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The purpose of. the research was to discover the elementary
classroom teacher s beliefs about the qualities of a good classroom
1teacher. . f i ’ - - .- ' B
o 'fThe'.resegrch - was conducted as a an open-ended survey.  The
‘ instrument of the survey was a scripted typed interview which was
given,‘in advance, to 30 classroom teachers who participated in the
i interview. Tha tnterView was designed to discover -the aims,
) qualities, and ongoing evaluative procedures of a good teacher, the
services required By them, and what prevents— teachers from becoming
-good teacher5~ ‘ | .

® The teachers responses were codq\naccording to their[Jeaning and
placed in appropriate categories , o ‘
l‘ The research showed that teachej% hold the qualities of basic
human wholeness ‘were fundamental to ‘being - good. teacher Thiip
findjng was ratified by-the fact that teacher also said that poor
" teaching was most often the.function of a teacher's Tack of perSOnal.

quality. Teacher skill as an instructor was the second most stressed

-quality' Teachers\beligved in the need to be ahle to communicate, to

~

‘.-be competent in classroom management, and to be knowledgeable of the
‘cd??§€§40m Student performance in ¥terms * of academic and social
SUCCesS was reported as the measure of teacher performance Services
required by : teachers were was reported, as necessaryilnost often .in'
termns of curriculum and teaching skills. T

& . . .
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CHAPTER ONE .

» //"\7 — * - INTRODUCTION
inte]]éétual ‘a'nd moral development -of students is the primary 1
actwnty of educat1on,wbut educatwn as a profeSsion is also a]ways in. "
|
' the p‘rocess of self~ exam1 nat1on and educationa] theory formatmn

The h1story ‘of educatwna] actuyy has always been peop1ed w1th

' soc1ety 3 th1nkers and pract1t1oners who share “the respons1b1th of

I !

edut:at1ng students in. the norms of thevc,ommumty and in ways of

cr1t1qu1 ng and developang the commumty P I R
: R . /
In th1s study, the 1nte11ectua1 and moral development. of the/

"s'vtudents in the commumty refers to-the education'o_f children which
the usua1 role of the pubhc schoo1 systems 'It_is‘- the pubHc s“
‘systems that are most often : the : subject of .educ _tiona]°
self- exammatwn and most often thetreC1p1ent of the fo 'ation of "
j _educat1ona1 theomes Educatmna] ‘theories. grow out of Vhe‘aseTf-’»
exami nat1on process that educatmn has historicaﬂy been invo1 ved 1n

L jf Se]f exam1nat1on refers to the severa] branches of research and

b

.phﬂosophy wh1ch examme the spectrum of the "what " “why," and ."how

'._of educat1on- Examm’atmn can ' take a var1ety of - forms such as a

»'.phﬂosophx_ai ' ‘chaHenge on} the purpose “ofv education, or a

/ 2} ' i

- contment-wide research ‘that examines students progre,ss -on .elements’

" of curricul um.



[ ; 'The point of all the seTf°examination andktheory formation has
a]ways been the same, “to improve the quaTity of the education of the

: students, and 1t is no different today | ‘
_ ~ Canadian research at the present time, asks " the question ,bf
ﬁtseTf as to whether it should follow the American cOunterpart'styTe"'
mg;#£g£§hg=giwL_process;product approach to educationai research vor‘

,:‘

whether it shoqu shift its focus to one concerned not. so much with
how c1assrooms function as to why cTassrooms function the way they do <

(McLean et al, 1984). This researcher chooses ta particibaté An’ the\f

. question of why because why is a prerequisite to theor“f‘f;~w4
Educationa] research Tacks a sound theoretical framewo

the why question contributes to the deveTopment of

Nhy do teachers do what they do when the cause effect re'fttonsh1p 15 f
{znot immediateiy apparent to process product researchers? : _iy}“{

The research prOJect described in this paper W1TT ask the :

~

question ‘of the practitioners, the teachers<7what they understand to

be the qualities of a good teacher This question will evoke answers.ﬁ

that reflect a teacher s understanding of the “what" and of the "why
: of teaching | o o
One: aspect of educational self- examination this researcher fee154

5
) is negTected is teacher self- discTosure of the qualities of a good

teacher. Teaching attracts persons who, while hav1ng many diverse -
quaTities and characteristics aiso, have a sense of the tradition and

| ~responsibilgty and the ideaTs of the profe551on. :',_ |
'.';'? 1 The question that comes to “the mind of thTS researcher is

| regarding the teachers sense of the profession This researcherf;

' suggests that a person who has -a sense of caTTing to cTassroom o

. ,f‘



3
teach%nq, who trains for it, and hho'gives his or her adult 11fet1me:
to teachihg,' has much ,to3'offer.fto understahding _teaching. .Ef‘ a
Tteacher's sense 1s profouhd, ahd'cam be bui1t upon and,shared'w{th»'
others, if it is adequate71t'can be‘devgiQped,Landhfftit.1s‘not‘
_ appropriate i should be improved But first and}foremost,,it must be
Known and ref]ectedﬂdpon

)

" NEED FOR THE STUDY =

‘This - study of téachers' be]iefs \provides 1nsight in- teacher
thought, Nhi]e many research studies report ‘on what teachers do, this

:‘researChiproaect asks the teachers what/they think. » By understanding

the beliefs of 'teachers, researchers and phi]osophers of education
-+ will be in a better position to_critique the teaching process and to:

.use data from other research to discover Understandings“which can lead

-

to an 1ﬁproyement in teaching.

.PURPOSE OF THE STUDY

“ —_

'The present. research project had as“its"intent to discover the

| subJect1ve1y reasonab]e bellefs Of’:ciassroom teachers about’ the ,'

\

qualities of a good teacher The purpose of the study was. to d1scover }

\_»\~

classroom teachers' beliefs ‘about what ‘makes a- good teacher The |

. ;major question to be examined was : Nhat are the purposes, qua]ities,

and compefencies of a good teacher. as seen through the . eyes of
cTassroom teachers? This. researcher was 1ook1ng for 4~hat teachers

-report to be the qualities of good teachers -using their daily‘_j



S '

_experience in combination with their proTess}onal training as

-

1nfprmation sources. The study “includes. factors‘%ych .as  teachers’

. understandings of their professional responsibilities and what factors

L)

they cpnsiqer Wheh,ref1ecting upon the success of their work.

. RESEARCH QUESTIONS

A Based'upon the purpese of the.studv, the researcher~gil1 pursue
the foi]owihg reséarch questions. ' ' |
. Frpm the perspective of qthe ac]assroom teacher, _what%gﬂ good
teachers try most to achieve? . What aré their aims7 . x~g?‘3ﬁ§;

)
’.»'M)

2. From the perspective of the classroom teacher, what are the mosti
1\1mportant qua11t1es and competenc1es of -a good teacher? - .

3.  From the perspective of the“c]assroom.teacher; hat criteria dp

good teachers use to evaluaté themselves and the1r ork?
‘4. From the perspective of - the classro teacher, what kind of -
services do good teachers require? _ |
, ;5. Frun the perspective of the classroom teacher, what prevents somg
' teachers from becoming good teachers? ‘ ’

BAschss&nmus_ |
1. Good teachers- 'have + definable - recognizable qua]ities‘ﬁ ahd.
competencies. - ; | | o . | |
' 12. Teachers 'have perceptfons efflthe .persohal and professional

}qualities of good teachers. ._ ‘ -

3. Most teachers can: express an- understand1ng of those qua11t1es



DEFINITION OF TERMS

~ o

Ecology: The dict1onary definition of the word serves well; 'sciente~
. of the re]at1onsh1p betweeﬁ the organisms and théir environments" (The

j American Heritage Dictionary, 1971). In -this paper the organisms- -
: B ¥

-refer tn-varioue persons. and the environment refers to the physical

and social space. o " L r

‘Concern: Those matters of interest raised by the teachers in response
N ot . - k _ acne , .

-

to the interview questions. Collecti 1S of concerns become categories:

or sub-categories. A

Categony:‘ One of the four major interest areas of concerns raised by

‘the teachers. ) - S
Sub-category: A narrower interest area that is_one part of a majog)_

interest area.

LIMITATIONS \OF THE STUDY,

"1. A1l teachers { terviewed were ,fd]]-time,‘elementary claSsroomé
. teachers. Results are not presumed to be151mdler to those of teacters
vat-hfgheh@grade leyels, or for teachers in ;upefvising or‘kemed1a1-
teach1ng roles in e ementary schools. A .

;2' Teachers hav varying degrees of ab111ty to verba]ize their |
be]iefs about what good teaching is. o

3. The resear h format inf]uences the 1nformatibn ~yield. The

informat1on yie d was the résult of open ended interviews

o > ' : ¥
S ’ S ¢
/ o :



\ SIGNIFICANCE OF THE STUDY:

1. -The' research ‘has 1dent1f1'ed & number of teachers' "suhjective]y :

©  reasonable beHefs" regarding the qualities of a good teacher. The-

Hterature (Fenstermacher, '1979;. Fullan, 1982) has called for
educational researcherd to address teachers understand‘i rbk,, |

2 The research findings which are reported by classroom teachers
reflect the realities of the c1assroom as experienced by the teacher

~.

‘Jackson (19?2'3) has stated that the reahty exper1enced by the teacher
as many as tv)o hundred interpersona] encounters a day zr‘example, :
influences the way the teacher copes® ‘

3.1 The 1nt rv1ew itself has 1ncreased the 'participants' awareness of
their own understandlng of the qua'lit1es of good teachers and the
resu]ts can. inform teachers of shared ‘beliefs. o

4. _ The research findings ﬁprovide ?ne source of 1nformat1on as to- the "

)

1§tructiona1 and professional -uneeds of, c]assroom teachers as

- c1assroom teachers percei ve them.

— OUTLINE OF THE STUDY

€,

The study begins with a review of . the 11terature through. which

" the researcher 1dent1fies\ and sumnarizes studies concermng teacher

reported qua]ities of a good teacher.

. & L]

The methodo]ogy was open: ended 1nterv1ews The first stape:,wa_s
the design'ing of the 1nstrument. < The second -stage hasi the 'for}mal

interview. Thirty teachers participated in the formal interview. ”

. . ‘ ) )



7
The-anaiysis of the data consisted of sorting the ideas raised in
_ the interviews until categories emerged Al data were organized into "-
. those categories . o o
The researcher prioritized the vconcerns ‘raised by the data.
MaJor concerns and understandings are reported i | "
“In the finai chapter the researcher draws conclusions from the

.

findings -and suggests impiications fd\\future research.

wr

In summary, the duestion asked- by this. study, "What do ciassroom'
teachers think are the qualities of a good téacher?" was intended to’
discover the vteachers under]ying be]ief systems regarding the°

1teaching process. The reason ‘for wagpting tdA know the ”teachers"
1subjectively reasonahie.beiief system" .was that it has been stated
that such knowiedge is critica1' to contrihuting to the pr0cess of
causing improvement in teaching This study was carried out to fill a"
gap in educationai research that exists regarding ;he understanding of

-

teachers' reasonabie beiiefs.



e . CHAPTER THO

REVIEW OF THE LITERATURE
J o | =

A search of the Iiterature reveals very few stud1es that ask

: teachers for'their insight . 1nto the qualitiss of good teacherf Thcse

'studies that do ask teachers are’ reported below. Teachers views will

aﬂglso be examined " by reuiewinéﬁpstuuies that ask 'questions such as:
| what are the goals of a good teacher, ahd how do good teachers knaw~\

when they " dre doing a good job?

{

pa_—

s”v s )’
GOALS OF A GOOD TEACHER AS DESCRIBED BY TEACHERS

a

' Three studies will be reviewed to discover the goals of a good‘
* teacher as reported by c]assroom teachers. | ‘Y.-

) - Lortie (1975) in his Five Towns Study samp]ed a w1de range of,
teachers frum an grade 1evels, elementary to hrgh schoo], and from
all socio-ecenomic ne1ghbourhoods, Tow income to aff]uent Nlnety four

. teachers were, interviewed to describei the qua11t1es of T

- either colleagues or mentors, teachers considered to 5; outstanding.
¢ In response to a question regarding their goals, Lortie's;teacher |
respondents named curricular responsjbilitie; 77 percent of the time,

" but, when they'here asked to elaborate their responses they spoke.in
:_terms of persona1: concerns.~ Lortie organized the personal concerns
into threé' categories; these were moral . considerations, instilling
1ove of 1earn1ng, and reaching al] of the students ,Examp1es of moral
8

g
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considerations gtven by teachers 1nc1ude- getting the. dhild "ready to

live in society," making "them good citizens 1n the 1

"developing persons "who wi]] become wholesome - 1nd1vidﬂ?1s. end,'

"preparihg'studentsgfor 11fe " Instilling 1eve'of learninf‘

- R -fe
In order to e]%or'ate his understanding of the goals of the -

teachers Lortie exam1ned the sources of profess1ona1= pride that
teachers identified. He found that 65 percent 9; the teachers nahed
SUCCess"hith .one studeht, usually a. student in difficulty, as the
significant gource of pride. Lortie suggests that this s'ource of
pride is not. cons1stent with the stated persona] concern of reachdng-
all students L

The Education u. S_A Specia] Report (1981) ehtitle& Good

TeacherS' What to Took for published interviews with 11 teachers who

won the Teacher of the Year Award from 1971 -1981.
n the Education U.S.A., Report (1981), many of the teachers
fevorted that they taught the student% the skills they would need to
beB;&e independent learners. and that the1r chief goal ‘was to help
students to become self-sufficient.- i

}he Bauch repdrt (1984) derived 1ts.data from the Goodlad report

A Study of Schoo]ing Date‘for"the Goodlad study were collected from

1976 to 1978 One thousand c]assromms, 129 of which were elementany

c]assrooms, were randomly samp]ed at each grade level The author

I

does not c1a1m that the results are su1tab1e for genera1ization

/ -
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Teachers were d1;1deq into twO‘ﬁajor g}oup5{' the controller teachergi “
and the _relato; teachers. Controller teacher refers to a teacher \
whose concern is student ‘academic achievgmeht visible through test

vrésults,and prescribed subJect'ﬁatter while relator teacher refers to
a teacher whose concern is with achievement that is g;anded in
student autonomy and other self-directed qualities.

The question that is examined ‘is how the teachers. would rank
order the 1earh1ngs,they expect from theinlstudents: Bauch qptes that
specific tegcher types;'ref1ect specific’ teacher concerns. The

‘contro11er teachers 'rank ordered subject matéér‘ and academic
achjevement first followed by‘ behavioural expectations such as
conformity and dependence. The relator teachers listed student

develdpment, autohomy,'independence, creativity, self-direction, self-

motivation, and development of potential in that order.

K
Y

In conclusfon, the goals of a good teacher as reported by
¢fa;sroom teachers indicate greater concern for the social deve]qpment
of the child. Outtomes for student§ thét refer to quality of the

’ pefson were mentioned at twice the raté as academic skills for
students. A great concern for the learning of the students was also.

ind s

indicated. Many'reéponses referred to the planned ou;comés for the

'. ) . B .',

_students.
QUALITIES OF A G0OD TEACHER AS DESCRIBED BY TEACHERS

The following four studies pose the question éiréctly to teachers

" - concerning the qualities of a good ‘t:eachev'.w3 Ten years separate the
N :
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first study reported, Lortie (1975), from the last study reported,
Haggard (1985). ' "

¢

In another part of the study by Lortie (1975), he reported' -a
Ystriking divers_ity" in the degcriptions of the ' qualities of
outstanding teachers. He classified "the responses into two . major

categories: instructional results and relational conditions.
\"Instructional resq1_ts" are categories that emphasize the
academic achievement of particular sybject matter.  "Relationa}.

Yo
conditions" are categories that emphasize . the ~attention of the

ed’dca'tgr; to the participant role of the student in the educational

B -

4

_process. o ) To-
Teachers discussed the instructional results of oﬁtstanding

teachers in terms of the "what" of educational objectives in the

curriculum guides, of educational Specificatjbns, and in terms of
Books and articles on teaching goals. fhefl"discussed t.rlme 'cogniti“/e‘
effectiveness of outstandThg mentor 't'eachers in terms suchIKAS "she got
it across to me," "made it make sense to me," and I';e or she "knew how‘

to promote learning."

Teachers discussed the, relational conditions for '_te'aching that ah
. outstanding téacher _requir:ed' in térms_of 1nterbersona'l erahsacti.ons.
Examples of expressions that explain interpérsonal transactions- are
"She made me love tthe subject]" and "ma‘de me,wantv to read more."'
Outstandi ng ‘teachers were repo‘rted to be able to nproduc_e affection and
respect, to be able tvo.get work out of students, .to win compliance,
and to have effective discipline. | |

In a _re]aéed»- question Lortie asked the teachgrs_ what personal

qualities they had tAat suited them for teaching. Over half of the
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teachers identified personal qua{1t1e§ such as patience, a ;ense of
‘ humour,;‘ieadersh1p abi]ity. and a calm and self-possesséd nature.
Approximately ohe-quarter of the teachers responded that they 1liked
chindren and wanted to work wfth them. Less than a fifth of them
-mentioned 1nte11ectu&l strengths and interests including knowledge of
subject' matter, 1nte1iigence,' ongan1zat10n; afid ehjoyjng learning.
E]emehtdny and secohdary_teache}~d1fferences were not reported in the
;tudy. ‘ | | |
. In ‘sUmmary,  the  teachers' | responses to both categories
. demonstrate concern for two aspects of feaching: the effectiveness of
their. teaching—and the éxjstence of an 1nterper50ng1 space in wh{ch
the teaching could be carried out. The stronger emphasis, by a wide
Hw"margig; ;és ohwihe interpersonal and-humanistic.perspective of their
approachito'teaching This is‘interesting in that it shows a greater
concern for 1nterpersona1 process than for academic resu]ts
) In the Education U. S A. Report (1983) the interviews yielded the
following self-reported characteristics of the qua11t1e; of a good
teacher: f]éxibjlity, studggg:ggptredness, democraﬁic style, and
authoritative approach. ’ 7~~ . | |
- Flexibility refers fo teachers w;o demoﬁstraté_ the ability toé
- adﬁpt ‘their teaching methods,. often letting go of old methods in
favour of new approaches and varying the group instruct1on size to
" meet the needs of the group They use a variety of eva]uat1on methods.
‘Student-centredness refers to the way thsjjeachers expressed the
focus of their concern of teaching as fo]lowing the 1earn1ng needs of

the students." These teachers reported that their teaching styles

changed from‘ﬁteacher4centred to student-centred. as they grew in
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experience. They report that experience shows that learning occurs
better in a supportive envirorment than in a competitive env1ronmenq.

The style of a gooditeacher produces a democratic climate in the‘
classroom. The rules make sense to the students. Students are
accountable for routine classroom matters and for homework °
assignments. Teachers are "firm bu% fair." The focus is positive and
the aim is to build self-esteem through successful learning
éiberiepces.

The teachers see themséJves as authoritative teachers ’meazing
that they are. thoroughly academically prepared and they provide
e&ucationa] - leadership rather than as authoritarian teachers whosé
apbroach they see as dictating content. They are more facilitators of
learning than conveyors of curriculum. They reported the SES‘P of

their teaching had expanded to include problem-solving and critical

thinking. Good ‘teachers, they said, continue to pursue advanced

4

professional training and personal development.

In summary, the teachers in Education U.S.A. Report combine the

. humanistic qua11t1es of the teacher: to the-pedagogical demands of the .

science of teach1ng The jxperienced eXCe11ent teacher uses teaching

ski]]s to mesh the demand! of the society with the abilities of the
student.

Easterley (1983) asked 24 e]ementafy classroom teachers, 1in
California,'who.were identified as outstanding‘by their supérv1sdrs
and princip;1s~~to describe, their perceptions of themselves. @gr

A} _ ,
questionnaire put the questions in the voice of the first person

-requiring teachers to speak from the pérsona1 perspective. Eighteen’

e — .
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present ‘to fc and are cited here

When asked "Nhat are the characteristws of a persoh whom you

fee] 1s an outstandmg teacher?“ the four most common resp‘onses were

0

arj,ng, which she defines as taking work home, 1nnovat1ve, meamng

égtegrat ng new techniques 1nto thenr ‘teach'ang,‘orgamzed meamng

?«a;

‘“‘ ab1e to f1t aH subjects 1nto their program, and feehng good about

-themse]ves The rema1n1ng character1st1cs hsted be1ow are in the

order of the1r d1m1n15h1ng frequency "Teachers hke the1r students,

' know their subJect matter, are effectwe CMmumcators, ‘have a sense” ,

of- humour,z, _aref cont1nua1 learners, are warm,-. fair; pat1ent.,

/ enthu,siastm ahd open are effectwe c]assroo'n managers,_ never g'ive

peopl e ori ented

'up,' are . cons1ste\: have h1gh\ expectatmns of the1r students, are

students and staff have evaluatmn skﬂ]s, are honest and provide

1eadership and serv1ce at the schoo1 and d1str1ct 1eve1

'/3 i

| chﬁdren to accept each other, is ca1m, 1nte1hgent cares about se]f

—~

fo'l]ows the curr1cu1um 1n sequence, 1nd1v1duarhzes, and has outs1de

‘1 1nterests

In response to a related question, "Te11 me abOut the approachesi -

’ ‘v‘or techniques that work best for yﬂou in teach1 ng?," teachers responded B

- 1isting the following teacher ski]ls 1n order of - frequency var1edv*

»

"activ1t1es, eva]uation, _ p]anmng, : bemg orgamzed,, need | for -

dndividuatiuhon,_ system 'of rewards, class struCture, clear

- eicp1anatjons-,' : making students responsib'le,  team teach1ng, _?;h'lg‘h :

BN

T

p051t1ve, ma1rfta1ﬁ‘"§'o‘6d re]at1onsh1ps w1th=-"

'- Least often ment1oned were ‘accepts all chﬂdren, encourages'_‘

"‘e posed but the responses to omy two are related to thef o
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expectations, 1nstructing students, rgtegrating subjects, encouraging

- competiti on, and he!fping students to care.about each other

In ~summary , the two questions invite qu1t$& different responses »

!

The first question produced a- reTativeTy equaT number of responses

regarding the skills requ1red for, the tasé> of teaching, as" it did

_‘-responses regarding personal aspects of the cTassroom. The re_sponses

to ‘the second question 'stro'hgiy ‘emphasized techniques ~ Overall, ‘the

teachers in the Easterley study spoke auch more readﬂ_y about teacher__

' skiTTs than did teachers in the previous studies

-

The study by Haggard (1985) posed the question, “wha are the

',quahties of’an 1nf1uent1a1 teacher?" An influential teacher was

~ defined as a teacher having “contributed Signii’icantigr to' “the

student's . academ1c achievement or: adJustment in the . schooT setting
(p. 64). The study compared the responses . of three di fferent grouqs
high school students, education students, and 1nf1uent1a1 teachers

Only the answers of the 40 1nf1uent1a1 teachers who participated in

“the. study wﬂ] be c1ted here because the purpose of the study is to’;'"

“'discover the understandings of teachers The grade taught by the '

1nf1uent1a1 teachers is not clear because high school . students who

i 1dent1 fied these teacherst had been - asked to name teachers who- had

been 1nf1uentia1 in: their hves

£

RN

~Data were gathered through- questionnaires," interViews,? and video

j’f‘tape observations of teachers The ratings of characteristics of

‘.perSOnaT characteristics, understanding Tearner potential attitude'

o infTuentiaT teachers were arrangecL\mto the foTTowing four categories e

toward subJect matter, and. q\ﬂity of. instruction " The infiuéntiai o

' '“'_teachers responses provided the foTTowi ng resu-T ts

st
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Personal. charactem st1cs, mean'i‘n'g"' " sincerity, '0penness,l

.qenthusiasm'-,,_r and a. sense of humour accounted for 47 percent of

i

‘1nf]uentia1 ‘teachers' responses. Unders_tandmg of learner potential

',andf attitude toward subject Amatte‘r each _rec'ei ved( 18 percent of_ the

‘,responses. Understanding 1earner potentja‘l‘ refe‘rs to teachers having

high expectations of students and teaching students to beHeve in

3

' themseTves Att1tude toward subJect matter refers to having enthusiasm

for subject matter Quahty of 1nstruct1on recewed 16 percent of the

_ 'responses and referred to know'ledge of the subJect lmatter\and\ well

. organized instruction. The 1ast one percent “‘went to "other.' | \\'

N

BN

}In summary, the personal character1st1cs alone’ accounted for

~almost half the respons_es. ‘The other three categories make up"the i

" other ha]f of the responses and are more con'cernedwith'instruct'ion

This demonstrates an a1most equal ba'lance in emphasis in'concern for

‘personal charactertst'lcs such as s1ncer1ty v'and» 1nstruct1ona1

‘consideratwns such as teachmg skﬂ]s

\ M
The 11terature review of  “the quaht1es of a good teacher as

descr1bed._by teachers demonstrates that the term-"striking d1vers1ty 3

N .

which Lortie used when 'descri'bin‘g the qualities of'good teachers can

-'on'ly be re1terated here A simp]y ‘count of 'responses from .the "abo\Ie'

four studies y1e]ds 50 d1fferent names for qua11t1es Many of th.e

: ¢
responses are about the quahties of a teacher as ‘a person 1nc1ud1ng :

1nterpersona1 and socia'l" concerns whﬂe others are about the1r skﬂ]s

as a teacher 1nc1u¢1ng quality. of 1nstruct1on and curr1cu1um concerns.

. Many of the responses taken from aH four stud1es cou]d be placed in

categories simﬂar to the two ident1f1ed by LortIe, _1ns-truct1ona1

B

- pesults and re]ationa] condjtwns. . In all four studies the number ‘.o'f o
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responses ‘that could refer to relational conditions were consistently.
higher‘than.the number of responses that could refer to 1nstructiona1'

concerns ...

Whi

the c1assification'of responses into. two major categor1es
appears to remain'justified‘over the 10eyear period there 1s a'shift'
in the number of references that m1ght appear 1n each category gH
the 1975 study there was stronger emphas1s on terms that cou]d appear
.in re]at1ona1 conditions. But in both the Easter]ey (1983)- and
Haggard (1985) ‘study there 1s a ﬂgfh more equa] balance: in the number

of items that could appear in both categories
: ’ ¢

, TEACHERS' PERCEPTIONS OF TEACHERS DOING A G0OD -J0B

-

This segment wi]f/reView.discussions’of teachers sense of success
as‘we11 as sources of teacher sat1sfact1on Teachers sense of. success#
and satlsfact1on give c1ues to their understand1ng of the qualities of
'good teachers | ,' |

: Jackson (1958) conducted 1nterV1ews he described as -professional
shop ta]k with 50 outstanding ‘teachers. His aim was to discover the!
view of classroom 11fe through the eyeé@%f outstanding teachers ‘Two :
~ of the questions he ‘asked. them to dea] with were: how‘they knew that
they were- doing a good job and what were the sources of persona]
satisfaction. o , ' | R

ulrJack?on coded’the’responseszof.hou teachers.gnewfthey were do1ng'
a good job according to three categories: the future uell-being?bf

‘the clientele, learning;.and,jhforma]jty. B - '_§;/’
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Jackson states that. the ultimate conce:r"n,of edu'cation is the
future we]]-being of the students Jackson then n'otes what he caHs
- an inconsistency. The testimpny of outstanding teachers suggests that
vteachers use the' today s" -behaviour of the" students and fleeting
beh'avioural_ cues to provide-the yardstick to measure progress and to
tell them hovl well . they‘ are doing their jobs. While their concern was
‘iong term their toois were immediate.— Some exampies of what they _Y
‘1oo.ked for were: - v1sib1e signs of aiertness, 1ntel]ectua1 discovery '
and its vfa'c,iai consequences;ejand the sound of the classroom (m
}One }teacher suggested that ‘tried to be-res‘ponsive°to his ciass in
the same’ vlay- an ;actor is =sensitive' to. the audience. Some teachers o
were carefui,‘ to caution that their in’tErpretati'onswere not infaiiibie -
~and spoke of theQ need to ‘be alert ' to thexdifferences"between such
things as 1ack of enthusiasm and learning d1ff1cu1t1es
) Jackson ai so notes that the global goa'l of educaKon 1s iearning‘
~ We might therefore ‘ekpect a major indicator of success to be evidence |,
of achie¢ement of: 1earning, and ' that tests which prov1de obJective
‘evidence of learmng would be a prominent item ~in the responses
Jackson notes that one of the interesti ng features of the responses 1s
the absence of references to obJective evidence of Tlearning. Reasons
given by the teachers for the absence of references to obJective

ev,tdgce were | that few conmercia.i tests are avaﬂab]e, that test’

| _resuits are reported back to teachers ‘too late to be: of vaiue, the

‘beiief that chi]dren behave atypicaily on tests,,that perf te onw"
tests is a refiection of native abihty rather than of teacher

Aeffectiveness, and finai‘ly, that obJective testing from authorities :

R S
Z

is perceived by teachers to be unre]ated to tea hing Jackson_ -also
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.found that if teacher' eVa]uatfon and test 'resu%fs did not agree'
-regard1ng student achievement teachers were 11ke1y to deny the test
'results s | | “
Jackson tfound a desire~ for 1nforma11ty .over authority. ‘ The
definition of informality was_the narrower question of how the teacher
‘usedauthority in the c]assroom?‘ Most teachers:expressed-aidesire for
- greater freedom and informality in their ‘eiassroons _than , they
perceived to be in classrooms whichAwere described as "old fashioned"
c]assroons.“LInexperiencedvteachers focusedlon their}personal chanoe
‘ auay froh rigid formality- over a.sing]é year, AExparienced teachers
| focused on change away from formality over their career. All
respected and recogn1zed; the _need for limits. >Change away from -
formality was also reported 1n the Educat1on A, S A. Report (1983)

. Teachers reported to Jackson that constituent -sources of
satfsfaction were the joys that come from the responsibd]ities and
dopportunities that comprise the role Pf_the classroom teacher and from
~the continual satisfaction;of_serv{ng a. good cause.. Other~sources of
" satisfaction were the _informal indfcators of student,suceess such as.
faces that light 'up, the growing)iindependence of a child, and a
dramatfo -change of c1gss behauiour. The ‘source of .greatest
satisfaction‘reported by Jackson;hthe‘sudden change in behaviour'of a;
troubled and -uncooperative child, was also reported by Lortie {1975),
"'and by the Education u.s. Afhkeport ‘ | d
| Ear]s (1981) . through interviews ;uith distincttve phy51Ea1’

educat1on teachers, found that the greatest source. of satisfact.on for

these teachens\arose out of 1nteractions with the students, followed

(o]
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by "signs of student henjoymént and success,_ as well as lohg term
effects” (p. 48). - _(

The Lortie (1975) study suggests several sources of satisfaction

named by teachers One of these is the educationa1 success or work

succe;g of former students or the return of former students to thank

‘them v the inf]uence,they,had on their Tives. SoMe teachers gain .

_satisfaction from successful public displays-such as\the presentation
of acidemic prizes to their'students or student performance at parent

prog Some . teachers iook'for tangibiexsatisfactions such as an

' increase in reading scores or ath]etic skills. ’Satisfaction’ dlso-

comes frmn students. who take an unusual interest in iearning things, - -

or from the success of some spec1a1 proaect. Teacherssalso appreciate
recognition from students peers, administration “and parents.

1In summary, the authors Jackson (1968), and Earis (1981), find
”teachers do not speak of success in terms pf learning when speaking
‘oP satisfaction the .Jackson respondents speak of the satis?action of
responsibility'and student.response; however, the Lortie respondents
"speak of°the Satisfaction of'increased}academic scores and of improved

interest 1n 1earning in the students Respondents in the Lortie study

"'also find satisfaction in recognition, and return of former students.

Earls find teachers speak of satisfaction in terms of interactions

with the students. Jackson finds teachers'  evaluation techniques to

" be immediate and informal.

The above ‘studies have indicated how outstanding‘teachersAreport

‘success. By exploring these reportsﬁof’success,the‘researcher could
~confirm- what.was meant by some references to the qualities of a good

teacher.
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CONCLUSION. ~ ~ .

7
!

3

Al \of»- the above studies 1antify two. lﬁ};oad ‘areas of concern

L}

‘:regar-‘d'ing the qUaHties.of goodﬁteache,rs, the concern for sogiai
progress, and‘fhe'céncern for academic ~ach1evement&,'\ Social co‘nczer'&ns
are raised much more often than academ'lc.cor.uggr‘nj;/ in the earH'er,
_studies, while in a1l Tater studies there is a .o’fz\\‘iequai b¥lance in

the number. of times these two broad: areas of concerns are yaised.

wr



"%« . CHAPTER THREE

RESEARCH AND METHODOLOGY

This reséarch is designed to follow the patternffor a scripted -

interview survey as oltlined by J.J% Fowler (1984). The objective of

the interview surv!&vih this " study-was to generate data from which to

. discover the uhderstandings of "subjectively reasonab]g’ beliefs" of

\

‘the qualities of a good teacher.

" OVERVIEW OF THE STUDY

" The Process

The instrument used to conduct the heseahqh was a set of
interview questions. fﬁe Tprocess of formulating the interview
vdug&fiﬁns congiéted'of five steps described below. o -

a].'iAfﬁé'bre11minary focusing discgssiqn (p. 100) . “ ) |
2. Stqdytqg 1nterV1ews and questionﬁairés in the 1iteratﬁ}e that aré
of a similar topic. h | “

3. Deéigning the first drqfﬁ of the foifil 1ntervigw.

‘4” - Informq] ‘pre-testing. and the subsequent adjustment to ;;he'

interview.
" 5. “E?rﬁ21 pre-testing and .theif subsequent “adjustment to the
o+ . a

ﬁinterview,
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) The process. for collecting theb data consisted of four steps
- 1isted below. ‘ | o
1. Selecting the interview sample.
Contact with the respdndents.

The interview. , : N

Lo w N

The~summary of the interview.
The process for organizing the. data consisted of three StepS'“

which will be discussed in the. fo]lowing chapter These were:

1. Estab1ishing the categories.

2. Sorting the data.

2 5} Chécking the organfzetibp. \ |

" The ' terms .interviewA and survey. will bef’expTained before the

processes are described.
‘4The Intervieu , .

An interview is. e’ socially acceptable and e*pedient rnethod of
‘achiering e level of professional 1nt1macy with persons with whom such
intimacy would not ordinarily be avai]ab]e The word "interview" -can
;erve as an 1ntroduction. It 1s a way of saying, "I am interested in
what you thinks I aﬁ wi]]ing to take you serious]y I am asking you
to become my teacher. 1 will become your student." " An 1nterv1ew has

the possibi]it{ to be both highly perscna1“and highly . respectful df
the ppinicnsfof another human being. At the seme time the jnterview .
techhihue has scientific respectability. The interview brovides for a

systematic and controlled approach to the range .of content that is a

result of a study of a human sample; systematic in that it proceeds_in

A



24,

an orderly uay and controlled in that only specific items are

discussed. It is understood that interviews are not completely

| factual 1in that respondents may not a1ways express exactly what thef

think they are expressing or intend to express, and the interactive
force that occurs between’ two people, the research and the respondent,
may altep the nature of the response. | |
’ ' s

[ 0
The Survey

‘The survey, as an. example of scjentffic_study, has a tradition.
The strengths of the survey method "are; the \ability to obtein_'
information that 1is not systematically ava11ab1e from other sources, |

thé va]ue of statistical sampltng and the consistency of measurement

(Fow'ler,.p. 12). The essentia] components of a good survey design

. “being(s) together three different methodological areas: samp?1ng,

designing questions, and interviewing" (Fowler, p. 12).

To. ensure good statisticaiv samp]ing; all or nearly all the
population should share the same chance of being sampled by using
probability methods for ‘choosing the sample. Probability methods
include the systematic randem sampling ’used in this ’study and
described later. ‘ o o . - |

A good question design can be ensured by prov1d1ng "clear

questions that interviewers cou]d administer as worded and respondents

" could answer without ahplification" (Fowler, p..13).

The key to :1ncreasing. interview consistency 1is to gire‘

‘_standarqued questions to all - the _respondents, thereby avoiding

1ntrod3cing biases through the questions.
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STRUCTURE OF THE RESEARCH INSTRUMENT

\
7
Preliminaxy Focusing Discussion

. The fff%t step of developing- the 5cr1pted-1nterv1ew survey 1s.ﬁ£§\
_preliminary - focuSing discussion/ with possible',informants. ' fhese
informants, who wére e1ementary- teachers from neighbouring sEhodl
dfstricts whfch shares a similar philosophical.and political position,
will not be p;rt of the aétual'survey. The pu(pose}of the preliminary
. focusing discussion is to 1nfonﬁ.the researcher of the 1s§ues énd of
the ways people talk about them. It inc1hdes/gh1y one question and it
is very génera] and open-ended. ~ The reason for us1ng only one
qqestion'is to avoid leading the informant. The preliminary question
for this interview survey wa;, "What do you think are the qualities of
a good teacher?" The question was.e1aborated'when it appeared to be
necessary. E]aboration'took the form of statements such as "You have
1ikely witnessed gefsbns whom you regafded'as good teacheks, and you
yourself have 1ikg1y done soﬁe things that 'you régarded as a mark of a
good teacher, what is it that marks d good teacher} Nhat mqke; a good
 teacheg a good teacher? Any good teacher, what is the quality? What
do_they do that is above the ordinary?" )

- The intent of the first step was that it be a casual conver-
sation. Although set in a casual situation, aT] fhree convérsa;ions
Tost éﬁggr'casual tdné very quickly as_teachérs became Bore'reflective
the more they spoke. They had nét been prepared for the nature of the -

question beforehand. o S | -



26
Fron the preliminary disoussions many important teacher quaiities
| were described and many important concerns were naised. Some of the
most iﬁ%ortant ereas were:  interpersonal skills, ieaoher‘ goais,
recognition -and meeting of individual differences, organization, and
managemeni skills. |
- Interpersonal skills referred to the teachers who have good
abflity to cannunicate with children on personal, sqcial, and
professional levels. Examples include: being present'when students
arrive and acknowledging their presence, sharing personal feelings,
knowing how to listeny acknowledging the students®, context, and giving
recognition to a child for wnat he or she has achieved.
Teacher qdalitieé were also expressed in terms of the goals
teochers set for themselves. Goals were expressed in terms of

outcomes for the students. These included student autonomy; and

students recognizing and accepting re§P0n51biiity for their own

\ - -

iearning

Recognition of individuai differences included concerns such as:
perceiving .students' purpOSeei\_being aware of student cognitive
abilities and of students' 1earn1ng sty]es, and knowing of studerts'
personal rea]ities such as a non-supportive home situation.
| Meeting individual_ needs of the students 1lead to concern
‘regarding teacher background, both'generai and educationaie Included
among"the concerns were: knowl edge of teaching and learning styles, .
knowledge of child psychology, knowledge of specific curriculum areas,

personal knowledge of the child, and concerns about how to incorponate B

“all of the above in order to meet the needs oi:i‘e individual student
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«The oréaniiationa1 abi11t1e§ of good teachers were expressed as a
concérn. These included: the ability to provide for both” long- and
short-term planning, evaluatiqp skills And procedures, record-keeping
procedures, aéranging for available Fesources.. and  classroom
management.

Classroom maﬁagement was defined to tnclude: behavigural
management of the students, techniques for ‘arriyin;fi;;\\;Tassroom
rules, techniques for 'providing feedback for behaviour, and the
physical ar;angemeht‘of the classroom. '

Additibna1 qualities £hat were rai§éd by -the téachers in the
preliminary di;cussions‘ were: flexibility, trustworthiness, a care
giver, and one‘who has th%fability to communiqate effectively with the

parents. Facilitator and ébqgh were also mentioned. P

Quesfionnaires in the Literature

»

o

Following the analysis of the pfelkminary discussions this
researcher looked into the literatuwre for assistance in framing the
interview questions.} The researcher examiped'interview questions used
in previous studies to assist 1n the choosing of the wording for the
interview questions. .The reséarcher fpudﬂ about 40 questions that
‘~appeared to have potential_valqe fdrwthis survey. - ' ' s
§ . . o f
Designing the Formal Interview

Using the information gained from the preliminary interview, and

‘using the questions from the 1itekature as a refefehce, Lortie (1975),
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; Bussis et al (1976) Easterley (1983), Haggard (1984)}'Jackson (1986),»
| ‘the quest1ons for the. f1rst draft of the forma] interview were B
-fonnu]ated : Ih‘ framing the ﬂquestlons‘ for the 1nter;:ew~ th1s :
]U;_researcher stayed close to the Ebwler gu1de11nes to ensure as much
"re11ab111ty and validity as possib1e (p. 101) L
'fu(1) Is th1s a question that can be answered exactly the way it -is
'l-,i,-'wr'itten? ‘ ,.‘. w' . ‘ o R (
(?f Is th1s a quest1on thatﬂw111 mean the same th1ng to everyone’
(3) Is this a quest1on that peop]e cam answer7 . |
,(4)‘ Is' th1s a question that people w111 be w1111ng to answer, g1ven
the data co]lection procedures\\\ ) | “ryy’

In the forma] data co]lect1on procedures for this study the
p
‘ f1nterview questions were de11vere% to the respondents a week

,-advance of the actual 1nterV1ew Because/of the respondents be1ng an
v“~7ﬁﬁﬁjr’own to read the questions,, the researcher ab1ded by the:
| gu1de11nes FowTér proposed fog self- adm:nistered quest1onna1res (p
s 103) A sumnary of the appropriate gu1de11nes for this task fo]]ows
i (1)' Tth\self admin1stered questtonnaire should be se]f-exp1anatory
aRead1ng 1nstruct1ons shou]d not be necessary, because they w111 not be
| read consistent1y 1 i |
“,_(2) The quest1on fonns in a se]f adm1n1stered quest1onna1re ghou]d be ;
 few n number. L | ' at o
| (3) A questionna1re shou1d be typed and 1a1d out 1n a way that seems ;
!‘.c1ear and unc]uttered | “ | | ‘
The first draft of the 1nterv1ew con51sted of 1N quest1ons and
'went through two pre tests. ‘ the_'1nforma1 pre-test and the “formal .

hc,Pre test : ,;L,,“ ,'_. R : ;-Q"



" The InforsdY Pre-Test . .- -
oo O : , \ : ‘ T
The informal pre.xest required the ' researcher to taik “through- the
'questions with friends and possib]e 1nformants No one in the informa1
or. forma] pre test was part of the - final study The researcher
Tistened for nuances of meanings and interpretations The‘researcher. '

3 1ooked for ways to ciarify meanings and for words that would encouraget‘

disc105ures The researcher was honest with p0551b1e informants about‘; s

-the purpose of the'exercise. | | ‘
~The informaT pre-test of the interview was“percgiVed aslpositive
 but some queStions were seen to 0ver1ap ' Two questions were discussed'.'
as: to the nature of data they wouid provide and whether- the data wou1d
he]p the survey ~Two new questions were.'generated regarding the
assistance . good teachers require, and what prevents teachers from“
.b8caning good teachers. ~ The order of the 1tems was discussed '
| v'>The, queStions for the, interview ,were refined using ~ the
information'iwgained from 'nthe | informa] pre test Appropriate
adJustments were made to the 1nterv1ew questions. In the first-draft,‘
the 1nterv1ewer ‘had asked the san» question in two or three different

: rewordings so as to determine which of the question forms was ciearest

_to the respondent The,c]earest form of the.question was,usEd.

» . ' ] : < Ly

‘:ga ‘

S
WL

'.The ‘Formal Pre-Test ‘

The forma] pre test of the second draft was conducted with three*
_c1assroom teachers 'The_teache completed the interview in exactiyA
the same.way theyrwouid}befexpected,to.in the actuaT study. _They had
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' ‘rquestions were . drafted

30
access ~ to the interview questions prior to the actua1 interview
Fo'llowing the interview ‘the researcher discussed the 1nterv1ew w1th

the infonnants ‘to clarify confu-sing questions. Responses from the

 teachers were compared It was ‘intended that\ if the responses to any

J

givem_question were quite different in nature the 1nterv1ew question
[«

wou]d be adjusted This did not occur It was’ dec1ded to eliminate -

all, rewordings of the questions, keeping in mind the suggestion that

good questions shoqu not requi re ampiification (Fowler,; 13) 'The‘
appropriateness of the sequence was again discussed.. Once again the
researcher was honest wi th t_he"i,nformants a"bOut the purpose of the

exercise.

From . the results' of the two pre-tevsts the final interview

he questions ‘were open-ehded - with the
intent that they be as expioratory as possib]e within the 11[%11‘.5 of

s
the content No additional c]ues were given as to the kinds of

“responses ght be expected There was some confusion over

wheth‘er- to use the word competency, _~ "skiH " "behakun;, or
action cin one of the questions., The word competencies"'was

eventuaﬂy sett]ed upon “Each question was de51gned to generate a
N

'reSponse that 1nd1cated smn]ar understandang& of the question whﬂe

& :
at the same ‘time care Was - taken no&o un{duly 1ead ‘the respondent, in

(—othemonds, ‘to have each question as open-ended as possw]e N

The advantage of forming the interv1ew questions according to

v"thi,»s- procedure was that thé researc got a better chance of

V]

‘obtaining una’nticipated answers. Nith the researcher using as fewi '

leads: as possib'le the respondent@’ used words of their own choosmg and'

had better opportuni ty of revea]ing their own real yiews
) % e
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" COLLECTING THE DATA -

Selecting the Interview Sample

The researcher interviewed;30 elementary classroom teachers. The

teachers were.chosen by'means of a systematic random selection which.;.

' means that the entire 1list .of elementary. teachers from one school
jurisdiction is randomized. From that Tist a seiection is made‘hy
choosing every Xth (required'intervai) person from the randomized 1ist
h starting from a random]y seiected first number.

This researcher had access to a randomized Tist of a]i 6T . u
elementary teachers in a metropo]itan school system. This researcher
reouired 301teachers. The 1ist;inciuded Administrators, Resource Room
Teachers, Effective Teacher Trainers; ’and“ half ] teachers, who
‘wouid not be used in the resengh Therefore the researcher's
original selection consisted of’ 40 n:ﬁes so inappropriate selections
_cou]d be dropped “from the 1ist This means counting every 15th person
- (617/40=15), starting ~at  the ndom]y -chosen, second person.

Surprisingiy, oniy 20 of the originii\gg couﬂd be used. Of’the other'
20 ai] fell into one of the ‘categories the researcher had decided not
to use for the study For the additionai 10 persons that were needed
',the researcher randomly seiected an additiona] 20 names countihg every

‘3ist person (617/2Q;§\) starting at the random]y seiected number of -
“fGUr . Fran this list the researcher approached the eiementary

ciassroom teachers in the order their _names appeared untii 10 persons

were seiected e °
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: Contact’qﬁth the Respondents

- Contact. with the respondents5 followed as .much as ”possible the

|L ggestions of Fowler and the guide11nes of the urban board u Then

h_al- ‘Tele the principa1 \and ask .permission.?to contact the
| teacher ] | |
b. Telephone the teacher to gain h1s or her cooperat1on
ci_ Make "a pre11m1nary visit to\the teacher. Leaye a c0py of the
interview questions. - | l
d. Return and carry out the interv1ew
e. Nrite a summary of the interv1ew and Send 1€ to the teacher for-'
‘the purpose of. doub]e-check1ng their understanding.

One week ia advance of the interv1ew, the researcher v1s1ted each
teacher who agreed to part1c1pate. A copy of the}1nterv1ew quest1ons
was left for the teacher s reflection. TeaChers were'encouraged to
ref1ect on the quest1ons and note their ideas on the 1nterv1ew sheet.
They. were asked to use the week to clarify the1r views Teachers were

- ‘discouraged from discussing questions with staff because with“diverse;
views discussion: COu1d lead to persona] confusion. The”respondent
cou]d begin to wonder whether h1s views were in 11ne w1th those of the
researcher or if the researcher had someth1ng e1se in mindb ‘The
respondent was encouraged to speak;for him or herself, the way he‘or
she felt thén, and let the resuits fall where they may. o
Respondents " who required c]arificatfon were toid that the

research arose out of an 1nterest about what c]assroom teachers

‘f'regarded as the qua]ities of a good teacher. The views of government .
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Qnd administrators are'stated 13 policies, the views of researchers,
are stated in the literature, and the‘views‘of'the,pubiic at iarge is
of ten reported but‘no one has asked the teachers what their views
iare. The researcher supposed the teachers had a point of view, a set
of "reasonable beliefs" and were prepared to speak to them. That is
what was expected of ‘them in the interview.\There were “two unexpiained
refusais so two additionai'teachers werevrecruited..
The Interview
_— Y
The location of .the .interview was, in'nost cases, in-a quiet
ftice or the 1ibrary'or the ciassroomA No . one eise~wasupresent Two _
teachers chose the staffroom and did not seem to mind the presence of
another teacher during the course of the interView
Twenty five interv1ews were tape recorded on a Sony Na]kman
Three teachers ré?hsed to be tape recorded and asked the researcher to

script-take the interView. Two teachers agreed to the interview but

'when the researchers‘returned for the interview they,had handwritten_

their answers and hoped that wouid be adequater One said she was too

'nervous to talk to the researcher and - she appeared to: be - so. The
other said she had ‘a new baby and d1d not wish to take time away from
“her baby so she wrote her answers at home ~ The researcher accepted
"both handwritten copies as interviews | |

The interview took place during the teachers' preparation periodv
'#h 19 cases, and after school. in. nine cbses. -The preparation period -
interviews were about 30-40 minutes A1l the after, schooi 1nterviews‘

iasted longer with two of them lasting about 90 minutes.

s -
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Many of the teachers thanked the researcher for the opportunity

“to” reflect on those questions saying tpat they rea1ized they. do not .

spend enough time thinking about the‘qua1ities of a good teacher. Not ‘
one teacher.reacted hegatively to anything about,the 19terview. AT

hteachers were enthusiastic about the topic of the interview and said

they hdpedwsomebody would read it.
’The major crtticism of the interview was the'possib]e overlap of

some of. the responses to the first three questions. For 5xamp1e, is a

.teacher organized because it is one of his or her goals, because it is

-

a personal quality, or because 1t is a teach1ng skill 1earned for the

_ purpose of making him or her a better teacher? The cr1t1c1sm was
_ accepted and terms 11ke organized" that could r1ghtfu11y appear as a
response to more than one question were ass1gned to one of. the

" questions ‘before analysis beganl For exampTe,~“organized" was always

tal]ted under teacher skills.
The Summary of the Interview -
. ] y :

Fo]]owing each 1nterv1ew the researcher wrote ‘a brief summary of
the 1nterv1ew and ma11ed 1t to the teacher. "The summary included the
reaction to each of the nine questions in turn together with a'genera1

statement in which the researcher" attempted  to get at. ‘\the

: ph11osoph1caf stance of the teacher. It‘\a\so included thanks for

participat1ng in the study and the researcher s te]ephone number w1th7
an invite to respond to- the-summary - Two teachers te1ephoned back to

clarify their meaningsf
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CONCLUSION =~

4

r

-

~

"~ Having completed the five steps for designing the instrument, and
the four stepé for completing the interview the researcher was ready-

to begin organizing the data for analysis.

-



be 'CHAPTER FOUR

" ORGANIZING THE DATA . L
S : \ | I

The purpose of this section is to explain how the data from' the
‘1nterv1ew5‘yere'cryanfied for interpretation and discussion. This was
done in three steps. | |
1. Estab1dshing‘the categorjes.

-

2. Sorting the data.

.

3. Checking the orgahizatidn,

The data were first‘sorted ih order to establish the’categories
of concern. _ }L
1. The categories were labelled and given def1n1tions |
- 2.  Sub- categories, d1st1ngu1shab1e elements of the categor1es, wefre
established - . ; |

Having established the categor1es and the sub—categor1es, genera]
_rules were formulated before the raw data were sorted into categories
according to the systematic three stage process out11ned by Nolan
(19789 These were:  ° : ‘
A.ﬁ First Stage Syntact1c Segmentat1on
B. . Second Stage: Labe111ng ‘the Segments ®
C. Third Stage° Organizing the Data_ D T

1Follow1ng the categor1zat1on two checks for accuracy were made
A, Domain Ana]ysis J "
B. _ Intercoder Re]iah11ity.

‘36
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The above. procedures are®explained in the next section.

ESTABLISHING THE CATEGORIES R

Every r;espo'nse to every interview question was summarized as
briefly as possible. For example, 1f,' a teacher sai.'d, "I-er the idea .
of keeping up at university. I 1like to keep updating." then that
statement was \sulmiarized to "university updating.” 'Th‘e‘.inf,,onnatwn
Q.from each. c';ﬁ‘ the  summarized inteﬁviews }was sorted until major:
categories of '\t'elachers' concerns emerged. The rese'archer found the

foUowi ng four categories to be aopropriate. | .

Teacher Concerns for the Teacher.

]
..

Teacher Concerns ')for the Child.

Teacher Concerns for Ecology.

= LIS ~n
. o, o

' ,Teacher Concerns for Curriculum Matters. ' | ]
Having estabhshed the four‘major categories, thi\r'esearcher \
defined them S0 as to ensure’ cons1stent and appropriate organization
of the data Because of the complexity -of the responses within some .
categories, it was necessary to estabhsh sub- categories to maintain
“he intent of the response. For example, the category "Tgacher

became "Teagher as "an\ {nstrucﬂtor, "‘Teacher as a Professional," and
"',i'eacher as a Persom‘. " | | |

The four categories named above will be defined. Def1n1t'1ons

wiH include sub- categor1es

{

[
S,

L



Teacher COhcerns_for-the TeaChis,,,.__—-r*”//,

This category includes al1w1tems\where the teacher speaks of and .
for the~teacher: in the role of classroom 1nstrqctor, inithe role of
professional leader, and in the role of :1ndiv1dua1 ' For 1items.
| appearing in this category the teacher speaks of the teacher- role only
and not of what is expected of the student. Three su?-categOries were

Jdentified. . . - B
Teacher as an Instructor

1. ATl references to the interactive act pf teaching.
Is able to instruct students in a 1anguagesuited.fo’their Tevel
.and age.} Is able to assign‘we11 defined work. Is resourceful
and shod]d be willing to try new methods with the chi]dren.
Constant]y encourages the students to achieve h1gh Is able to
provide for individual d1fferences, and is able to adjust to
-situatjons that arise in the classroom. |

2.  References using expressfens such as prepared " Qplgﬂned " and

organized“ as they pertain to classroom 1nstruct1on were treated as

teaching skills and p]aced in th1s category. .

“'3. Most references and synonyms for communicat1on, rapport,_ and

'empathy were placed in this category.

4, A]] references to using "Effective Teaching programs were

'1nc1uded here because local Effective Teaching courses deal almost

exclusively with teacher.as ' "instructor.”
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Teacher as a Professional :
1. - A1l general references to- professional aspects of teaching, otper
than classroom interaction were included. Some of the%e vere, academic -
preparation, ongoing professional development, and’ proféssiona1 roles
played by teachers.-

Upiversjty training is very 1mportant.

I think every three or four years we neeo a saobatical

Tak1ng the Effective Teach1ng Training has been rea11y great

You have to be able to relate effectively “with = parents,

‘counsellors, andlother professionals. You have to keep a good

partnepship with other persons. o

M

Teacher as a Person

1. A1l references to personal aptitudes for'_teaching, and to

physical and mental health. | ‘
They almost have to be a genuine person, or a real‘person. [ am
really serious about this one. You-have to have good physical‘
apd mental health. " You have to be able to enoure the rigors of a
day of teaching. You have to know how to manage distress. In
the children of course, on parents, .teache}s, peers, the

principal. That's an overall statement.

2. References to the nurturing role of the teacher.
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) 4 .

A good tgacher should be p‘mother, a nurse, a social workeﬁ e

You haye to be evérything. You have to be caring. understanding,
sympathetic, ‘and trustworthy.

3. | References to teacher personality thaﬁ may be thought of as

qualities of the "instructor" are also included here 'when fhey have

. been stated with no reference'to classroom context.

A good teachér is versatile, adaptable, resourceful.

Teachér Concefns for the Child

This category includes é;;ihi
of the statement. The disf
whether the reference directly br indirectly expects something from
the child such as “growth." Two sub-categories are included, the

~ social development and the academic’ development.
Social Development of the Child

1. References that name of directly imply the various kinds of
growth\qf the child eXciuding academic growth. ‘
You have to provide for the growth of the whole Jéﬁijd:
psychological, emotional, and social.
;2.“ References to teacher ﬁnow1edge of child psychology as ‘it assists
in ihi]h development. | ‘. 4 |
Knowledge of children. Child development. . A knowledge of what
they can accept and what they can't accept. To teach Phys. Ed.

~and now know the -effect competition has on children can be
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[fdevastating when you are trying to promote 1t. Know1ng what ch11dren

,can.handle 15,1mportant; Load and over]oad type of thiflg. -
* Academic Development of the Child -~ & =~ =

¥ Itans that refer to the academ1c or cﬁrricu]um 1earnﬂhg of the

ch1ld

-

We are a1ways try1ng to make sure . they are 1earn1ng somethmng and

we worry if they are not

~ Teacher Concerns for Ecology f'; L o R | o
Thfs - category- describes the m111eu - of the ‘ school "the -

ye?alat1onsh1ps that ex1st between the persons and the env1ronment.

L M
SR

R RER T P -
.- Community and the‘Schqel

g]} References to 1nteract1ons that exist between the teacher and the ’

community, and the. teacher and the tota] eco]ogy of the schoo]

Parent expectat1ons | espec1a11y b111ngua1 parents . Thefréytfﬁ’
expectat1ons of behav1our aqg\\/fferent from m1ne R ]9

Y Some teachers are not cooperat1ve Some teachers won' t
<
S practice, Insignificant th1ngs Leads to 1rr1tat1ng otherga LT

"
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C]assroonfnanagenent

Lt
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i : o

: References to managément-and diSCipline in the classroom.

:They have to have the ski]ls to- set up’ and malntain a c]assroom

“You have to have. good managementJ good d1sc1p11ne

e

Classroom Atmosphere : ;

References to”the’learning atmosphere. This category is detined'

in that some teathers speak direct1y of classroom atmosphere.

/

I feel a harmony, yougknow It wasn't just'something"that I
taught It was ‘a comb1nat1on of how I taught 1t everyth1ng.

1nvo]ved ‘and 1t seemed to go really smoothly, not Just that the

‘k1ds weren't . yel]ing or, there was evide’;e of success there,

regard]ess of how big or small it was, but the way th1ngs “‘would

]

work together ... | . B

References to the phys1ca1 environment.

[

_The first th1ng 1 want to mention is the phyS1ca1 You know,

“‘1t s physical The ‘class atmosphere kthe env1ronment phys1ca1

N

crowded 30 kids, no ‘space to wa]k. no space for ‘the ch11dren,‘

o

know,z(wavés her arms) move They have ho space

'V

: they c}F“t _yﬁ:

(14 &1 RS

a

Teacher ancernsufor Curriculum

R : i . : LN
’ ", . . ) f_,\‘-

References “to curriculum - occurred in threg§§§15t1nct aspects:
4

teaching the curricu]um, knowing the currwcu]um, and evaluatlon AT

TR
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: Table‘4 o
Definition of Curriculum

L
LS N
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5%¥\. _ ) Teaching Curriculum

1. Knowing the curriculum.
2. Teachiﬁg the curriculum.

- 3. Evaluation of the curriculum.
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N

statements that’ referred d1rect1y to the curricu]um were “{ncluded in
this category | f .
1z Items that refer to knowing the subject area knowledge and
keeping updated.- in subaectrarea know]edgec -
. He. must be specia]ized in the certain subJects
2.; Items that refer to teaching the mandated curriculum.
; To carry the curricu]um ... to fulfill the mandate.
- I th1nk some teachers.are better at certain grade levels. 1 e
. think maybe you're not a good teacher if you are at the wrong |
Tevel. | u_ |
3,’ Items that referqto accomp1lsh1ng the goals of the curricu1um.
If I can accomplush my goals for the lesson.
- If we can move on to the next level.
4. Items that refer to relevancy of curriculdm. _
I knew the information, (about China) 1in the curricu]um was
outdated and confused Chinese 1mm1grant ‘children. | |

' " THE SORTING PROCESS

Origina1 data is used in the sorting-’process‘ General rules -

_ emerged that had to be app11ed by the researcher to ensure consistent

' sort1ng of data and by 1ntercoders for the purpose of ratif1cation

N

‘These ru1es were:

"1. ., Judge the segment 1n terms of the context

e

2. General and specific statements | »
General statements appear under the. category “Teacher." }Some ’

examples are, "You haye to know child psychologw."” and'“The natural
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“aims:  the 1mpartingﬁ of knowledge." "You have to know thg subject

48

matter taught" appears under "Curriculum. "Specific statements appear

under ‘the specified topic.  "If you know child psychology you can help

thé child with his problems” appears under "Child," sub-categogy

“Soc1a1 Development."”
3. Counting of itemized 11sts
Title only.: ’
' “Effect1ve Teaching."” | 3 nl 1 codnt
' T1t1e plus one item only. o .
"Effective Teachihg," time on task. | 2 counts -

‘Title plus more than one item.

!“Effect1ve Teaching, _ nine items foliow. ~ 9 counts

4. Repetitions are not counted.

5.  Negations are not counted.

organize 1ntrospec£ive comments made by students discus;ing their

writinq bfogésses. The system involved three related bdt distinct

stages.  This lresearcher followed fhe schema of - this system to

brgan%ze the data from the interviews. ‘

)

P .

~ The First Stage: Syntactic Segmentation

Syntactic segmentation involved the systematic segmentation. of

the responses into syntactic segments; each “consisting of an

‘1ndependent clause and 1ts mod1f1ers" (Nolan, 1978), which could théh

be exami ned for 1ts 1ntent -An example of syntactic segmentation

foﬂows.- : Slashes‘ separate the syntactic JSegﬁlents.- First of all,

’ o

"".n,\

Nolan (1978) followed a systematic appfoach to data analysis to -
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" there is the 1mpart1ng of knowledge / To do that you have to, create a
safe pleasant learning atmosphere for the learning to occur 1n / and

to have rapport with the class./
The Second Stage: Labelling the Segments | ////

The second stage .consisted of labelling the segments. Segments
R N

were identified according\to the intent of &he speaker and labelled

‘ ~according to one of the. four main categoriés. In labelling the

segments, the coder took into consideration the context of the
segment. Ma1n categories were further organ1zed into. sub- categories ,
Examples of labelling -follow. "Impart1ng of knowledge" was labelled
as ‘"Teacher Concern for Teacher" becausel that s one ro]e of the
. teacher. - "Teaching children hon to. learn for themse]ves was labelled
as "Teacher Concern for. the4éht1& " because, by definition, when the
statement names what is expected of the ch11dren, that is, "to learn
‘for themselves," the statement appears under "Child." "“Create a safe
pleasant 1earn1ng, atmosphere" was labelled “Teacher Concern for
:Ecology" because the segment speaks directly of atmosphere and by
definitfon.atmosphere appears‘under fEcology.V' "Have rapport with the
class” wasz Tabetled “Teacher' Concern for the Teacher“' because the

téacher speaks of his or her own responsibility.
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The Third Stage:. Orgadiﬁgng the‘Seg,entsA

~ In the third stage, the segments were collected according to. the
categories and the sub-categories defined above. Affer the segments

: were collected two final checks for aécufacy'were made.
CHECKING THE ORGANIZATION

The researcher checked her own analysis through the Spradley
(1978) domafn‘ analysis. -The data were then  analyzed by two
independent coders for the purpose of ratificatibn, ‘and of 'nofing

subjectivity of the résearcher so it could be reduced.
.Domain Analysis

A doﬁain has four elements. The first element is the name or
cover term for thé categony;‘ Secdnd]y; the domain must_ﬁave at‘leést
‘ tﬁo or moré included terms, %or“ example, ihe dqmgin df "Teacher"
1hc1udes being organized and being‘understandipg. The third feature
is the‘semantic're]atfénship, meaning the way the features are linked
together. And finatly, a domain has”a boundary, usually most easily -
reqognized;whén it is crossed'over.‘- '

The cheéking procesﬁ was conducted by the f911owing>process. The
four categories 1den£if1ed abdve were treated as domains. Each
category has é name.-;EaCH category has several inclusive terms. The:
Asananiic‘ }eTatfonship }uSed for”.jhdgind re]atﬁonshipsf was "X is. an ‘

attribute of Y\; An attribute is established by its semantic sense
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and by the definition. Examples of the structural questions to test
the boundary follow. If the statement does not sound right, or does
not fit the definition it wi]i be recoded elsewhere.

1

~ Intercoder Reliability

§ X ‘ ‘ _ —
| A caution~to be observed to ensure consistency in coding is the
. use of 1ndependent researchers %o act as judges of content analysis.
This technique is appropriate to check the reliability of a content
‘analysis system ‘(McLeod 1981). Two non-coded transcripts ‘were
selected at randam and copies of each were given to the researchers
w1th the definitions quoted above
| A coefficient of reliability was calculated which uses the ratio
of coding agreements to the tota] number of coding decisions’ and ig
represented by the following formula (Holsti, 1969): o
C.Re. = oM “
N +R - .

In the formula M is the number of coding decisions on which one
judge and the researcher are in agreement, while N and R are the
number of‘ coding decisions made independentiy by Judge N (the
researcher) and R (an independent Judge), respectively. |

Holsti's (1969) formula represented .above demonstrates the number‘
of agreements perfect agreement is represented by 1.00.

LN
SubJect #1 Coder #2 appears to have a 1ow agreement with the

a /7

researcher,; however, because Coder " #2 made larger division53 he

sometimes had two or three agreements‘in a single segment.



) 52
The results of the‘intercoder reliability checks are given in
_Tablé 5. The a?érage of the reliabi]ity‘coefficient is at or above
0.70 in all cases. Marland (1977) and King (1979) established a
reliability coefficient of 0.70 as acceptab1e in content ana1jsis when
the comp1ex1ty of the data involved in coding are such that perfect
agreement is almost impossible (McLeod, 1981). Holsti (1969) notes

~the degree of re11a5111ty in content analysis is conten;ious and is to

be related to the complexity -of the task.
i CONCLUSION

The fouk’ categories of concerh arise directly out of the
teachers' comments. These definitions of the categories proved to.
éppfopriate as éhe sorting‘procéss‘and the éhecking served to validate
them. Once the data was organized acco?ding‘to category, the findings

were charted and discussion of them was prepangé.
. : /t

$ —
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CHAPTER FIVE %

THE FINDINGS

The nine research questions asked of the 30 teachers netted a

e

tota} of 1, 398 distinct responses The results of the categoriiing of
the responses 1in the previous chapter are presented in two ways; six
tables are used to illustrate the findings, and each tab]e,is followed
by a discussion. The first tabie, Table 6, is an overview of the
totals and percentages for the four categories ﬂsuggested~ by’ the
teachers across the four. research areas. Table 7 presents the order of
concerns raised by teachers in a comparative format. and observations"

are noted. Finally a table for each of the research areas is. m

presented and discussed.

development of. the questigns which yielded the
discussed in Chapter Three{ Frmn Table 6, the priorit hcerns
f raised by the interview process can be seen. They a& ?pg?sented in X"f

descending order of occurrence across the top of Table: E;gﬁ-§a:‘; Ze

%ﬁé?" at- 51 3

,Nx?

The teachers' most frequent concern was for the

i
£

; ' 7
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o
for the "Chde" at 22.1 percept foTTowed by cowcern for "EcoTogy at‘_

TS 7 percent, and . finally concern for "Curr1cu1um at 10 9 percent of
the responses( | These percentages make two observat1ons possible.
| ‘:Edrst oVEr han the responses were about the teacher Teachers.
’ foCUSed their answers on themse1ves They ne1ther gave. credft ‘to nor -
'pr f.ﬁ bTamed other persons for the1r performance The*second observat1on is
that the other half of the responses were about 1ssues 1mmed1ate1y :
reTateu to the teachers 4 profess1on No teacher ra1sed peripheraT‘:'
o

, 1ssues that were not dlrectTy reTated to teach1ng.

. The four‘ 1nd1vidua. components rece1v1ng‘ the most frequent’v

responses foTTow. RN S " | S

A . ‘ .
%r The Targest component at 28.8 percent ‘Was - “Teacher Concerns for,x

«

’ the Teacher" in response to research quest1ons[on the. qua11t1es oféa e

good teacher. Teaches spoke Jmostly - of persona] and 1nstruct1ona1

quaTit1es - Two th1ngs are suggested by ‘the highest . percentage "of

| < responses betng d1rected -to concern for the good teacher ' F1rst

T“;' : teachers believe in a basic human whoTeness being the foundat1ona1_ .

‘;gv ;' criteria‘for a good.teacher and‘secondTy, teachers be11eve 1n“the need’f”
<0 to be abTe to teach By bas1c human whoTegess 1s meant adequate]
physicaT emot1ona1 y and 1nte11ectua1 \and 1n some cases sp1r1tua1'

“deveTopment _ " B i | o |

| The second’Targest component was 'Teacher Concerns for the Ch1Td",‘

at TT 2 percent, in, response to research quest1ons regard1ng seTf—=

-uat1on.. Teachers reported gOOd,teachers wererdo1ng«aegood Job_1ff .

7 e studentsTWere'suCCeedinggi‘Thisfshous teachers believe injtheineed

[
-

- 'to .focus onithe progress of the developing'child. /;//”f*
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The third 1argest cunponent at 10.3 percent 9 ”Teacher Concerns

for “the Teacher" in response  to research "t'-ns regard1ng the'.

-serv1ce good teachers requ1re -and what prevents' eachers from becoming
good teachers ‘Teachers reported the types of 1nserv1Ces that he1p 1n‘

the. performance of teach1ng duties and the kinds of attitudes _that

hurt. The Targe percentages of responses d1rected towards service and L

' pre;entton suggests teachers beTteve 1n ma1nta1n1ng competence through\
. ™ .

HcoTTaboration ‘with other educat1dna1 professiona]s .dnd that  they

reCOQn1ze the danger of not ma1nta1n1ng personaT wholeness
The fourth Targest component was also "Teacher Concerns for the

‘Teacher" in response to research quest1ons of seTf evaluation at 9.4

"‘ percent, : In th1s component ‘teachers spoke of the qua]ity of their '

performance as instructors, and their personaT sat1sfaction. The high .
percentage of responses for seTf eva1u5t1on suggests teachers beTiet/ ;
~in accountab111ty and in work1ng toward sound competence 2
R T o R )
. . COMPARISONS OF THE ORDER OF CONCERNS -
A ‘comparison of .the ‘"OrdEr of Concerns" shows two interesting |
| *paraTTeTs The order of teachers concérns for "Aims paraTTeTed the'
* order of the1r concerns for “Eva]uat1on“ (Table 7). In both lists the

IP

¥, and "CurricuTum This'

order rfsf “Ch11d " "Teacher ~"Ecolo;
paraJTeT suggests> rat1f1cat1on of (the teachers concerns Teachers |
say they7aim-to a:ETEVe in termg;o thg "Ch11d" most often and theya

‘aTso evaTuate thetr performance most often in terms of ‘the achievement ‘

”of the "Cnild." : S g e T
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Child

. Table 7 o
F _ S
‘ Comparisons of the Order of/ Concerns -
Aims " Evaluation
Child 56.4% Child® 39.2%
Teacher 22.9% - Teacher o - 33.2%
" Ecology 10.6% Ecology - 18.5%
Curriculum - 10.0% . Curriculum 9.1%
~ Qualfti es N Se‘r;li ceéPreve‘nts
" Teacher - 71.5% Teacher 53.8%
"~ Ecology 11.9% Ecology - 24.6%
Curriculum 9.2% Curriculum 17.9%. "~
7.4% - Child
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The order' of teachers' concerns for. teacher "Quaiity" para]ieis

the ‘order of their concern for "Service ‘and "Prevention" (Table 7).

In both hsts the order is "Teacher, "Ecoiogy, "Curricuium, and
"Chi]d " This paraliel’ suggests ratification of teachers concerns.
The order in which teachers prioritize their concerns for teacher‘
"Quality" is the same order of ‘concernsu in which they require
.‘"Serv1ce or Judge "Faﬂure._ | | ."‘w ‘ | ’
-The - remainder of the chapter wﬂ'l discuss each of the research
questions in turn " Each. question wiH .be discussed in terms of the\
four categories of concern raised by the teachers . These categories
- will be d1scussed in ‘the order of "the number of responses in each |

e ’
- Lo

'AIMS OF A GOOD TEACHER

 “The responses to the Tesearch question regarding "Aims,"’became,
sorted in the following manner: 56.4 percent refer to the "Chi]/d "
22.9 percent refer to the "Teacher," 10.6 percent refer to "Ecoiqu LA

and 10 percent refer to "Curriculum’ n(Tabi*e 8).

Teacher Concerns for the Child: -Aims .

-The‘ category of '"ChiT‘d " ;a» SM percent, ,received the'. most

l_,frequent number of responses ab]e 8) This figure shows that

',_teachers spoke of ‘aims  for the "Chiid" more than ‘twice as’ often as

-a",

. §
..they, spoke, of }a-1ms in terms o_f "T3§Ch:§ and five t".?mes more often
~ than fpr "Qur‘ricu]um".' oi—«}"'Ecology.'" ‘The data ,_1ndicat:es a _g~re_ate_r, .
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concern for the social‘development of the hild, at 32 9 percent as

- compared to the academic development at 23. 'percent (lable<8).

) The aims for the social develbpme of the "Child" "covered "a_
range from the immediate goals of childrdn getting along to the long-
range philosophical social goals of eparing students to live in
| society. An example of a'statement that elaborates'imzediate goals of
social developmentfis “To create friendly relations between teachers
and students‘and amohg students. ‘An example of a teacher aim for the .
larger social respon51bility is: A |
1 believe that as a teacher we have to prepare children to make
the transition from the classroom to society, to prepare than to
be responsible members of society above all, To prepare them for
the work force, ‘Basically to be responsible in society. ‘That's
_what I'feel is my primary function as a teacher. h .
'Many teaches reiterated the classic aim of the teacher, "To help
‘ theiturned of f child.“' There were -a few examples of very specific
'i social aims such as, “develop their verbal skills so they are ablevto
speak. for themselves "o | - h
fﬁé aims for the academic development of . the "Child“ were most
often expressed in terms of the learning process: to have the -
children retain the 1nformation learned and to.have students build.on
past learning experiénces ‘;." There were examples of Tong- range
" ‘academic goals such as "[My main aim is] teaching children ‘how 4i§@
learn for themselves

- The large number of responses*apout aims for‘the students socfal

beliefs 1s
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' ' ‘ o
that .good teachers shou]d aim for the twofold development of the

. students in b@he long- and short- term.

~Te52her Concernségor the Teacher: Aims
Teachers said they believe gdod teachers set their aims for
themse1ves as’ "Instructor" in 16 5 percent of .the responses regard1ng
aims (Tab]e 8). . They reported goals most often in terms -of using .
effective instructiona1 skills, inc1uding communicat1on, 1nsp1r1ng
1earn1ng, and 1n terms of striving for excel]ence Some examples were: )
"To be eff1c1ent, vee to establish objectives and to st1ck to them
and “You have to know the techn1ques and everything, how one does it.'
Other examples were, "[A] good teacher [aims to] communicate we11 w1th
her students.v and- “Toﬂ inspire 1earn1ng. ‘ I think by your own
ﬁenthusiaSm e you can get the students inspired,i investigating
different things." Still another teacher said, "i:put'fﬁxce1ience.'
I have certain goals in mind for the kids." . Y
Teachers, aims . that were directed at themselves as

a
4

"Professionals“ (2.9. percent) and as “Persons" (3.5 percent) were not
\ ‘

wextensive An example of an aim as a profess1ona1 was "To work
effective]y with Others Two examp]es of a1ms as a person were:'"Toe
| be a ro]e mod@] tq the students Nhether 1t’s by your act1ons or your’

. "i %)ub." )
words, or just by your habit ahd "to-be Catho]1c Another examp]ef

“that.the kids fee] you are fair.h -

R

‘ The 1ar9e hnumber of responses about adms for the teacher\
uxnstructor shows that thChers be] f‘"“ _ ) &




‘Teacher Concerns for Ecology: Aims .
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. Teachers' aims for ""Ecology" accounted for 10.6 pércent of the
responses regarding aims (Taole 8). The need to provide a learning‘
atmosghoré‘was the most common response An examp1e was:

. The aims of a good teaeq?r ‘are to provide an atmosphere conducive
to the learning and the socia]izat1on of ‘each individual ‘child.
Teachers also spoke of the need to be aware ofl the . 1arger

community One city centre teacher reported as an a1m, "to promote'

v

happ1ness, and to]erance among students for-each other, for the people

J

outside in the fam111es and even for the’ wor]d .

Th1s segment shows teachers believe good teachers should aim for

a pos1tive 1earn1ng atinosphere.

Teacher Concerns for the Curriculum: Aims

S
X

The ains'of argood teacher regarding "Currjculuﬁ"_accounted for

10 percent of the responses to the aims question (Table 87,.and nost‘

.‘teachers reported their. a1ms in terms of teaching the requ?red‘a

curricu1um : A ¢ommon expression of this aim was; "To folfjll hthe

”.goa1s of . the departmentgof educat1on°“f Some teachers spoke ofvtaking :

into accaynt thedph11osophy oﬁ the,schooT system and some spoke of }

" making the. subaect matter 1nteresting o N ot

' f‘ This segment shows teachers be11eve good teachers should aim to
\‘ “ o 3 L FEI N ‘ B

"fmeet the/demands ot the curr1cu1um
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Discussion.

’ Table 8 shows that teachers believe good"teechers' aims are
focused on the. "Child" and that the two major . concerns were
'. soc1a11zation'of the,child and the acedemic_deye1opment of theﬂchi]d.
. This ratifies the findings of earlier studies (Bauch, 1984; Lortie, ”
1975). Interest 1in the socialization of the child was"of' high
~interest in the Lortie *(1575)"study.t‘ The concerns are similar to
these of teachers Bauch ca11ed “Relator JFeuchers." In the Bauch
(1984) study the research quest1on regard1ng the teacher's aim fOr the
social development of the child received the h1ghest. percentage_wof

/
'responsesi; In the present study, the aims for the sociel deveﬁopmentﬂ"
' of the chi]d'received the'highest number of responses..
Reports that teachers aim for - theaacadem1c deve]opment of the
child was consistent in three studies. Teachers in the Lortie (1975)
and Bauch (1984) stud1es and teachers in this study spoke of meeting

the goals of the curriqu]um In this study, a combination of the

.)

responses frun the aims, for academ1c development (23.5 percent) and 4

*

Athe aims for teaching the curr1cu1um (10 percent) accounted for 33 5

.percent‘ofathe responses

| The Eﬁication u.s. A Special Report (1981) found the re]ated aim
uas to teach studentﬁ ski1ls they wouﬁd need to become ndependent

‘learnens This find1ng was rea]ized in a sma]] number gf%ékachers in f

b \) 2, *\\ R )

.thisﬂstudy jﬁp : 5 oL " _ j‘ g L ‘ ﬁg"
J \Teachers 1n this study reported the amb1t12n to reach all
students. The amb1tion to reach all chi]dren was ¥also reported by

Jackson (1968) and Lort1e (1975)

N
I
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ai. Tegchers in this study spoke of teachers in 29 9 percent of the

“Aims nesponSes Most of these responses referred to instructor

sk111s This.was the highest concern of teachers in the Bauch (1984)
study where 1t was, referred to as "Contro11er teachers.

The teachers 1n this study reported that good teachers aim for a
c1assroom atmosphere conducive to 1earn1ng and a good . school
atmosphere | This finding -appears to be consistent with the Jackson

©, . (1968). study whﬂch reported ‘a need for informality and the Special
Report (1981) which reported the need for an authoritatﬂve atmosphere
as opposed to an authoritarian atmosphere authoritat1ve. meaning a

know]edge respect1ng atmOSphere
QUALITIES OF A GOOD TEACHER

] Table 9 shows that of the ‘total number of responses toijthe
‘lqualities". research question 71.4 percent refer to the _"Teacher,”
11.9 percent refer‘ to “Ecology," 9.2 percent refer to' the
"éurriculum," and 7.4 perceht refer to'the:"Ch11d " The figure, 71.4
percent, shows a strong concern for the role of the teacher. "Teacher
as Person" in response: to the questions of quanities and "Teacher as-
.Instructor in response to the quest1on of competencies received the

h1ghest 1nd1v1dua1 responses of the survey

Teacher COncernsyfor the:Teacher: ‘Qualities .

The two most frequent sub-categories reported here were

competencies of the "Teacher as Instructor" and . qualities of "Teacher
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.as Person." Teachers tended not to develop their answers régarding
qualities of the "Teacher- as a Person" which suggests there fis an

assumed understanding of the tenn/s they uséd.

PN

Qualities of a Good Teacher

A3 .
°

~ Table 9 shows that the qualities of the teaéher as a "‘Perso"n" was
" the most highly referenced sub-category of all, at 24.9 percent. \Most
of the referfences to teacher quality were bart of a comprehensive st -
such as the following: Table 9 ",'T‘here ar.e‘_‘many qua]ifies of a good
teacher. He should be concerned. He should be caring .., He should
be pleasant, inferesting to listen to, informative, have a sense of
humour, must be sympat_hétfc, fair ...." p | |

The n%st commonly named quality ‘was. "flexible" or -alternatelyf
"adaptable," followed by "caring.‘"; Other commonly named qualities
were; ‘“compassion,” "1liking lchi]dren,“ and "understandfng." One -
téacher stated, "A good teacher 15 ap;;roachable. In other words‘the
§tqdenfs in the classroom can come to her either for help in thefr

9.

personal lives or with their school life:*

Also frequently inC]uded "in this sub—categovry were re;’erences ‘to
"mental health" and "positivé self-concept.” "You hé\'e w be able to..
deal with. stress. You have ’to be mentaﬂ,y strong."” VOne‘ teacher's
‘°c1os1‘n§ comment - to- this segment makes a good summary comment.
“Aptitude: | Like a. mechanic ‘ne'eds.an aptii::u?de fo‘rt motors, teachers
need an aptitdde for feach_‘ing." . . aﬁ‘ - . ’

Table 9 shows that 8.3 percent of the responses referred td the

quality of a teacher as "Instr{xcto'm" The most often mentioned
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teacher qualities were "rapport," ‘“empathy," and "commhn1¢ation.“-

‘ Teachersibaiéo refqrred to “motivation" and "understandingh child
development.” :
In summary, teachers- have eipressed a strong belief in the need

for good teachers to have a caring and adabtable personality, a strong

sense of self-e;téem' which makes it possible for them to nurture

~ others, and to withstand the pressure of the work.
¢

Competencies of 2 Good Teacher

SN, o .
Teachers reported concern for their competencies as an

“Instructdrf in 20.3 percent of the responses (Tabie 9).: This is the

-second highest sub-group of thie interview. Teachers' references were

to items that appear on lists of Ski]]s} These in¢luded: "organized,"

"prepared," "has a daily plan," "cognizant of the “level of knowledge

of the class,” "sets an 6bjective,"”and “teaches to the objective,"

has the "ability to communicate with the students{A and "uses time

well. ;Fo11ow1ng is an exampie of one teacher's resﬁbnse.

To be able to plan well .both daily and monthly. To be able to
select appropriate objectives. 'To be able to prepare adequate
and apprOpriéte materials.. To be able .to evaluate students on an

ongoing basi§.) To be able to provide %or,individual differences.

;To be “able tO*maihtain_discipfine, keep the children involved in

iatheir._learning, (active particfpatibn) monitor and adjust to

~ certain situations.

)

. Teachers éxpressed concerns for their competencies as_

"Prbfessionais“ in 8.5‘pércent of the responses (Table 9). Responses .
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referced to professional " preparation = and ongoing professional

v e

development. . University was named most often as 'a source for
professiona] devg?cpment;d for example "University training is very
{mportant 1t s good to stress four years [of University preparation]
at this time. But teachers also spoke of 1ife, expectations '"Ltfe

grperiences, [ think thleﬁore “you travel and [play] mus}ca1

1nstruments Some teachers referred to what they wantep from
professional deve10pment,’ “[Teachers need to] be know]eogeabie of
different teaching strategies. They. have to be ‘knowledgeable . of
d1fferen¢ 1(§rn1ng styles." ’ '

In’th1s segqent teachers expressed the belief that good teachers

kS

 need’ a thorough Eet of. teaching and communication ski]]s backed up by

T
LN

"f“

professiona1 tra1n1ng and personal experience. r
W ;«-A A

’ .":‘o‘
Teacher concerns for the Ecolo%y ualities

’,
.'",‘Ag

-

i

e A ¥

A

P

fe‘ iaCTassroorn Management was ‘the *highest /sub category. Most °

teachers referred to .then qua11ty of having adequate discipline and

o ‘
K ."e ¥ NN

’ management. < An examp]e fol]ows "If you've got respect and order 1in

va\c)

i a classroom, then it's easier to‘be competent

Anﬂ examp]e o? teacher qua]ity relating to the “Tota1 Schoo]

' ﬁEco1ogy" (3 0 percent) is quoted below.

'_ A good teacher shows respect for. her fellow teachers, and
ffcommun1cates well w1th parents. She can’ get along with

. ‘colleagues, she contributes to the school - environment, Such as

4 R : . -

staff morale, extra curricular activities, school functions, and

.

meetings. . -
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' A standard reference to "C]assroom Atmosphere follows; “A good-’

, teacher 1s able to create 1n the c1assroom .an. atmosphere that

N

friendly, happy, and conduc1ve to 1earn1ng

\

™~ »
The’ total of 11 .9 percent of the responses shows that teachers.

v,

believe the: quallty of their working env1ronment 1s 1mportant both 1nf N
the c]assroom and in the 1arger school env1ronment It a1so shows -

that teachers expect good teachers to be good manages,, and to be

capab1e of prdducing a caring environment 1n the c1assroom and‘ oF' :

, contribut1ng to a pos1t1ve atmosphere 1n the schoo1

[ N B | .
< o

"TeacherrCOncerns for the Curriculum: &Qualities“'

LR

"fhteriiewed ai},

'5The'need»go‘knOW'the “Curriéu]um" was‘expressed’byrevery teacher

accounted for a tota] of. 3 percent of’ the responses'”

lw(Tab1e 9) The reason for the 1ow percentage count is that most of .

"f_the teachers sp ceof . curr1cu1um kn0w1edge in a “wi nimal way,-"[YOu

‘fneed the basic know]edge of the subaect area taught Other_

references 1nc1uded the need to know the resourceS' “The1r content=an¢ =

l“their locatlon, , and the need. to. know how ’to teach SPeC1a]‘ZedwT'

'fcurr1cu1um such as art or music f‘f,,‘: V“_" i j;'3 SN T (;“x

The fact that every sing]e teacher |n nt1oned curr1cu1um shows
\

vthat teachers believe curr1cu1um f]uency is: an 1mportant teacher'”

»

e

fquality \\
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-+ Teacher Concerns for the Child: Qualities

¢ ; _y g "f,"". R "]‘]\ ‘

S
"\

.

Quest1ons regardmg teacher .quality . d‘id “not Tend themseTves to

) responses about the “Chi1d" and consequentTy rece‘ived onTy a tota'l of

7.4 percent of the responses (Table 9) Responses were in terms of; .

‘.."Teachers must _want students to suc¢eed " One teacher ;howed yr v

_concern: th1s way | "Accept the chﬂd as he is. The chﬂd mu’sykndfﬁe « (

bi scussion: |

is- accepted The student shoqun t. be the butt of jokes, he. shou1d be
.takem rserlously for what he st He can't change the way he is. ’

¥ This showsthat teachers' behefs about chﬂdren 1nc1ude caring

about.- the chﬂ‘d s personal weTT -bei ng : S 4

RPN AT
S Lot

T .4

»

-;-P

The é"ategory#df"{ ’Teac&bﬁﬁ’vor?@ern for the i’Feacher dréw‘: th? -

’.Targest number of ksponses, for th1s research pro;ecf‘ This can be

,:‘exp1a1ned 1n*part b_y the 1nterv1ew questions that were. asked It may,

: be suggested that the high percentagef of responses regarding the sub-v |
‘category "Teacher as an Instructor refTects the current 1nf1uence of

P \
vthe"'Effechve Teaching" programs because the’ Tanguage used by sdm

-'teachers cToseTy/resembTes the Tanguage of the programs o f

. ~of dny sueb cate,:%pg the study The data from this study rati.

- h1gh TeveT of cancern for pemalities reported by LOrtie (%

The sub-category "Teacher as Person rece1 ved the m3’st references

k&)
,‘_\.

"'.‘at 50 ‘percent and by Haggard (1984) at 47 percent. _' In th1‘s svv ﬁyw
‘7»'f1ex1bﬂ1ty and caring were the most conmon]y named characte%stics

_“F1_.exib..1;1“§¥" was the most mentuoned characteristics named - by the

- d)...

o
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Education- U SA N Spe'c“ial"Report (1981) "Car1ng was the . most
Wi‘: commonly mentioned characteristm in the Easter]ey (1983) study m
response to her question on teacher characteristms These same
concerns ar‘}ﬂ"reported by Connors (1979) as part. of the teachers
pedagog1ca1 beHefs regardmg the genera‘l teaching role. There were
examp]es\ of quaHt1es of a good teacher that refTected qua11t1es
defined 1n a doctoraT dissertatmn by MarTand (1977) In part1cu1ar
the principles of comp'ensatmn and strategic Temency .were ev1dent
One examp"ie of compensatmn was the personaT daﬂy JournaTS kept by
studentsland homdlscTosureﬂ assisted the teacher to _be.cons1derat,e of_v
the feeHngs of the child, "I can be COnsyﬂerate of their feeHngs an'd,
why\ they behave 1n certa1n ways on certam days M - |
| The 1tems 1nc1uded in the sub category “Teache",as an’ Ins%?uctor
a]so appear in the Lort1e category of "Instructwnal ResuTts -One
examp]e is the concern for educatmnaJ goaTs There isstrong\.,;-
i ‘, correspondence between the"'Teacher as Instructor :sub-cat‘egoryf_ an)d":.
. the respons,es to the EasterTey (1983) quest1on on techmque Teachers'
‘ in both studie’rtéd strong concern for the teachmg sk1115 Such
'_ as orgamzatmn and pTanmng Behefs about fﬁ\teachmg skﬂls that
were reported_b} Connors (1978)

example is- the concern for spec1f1c \gteach?/ng skﬂTs such as mot1vat1on

%"?"‘Tso reported ' 1n th1s study One ‘
o .
and smaH group organizatwn »,The data d1d not rat1 fy the f1nd1ngs of
. »'the A Haggard study \ th§t reported Tow concern for. quaht_y .o"'f;v
| 1nstruct'ion - o o [ o 5:’ .k \’
The concerns regardmg deveTopmg 1ndependence in ‘the . students |
reported by the Spe,cia'l Report (19811 and by Buss1s, Cmttenden, and

Amare] (1'976) and those that appear as V"ReTatmnaT Cond1t1ons% ‘“"‘ﬁn

My
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9,

to "Eco1ogy,' and 9.1 percent refer to "Curr1cu'|um

" Teacher Concerns for

‘ ’a success e T,

E)

Lort1e (1975) were also reported in th1s study Independence was not

' reported by many "teachers in this study but those who did report it

® yere emphat1c ' L S "

—

PROFESSIONAL SELF-EVALUATION OF A 600D TEACHER -

} TaB‘Ie 10 shows that 39 2 percent of the total resp/onses refer to
the "Chﬂd " 33 3 percent refer to .the "Teacher,“ 18.5 percent refer.'

»

' B

. m'~l-'
ot " " ”‘zw‘
\ {T'ﬁﬁ. N ¥ oy ’

PR L PO, [

7o R el 8,
PMYTd:  Self-Evaluation .

Success ma ‘_.‘thro‘ugh the "Academic D_eve]opmentof the Child"
regéjved” 188 perent’ of the responses and was - the 1argest sub-
c?Zgory to th1s research ared. Teachers spoke of successfu] a%ademic
deve]opment of the chﬂdren in a variety of ways Most. of them spoke

of the mmed1acy of the 1esson, “D1d the kids get the gist of what you

:were try1ng to teach"" Some of ‘the teachers spoke of success ~of

students from a 1onger range point of view, for examp]e, using what -
they have 1earned "Can the children. take a concept that you *ave
taught ~them and can they apply 1t?" One teacher spoke of 1nsight of

students see1ng beyond the lesson or ski]'l "In Phys.. Ed_, we' re

- servm in badminton now, somebody 1s able to pfok 1t up, you know,

- and can serve, but start to reaHze, there is’ more to the game, that s

-

’

Vv

Teacher success 1nterpreted through "Socia] Development of the

- 4 'Chﬂd" accounted fgr n .8 percent of responses (Tab1e 10) An examp1e
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of a typfcal response in this component 1s,"“If there s a’ change ir@"f

.att1tude then they are on the road L | o .' §

\‘,)d :
The questions teachers asked themsel ves were about the "Academ'ic

LE

Development of the- Qhﬂd" 6? percent of the time and were about' the

Ti“"‘Socia“‘I " DeveTopment" 2.0 - percent of the t1me (Tab]e 10).
4

T questions about’ the a}:sademjc deveTopment were 51 i b "Are the

fh

-.chﬂdren ‘Iearmng? «'LAre they 1nterested?" 1"'?" Twb

.....

'J“;fz.-*‘,,-,questmninwe @selevancy' oF e "té’,}. "°f'th€ SR in in relation .

, to‘wha_t they need to ns about socia'l 'deveTopment were
"Do they”"vh‘ave a ‘gwood‘ s‘e‘_.:l:’v ,“ "-1and ¥are ‘they, Tearn'lng - _1_nter- y
"vlrelatmnships?“ R ST e

s Tr?achers rated "Academlc and‘ "Social" development as"th}'e'lrf‘jtwo
}_ :h1ghest concerns 1n the area of seTf -évaluation. ‘These were the ;-"sa'm'e
.:A’,two} h1ghest cOncerns under a1ms. ' Tw correTation suggests a,'
‘ rat1f1cat1on of their concerns . ,*, S L )
.%‘1'31‘- These findings show teachers‘oe]ieve there 1s a duath 1n their-’ :

responsibﬂity towards their students . The correTat1on of concerns

. ,
@sgowss wt teachers ‘are com1tted to that duath The nature of,;
\ their comments supports the earHer concTusion that teachers hav( a'r ‘
strong nurtuﬂ\ng atti tude toward teaching “ |
’ _TeacherOConcerqg,’p?f'the Teacher: Sel f-EvaT'uation SR B
. "-. 'J’N' . CUN N MR : ‘.' T vo . “’ s . ) ' : ! C -‘ !

(.
194

' Teachers spoke of seTf eva]uat1on 1n terms of questions they ask
aboMemseTves as "Instructors in TT 6 percent of the responses i

(TabTe TO) Questwns teathers ask were often simﬂar to "Nn }

. KJ &
C % . . - ai? .w.m,-
. " . " . - roer .

N v s
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‘ig\well prepared for the day s work "

",u.a
i l

L :for the teacher as’ “Instructor and the - teacher as “Person

& {». .

e L M
ot .

3

a _‘,;‘_,students? " s thére anything "to help me. understand the atyp1ca1

31 » "’ .

chﬂd? Nhat do the experts say?" A few teachers were more searchi ng

"g‘_iin their questions, "Am- I reaching out far enough? the qyeétmn‘in‘g

i

! ‘)

Teachers spoke of teacher Qctess as an “Instructor" 1n 7 6

J

percent Of their responses (Table 10) : Some respcﬁes) were in terms

of meeti ng their goa]s, "You set. goa‘ls and they 4are met. " 1n terms of

time, you have enough t1me," in terms of b, .aqprepared the teacher

1n terms of student

’1_earn1ng, "1 taught the children someth,ing, @somethmg they,reaﬂy

¥

me, maybe in f1y years from now and say . you helpe in th1s ‘
i ,

“
. v‘,' "‘,\ .
A

+

Teachers s&oke of‘ the1r success as- a Person 6 0 percent of the

.

'\;~t1me, Comnon expressions were, and you come oyt not bei ng frgstrated

haPPY you ;fen.joy comi ng there

N s o

L Nhen B speaking ‘,of succees‘ teachers spoke  in “térms 'off‘

- S e

X ,,,,‘how 10ng you have been Jleachrng you are a1ways 1earn1ng you reaHy

' fhave to nely on trial and error - to try and ﬁnd out what s goi ng to .

. ‘.," ‘1w0r‘k . . - 4‘~,;! ) . - . ‘. . ) u/ " .

There was a good ba]ance in_ the se1f eva'luat1on between concerns

"Professiona]" ‘quest*lons (4 3 percent) fFrom the teathers

_.’u'-l “ . A . -~ . . . e

L]

,looking fovt ways to hnprove?; “Am I meeting . th'e"" dem'a‘nds offthe -

", ,part of our .job° are we question'lns our job?" ' J' L '_ , ,

kY

) underst‘and " A " common response “wag when a chﬂd wilt come back toa |

at the end of . the day cois and "Persona] happ1ness, er ,”you re "-
. ; : / ¥ .

"ﬁf"Pro‘fessionaHsm only 1 percent of"the t1me "I f1nd that no matter :

o suggested "A 1ot, o_f» self{-eva]uatlon is go1.ng on, they.~are a1ways_‘



el | " o
. comparing\) themselves “tov’ofher teachers - they think are doing a good
job." : - g h " _ = A S
R | ‘ o \wai

Lo "Personai},-duestiohs‘ (2.8 percent) from “the_ - teachers were

questions such ?as'*‘ "How can I keep things 1n perspective? Good

» N

'fteachers kaow how to take'carq‘of themselves A 4

*"Thns section|shows that teachers believe good teachers shou]d be

Q&;gnt amd that they "should be monitoring their competence The -

”'?‘ %
-f““ find1ngs sufgest’ teachers he]ieve good _teachers destrean accurate.

-vappra1sa1 of - their competencetsihce they 1ook toVihe §“¥§ess,qf the1r ‘

J‘tﬁ@;ﬁ," S Co

ustudents, to the1r persoga1+ eva]uation, and to feedback ~from the1r '

)

pal
peers for evaluation.® It also’ ﬂhows a belief that evaluation shou1d

arise out of the milieu jn which they work.

i'ﬂ;;;s\

s for Ecology: Self= ualuation

Table 10 shows that the categoﬁy “Eco1ogy of th Schoo]“ received

2.

8.6 pencent of the responses regarding success Teachers spoke of"

°everything going along smooth]y, of: an ;" sence of outside
'1nterrupt1on, of gett1ng recogn1tion frmn the principa] peers,_and'
) parents, and of good communicat1on with students and staff ’ J

: Teachers quest1ons regarding "Eco]ogy were such as, "How-does
“one judge the sat1sfact1on of parents? " and, "Am 1 working we11 w1th

. 'the people-in the school?" - ¥
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_ Teacher Concerns: for the Curriculum: Self—Eval‘uation '

¥ ~Success in ‘this category was referred to 1’n terms of testing.
_ Responses to -testing made .up 6. 3 percent of the responses This"

‘figure 1is 1ngorporated into the 7.6 percent figure in the table.

.. Teachers' spol"(e of testing and examinations with var}’(ing degrees of

f 4
favour. Ong‘neacher '3ays, "Knovﬂedge of test resu]ts can t@¥

" »you*f"

‘/ d;ﬁwéc}he ’studéntg an ggéceedmg " Another teacher says, "The thing that 1
' -don t erv ug 1t is a part of it-is the test resu]ts Yet another .

E

- =

ut, "Test1 ng doesn't judge the- teacher a lot. These'

ij'IdS 1n e 4,'hoo] should do bett%r than kids in a c1ty centrev

3

schoé] .an ; don t think that makes me a beﬂfer teacher than the

_'teacher fx;om their schoo] "o

. v ' .

who says N&-sis true of the whole system of dducatmn
T& date, the?e 1s no equiva]ent m educatwn to standard
T .

procedures 1n med1ca], practme I do not argue for -or against

‘ this. 1 merely use th1s ‘as Tan- examp]e to 111ustrate the conmon,"
‘l dlsconnection between evaluatmn, which 1s high1y deve]oped and‘
’systematized and educat1ona1 'Ieadersmp and 1ns\ruct1on* wh1ch‘
"¢ muckless so at any general level (p. 114) - B
"Questions"‘asked by teachers about "Curricu]um (1 5 p’erc-ent)

o were about ‘the re]evance of the mater1a1- One teacher said i‘[I]n :
-social studies and reHgion I mlght questwn how thmgs are written

."there, as to. what you are trying to ach1eve, and how the kids will

o PR . . . o NG
N . .- .y ¢ . o
s . . coe T N .



"do they take curriculum for granted. o

B

79

apply- the knowledge, the learning ...." He goes on to question
whether the resources are completely accurate and whether they are
kept updated enough. : o '

s

- This, segment‘ shows that good . teachers are not perceived As

', beiiéving strongly in standard measures for academic per;formance nor

>
1 AT N . . \
Discussion : | S ‘

Table 10 shows that in this research area teachers report their
greatesf»sign of success.to be the development of the student (30.6‘

percent), both academic ('18‘8/‘percent) and social  (11.8 percent)

These are the highest sub categories of the seTf-evaTuation question

MR

‘If "Academic Development is combined with "Curricuium Success, a

*totai of 26 4 perceat of the responses is obtained'“’i This finding ,’-

suggests a higher concern for academic performance than was reported
by Jackson (1968) and' P1dcek (1983) whose findings indicated that

teachers Judge success by the imediate behaviour “of the students.”

| These variations may . be expiained in at "least two ways. Today's.
teachers Aare’ bombarded with information referring 'to teacher .- -
_accountabiiity which is almost a‘lways measured by student scores.

They are also exposed “to prog_rams on 'fEffe_ctive Teaching" which

ually focus on instructing skills. In contrast to the Physical

_Education teachers in the Placek study who were speaking of learning

‘in the'gymnasi-um",‘ the eTeme'ntary teachers in.this study were»'centering

their answers on their cTassroom and may haite been more inmediateiy

mi ndfu] of test results than were the Physicai Education teachers.
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9 :
Lort1e found that a major source of thg»féb]ing of success for a

teacher was the return of a former student to express appreciation to
the teacher. This researcher found many teachers reported the same
source of the feeling qt.success. -

Teachers' concern for the "Ecology” of the school and classroom

-ref]ects the concerns of teachers in earlier'studies'(JaCkson, 1968;

Lortie, 1975).
. ér | ot . . "‘ /
T &
A S " SERVICE AND PREVENTION
! " 1

The responses to the questions in this research area'.became‘

sorted in the fol1owing way The category of "Te ceived 53.8

!\
percent of the responses, “Ecology" 433 1 percent,

»

__percent, and “Chi]d“ 5.3 percent of the responses. Teacher concern

‘for teacher as a "Person" was the 1argest s1ng1e sub- category (Tab1eu

n. R B ,

. . > € . [
.Teacher Concerns for Teacher: Service and Prevention
L } - P

! ' R

The “Teacher as a Person" was judged to be what preVents teachers

.

tcuium"<*17 g -

o (hav

from becoming good teachers in 23 9 percent of the responses -That

percentage ‘is more, than twice as hlgh as the ‘next nearest sub—
category.. This reflects the high respons1b111ty teachers p1aced on
-“Teacher as a Person in answer to the research quest1on refer¢1ng to
the;qualities of the teacher. A w1de var1ety of ideas were suggested

Examples = of what fPreVents?, teachers from becoming good teachers

-

- follows. .- The most frequent examples that‘ teachers gave were
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h ""tir‘le"dnie‘ss, lack of 1nterest, not 1iking children, not 11l€1ng ‘the job,

and poor\. preparation." One teacher spoke of the absence of good::

teaching as an erod1ng process. The quote'fo1]ows. _ )

It's an eroding process.. Probably a lack of sé]f-esteem.‘rlt‘canu%?“
slowly- erode to the pot nt.whe~re you Jjust do uhat you have to do 1 -
and you're in and out. It becomes doing your job and not so mucg
teaghing | A g
Type of persona]ity was also mentioned. "Some peop]e do not have “

the right mental set.”. They do *not have the right kind of self-

7 confidence." ’Some.respondents suggested teachers gotb1nto teach1ng:

| for‘the’quNmireasons. "Some -teachers go into teaching because- the

" money's good‘!the'ho1{days are good, and the chances of getting a job

.are good." Some teachers Suggested persog@l problems for failure to
| become;good teachers I R
¥ #Personal pr2b1ems I'm sure are keeping a lot of people from be1ng<a)

good teachers ... If you are go1ng through a d1vorce or if you

are havingg a: big prob1em with your children, [then] I don't see

how yo ,can concentrate on your teaching .
The nekd for service for the "Teacher as Person" received only

3 7 perce t of the response (Table 11)._ These requests fncluded
- LN ¥ ’
programs on self—esteem and persona] development . ( .

e v

,xé fj‘ There~are a lot of good programSyand courses that bring up your B

. sé m‘.?,;&%éf‘, ,fQE]S good ;ﬁbout h1mse}\fs he 15 o

#

self esteem B

not gotng to go into" ﬁge ctassroom and take out h1s frustrat1ons

on the kids - L : S

a,

~ Three teaohers requested a retreat. "1 think we need time for
: teachers to just sit, think, tﬁd reflect." .1 . \

A}
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‘norlishops cand conventions 1 found

.-he1pfu1. 1 went to see th1ngs “on how to he1p gifted chﬂdre‘n

"L’J"’ *

Tﬁ 'Thi ,segment re1nforces an earHer conclusion that teachers'

“, R, .

"Teacher as ' Instructor account* for 10.1 "pe:r"cent of the
responses to, what prevents a teacher fM beooming a good teacher

(Table 11). Most references were to lack of teaching sk111s such as

Mack of organizatmn and’ planning." Teaghers mentioned "Profes-

sionaHsm" 3 percent of the time (Tab1e 17}, Included were lack of
oxperience, failure to use consu]tant servic‘es, and lack of upgrading.

Teachers 'spoke of requiring service for the "Teacher as

Instructor” 3.4 percent -of the time. The most common response was the

| need to take an "Effective Teaching" course. The type of inservice

teachers spok‘e most highly of was gradé level sharing.among teachers

from different schools., "Teach;rs should be helping teachers. "Not -

somebody who's never’been in the classroom, or ‘away at university.for
so long they ‘have lost touch. I think it should be teachers sharing

ideas. “,

Te'ache-ra sp_d‘ke of  the ne'ed for service for "Teachers s Profes-

were the need for a sabbatical, and the need to attend universjty

« Vi ~
- courses. "We should have a sabbatical, to just go back and catch up

A
on computers and things.,

—

unﬁersity,"" A few ;teachers';“r';ghorfed,' that "a teacher learns from

experience first " . Several 'teachers’ reg:>t‘ed on Isp‘ecial interest -

: E ) L8
‘acher's Convention very

sionals" 9.7 percent of the time. The most often mentioned' 3ervices

’
>

and "1 1ike the 1deamof keeping up at

2
-

P

>

éxpect good teachers have a quath of “basic hdman wholeness. the

absence of . ‘which contr1butes to fa.'i]ure at teaching. Teachers leo ’
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*be?ieve that good teachers need serv%ce- that contributes to their

- I
sense of sg]f esteem and to their overa]] competence. ‘
A
. M ' . s . ' ' ’ o < h"'u
Teacher Concerns for Ecology: Service and:Prevention: ~
) »o b L : - . :

A . » . . ¢ . Mo

e . : Y

-é\;‘ : o E . o o ;/ ' T e
> Téachers stated that a good teacher s abi’ity to be a good'

teacher was \hampered by sch "Ecology in 10.8 percent of ,the
°Q\c

.

]fresponses (Tab]e ). ‘ege examp]e of eco]ogy concerns was- "lack of .

’ .~

support from parents,and administration. Other factors in the school

-

?_“Ecohogy that teachers felt prevented them from becoming goodﬁv

teachers were teacher overioad 1nc1ud1ng \too many non teaching -

functions,”u and "too many consuitants and not enough - teachers

-

Teachers also recognized that the. pressures of-‘our Tifestyle

;contribute to poor teaching

I think it'sa iot of the pressures of today-'s lifes)yie We are

a]ways 1n a’ rush Ne are time orienteggpeopie And because of'

the pressures, and the hectic [pace],‘we can t rea]ly sett]e down :

"ﬁanddoagoodjob BRI T

-

e Tab]e 11 shpws that teachers spoke of requiring service in terms
P

of “Schoo] Ecoiogy 7.1 percent of the time The services of an

| aide. to assist w1th such chores as money collecting and preparation _

yy
of materials was most often mentioned Teachers requested more ‘access.

-to service _such: as consu]tants and media de11very Teachersvsuggestedi”"v

1nservices on sch001 probiems o B

we have had many inserv1ces on different types of discipiine andi

different methods to use and how we as 'a ,sta§f~ wii] be.

. . 14
s con51stent
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One teacher suggested inservices on a551st1ng famiiies w1th

pnobiems, who “bring their prob]ems to schoo] " Another teacher
h._‘wanted to he1p 1n knowing "how to avoid 1ega1 hassies.:MBecause she
lhad experienced one.‘ l‘ ‘ , [ f‘ '

- K

&
Table 11 shows that teachers feit "C]assroom Eco]ogy p]ayed a -

part in preventing one ftom becaning a good teacher ih 4 8 percent of

gy

the responses (4 8 is a combination of responses to ciass management
and c]ass atmosphere) References to physicai prob]ems such as. not
”ienough space or too many students 1n the ciass were most common. S
Th1S segment shows that teachers believe that good teachers and

a

the schoo1 hierarchy need to have an accuratefawareness of the soc1a1
7

5'\and phy51ca1 env1ronment; and prov151on, made, “to A;provide- the

/ AN
5 P

corresponding necessittes.

a . S . L |

Teacher Concerns for Curriculum: Service and Prevention,~
. ‘ e o / ’ g '

s

The response rate requesting serv1ce in "Curriculum ‘matters was

. 9 percent. Teachers reported a need for subject area 1nserv1ces,
- workshops designed to, prepare teaching materiai, and faciiitators to

/ .

'assist in the ciassroom w1th unfamiliar subJect matter, /

1
/

85

e

T

[F]aci]itators come right into your c]ass For examp1e I ve °

&

never had music/:;; It s ama21ng how many pointers you can pick

/ EEN

up. - ‘And techniques / ; R o : — '_ “a

. ( N
- What prevents teachers from becoming good teachers for

“Curriculum reasons drew 6. 0 percent of the responses ‘The two most .

45
:_!hmmon reactions were teachers being required to teach at a level they -

‘,were unprepared fOr,' teachihg the wrong 1eye1," and- a lack of -

/
/ -

~



) need- for- professiona] assistance and have the need /éo have., ﬁn

"
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Yknowledge -of the curricuT“m This suggests teathers experience

difficuity when they 1ack familiarity wi th the curriéuium and with:

--teaching skills for specific grade levels. o , \7

This segment shows- teachers beiieve good teacher% know- their
curricuium and how to teach at a given 1eve1 Good tqachers havtL
r

profe551ona1 skii]s, or lack of, recognized j ‘ i :

N - . |
Teacher Concerns for Child: Service and Prevention
) R L

~
< 8 : L4

“ Table T 'shows that the questions of service and prevention did

- not draw many responses in the category of_“Chiid"-(Z.B percent). - One

_exampie of a response,to service was;‘“Being ab]e to take the chiid

»

who: is Raving difficuities and being ab]e to say to somebody, 'I' ve Y

got tﬁis class of 27, this k1d right now is not coping, you deal with
~
with'." An exampie of teachers being prevented from becoming good

[}

teachers because of students is: "Disruptive stude‘%s They have

o~ N
‘rtheir own prob]ems.‘ They are not mean or bad. The lesson prepared
\can‘tibgfdone W : . ' \\\

w*

‘ &
This segment shows teachers believe good teachers can 't do it all

® A”‘

;_'by themse]ves and therefore believe 1in co]iaboration with "other.

L]

profe551onals when requiring serVice for their students, and that good

[P

”teachers do not hoid the child responSibie for their own poor

-’performance
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Tabie 11 shows that teachers requ1red service most often in the '

three sub categories under "Teacher." The serv1ces requi‘?“'d\>covere.d a
v wide - *nge of requests incTuding ongoing university traimng,

effective teaching training and workshops in seTf esteem Teachers

+

required service in the area of a551stance with knowiedge of the
‘ltcurricuium : These were in terms of subJect ar-ea 1nserv1ces or
: faciiitators to help in the c]assroom Teacher requests for service#
'V‘regarding the school ecology covered a variety of. suggestions The
.mostsconmon suggestion_wa‘s- access to a school aide to.assist with .
non-teaching chores | | _ | |

| Tabie 11 shows that tota] number of responses for the three sub-. '

categories under "Teacher was 37.0 percent of the resp.onses to the
| o '

¢

‘Prevention segment  of - the "Service' and 'Prevention“‘ researc'hj
question. This is more than tw1ce the totai of any other sub-category
i‘&athis research question The high response suggests that teachers

) place the responsibiiity for poor teaching on themselves, .'the

. teachers 0f the 37 0 percent responses, 23.9 percent of ‘them refer |

to the “Teacher as a Person." %/h, gh number of responses to

- "Person" repiicates the high number‘ ofﬂureSponsves to "Person (32. 2

percent) when describi ng the "Quahties" (Table 10) of a good teacher.

Al

The fact that oniy 3 7 percent of the responses indicated teachers

need serx_ice in this area- raises questions about where teachers thinkfﬁ

A

person quahty comes from. \

‘n



w!

. _ MR
Th1s segment of the study supports the Jackson and Lortji‘#inding
that teacher§ need ° and apprec1ate support from the1r aﬂminiytr;tors
| and peers._ ‘

Summary - : o E . 4] ' R RN
This réséaccn showed that the most important characteristic of a

- good teachji 15 the quality of the ‘person; teacher skills ra{K,second
a

Tuated the1r performance -most often by the academ1c>

»

Teachers,

success of their students, asked@for service most‘often in te

curriculum, and said poor teachingFWas*most often

 teacher quality.



@ - CHAPTER SIX - S

o
CONCLUSIONS AND IMPLICATIONS
The pr1mary purpose of this study was to discover theelementary‘ .
classroom teachers' perceptmns of. the qualities of a good téacher.‘
Four research areas were examined Some ‘conetusions have been drawn '

about each of these areas “in turg, and from the conc]uswns some

1mpHcations for research can be suggested

A second 1ntenp of the present study was to take cr1t1ca1 viey
. of the"k recent preoccumtﬂon in education with instryctional reSu]é
and examine how consistent that perspectwe was/ with teachers
| understaﬁding of w@t&good teachers do. “""i&" tkh rev1ew of the ‘,
Htera,ture two ma,)or themes emerged cons1stent1y rom .a' variety of'
studies that a.sked for the quahties of good teac ers, The nature of
these two themes, though var_ying somewhat in

efinition, c‘ould be®
zident‘nfied as Lort1e (1375) 1dent1fied them; "

§ )
elational Cenditions".
and -"Instrqctiona] Results."  These two ther.nes 1so emérged throughout

the present study.. -

P

&

<
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N AIMS OF A GOOD TEACHER B2
" o R R

Conclusions e

'1 Teachers expressed thé aims of the good teacher most often in
terms of the soc'IaT deve]oﬁnént, of the chﬂd" Academic deveTOpment
foTTowed ' '

There was ‘a baTance in the number of respcﬁses between long~ and_
'short range goa]s for socTaT development - For-"academic_ development,

however, short-range goals received the emphasis Few tea&hers spoke

»

of 10ng range goals for a@ademc deveTopment or of the sHTTs required'

a

‘to ag:hieve Tong range academ1c goals. This omission raises a questiont

about what factors 1nf1uence teachers t‘ﬁa nking about 10ng range. goals‘

in terms of academc deveTopme‘ht

" -

2. Teachers 'a1ms for themseT Sjlnstructor, jwere the third

a most t::equent category of concern 1nd1cating that teachers beHeve

good teachers aim toward 1mprov1ng their profess1ona1 etence as

- 1nstructors. _ Teachers ‘expressed aims *for themseTves in’ terms of'

having teachmg skﬂTs such as be1’ng abTe to instruct students 1n
Tanguage appropria%ﬁﬂeve] - - "

_ | 0 . - . : .
Implications fortlld;’earch B

1. Beécause the teachers' first aim 'was'ﬁfor‘ the socia) deveTopment of

the. chﬂd research coqu examine how teachers presentlx provide for
m

—-sociaT deve'lopment and how that aspect of teaching might be 1mproved
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2. Research cpuld continue to examine _what factors lead to teacher

competence in reiation to student academic deveiopm‘ent.~

QUALITIES OF A GOOD TEACHER

R

Conglusions

' ¢ .

- ' . ‘_" . .
1. " From the high percentage of responses that octurred in the

category "Teacher," one can conclude that teachers have an established
be]ief system of what they mean by the qua]ities/of a good teacher and
" they have the abiiity to express their beliefs.
The qualities of the "Teacher as a Person" were reported the most
~~frequentiy of ai] sub-categories n the study and teachers were :
emphatic about the importance of personal quaiities Some,examples of
the quaiities ‘named were; ~"caring," "1ov1ng, "understanding,” and
"tolerant." One can conclude that teachers seeﬁba51c human who]eness,
and' the abi]ity of giving of eneself, as the ba51c quaiities;of a good
teacher. 1 ) ‘ .
Because these qualities received. the highest))rate of responses
one can conc]ude that they are’ given highest importance by the
teachers - ) | o ’ |
- Teachers did not e1aborate the meanings of the words used
their responses and frmn this one can conclude that ‘these qualities
were seen to fall 1nto the area of common knowiedge and teachers did
not see the need to define than .
Teachers believe the quaiity overaT/ human wellness is basic™to a

good . teacher as. shown by statements such*as "You haye to have rea]]y .



'A Inplications for Re;earch‘

and maintain professional standards.

),

good phys1ca1 and menta] health to .be able' to endure' the r1gors of a

Jday of teaching

, ' N
2. “"Teacher as Instructor“ was the second highest sub- category of

the study showing that teachers believe in professional competence ‘\\a ot

- The most frequent examples of peacher competence given were of

teacher communication Teachers believe that . the ‘ abiiity ~of

Eommunicate, to fac111tate cdﬂnunication, and to be sustained by

communication are 1ntegra1 to good teaching

Teachers~,gave examp1es of administrative competencies such as
being organized, and being prepared One can conclude that teachers
be]ieve good teachers are good managers. ‘ o

Jhe major example of teacher academiC'compefence was maintaining
a good background kriowledge of the curriculum, Other examples included.
are keeping up to date on many educationa] fronts

One can concludé teachers believe good teachersrmaintain sound

professional competence.

In'summary,'teachers see high quality teachers as ones who have

“ basic human whoTeness, have- the ability to communicate effectively,

El

“have sound competencevthey have gained through professional trafning,

i

1. Because teachers hold personal qualities in 'such* high regard,

research could examine, first1y,_precisely what is meant by some'of

‘the. qua1ities"they named, and secondly, how the persona] qualities T

‘Krecommended cou1d be developed or enhanced in the teacher

. -
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| é.Jf Because the highlievei of- responses to "Teachers as Instructors"
»showsJ‘teachers are- concerned with their professionai competence,
'research should continga to examine teaching competencies. ixi

)

particular communication, rapport. and empathy as these qua]ities wiiJ

4

-

have specialized meanings. '
3. SabbatiCai leaves for training purposes serve a perceived need
and could be studied to discover who they couid best contribute to

teacher canpetence

SELF-EVALUATION

// l |
1
A}

e

conciusions '

1. The teachers ~in this study believed the two most 1mportant
concerns of good teachers, ‘when judging whether or" not they were doing
'a good job, were the academic and social success of the "Chiid " The
importance given to the "Academic" developmént of the child leads one
to conciude that the teachers operate more readily in the evaluative
processes than, did teachers in earlier studies. The pressure of
recent]y introduced: irovincia] 'Standardized -Testing in core areas
and/or the ‘influence :of Effective Teaching programs 1in ‘the schooi
jurisdiction studied may account- for the heightened concern. /

\ ‘The importance of student "Social" success is consistent. w1th

.findings on earlier studies One can conclude that’ soc1ai deveiopment

of the student is a common concern of teachers examined ‘in North

»
v

American schools. M
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2. The next four sub-categories teachers named with respect to
evaluation were “Totq} School Ecology, “Curriculum," and their own
success as an “Instructor™ and as a "Person.". .
One can conclade that - teachr concerns for the "Total School
Ecology“ is an extension of their concern for the social development
d? the' child when, as one city centge teacher suggested, there are
some ways te&chers are actually- informing the parents through the P
child. | | | X
The high concern %or curricuTuﬁ; usually expresséd as getting the
'curricuium écross, correspoﬁds with the concern for academic develop-
‘ment of the child. One can \conc]ude that teachers perceive éood
teachers believe in -academic accouﬁtab11ity to and from the studént
" Teacher self—eva]uat1on as “Instructor and as "Person" were less
emphas1zed An -interesting question 1s that if teachers report the M
qualities of the teacher as an-"Instructor" and as a "Person" as the
two major sub-categories why they 1look back 1nfrequent1¥ into those
sub-categories to measure success. This brings to mind the éonc1dsion

of Placek -(1983) that teachers did not Eéem to appreciate .the

relatidnship between their actions and student success.
Implications for Reseafch

1. Research could.examine what assistanég_teééher; mqy'ﬁeed with the
social developmgnt of the child. Many teachers find théy. are not
professionally prepared to deal ﬂi%h “thé atypical child."” This
;sgistance may correlate with the assistance'teachers need with the ~

development of "Teacher as a Person."”



2. Research could 'ekamine the teachers' belief, system about the .
‘ range of academic .success For example, how can teacher‘s appreciate-
minima] academic progress when it represents exce11ent progress, and
how can teachers judge academic progress without reference to test
scores? ' . L ‘
'3. Research could examfne what assistance teachers need in making
the school a place where students learn to be socially responsible
‘persons in the larger canndhity ﬁ |

4, Research could examine why teachersrdo not seem to appreciate the

relationship between teacher action'and student success.

-

;
w

~SERVICE GOOD TEACHERS REQUIRE/
. WHAT PREVENTS GOOD TEACHING

Conclusions
1. The high percentage” of - responses in the "Teacher" category “in
this research area corresponds w1th the h1gh percentage of responses
in the "Teacher" category in the quality- of a good teacher research
area. One can conc]ude that what teachers see as a gua1ity they also
.See as an area in which they require assistance, and as a factor which
preventsqteachers from becoming good teachers.

~ The quality of the "Teacher as a Person was.stated most'as the
,reason for poor teaching. This rat1f1es the ear]ier conclusion that
téachers see persona] human who]eness as a basic qua11ty of a good
.teacher. Teachers did not ask for serv1ce for the “Teacher as a

Person"- at the same higﬁ%’rate. One can -conclude that teachers



recognfzed\ that some of what orevents teachers from becoming’ good
teachers may be temporary, or may be persona1 It may ‘also be that
they do not w1tness the need very often and feel it in themselves only’
rare1y. ?eachers may not expect that lack of personal ’qua11ty' as
something'they canxget educational assistance for. Y |
Teachers believe that poor teaching skills lead to poor teach1ng
They asked for service in this area at a high rate. Teachers believe
that lack of know]edqe of curricu]um prevents teachers from becoming
~good teachers and a]so reqUested service regarding curr1cu1um at a
high rate ) Th1s rat1f1es the earlier conclusion that teachers believe
good teachers'have sound competence, both. in subject matter and in
professional teaching skills.
2. The most cuﬁmon‘fonm of “service requested was teacher helping
tegcher One can conclude from this that teachers be]ieve in working-
with their peers in mainta3n1ng their professienal conpetence
3. Poor school ecology was given high prior1ty as a factor that
detracts from good teaching. One can conclude that teachers believe a
pos%tive atmosphere in the school is crdtica1 to good teaching. Other
areas of this research suggest teache;s believe good teachers expect

-«

the atmosphere to be one of nurturing.

- ~

‘Iuplications for Research

1. Teachers' hold the lack of personal quality respons1b1e for poor
teach1ng above all other factors. Research ‘could examine and

elaborate the qualities of teacher personality; how to develop



T

posftive perSOnathuaT1t1es and try to d1scover how and 1f teacher :

training coqu compensate for Tack of 1t

q, . o

‘2. Research coqu exam1ne how a rap1d1y chang1ng soc1ety 1n wh1ch

v

moraT and sociaT standards have become unclear affect teacher moran'
certitude and consequently teacher persona11ty and resu]t 1n an impact ,

“on teacher quality e

-

"'3; One quest1on that coqu‘be examined 1s what can gooduteachers do'f“
‘ \

in a c]assroom when a’ good ecoTogy 1s not present in the: schooT

e

©SUMMARY o SRR

The foTTow1ng summary. has ‘as 1t£ purpose to draw some overaTT

concTus1ons and percept1ons about how classroom teachers see h1ghg

qua11ty teachers ';.‘J'\., | fhg_ B 'h R SR T vv7’
‘ The teachers emphat1c exggess1on40f ‘the need for h1gh persona]”

quaTity and the w1de range of ways that express1on occurs suggests a
teacher be a person of deep human whoTeness and strong\ persona]

v weTTness.i Teachers need any forms of weTTness to w1thstand the o

: r1gors of the. Job p'ys1ta1 weTTness to susta1n the energy TeveT
psycho]ogical strengjh;to meet the deveTopmentaT demands made by youngf
;“students who are in need of much personaT format1on, mentaT strengthp
- to meet the intzTTectuaT demands of the Job, and SOC1a1”\trength 1o -
heTp the chderen to meet the soc1aT d@mands of . the commun1ty 1nto.'
which they w1TT be maturing,J and f1na11y, teachers need spxrltuali

_ strength for the purpose of ma1nta1ning a perspect1ve and a sense oft'

-.K

-~ 3 kY " "k " . ' '
: N 9
. : et 4 ;

purpose both for themse]ves and for the students Possess1ng a w1de Tg:

‘ range of persona] strength is not enough Teachers express the need,nnd

B



N S ; : S .98
[ A B . N . N

| X

- to be abTe to caTT upon and use their strengths under a wide range of

s1tuat1ons and for sustamed per1ods of time ~when necessary F)or
é’xamp]e, 1t is not enough to know: the soc1a1 expectations of ‘a
comnuj,\ty, but teachers must aTSo understand how. a child can- both Tive

int-the COnmumty and deveTop h'is or her own potentia] when the

'.expectatmns of two ar'e not co1ncidentaT Teachers of new Canadian

chﬂdren were part1cu1ar1y cogmzant of prob]ems of this k1nd

Teache‘rs use a w1de varwety of terms to describe strengths,‘.

skﬂ]s, and concepts they need to nurture and deveTop psychologica]

ygTTness in- students ‘ That teachers express so strongTy the need for

j_(personajﬁ _psychoTogmaT -soundness and thev abthy to ‘provi'de, for

vaychoTo_gicaT" deve'lopment of s'gudents . indicates that'»' teachers
" understand ‘teaching Tas a 'reT'ationa"T ‘act1v1ty ' weTT as an

1n£e11ectu;\\an\d\ academ1c one, that. iS, teachers understand there 1s

‘more to teach1ng +han ‘the transference of knowTedge from one'

]

generat1on to the next It suggests teachers have a- h1gh regard for

-;pe_r.sonaT - seTf esteem deve]opment in chi]d_re,n and understand that

w_personaT deveTopment and 1nteTTectuaJ _ ueveTo‘pment are eth‘e same. -

Té“ac‘hers' recogmze that the deveTopment of the m1nd 1s a deHcate

“.act1v1ty‘ and that nurturmg of the ability to utﬂize 'Iearning* and |

]

"mtegrate 1t’ w1th feehngs and desares is a process deserving respect‘ .

' ,and a wide range of persona] deveTopment knowT edge, and skills.

‘ The teachers expression of the1r need to pe competent and to-

.

g have constant upgradmg ._.of't;:thelr background and of the1r teaching’

i

sers po1nts to teachers' : respect for the serious academic
undertakmg that is part of teacbing Teachers respect mastery of

concept and hard 1nte11ectua1 strugg]e, accu—racy of fact and theory



v - K

';»Teachérs are an ious to partic1pate in teaching styles that Tead to

/ mental activity in the students, app]ication of content to students
life so that it is reTevantLtoﬁtheir needs, in the present and in the -
- future, and whichiwi]] encoUrage‘further curiosity<and personaT study -
by the chiid Teachérs have a need to question educationa] theory and'
their own personal practices and to part1c1pate in the. deve]opment of
both. | — |
: Teachers express a need for administrative competence, as in the

abi]ity to lnanag ciassroom effectiveTy They express a - need forﬂ

academic competence Teachers understand they cannot teach what they;ft

”themse]ves do ‘not know and are w1TTing to hold themseives accountab]efw‘

for the know]edge However they do frequentiy request the a551stanc
of schooi board personne] and classroom. teacher peers when ca]ied upo

) to teach material they do not have the background for | :'

Teachers express a highrregard for the. competence of their peers@ﬂjﬁ
and often preﬁér to take educational Teadership-from one another than“tai
from experts who are far. away from the cTassroom ' L

Teachers raise a variety of 1ssues concerning the soc1a1 milieu‘
of the student from schooT ecoiogy to abiiity to part1c1pate in the
communi ty as an adult. The wide range of soc1a1 concerns teachers%‘

" raise. reqarding students demonstrates that teachers beTieve in ang"
accurate- understanding of- the social milieu 1n which the chiidren Tiveﬁ
as‘ well as an accurate understanding of broader SOCiaT 1ssues ’

~~Teachers are aware that schooiing is both an activ1ty for the present
and future social needs and frequently report success when students

4

returned Tater in Tife to thank them for their heTp while ‘the studentt'

) was sti]i in schoo]
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Teachers aiso express a need for a vision and perspective for
what they are d01ng There. i¢ a need~for having a purpose for what
~they are doing.: The question of "why" they are involved in teachingf
‘Vgives constant rise to questions of "what:‘ and Phow" they are
i‘teaching. Some teachers expressed their‘"why" in'terms of-a sense of'
‘ religﬁous m1551on whiie others see teaching as a persona] endeavour to
' make the world a better p]ace for at least a few people, whiie stiii
others are teaching as a way .of participating productive]y in
soc1ety Teachérs' are not bitter nor: cynica] nor do “they see'
themseives 1nvoived in any covert act1v1tv designed to reduce human
- nature to a iow easy to manage common deno+1nator but rather they see
:'themseives as helping students become indépendent Teachers do not‘
see the good 1ife for thffr students in terms of excess power or money'
:;but rather . 1n terms of ability to manage their life. and to experience
)success Some teachers see success in terms of students having a
'strong enough self- concept and vaiue systan that they are free of theg
’ ebb and fiow of popu]ar phiiosophies and are able to think 4n~terms of
.

‘vaiues and mora]s Some teachers see success in terms of contributing

'p051t1Ve1y to.the community " IR
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APPENDIX A
% |
INTERVIEW QUESTIONS:: FINAL DRAFT

-y

“The purpose of the study is to discover teachers' beliefs 4
what maked\a good teacher a good teacher. What.are teachers' snie
standings of their daily responsibilities and what factors dihvehie
consider when reflectinggpn the effectiveness of their work? '“
1. What are the aims of a good teacher? ' N
2. What are the cdmpetencies of a good teacher?

. What are the qualities of a good teacher?

3

4 What kinds of khowledge must a good teacher -possess in order to
- 'be able to do a good job? : ' :

5

6

7

"

. What kinds of questions do good teachers ask about teééhing?
. How do good teachers gauge the success of theirfteaching?

“Every 6ncé in a while a teacher has a really good day; .What is a -
really good day Tike for a good teacher? '

8. What sort of service or professional development would be most
valuable to a good teacher? ; '

o'l

9. What prevents (some) teachers from becoming good teachers?

@

. . .
. ¥ -
\‘\7 L. .
. .
- : . L

w . - . .
l » . .
. X o
N = >
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APPENDIX B

»

SAMPLE FOLLOW-UP LETTER TO A TEACHER

86-05-17.

- N

Re: Interview Regarding ‘Qualities of Good Teachers
Daar Xxxxxxx |

. / ) i
Thank you for agreeing to be interviewed by me for the purpose of
gathering. information for a thesis.. Following is a very brief summary
of the interviéw as I saw it. B ' -

6nder aims you. named 11fe long skills, tolerance, happiness,
attention to the curriculum, using appropriate teaching techniques,
and socializing for basic needs. ‘ v

For competencies you listed wide genera1'know1edge,Aorganization,
teaching techniques, confidence, expecting- success, ability to use
resources, expecting student integration, bringing the student out.

. Under qualities of a good teacher you -emphatically called for a
_genuine person. You also called for versatility, enthusiasm, ability
-to motivate students, understanding the meaning of child development, -

knowledge of students' backgrounds and expectations, strong self-image
and self-concept, sensitivity, resourcefulness, and a pleasant person.
What you called for under knowledge, you noted, was an overlap of what
had been discussed above. You added the need for a wide range of

knowledge and knowing what the children can handle.

The. t first questions you would have a” good tedcher ask -
concerned the material being used and ‘the relTevance of it. Additional
questions were’ about” very specific material, are we changing the
curriculum often enough, how children apply what they Tearn, -what they
are getting out of it, how you can improve teaching and learning, and
are we reaching out far enough .to the children. Good -teachers see
success when individual chi§dren achieve, when the class chieves,
when chiTldren recognize there ‘is more to something, curriculum is.
being met (not just in the report card sense), when the children did
their best, when the children have strong self-esteem, and fimgully
when they come back years tater and tell the teacher he did something

~for them.

~ A good day is marked by harmony, absence of frusiré}tion, and
especially by & positive atmosphere. . - . ’ )

N
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~ Services required b& good teachers is time to learn ‘resources,
techniques, and child development. You would require teachers to
attend inservices and conventions}and to be updated.

Teachers fail to become good -teachers because they fail to .get
into the teaching thing. Otherwise you see it as an eroding thing,
Tosing the ability to communicate with children, to handle conflict,
and becoming inconsistent. .

In summary you see the good teacher as a very complex being. You
have giver strong mention to many general teaching qualities, such as
organization, to many curriculum concerns, to many child psychqlggy
concerris, to the need for the development of the individual, and-4he
need for critical reflective thought, i.e., tolerance. . .

. Thank you for helping me with my thesfs project, If you wish to
react to this summary in any way please contact me'’at -
##-#### University or
###-#### Home

Thanks again..
‘Carolyn



