These cases were #32,

encouraging students to develop se1f—respect #33, communicating

p_s1f?re1y~w1th parents, #34 work1ng well with other tesfhgfs, #35,

¥ ’ N o
-




Table 32

Teachers' Ratinas of Their Performance Classified 214
by Previous Teaching Experience

Mean Mean
\ Rating . Rating
' ‘ Teachers Teachers .
. _Uveral] with without
. R.r;an Previous Previous
n Experience Experience
Importance n « 15 Rank jps 22 Rank Discrepancy
A. esson Preparation
1.\ Selecting appropriate subject content 1 3.73 35.5*  3.86 2% -.13
2. cifying instructional objectives 13.5«  4.07 21.5* 3.8 29 .26
3. Usi f how children learn
in the planning teaching activities 4 3.93 30,5+ 3.86 24* .07
4. Selecting appropri\te teaching materials ° 7.5¢% .13 16.5* a.n0 4.5+ 13
5. Preparing appropriade teaching aids 26 00 27 3.82 26.5* .18
6. Drawing on commnity re es to .
enhance children's learning experiences 29.5* 3.5 ¥ 3.58 B -Mm
B. Classroom Management ’ -
7. Arranging the classroom environment 20 4.07 21.5* 4.00 14.5* .07
8. Grouping students for instruction X 5.5 3.13 35.5 4.24 6 -.51
9. Maintaining classroom order 7.5 3.93 3n.5* 4.0n 14.5% -.07
10. Taking appropriate disciplinary action . .
when necessary ’ 13.5*  4.07 21.5* 391 20 .16
11. Making effictent use of class time 24 3.87 33 3.95 M8 -.08
12. Keeping-accurate records ] 16.5* 3.93 30.5* 3.54 36 .39
C. Lesson Presentation .
13. Approaching the teaching task in a . )
business1ike manner N 34.5* 4.00 27* 3.89 22 Rl
14. Displaying thorough knowledge of ) ’ .
_ subject matter 9.5 4,07 21.5* 4.00 14.5* .07
15. Using Standard English appropriately 24+ " 4.27 14 390 21 .37
16. Displaying enthusiasm 24+ 4.33 12+ 4.09 10 .24
17. Presenting information clearly 5.5 4,33 12+ 4.n4- 11.5+ .29
18. Using effective questioning techn iues 29.5* 4,20 15 3.86 20 34
»19. Using a variety of instructional '
techniques . ~20* 3.80 34 3.62 33.5* .18
20. Individualizing instruction when . ; '
necessary - 16+ 4.07 21.5*  3.82 26.5* .25
21. Encouraging students to participate in ;
class ) 20* 4.33 12+ 4.29 4.5¢ .04
22. Buflding positively on students' jdeas : 34.5*  4.07 21.5* 3,95 18 12
23. Using praise - 29.5*  4.64 3 4.19 7 .45
D. Assessment ' ' R
24. Diagnosing students' learning needs : A 4.07 21.5* 3.62  33.5¢ .45
25. Monitoring students' progress - 34.5* 4.13  16.5* 3.76 K] .37
26. Evaluating students' achievements © 2% 407 215 3.95 18 .12
2F. Evaluating own performance ' N 4.00 27 - 3.8 29* 19
E. Interpersonal Relationships . ’ .
28. Developing.positive relationships ) B : o ) -
with students N . 9.5¢ l.GO‘ 4.5 4.29 4.5 .31
29. Displaying warmth and caring for students 29,5* 4.69 4.5* &4.41 2* 219
.30. Displaying’ acceptance of students as . '
individuals . 13.5*  4.583 4.45 1 .08
31, Motivating students to jearn . 2 . 1)* ., 47 9.5 4.14 8.5* .33
32. Encouraging students to develop . L7 e .o .
self-respect . 0% . 4'531 1 4.14 8.5 .59
33, Communicating positively wiih parents w 295% 3.93 - 30.5¢+ 3.29 37 64
34, Working well with other teachers ' T 9.5% 4.6 2 4.04 M.5% .63
35. .Working well with administrative staff .5 4,60  7.5% 3.8 29% .69
36.  Working well with school support staff 37 4. 7.5 3.65 3 .85
F. _Professional Awareness . \ -
1+ 37. Displaying concern for continuing
- professional development ’ : 13.5+  4.47 9.5* 4.38 3 .09

—
- . ’
Indicates tted ranks * Underlinino indicates the higher of the mean ratings couparei

-«
T T T e T s s e e e vt il L e e e A bR - Ao e o g e - - R




215

working well with administrative staff, and #36, working well with school

support staff, More experienced teachers also assigned substantially

higher ratings to two other important behaviours: #24, diagnosing
. Students' learning needs (discrepancy =‘.45) and #31, motivating

students te Tearn (discrepancy = .33).

‘0f the five behaviours for which teachers without previous

. experience provided higher ratings, only oné, (#8, grouping students

for instruétion) elicited a difference higher than .50.

More experienced teachers awarded their highest rating (mean =

4,73) to #32, eneouraging students to develop self-respect. Their

next highest rating (mean = 4.67) was provided for #34, working well

with other teachers. Their lowest rating (mean = 3.57) was assigned -

\
by these teachers to #6, using community resources to enhance

children's learning experiences.
. A

Less experienced teachers rated their performance Eighest in

relation to behaviour #30, displaying acceptance of students as . ‘

individuals (mean = 4,45). Their next highest r?ting (mean = 4.41)

L \ ﬂ‘ .
was provided for jtem 29, displayind warmth and caring for students.

Less _experijenced teachers assigned their lowest rating {mean = 3.29)

,
A Al

to #33,'communic§fing positively with parents..

D1scuss1on Desp1te the generally higher rat1ngs awarded by
teachers w1th previous exper1e@ce, the absence of‘cons1stent1y strong
;d1fference§35uggests that, except in the dimensions of 1nterpersona1
'relationships and assessment noted tae possession of previous teach1ng
'experieq;e is not a sign1f1cant factor in teachers perceptions of their ;3;.

performance.
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However; fhe substan;ially higher rating provided by experienced
feaqherk in the dimens;on of dfagnosis 6f students' needs leads to the
.specuiatibn that proficigncy in this behaviour (idenbified by both
teachers and superviﬁors‘as an area of weakness in teachers' competence)
may increase as teaéhers have more contact with children in real
sftuations. Ihdeed, In their interviews, several teachers advised that
training in diagnostic and assessment skills should be made more
practical, and that prospective teachers should be given more
oppo%tunity to apply theoretical principles in real classroom settings.
The facets\of interpersonal relationships which elicited
significantly higher ratings from equr?enced teachers appear to be
related tovthe greater degree ofrcpnfidence teachers are likely to
possess'if they have worked within a given situation for some time.
There seemed, however, to be little conclusive evidence to
suggest that experience in teaching prior to pfofessiona] training
might be considered.a_signfficént factor in teachers' perceptions of
their performance.

SUMMARY OF FINDINGS

Research Question 1:
]

What are the perceptions of a group of first-year teachers and
+ their supervisors concerning the performance of those teachers
du%;ng their initial year of teaching after training?

General1y,'b6th teache}s and supervisors perceived-tﬁat -
teachers! performance during their first year of teaching after

~training was satisfactory, a]though;both §roups identified areas of
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weakness which might be related to.inddequacies ih‘their preparation.
On the basis of combined rankings of teachers and supervisors,
the most important behaviours were seen to be: (1) #1, selecting

~ . ’
appropriate subject content; (2) #31, motivating students to learn;

(3) #24, diagnosing students' learning needs; (4) #3, using the
.knowﬂedge of how children learn in the planning of teaching activities;.

and (5.5) #8, grouping students for 1nstruct1on, and #17, presenting

1nﬁormat1on clearly,

Teachers perceived their greatest areas of strength to lie 1n
1nterpersona1 re1at1onsh1ps (part1cu]ar1y with studengp), and in
Tesson presentation. While supervisors agreed w1th these perceptions
in part, they tended to differ concerning teachers' relationships

with students, aod to report certain areas of weakness within teachers'
performance in lesson presentation. Both groups agreed, ﬁowever, that
teachers' least competent areas of performance were those associated
with lesson preparation and ﬁ?th assessment..

In relation to those behaviours cons1dered tdo be most 1mportant
ne1tber group of respondents rated teachers' performance to be
espec1a11y strong. Generally, teachers appeared to be doing best in
aspects of teaching which were judged to € of moderate or Tow
importance, | A

Teachers genera]Ty rated their penformance h1gher than did
supervisors and discrepanc1es between the two groups were often quite
" large. Fairly substantial d1fferences were observed between the

percept1ons of teachers and supervisors concern1ng teachers‘ performance

" in the behaVIours cons1dered most 1mportant

AN
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Research Question 2:

o : ‘ ;
To what extent are.the perceptions of first-year teachers
* concerning their performance related to (i) differences in
grade level, (i1) personal variables, (iti) demographic
variables, or (iv) experience in teaching prior to
professional training? '

When teachérs! perceptions were compared on the basis of the
type and level of school in which tedchers were working: primary school
teachers were seen to have ,proyided consistently highest ratings. All-
age school te&cﬁers a]soisuppT{ed generally high ratings, while junior -
secondary school teachers provided the lerst ratings of all. \

When supervisors' perceptions wefe_compared on }his same basis,
all-age schoo1 supervisors' ratings emerged as being the highest,
secondary schoo]‘§upervisor;L,patings next highest, and primary school
supervisors‘ ratingé as being T0we§tC§; all. QOmparisons'between
teachers?.and supervisofs‘ ratings in the equivalent sqb-gr0upinés
reyealed that there was.stbonggSt agreement between tﬁé perceptfons'of
a11~age_teachers and their supervisors. There was also a fair degree |
of congruenée befween_the perceptions of junior secondary scﬁooi
teache;§”éﬁzxthosé of their s&pervisors. By contrast, the views of
primahy s¢hoo] teachers-and their supefvisors were ‘widely divergenf.

The examjnation of teachers!' ﬁespons;s on the"bésis of the tybe
of program teaché;Q had followed at the College of The Bahamasfprovideq
no firm evidence that tgééheis' perceptions were significantly
related to such a factor, . y | |

The‘ana1ysis of teachers' responses on the basis of‘tgacherﬁ

eXperienée in;tea¢hing prior .to unde}going‘profes§ional train%ng

v

) .

demonstrated that only in relation to the use of diagnostic skills and

{
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to the ability to establish satisfactory relationships with sidnificant
tndividuals in the school settiﬁg did previous experience in teaching
* appear to.be strongly associated with differences in teachers'
perceptions. s ¢

In Chapter 6, teachers' perceptions concerning the adequacy of

their preparation are described and discussed.

-



CHAPTER 6

ANALYSIS OF FINDINGS CONCERNING TEACHERS' PERCEPTIONS
OF TH® ADEQUACY OF”fﬁEiB/EREPARATION
. L \\\\wfk
In Chapter 5, an examination was made of the perceptions of a
| group of first—yéar teachers and their supervisors concerning those
teachers' performance during their initial year of teaching after
training. As a means of'measurihg that performance, ratings~had been
obtained on the thirty-seVén‘teacher behaviourg which, in this study,
served as indfcators of competent teacher performance.

. ‘In the present chapter, consideration is given ;o teachers'
perceptions of the adequacy of their preparation relative to those
same béhaviouri{ The ?indings reportéd.are drawn.from teaéhéﬁé' .
ratings of';hefr preparation on each of the thirty-seven behaviours,
and provid; information pertinent to issues f?ised in'the third
research duéstio; formulated in Chapter 1. Thi§2§uestion was
* conéerned with'the extént to‘whfch teacﬁers perceived their teache;~
education programs to ﬁave:been effective in providingﬁthem with the
competence necéssary»xo_perform their téaching roles.

~ As the fourth research question more specifiéa]]y probed the
" degree to which teachers' perceptions~apﬁeared\to be related to
persona® or situatioqal variables, additional analyses éf data‘were '
carried out oﬁ the basis of suéh variables. The resuTts of these
proceduréS are also éepdrted inrthis chapter.’ |

Teachers' numerical ratings of their preparation and their

o 220



\ ‘ , : \\‘ v 221,
free responses to open-ended questionnaire items and to interview .
questions provided 1ns1ghts into areas of ‘strength and weakness they

~ perceived within their preparation programs. These were issues ra1sed

in the fifth research question. Findings in this regard are descr1bed

and discussed in this chapter as well.

I. TEACHERS' PERCEPTIONS CONCERNING
THEIR PREPARATION -

The third research question posed in:Chapter 1 asked:

To what extent do first-year teachers pérce1ve their

preparation programs-as having assisted;them to develop
attributes which appear to be necessary' for competent
teaching?

PP -

y ‘Findﬁngs- ‘ - ;
Table 33 presents the frequency distribution of teachers'.
ratings of their preparatfon on each of the‘th1rty-seven teacher
behayiours included in the research 1nstrumdnts Raw frequenc1es
*demonstrate that the categories of response most often used by
téachers were 4 (well) and 5 (very well). Fair]y extensfve use Was _
aTso nmge of the category 3 (adegoatelx). waever, throughout the
various groups of behaviours, a number of tgachers employed category 2
(gggglx) to describe the way the1r program had prepared them. and in

A\
six instances at 1east one teacher made USe’of the category 1 ( erz

”1 . a .

~ poorly). o %I
Teachers' me ratings of their oreﬁtrat1on fel between 4 ( ell)

and 5 (very well) on“the five-point scale fgr twenty—three of the - 6

t.

thirty—seven behaviours. The remaining fourteen items were rated at



Table 33 . -

Frequency Table of Teachers' Ratings Concerning - . 292
the NQuality of Their Preparation .
LY
Fr-mue'm:_v1 : :
Teacher Behaviours Y 2 3 4 5 n Mean S.D. Rank
a .
A. _Lesson Prevaration 2
JANRE Selecting aporopriate subject content 0. 4 8 10 14 36 3.94).040 255
J .\ 2. Specifying fnstructfonal objectives 0'%, 7 13 15 36 4.17 .85 10
“3. Using knowledge ‘of how children learn
¥n the planning of teaching activities 0 3 7 15 1 36 3.94 924 25.5¢
4. Selecting appropriate teaching ssterials 0 06 & 24 36 4.5 .775 1
5. Preparing appropriate teaching atds T0 0 7 M a7 35 429 .789 4.5
6. Drawing on community resources to . *
enhance children's learning experienceds 0 1 9.13 11 34 4,00 .853 21.5¢
8. Classroom Munagement .- B
7. Arranging-the classroom-enviromment 0 3 8- 7418 36 4.31 1.086 12 -
8. Grouping students for fnstruction 0 3 9 10 }3 35 3.4 998 25,5
9. Maintaining classroom order - 0 1 10 10 14 35 4.06 .906 15.5*
10. Taking appropriate disciplinary action )
when necessary 0 1 13 10 i‘.vJS 3.89 .9%00 30.5*
1. Making efficient use of class time 0 0 N 12 12 '35 4.03 .822 18.5*
12. Keeping accurate records , 2 3 11 9 10 3 363165 33
C. Lesson Presentation ' ) ‘ .
13. Approaching thc'tucMng task in a . L ) 0
businesslike manner 0 1 7 16 9 33 4,00 .791 21.5*
14. Displaying thorough knowledge of ;
¢ subject matter 0 0 8 14 13 35 404 12 11
15. Using Standard English appropriately 0 1 3 18 13 35 423 .71 8 . '
16. Displaying enthusiasm 0 3 617 9 357391 .887 29 ’
“17. Presenting information clearly 0.1 § 21+ 9 36 4.06 .75 1568 o
18. Using effective questioning techniques oo 0 S lﬂ lS 35 4.29 .70 4.5
19. "Using a variety of 1nstructionn » ‘ ¢
. tochn'cus 0 0 3 18 14 35 4.1 &N 3
T 20.. Individualizing Instruction when '
necessary ' 0 2 9 10 15 36 4.06 .955 15.5¢
21. Encouraging students to participate in

class 0 0 6 14 16 36 4.28 71 6
22. Building positively on students' fdess 1 1 9 11 12 34 3.941.mM3 2855
23. using mig‘o . 0 -0 S 11 19 35 4.40 736 2

D, Assessmont

.2 11 12 11 36 3.89 .99 30.5*

24, mngv_nosﬁvg students ' learning needs 0
25. Monitoring students' progress 0 4 9 12 1N 36 3.83 1.000 32 * ‘
26. Evalusting students' achievements 0 2 10 10 14 36 4.oo. .956 21,5+ )
27. Evaluating awn performance . 0 1 B 14 13 36 4.08 .841 13
. o :

E. Interpersonal Relatfonships ! R
28.. Developing posétive nhtionsMps . ' ’ .

with students 0 1 9 12 13 35 4.06 .873 15.5*

29\ lﬂuhyhg warmth and caring for students §- 6 3 6 15 12 35 4.00 .926 21.5*
2. T)jso]aylng acceptance of students as :

1ndiv1¢u‘ls - 1T 0 4 4 lg 35 4.26 .88¢ 7
31, Motivating students to ‘Inm 0 1.7 WM 17 36 4.22 .866 )
- 32. Encourngtng studcnts to develop
) self-respect 0 2 8 12 13 35 4.3 .923 18.5*
33. "Commnicating positively with parents 3 81012 3 36 3.nins ¥
3. Herking well with other tesBhers 1T 218 7 .5 35 3.89 919 3
- 35, Working well with adwinistrative staff T 6 14 13 &4 36 3.9 .9%0 36
36. lm-ung well with school support staff 0 6 14 10 & 34 3.35 ..917 35 ’
F Profossiml M_r_m ) -
Displaying congern for continui I : ) .
pro;uiim’;n development " 0 3 9 12 12 36 3.92 .97 28
. i ;o .
mmrm of response rcmmud on this seale wers: 1 = Yery Poorly; 2 = Poorly; -

- H - l
3 Mmmy 4 = Yell; 5 = Very Well lndicam tied ranks
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paints which fell between 3 (adequately) and 4 (w wgll) on the scal%

The three groups of behaviours in which highest ratings were
assigned were: lesson preparation, lessdn presentation and professional
awareness. In the area of lesson preparation, on]j two of the six
mean ratings fell slightly below 4 (well) on’the scale. These were

| ,
assigned to the two items in this group which ranked first and fourth

in oVerai]ﬁimpOrtance:_ #1,‘se1ectin§»appropriate subject content

(mean = 3.94), and #3, using the knowledge of how children learn in

' the planning of teaching activities (mean.= 3.94). These twoiratings

placed 25.5 in the overall ranking of program adequacy. Teachers
awarded their highest‘rating ofla11 (4.50) to/ifem f; selecting - -

v

appropriate teaching materfals.

With regard to behaviours associated with lesson presentation,

only two of cne eleven items were assigned mean ratings slightly

Tower than 4. These were: number 16, dispiaying enthusiasm (mean = Qg’ ¢l

\i

3.91) and number 22, bu11ding positively on students’ ideas (mean =
3 94) Teachers' prov1ded their highest rating in thiE\grnug for_

item 23, using praise (mean = 4.40). This rating placed second in

the overall ranking of program adequacy. The mean rating of 4,31

assigned to #19, using a variety of instructional techniques ranked

:third;'AThekbehaviour in this group for which teachers provided the

" next highest rating (mean = 4. 29, rank = 4, 5) was #18, using effective

qdestioning techniques In reference to the behaViOUr which ranked

5.5 in overa11 importance, (#17 presenting information clear]y)

teachers provided a mean rating of 4.06 (rank 15.5).
The one item included in the category of professiq[l' awareness,

#37y disp?aying concern for continuing profeSSional devel_pment

N
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received a mean rating of 3.92, which ranked 28 in teachers' assessment

of the effectiveness of their preparation.

lThree of the behaviours associated with classroom management
received mean ratings lower than 4 (well). These were item 8, grouping
students for instruction (ranked 5.5 in overall importance), {tem-10,

5, -
taking appropriate disciplinary action whep—necessary,.and item 12,

keeping accurate records,. Mean'retings of preparation in these :

behaviours were 3.94,‘3.89'apd'3.69‘respectively. In respect of the
other three behaviours, teachers awarded the highest rating of this

group to item 7, arranging the classroom environment (mean = 4.11).

Mean rating§ of 4.00 or higher were provided for two of the four
behaviours 1n the category of'asseésment. These were: #27, evaluating

ownh perfbrmance, and #26, evaluating students' achievemeﬁts (mean =

5.00), The other two items of this group, #24, diagnosing students'

learning needs, and #25, monitorfng students' progress, received mear

ratings of 3.89 and 3.83 respectively. The rating awarded to item 24

1
—

(ranked third in overall imporfence) ranked 30.5 in the order of
program effect1veness v i | /%E%

| Five of the-n1ne behaviours 1nc1uded 1@f£he category of
1nterpersona1 relat1onsh1ps rece1ved mean ratings of 4.00 or h1gher

These were numbers 28 29, 30, 31 and 32 -- all items referring to
teachers! re]at1onsh1ps with students. The h1ghest rat1ng (mean =

4,26) was ass1gned to item 30, d1sp]ay1ng acceptance. of students as -

-

. 1ndiv1dua1 Item 31 ranked second in- importance, was awarded a f
mean ratlg;:;> 4,22 (rank 9), ' '
The four behaviours in this category which referred to teachers

,re1ationsh1ps with parents and various members of the school staff were

-, B
PR ¢.4,!L
. : T A "

v . ’ ) N \
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rated considerably lower and occupied the four last ranks among ratings
of program effectiveness. The lowest rating of all (mean = 3.11) was

provided for number 33, communicating positively with parents.

Discussion. Teachers generally viewed very p051t1ve1y the
‘preparat1on they had received in their teacher educat1on programs for
all aspects of teacher behav1our However, it ‘was significant that a .
number of respondents made use of the categories 2‘(999511) and 1 (very
poorly) to descr1be their preparation -- an occurrence wh1ch was rare .
in the asseSsment of" their own performance Indeed, there were four
items for which more than 10 percent of teachers judged their program

to have been poor. These were: selecting appropr1ate subject content

(11%), monitoring students' progress (11%); working well with

: adm1n1strat1ve staff (16%); and working well with school support staff

(16%) On one 1tem, #33, communicatvng positively with parents, 22 v

percent of teachers reported they had been poorly prepared, and a
further 8 percent 1nd1cated that they had been very poorly prepared /

These find1ngs are particularly s1gn1f1cant in relation to item 1,

select1ng appropriate subject content, since this waspranked first in
importanCe of a1i behaviours. The overall mean rating awarded to this
) behaviour indicated, honevera that most respondents felt that they were
‘we11 prepared for this aspect of their work. N ‘

Certain of the commendts- made by té;thers in response to open-
ended quest1ons and in 1nterv1ews suggested possible exp]anat1ons for
the perceptions of teachers concern1ng their preparat1on in this area. .
There were 1ndicat10ns that subJect content taught in co]]ege,was not

aTways re]evant to what was taught 1n:the‘schools, and that there~was'

I
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'1nsuﬁf1cient demonstration of how to adapt subject matter to the needs of

children at varying levels.

In relation to other important behaviours, the preparation offered
. —

in #31, motivating students to learn emerged as the strongest, wfth \

teachers' rating reflecting the genera]]y pos1t1ve view they held of
their preparat1on for.re]atwng,wathpstudents. These perspectives were .
confirmed in interviews where teachers claimed that the importance of‘
relating well w1th students and providing encouraqement to them had
‘been stressed in their preparat1on programs. However, other aspects of
human relations were perceived to have been less we]] dealt wfth. of
particular concern is the low rating awarded to the item concerned with

'communicating' posit1Ve1y wi th parents. Teachers adm1tted that they

‘had received very 11tt1e indication in their programs as to how to
involve parents productive1y in their ch11dren 3 schoo]1ng Parenta]
apathy appeared to be endem1c in the_ Baham1an school system, desp1te
the eﬁgorts of the schools to stimulate interest, and teachers tended to
have’1itt1e opportunity to make contact with the parents- of their
‘students, However, oneﬂsupervisor indicated that he felt that teachers
should be’trained in how to teach parents to help their chi}dren, since
many‘parents-feltvinadequate to involve themselves in their children“s
education. | |

Teachérs also cqnfirmed in interviews that they7had received
virtua]]y no preparation in their teacher education prbgram as to how to
go about establish1nq good re]ations with co11eagues w1th1n the schoo1
settlng. They suggested that, although they fe]t that the ab111ty to

get on well with others was largely a matter of‘1nd1v1dua1 personality,

certain guidelines cf~appropriate‘beha9four might have'been.given.
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Generally, then, there would seem here to be the same perception

of need for human relations training that had been noted by teachers in
the studies from other contexts reviewed in Chapter 3 of this
dissertation. Nevertheiess, this cbnclusion remains largely speculative,
since respondents were not specifica]iy ashed to what extent they felt
the college should prepare.them in each area. This factor may represent
anweakness in the research.design, F ;

Though re]atively high in actual numerical value, the ranking of

the preparation offered in diagnosing students' learning needs (#23),

another of the most important behaviours, was low: 30. 5 out of®37...
This ‘appeared to lend credence to the perception of weakness 1n teachers'

performance in this area which was identified by both teachers and -

\ ——

£

\supervisors.' Preparation offered in other items of importance was rated '
more;favourably; but did not,ranE high in the order of overall
“effectiveness. | |

The major strengths of the preparation program seemed to 1ie in
the se]ection and preparation of teaching materials and aids, and in
the methodoiogicai skills of questioning and varying teaching approaches.

- By contrast, the reiativeiy lower rating awarded by teachers to item 12

keeping accurate records, demonstrated the contention of teachers that

they had received little preparation for the administrative aspects ‘of
‘teachinq. Further, teachers c]aimed that they had had little ooportunity
duringg%eaching practice to become acquainted with these aspects

Ln relation to teacher education programs, the question arisesf
as to how much attention ghouid be paid to the clerical aspects of the
teaching task. While in relative terms this dimension of the teacher's

_responsibilities would appear to be comparatively unimportant, the "lack

4
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of such skills can add another unnecessary pressure to the already stress-
foi\experience~being undergone by beginning teachers. Some introduction
co these aspects would, therefore, seem to be desirable during preparation
programs, particularly since little .formal guidance appears to be offered |
in the schools themselves. An aiternative arrangement would be for all
schools to mount a planned period of induction'during‘which new teachers 4//
might be introduced to the various routines of school life.

In any'event,‘teachers' view that iheir preparation in this area

had been less than optimal appears to be]refiected in their rating of
' their'performance on the same behaviour; A more extensixe/;omparison of
teachers' ratings of their-performance and preparation reveals addicionai

Y

important insights. ' ' ' )

Comparison of Teachers' Ratings of
Performance and Preparation

Findings Table 34 presents a comparison of teacher$' ratings of
their performance and preparation Examination of these data shows that
in eighteen cases out .of thirty-seven, teachers rated their preparation

higher than their performance. Performance received -higher ratinés in

eighteen cases, and in one instance, item 26, evaluating students’

iachievements, the ratings prov1ded for oerformance and preparation were
identical (mean = 4.00), '

) When ratings for preparation were higher than those awarded to
performance, differences were usua]ly fairly small (less than .30).
However, there was. one 1nstance where the discrepancy between the ratings‘
. teachers assigned toltheir performancé‘and their preparacion was'iarger

than ,50. This was item 19, using a_variety of teaching techniques.-

- The mean rating'of 4,31 ‘assigned t0'preparation was (62 larger thah the
) _



Table 34

Comparative Ratings of Performance and Preparation
A11 Teachers (n =

professional. davoloment :

Overall .
\ Ranking Overal) Overall
in Mean Rating Mean Rating
Importance Performance R80) preparation Rank Difference
A._Lesson Preparation . :
1. Selecting appropriate s\ubJect' content 1 . 3.8 0 32.5% 3.94 25.5% -.13
2. Specifying instructional objectives 13,5  3.92 26.5* 4.17 10 -.25
3. Using knowledge of how children learn ‘
in the planning of teaching activities 4 3.89 30* 3_9_A 25.5* - .n5
4. Selecting appropriate tenching mteria]s o 7.5 4.06 13.5% 1_2 1 -.44
5. Preparing |ppropriato teaching afds 26 3.89 30" 1_2_9 4.5¢ - 40
6. Drawing on comunity resources to :
enhance children's learning experiences 29.5* 3.58 36 am 21.,5* -.42
8. Classroom Management .
7. Arranging the classroom environment 20* 4.03 16* 41 12 -.08
8. Grouping students for instruction 5.5* 4.03 16* 3.94 25.5* .09
9. Maintaining classroom order 7.5* 3.97 2.5+ 4.06 15.5% -.09
10. Taking appropriate disciplinary action
when necessary . 13.5* 3.97 22.5* 3.89 30.5* -.08
1. Making efficient use' of class time 24 .3.92 26.5* - 4.03 18.5* -. 1
12. Keeping accurate records - “16.5% m 34.5* 3.63 33, .n6
- €. lesson Presenution
13, ApproacMng the teach1ng task fn a . ’
businessiike manner 34,5« 3,94 24 4.00 21.5% - .06
14. Displaying thorough knowlcdge of . —
, Subject matter 9.5* 4.0 16 4.14 n -1
15. Using Standard English lpproprhtely ‘ 24* 406 135 423 8 -.17
16. Displaying enthustasm .2t 49 10 391 2 .28
17. Presenting information clearly 5, 5% m - n 4.06 15.5* .10
18. Using effective questioning techniques 29.5* m 19.5* 4.29 4.5% - 29
19. Using a variety of instructional -
techniques 20* 3.69 346+ 4.3 3 -.62
20. lndivfuualizing m;truction when . -
necessary 16.5* 3.92 ° 26.5* 4.06 A5.5% - 14
- 21, Encouraging students to participate in '
class 20* 4.31 7 4,28 6 .03
22. Building positively on ltudents' {deas 34.5*  4.00 19.5* 3,94 25.5% 05
23. Using praise : . 29.5* 4% 6 4.40 2 -.n3
D. Assessment »
24. Diagnosing students' learning needs 3 3.8 32.5* 3.89 30.5* -.08
25, Monitoring students' progress 34.5*  3.92 26.5* .3.83 2 l. .09
26. Evaluating students' achievements 20+ 4.00 19.5* 4.00 21,5+ .00
27. Evaluating own performance n 389 30 408 13 -.19
E. Interpersonal Re'lation_s_h_iL
28. Developing positive rehtfonéhips R )
with students . 9.5 4.42 3.5 4.06 5.5 .36
29. Displayfng warmth and caring for students 29.5* 4.49 1.5* " 4.00 21.5 .49
© 30. Displaying acceptance of stgnt; as .
individuats ' 13.5* 4.49 1.5 4.26 7 .23
31. Motfvating students to learn 2 4,28 9 4.22 9 .06
32. Encouraging students to develop
self-respect . 20* 4.39 5, 4.03 la.s-j .36
33. Communicating positively with parents 29.5% 3.5 37 a3 S e
34. Norking well with other teachers. - 29.5* 4.30 8 3.49 ¥ .8
35. Working well with administrative staff 34.5* 4.09 12 3N 36 a8
36. MWorking well with school support staff 37 4.00 19.5* 335 35 .65
. Professionn'l Awareness : . '
37. Disphying concern for continuing 13.5% 4.42 L5 3.92 28 .50

1‘mns were calculated on the basis of the following values-

3 = Adequately; 4 = Ré11; 5§ ~ Very Nel)
!ndicates tied ranks

\

1 = Very poorly;. 2 = Poorly; *

Underlintng indicates the higher of the mean ratings ‘comared

229
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rgting of 3.69 teachers awarded to their performance. In three other
jases, when ratings for preparation were higher, the difference between

scores was .40 dr larger. These were: #4, se]ect1ng agprqpr1ate

teach1ng materials (difference = - 44), #5 prepar1ng gppr_pr1ate teach1ng

aids (D1fference = -.40); and #6, ‘drawing on commun1ty resources to

enhance ch11dren s learning experiences (d1fference = -.42).

When teachers' ratings of the1r performance was higher than that
provided for their oreparat1on the differences between the two groups
. _of'scores tended to be 1arger than when the reverse was the case._ Four
of the 1nstances where performance was rated h1gher than preparat1on
revea1ed a difference between scores of 50 or more. These were: #34,

working well with other teachers, (difference = .81); #35, working well

with administrative staff (diffemgqCe)= .78); #36, working well with

school support.staff (difference = .65); and #37, displaying concern for

continuing professional deve]opment (difference = .50).. Two other =

differences were. 1erger than .40, These occurred in relation to\items_ZQ,

diég]aytng warmth and car1ng,for students (d1fference = .49) and 33,

‘commun1cating pos1t1ve1y w1th parents (dtfferenCe .45). Six of the

' remein1ng d1fterences were smaller than .10, and the other ftVe‘ranged
in ¢ize from .10 to .36. | | - _v

The categories of behaviours Where discrepancies Were‘benerally
Targest were those of 1nterpersona1 relationships’ and profess1ona1
awareness. Sma]l dtvergences of percept1on were observed in re]at1on to -

classroom management and assessment, where no dtfference_was as large as

.20,

’ L4
4

Discussion. The finding that teachers rated their preparation
, e !
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higher than their performance in half the items cited suoports that
generally favourable view of their programs conveyed by teachers both in
numerica1 ratings and through-free responses in uuestionnaires and
intervieus. The areas'in uhich préparation~w§s seen to-be substantially
better than the level of performance'achieved were those in which
teachers tended to identify mediating factors in'the context of the
schools. These were, particuiarly, the se]ection and preparation of
teaching materiais and aids, and the varying of teaching approaches
- Though teachers confirmed that they hadvreceived extensive preparation in
these behaviours in methods courses and through teaching practice, they |
.perceived their performance as 1ess than optima] because of the
insuffic1ency of appropriate resources within the schools

The finding that teachers viewed their performance to have been
significantly better than their preparation in areas of human relations
leads to the specuiation that these are aspects Qf behaviour in which the
level of performance is less strongly related to the level of preparation
received. Teachers alluded to this in interviews, claiming that in
large measure, their.ability to get on well with others arose perhaps
as a resuit of their oW inttiatives, past experience or personaiities
In the light of these results, further, it might be concluded that, in a .
program of preparation where demands are many and time and resources are -
in short supp]y, if ch01ces of empha51s have to be made, this area wou]d
seem to be the one which might receive less emphasis

On the other hand, the very c]ose ratings a551gned to preparation
and performance in the areas of - c]assroom management assessment and most
aspects of iesson presentation, suggest that, in these behaviours, the
-adequacy of teachers' performance may be quite“dependent on the adequacy

. 2 ‘ ’ '
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of the preparation received.

IT. TEACHERS' PERCEPTIONS OF THEIR PREPARATION BASED
) ON 'SIGNIFICANT VARIABLES .

Iﬁ this section, teachers' perceptions concerning‘the effectiveness
of thelr preparation programs are exaﬁined in the light of several

significant §ariabies.‘ This analysis éddresses the fourth research
question which asked: ’

\ " ‘u :

xtent are the perceptions of'firstFyear teachers

MRk’their preparation related to (i) differences in
b ﬂ*}(iz%bgersonaI variables, (iii) demographic

f experience in teaching prior to
Tonal training?

YL . .

: bfVE*Tébles emplayed in the additional analyses of data undertaken - ‘

for this pukposé were the same_as those identified in the previous
chapter:' types” level, size and ]6cati6n of schools; type of College df
The Baham&s prograﬁ fo]idwed; cértification received;.éxpérienCe in -
teaching pnior to tra?ning. Qpce again, the results of fhese prdcedure§
. demonstrated that specific per;pectivés in teachef§ﬂ‘re5ponses we?e most

consistently associated with the type of school in which'teéchers were
working. . b - ‘

Teachers' Perceptions of Preparation’ -
“Based on Type of School ‘

The same three school grouping§ which were identified in Chapter 5 -

were employed.in the ana1}sis of teachers’ ratingslgf their preparation. .«
These were: primary, secondary and a11~age!schodjs. | -

Iy

> Findingsi Scrutiny of the data displayed in Table 35jrevea1§ that -



Table 35

Comparison of Teachers' Ratings of Pre

Classified by Type of School

paration

e —

_mfcssiom'l_- development

v

’

20*

17,5+

-Mean Rating Mean Rating  pean Ratin
Overall Primary " Secondary Al Age 3
*"‘:‘"‘9 School T::hool School
n Teachars chers Teache
Importance p o) Pamk ne 7. Rank 'a%""" Rank

A. _Lesson hreparation .

1. Selecting appropriate subject content 1 4.05 27* 3,50 23.5+ 4 23

2. Specifying Instructional objectives ) 13.5% 4.25 12.5% 3.67 175 433 9
‘3. Using knowledge of how children learn
} in the planning of teaching activities 4 4.05 27 3.50 - 23.5« %00 23

4. Selecting appropriate teaching materfals 1.5¢ 4.67 ) 3.83 0 4.58 4

5. Preparing appropriate teaching aids 26 4.4 k] 3.86 Ad 4.25 12
6. Drawing on community resourcks to .

enhance chi‘ldnn'g learning experiences 29.5* 4.) 17 3.29  30.5* 4.29 10

B. Classroom Management

7. Arranging the classroom environment © 20* 4,30 10°  2.86 34,5 4.6 1

8. Grouping students for instruction 5.5 4.15 17e 2.86 34.5+ 4,37 - 7+

9. Maintaining classroom order 1,5* 4.20 14 3.43 26.5+ 425 12+
10. Taking appropriate disciplinary action )

when necessary . . 13.5* 4.00 29 343 26,5+ 400 23

11. Making efficient use of class time 2t A05 27 357 2050 437 1
12. Keeping accurate records 16.5% 3.65 34.5* 3,29 4305+ .87 28
C.o _Lesson Presentation ’

13. Approaching the teaching task in a - d

business1ike manner 34.5% 3.95 3+ 3.67 11,5 - 437 bAd
14. Displaying tharough knowledge of - '
subject matter , 9.5* 415 17 3N 14 4.50 5

15. Using Standard English appropriately 24+ 4.35 7 3.86 rAd 825 12
16. Displaying enthusfasm 24+ 3.85 N 37N 14 4.00 23+
17. Presenting information clearly 5.5 400 22 386 7 411 7.5
18. Using effective questionfng techniques 29.5* 4.35 7 N a R A
19. Using a variety of fnstructional ’

techniques ’ - 200 425 N LIS LI | $.62 2.5
20. Individualizing instruction when ’
necessary . 16.5% 4.24  12.5* 3.57 20.5* 4.00 23

2]. Encouraging students to participate in .

] clags T . 20 433 9 407 2.5 4.22 4.5
22. Building positively on students’' ideas .54 409 2+ 383 10 3.57 R
23 Using prafse . C29.5* 452 7 Y 433 3 42 e
D.__Assessment ) s )

24, Dhgnosi.ng students' learning needs 3 3.5 31e 3.50 2.5 4.00 23+
25. Monitoring students’ progress 34.5*..4.19 15 3.3 28.5¢+ 333w
26, Evaluating students' achievements 20* 4.09 24+ . 350 23.5+. 4.1 17.5¢
27. Evaluating own performance M 404 200 367 s 422 46
E. Ing_t;gg' rsona) Relationships . )
28. Developing positive relati

with students e T AUIOMMES N o wle 200 380 120 400 230
29. D'isphyﬂg'nmh and caring for students 29.5* 4.09 24+ 4.00 s . 3.78  29.5+
30. Displaying acceptance of students as

individuals ) 13.5%. 4.38 4.7 2.5* 4.00 | 23*
31. Motivating students to Jearn 2 4.43 3.8 10 " 4.00 23*
32. Encouraging students to develop : ’ :

. self-respect ' ~ 200 435 v 333 285 3.8 29.5+
33. Communicating positively with parents 29.s* 3.29° 37 283 36 2.89 W7
34. Working well with other teachers 29.5 3.67 3 3.000 32.5¢ 3.37 n
35. Working well with administrative staff 34.5* 3.43 36 3.00 32,5 3.22 3
3. Working well with school support staff 37 3.65 34.5% 2.7 ¥ 3.6 3
F. Professional Awareness
———'."—_‘_—!‘—m »

37. Displaying concern for continuing .
13.5¢ 4,14 3.67 3.5%6 232

“Indicates tied ranks

Underlining indfcates hi

~N

i h 9N

of mean riting compared

233



234

in twency cases out of thirty—seven; primary school teachers rated their
preparation’h1gher than did either df the.other two groups. All-age
schoo1 teachers provided highest ratings in the remaining s1xteen 1tems
In one case, pr1mary and al]—age school teachers provided the same

.mean rating. The ratings assigned by junior secondary teachers were
Towest in thirty-one instances. .  In one case, item 25, their mean rating
of their preparation was identical to that of all-age school teachers,
a‘p in five behav1ours, Jun10r secondary teachers provided higher rat1ngs
than did all-age ;choo1 teachers,

In terms of numerical values, primary school “teachers provided
mean ratincs which fell between 4- (well) and 5 ( very wel ) for twenty-
nine of the th1rty -seven behaviours. Their rema1n1ng eight ratings 7
uﬁccurred at. points between 3 (a deguate]z) and 4 (well) on the f1ve-po1nt

’sca1e The highest mean ratings ass1gned by pr1mary teachers were 4.67

‘ (#4, seJecting _pproor1ate teaching mater1als) 4.52. (#23, us1ggdbra1se),

and 4.45 (#4. preparing appronrjate teaching aids). Primary $chool

teachers provided their Towest mean rating (3.29) for item 33,

communicating positively with parents.

Categories of-behaviours for which these.teachers assignedfhighest .
ratings were.lessdn.preparation (no mean rating below 4.00),,]esson
1presentat?on and classroom management. The group of behaviours which
e11c1ted the largest number of re]at1ve1y low scores Was that of 1nter~ A,
personal relationsh1os ' ' ‘ | f
All-age school teachers awarded mean ratingsvdr 4.00 or higher to j
twenty-seven of the tnirty-seven items Nine of the.remaining items were /

»

rated at points fa111ng between 3 (a deguatelx) and 4 (well) on the scale

i%gp #33, communwcat1ng pos1t1ve1y with parents, rece1ved a rating

‘



Tower. than 3.00 (mean = 2.89). The hig‘gst mean ratings awarded by a
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age schoo1 teachers were 4.67 (#7, arranging the c]assroom environment),

rlety

" 4.62 (#18, using effective qyestioning techniques and #195 using a va

of instructional techniques), and 4,56 (#4 se]ecting appropriate tea

ch1ng

materials). As was ment1oned, the Iowest mean score which all-age sc
teachers provided went to item 33.

! Categories of behaviours where consistent1y high ratings were
awarded'by all-age sch001-teachers<werehlesson‘preparation, classroom
management agd lesson presentationl Lowest ratings were assigned to
behaviours in interpersonal relationships.

Junior secondary teachers provided mean rattngs of 4,00 or high

only five instances. Thesé were: #19, using a variety of instructio

hooT

i
er in.

nal

techniques (mean = 4.14); #21, encouragfng students to part1c;pate in

c1ass l(mean 4, F?), #23, using praise (meag 4.33); #29, d1splax1ng L e

~warmth and car1ng for students (mean = 4, 00), and #30, dtsglaz1ng

acceptance of students as_incividuals (mean = 4:17): N

Twenty-eight items were rated by Junior secondary teachers at

points between 3. 00 and 4.00 on ‘the_scale. There were four 1tems for

'wrwh1ch Junior secondary teachers prov1ded ratings lower than 3,00. These

were. #7, arranging the—c1assroom- env1ronmev# (mean = 2.86); #8, grouping

students for 1nstruct1on (mean = 2,86); #33 communtcat1ng_p051tively

z3

1th parents (mean = 2. 83); and #36, work1ng well w1th school sugport
staff (nean = 2,67, - S |
s .-The group of behariours for which jﬁn%%r secondary teachers

awarded consistently high ratings was ]essdn<preSentation. The group

wh1ch rece1ved consistentlyt'mjiratfngs was c]assroom management In

-the area of interpersonal re]ationshfps JUh?OP secondary teachers

\ ‘. ",g - >

R ol
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provided quite high ratir% forathose behaviours which concerned re'lation-

ships with students, and Tow ones for behaviours whic‘h referred to

. relationships with parents and schooi personne'l

L e,

-perc!ptions of program ei’fectiveness These- same behaviours ranked -

The ratings provided By pritgary school teachers for behaviours

ranked highest in overa]'l importancé generally did not place high in

\;the ranking of program effectiveness, However, in relation to #31

._mtivating_stﬁents B leprn (ranked second in overal}t importance), :

primary schoot teachuhs provided a rating (mean = 4 #3) which ranked
fourth in their perceptions of program adequacy. ‘.‘

Among ‘the ratings awarded by al]—age sc!\foi teachev‘s for the six
behaviours consider‘d to be nost important, only one piaced among the
ten highest ranked aspects of preparatian. This was the mean rating

of 4,37, a&signed to item 8, Loiing students for instruction' (rank = 7).

The ratinqs which junior secondary teachers awarded to item 17

ormation clear]y, and item 31, motiVatij styd

"‘:" seventh and tenth respective1y in those teac?hers' _

P

fifth (5. 5) and second in overqll iwortance. Preparation for bther 4“

vl.'

important behaviours received reiative'ly Iower raangs from Junio :

| secondary teachers

' Hhen ratings supplied by primary and Junior secondary"’-taachers
are compare® ,primary teachers‘ 'scores are seen to be sigdificantly

higher in eighteen instances {4 .. » discrepancies between scores are v’

' larger than 50) In three cases differences between ratings weré

fef.i‘,

- "
\2¥1

. ,-«‘
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&l

.

(discrepancy = 1.29); and #32, encouraging students to develop self-

-

respect (discrepancy = 1.02).

In every behaviour in the area of lesson preparation, primary

» .
school teachers rated their preparation more than .50 higher than did
Junior secondary teachers./ For four out of ¥he six behaviours in

' ciassroom management,.primary_schooi teachers suppiied ratings which O
were higher than ratings of junior secondary teachers'by more than .50.
In addition to the two behaviours already discpssed (numbers 7 and 8),

spbstantial differences were also observed for #9, maintainihg_clasroom

order Gdi}crepag;y 77,_1J and taking appropriate disciplinary action

Y - "”‘

when neces ary.

ancy .57),

~.

In tﬁ[ Category of lesson presE;tation, differences larger than

'52; 'tfbund betlaen scores awarded by primary and junior secondary
amir ok

;;‘ sdhﬂof teach?rs to #18 using:effective qyestionigtechni ques
(ﬁj%crepancy
diiscrepancy .67). . 'r# £ .

Primary teachers rated their preparation in two of the behayiours

64). and #20, individualizing instruction when necessary

i o

'o

=

’ in assessment significantly higher than did junior secondary teachers

- #25, monitoringﬁstudents progress. (discrepancy = 86), and #26

. evaluating students; achievements (discrepancy = 59) > Discrepancies

) AAI
betMEen ‘%cores on the other two behaviours in this group were aTso-

substantial: .45 in the casevof #24 diagnosing students' 1earn1ng needs,

and .47 in the case of #27, evaiuating own. performance. v

Primary school teachers scores were significantly higher than
b
-_those of ipnior secqndary teadhels for most of the items in the category

"of interdbrsonal reiationships In addition to the very large ™ .

' discrepancygiited in re1ation to item 32, differences iarger than .50

Al . 5 -
S { S ‘#) S L \
. B TR Pl h R
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were perceived for itens 31, motivating students to‘1earn”(discrepancx =

.60), 34, working well with other teachers (discrepancy = .67), and 36,

working well.with schoof~support staff (discrepancy = .98). A

substantially higher'rating was awarded by primary teachers for #37, b

displaying concern for continuing professional development (discrepancy =

47y, o

When ratings by pr1mary and all-age teachers were compared,

differences were generally smallér than those observed bet

. ) - ‘fir B - ,
of primary and junio~ secondary teachers. When the ratfng ' primary
school teachers were higher, d;fferences were larger ff in four-

“instances. Of these, the largest was seen in relation to’ #25

a

monitoring students'’ progress (discrepancy = .86). Others were: r".p g
#22, building positively on students' ideas (discr:epancy 52), | }'; >

.
"".’“;u

#32, encouraq{;g students to develop self-r/spect (d1screpancy = 57), . !&ﬂw

and #37, disp1ayinq concern for cont1nu1ng orofess1ona1 deve1opment ' ' e
. v A ‘- RPN .
(discrepancy = 58) o , , ST
BT .,
e’Nhen a]]-age ‘school teachers rat1ngs were higher than those',//
awarded by primary teachers, there was no instance whereabhe differghce
between scores was laroer than .50. The 1argest discrepancy occurred

in re1ation to 1tem 13, approaching the teaching. task 1n a bus1nesslike

’

manner, (discrepancy = - 42) .
' When ail-age school teachers‘ scores were abmpared with those of 'k'i
hd v"l : .
Junior secondany teachers, however, th%‘f?rmer weré’h1gher in th1rty two -

. cases, The rat1ngs of the two groups were identical for item 25

mon1toring studénts' orogress Junior secondary teachers' scores were

somewhat higher in four cases: #22, buildfng positive]y on students'
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ideas (discrepancy = -.26; #23, using praise (discrepancy = —.21);'#30,-u

displaying acceptancé of students as individuals (discrepancy = -.17);

and #37, displaying concern for continuing professional development

(discrepancy = -.11).

While, as has been seen, discrepancies were small when the ratings
of junior secondary teachers were h1gher, the dlfferences were 1arge in
most cases when all-age schoo] teachers' ratings were higher The three
largest discrepanc1es were observed in re]at1on to items 6, 7, and 8:

using community resources to enhance children's learning exg;riencesf

A

“(discrepancy 1.00); arranging the classroom env1ronment (d1screpancy

1.81); and grouping students for,onstructwon (dlscrepancy 1, 51) In

‘fourteen other 1nstances, the difference between the rat1ngs of Ehe two

groups'were 1%{9er than .50. ' e '{;{5vf,s

In the area of classroom management, af]-age o

Ty

rated their preparation for every behaviour more than

did junior secondary teachers. In lesson preparat1on,,al1 «5;‘ﬁ-

R

' but one (#5 preparing appropr1ate teach1ng aids) differences were'
| similarly large. '
~ "
On three items of lesson presentatlon,‘iJscrepancwes between the
ratings of all-age school teachers and those oﬂllbechers in junior
secondary schools were 1arger than .50. These were #13 approaching

the teach1ng task 1n a busqnessl1ke manner. (discrepancy .70), #14,

disp]ay1ng thorough know1edge of subJect matter (d1screpancy 792 and

S
5#18 using effectwe questiomng techniques (d1screpancy = 91) ) &
A11 -age sch001 teachers* ratings were substant1§§1y higher than q'F

those of their co]leagues in the junior secondary schoots in three}of¢

the four behav1ours associated with assessment #24, diagnosing
v ?. . ’ Ut : .
L 9 f
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part, undergone the same program of training; their basically simi1ar
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students' achievements (dfscrepancy»= .61); and #27, evaluating own

~ performance (discrepancy = .57). None of the differences between thé

two sets of scores in the categories of interpersonal relationships and

professioha] awareness was .50 or larger. ~

Discussion. The ana?ysis of'teachers' perceptions on the basis;
'y -
of the type of schoo1 in uh1ch teachers were working provided va]uable

r

ins1ghts into the apparent d?fectiveness of the teacher educat1on

programs. The d1vergent posit1on taken by funior secondary teachers y
as. opposed to teachers in primary and all-age schools, suggests that,
as a group, junior‘secoﬂHary’teachers were Jeast satisfied with the '

adequacy of their;!&!baru;ion‘relative to the demands of their teaching

© situations. As primary and all-age school teachersfhad, fof the most

'C

perspettives were to be expected Where . the percept1ons of these *

"two groups differed, spec1f1c medhat1ng factors w1th1n the particu1ar

school situations appeared to be at work. Indeed the diffzrences

_observed in the perceptlons of a11 three groups of teachers seemed to

be closely re]ated to contextua1 factors
With regard to the area of Tesson preparat1on, for example,

Jjunior secondary teachers seemed to feel that the wo’k done in the .

»

"specia1iStwsubJect areas at college was not Sufficiently related to

theéwork actua11y done in the schoo]s. ‘One'such:teacher suggested ; o

_in.an 1nterv1ew~that, dn’ some subject areas, the preparat1on afforded

by-col1ege courses was ‘only su1tab1e for the 1ower grades of the Jun1or'

secondary school. In another interview, a teacher co‘gessed that he

wg;;st111 unsure of what to teach cHiildren. at different 1eve1s. ?

&

et
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[y

- FuntH! R several other teachers who ‘were working in remedial S1tuat10ns

acknow1 dged that their programs had not prepared them to select content
"P
and materials that would be of*interest to their stullents and yet
I - x; "' e
acCess‘ble to~their academic ‘levels,

; While comments by primary and all-age school teachers about

o
eir/preparat1on for se1ect1ng content mater1als and a