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I. INTRODUCTION

A, Overview

This report describes the methodoisgy and findings of the secoad
year of a two year study of Teacher Corps, a teacher training program
funded by the U.S. Office of Education. T - first year (Phase I) of
the study focused on identifying and analy 4 those combinations of
intern background characteristics and Teacher Corps program
characteristics that were related to desired teaching skills and attitudes
of interns at the end of their training., The results of the first year's
study were published under separate cover but are summarized in
Section I-C of this report for the convenience of the reader.l

The second year (Phase II) of the study assessed the effectiveness
of Teacher Corps graduates in working with low-income/minority
group children. Graduates of Sixth-Cycle Teacher Corps projects
were first year teachers during the 1973-74 school year. Eighty~four
of these graduates were available for inclusion in the second year study.
These were teachers who taught in grades 2-6 in school districts that would
allow PTTA to administer reading and self-concept tests to pupils.
Moreover, these were graduates who taught reading to the same children
over the entire school year. In order to answer some of the research
questions, these graduates were matched with ott2r young teachers in
the same school district who taught the same type of child at the same
grade level.

A reading achicvement and a self-concept test were administered
to 11l pupils in the fall and spring of the 1973-74 school year. Additional
variables such as the extent of pupil initiated comments were measured
by classroom observation in the spring of 1974, At the same time, pupil
attendance data were obtained from school records.

TDavid D. Marsh, et al., A Study of Teacher Training at Sixth-Cycle
Teacher Corps Projects, 3 vols, Berkeley, Calif., Paciiic Tramng
ang Technica] Assistance Corporation, 1974,
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Data about teacher performance were obtained by meuns of
classroom observation and a questionnaire. In the spring of 1874,
each teacher was observed on four separate occasions. The teacher
answered a questionnaire pertaining to the teacher's utilization of
community resources, action as a change agent in the school and
activities in lesson planning and materials development.

The goals for the second year of the study were:

1. To contrast the teacher performance and pupil learning
gains of Teacher Corps graduates with those of control
group teachers,

2. To analyze the relationship of teacher background, teacher
education program, teacher performance and pupil perfor-
mance for the Teacher Corps graduates.

3. To assess the effects of the professional suppert which
Teacher Corps graduates and controls receive upon their

teacher performance and effectiveness.,

4, To compare Teacher Corps graduates included in Phase II
with all graduates of projects studied in Phase 1.

The research questions related to each of these goals are presented
in Section II.

B. Teacher Corps As An (nnovative Teacher Education Program

Teacher Corps was created by Title V-B of the Higher Kducation
Act of 1965, 2 It was amended and extended for three years on June 29,
1967, amended again April, 1970, and again in the Education Amend-
ments of 1972, Section 511 of this Act stated that the legislative mandates
of Teacher Corps are;
1, "To strengthen the educational opportunities available to
children in areas having concentrations of low-income

families, ' and

‘) .

“This sceetion is presented as a convenience to redaders who are not already
famuliar with Teacher Corps, Readers familiar with Teacher Corps and the
Ondmygs from Phase T of the studyv may want to skip to Section IT of the report,

(&




2. "To encourage colleges and universitics to broaden their
programs of teacher preparation'’ and that these purposes
would be accomplished by "attracting and iriining qualified
teachers who will be made available to local educational
agencies for teaching in such areas and attracting and
training inexperienced teacher-interns who will be made
available for teaching and inservice training to local
educational agencies in such areas in teams led by an
experienced teacher,"

As part of its first legislative mandate, Teacher Corps had had
many accomplishments. This is seen in improved curricula, e.g., in
the inclusion of programs that will have meaning for different ethnic
groups; in the improvement of parent-school relations; in positive
changes in the school's ability to relate to minority-group children;
and in improved instructional programs., For example, individualized
instruction, team teaching, and learning centers are becoming integrated
into the instructional program of many of the schools in which interns
have been working, and interns can likely be expected to bring their
experiences with these Kinds of learning situations to the new schools
in which they find positions.

With regard to its second mandate, to broaden teacher preparation
programs, Teacher Corps has also had many accomplishments. One is
the promotion of institutional change within the school of education of the
cooperating institution of higher education (IHE). Changes brought about
by Teacher Corps include changes in staff, in programs, and in
administrative operations. Teacher Corps has helped in the staff
development of current faculty members and has helped recruit new
fuculty whose skills .und interests closely relate to Teacher Corps goals.
Teacher Corps has sought to make the curriculum more relevant to the
needs of low-income and minority-group children and to improve the
leacher traimng process through the implementation of competency -
bised teacher education and multi-cultural cducation, Teachior Corps
his alsoonfuenced wdministrdove operations such s the griding system
ind the reorg s on of couracs nto mastructional moduies, \£
ps®
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Aruitoxt provided by Eic:

There sre approximately 85 Teacher Corps projects across
the country at the time of this study. Each project has approximately
30 interns who are inexperienced teachers preparing for initial

certification as teachers.,

Teacher Corps projects differ from typical teacher training
programs in several ways., Teacher Corps interns are predominantly
from minotity groups ind are in training for two vears, During the
two vears, an intern works an the public school for 60 percent of cach
Neek, often on o cooperative teom (master teachers and interns)
which not only conducts the instruction of pupils but also engages in
the developrient of innovative curriculs, By means of the team
structure, nterns are enabled to receive intensive teaining aind

couse ling,

At Teacher Corps projects, the university courses are tiught
itor near the schools where interns teaeh ind are designed o e late
more closelv 1o the intern's daily teaching experience. Many of the
D courses ire organzed around spoecified teacher competencies
md low mterns o learn at their own pace,  These ate aspects of a
general concept, competency-hased teacher education, which projects
have tried to implement, As Teucher Corps projects have defined

competene v-based teacher education, it has meant:

° The specification of teacher competencies in the program--

the extent to which the project has specified teacher com-

petencies and corresponding assessment criteria,

o The individuslization and personalization of the program--

the extent to which the project provided for differing
learning rdtes and stvles and the extent to which trainees
could shire in decisijons about the kind of training they

would receive us well s support of their growth us persons.

&
S
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° The ficld-centeredness of the program--the extent to

which the instruction of interns took place in school or
community settings and related to the realities of these
situations,

° The use of systems design and empirical data in the
program--the extent to which the training program is
systematic in integrating curriculum elements and is

data-dependent both in monitoring intern progress and
in program performance.

Teacher Corps has been a national leader in the competency-
based teacher education movement.

Projects have also emphasized multi-cultural education as part
of the teacher education given interns. Interns at certain projects
had to learn Spanish or were required to be fluent in Spanish as a
requirement for admission to the program. All projects have taught
interns special instructional techniques designed for use with low-
income or minority group children and have emphasized cross-cultural
awareness as an important attitude for interns. Interns also spent 20
percent of their time in the target cemmunity in an effort to better
understand and relate to the broader needs of the children they serve.

C. A Summary of the First Year of the Study

The purpose of the first year (Phase I) of this study was to
identify and analyze those combinations of intern background charac-
teristics and Teacher Corps program characteristics that were
related to desired teaching skills and attitudes of interns at the end of
their training. During the first year, data were collected at 20 Sixth-
Cycle Teacher Corps projects. The 20 projects represented all
projects that prepared elementary school teachers between 1971-73.
Data about the training program at each site were obtained by interview
and questionnaire from eleven role groups involved in each project,

(91



¢. 8o, teum deaders, scaool principals, and THE personnel., Data
about the intern teaching characieristics were obtained from a 50
bercent stratified random sumple of interns (sample n=369). All
data about the Teacher Corps program and the teaching character-
istics of interns were gathered in the spring of the second year of
training. No comparisons were made with comparable groups of
teachers in non—Teac.her Corps training programs.

Information about the teaching characteristics of interns was
gathered in several ways. Each intern was observed three times by
a PTTA representative trained in the use of our classroom observation
instruments. To complement the perspective provided by classroom
observation, each intern completed a log of his/her professional
activities over a week's time. An interview with the intern about
activities in the log provided information about how the intern prepared
lessons, diagnosed pupil needs and evaluated pupil performance.
Additional information was gathered from interns and their team
leader by means of several questionnaires.

The findings were organized as follows:

[ Correlations among Teacher Corps program factors.
(] Correlations among inwern teaching performance measures.
° Analyses of the relationship of intern background, Teacher

Corps program and intern teacher performance measures.

1, Correlations Among Teacher Corps Program Factors

The following were judged to be the most important
correlations among program factors:

. Positive attitudes about the Teacher Corps held by
School of Education (IHE) personnel were directly related



to the number of years that a Teacher Corps project had
been in operation at the university (r=,48). Positive
attitudes, however, were inversely related to the extent
to which the cooperating teachers participated in the
overall design of the project (r- i5).

) The extent to which a variety of groups and methods
were used to specify teacher competencies was directly
related to the degree of participation by cooperating
teachers in the overall program (r=.53); the extent to which
interns were exposed to innovative teaching (r=.50); and
- the interns’ feelings of having been supported by the school
staff (r=.50),

° The follow-up of the interns' academic instruction in
the school setting was directly related to the extent to
which the cobperating teacher participated in the overall
design of the project and agreed with the project's goals
(r=.57) and the extent of cooperative decision-making at
the project as seen by the principal (r=, 44).

° The extent that competencies were used in training interns
was inversely related to the extent that interns felt they
could be self-directed within the project (r=-.60).

° The size of the school district was inversely related
(r=-.47) to the intern's opportunity to bring about change
in the school.

° The level of public school staff support for the interns'
involvement in the community was inversely related to
the proportion of low-income pupils in the school district
(r=-.63).




[t wis slso found that an intern tended to teel accepted inu

project that featured cross-citural awareness and sensitivity training,

2. Correlations Among Intern Teaching Performance Measures

Among intern teacher performance measures the following
was important:

® The extent that interns bring about change in the school
and perceive this type of change as being important was
inversely related to the amount of intern-initiated contact
with parents (r=-.57) and to a pattern of classroom inter-
action where children initiated the interaction (r=-.47).

In addition, a pattern of correlation among intern teacher per-
formance measures suggested the following prototypes of interns:

Intern-Prototype A Intern-Prototype B

Introduced culturally
relevant materials

Did not use a lesson
plin

DDid not use corrective
feedback

Did not allow pupils to
explore classroom and
select work groups

Focused on academic
topics

Used group lesson
planning

Used corrective feed-
back

Allowed pupils to explore

classroom and select
work groups

An unusual feature of the rclationships among intern teaching

skills discussed above is the negative correlations among some of the
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variaire -, Phis foveerp oamplies thict mierns e oa e el i one
aspect of toooching peviormed with less than averige <«ill on zome
other <pect of teaching and suggests thut Teacher Corps projects

must decice which set of teaching skills they wish ta maximize.

3. Analvsis of the Relationships Among Intern Background

Characteristics, Teacher Corps Program Characteristics

and Intern Teacher Performance Measures

The findings for the analysis of the relationship between
intern bLizckground, Teacher Corps program and intern teacher per-
formance measures are organized around five research questions used
in Phase L.

Question 1: Are there any important trends in the program or
background characteristics that are most associated
with the intern teacher performance variables?

An analysis of correlations between program training charac-
teristics and intern teaching skills revealed that 19 program training
characteristics of a total of 65 studied were found to be somewhat
related to at least one intern teaching skill or attitude for all interns.
These program training characteristics included collaborative decision-
making, common knowledge of and agreement with project goals,
extensive revision of formal coursework taken at institutions linked
with each project, extensive clinical supervision given interns,
extensive intern involvement in the community served by the school,

and a personalized Teacher Corps program wherein interns believe
they can be self-directed.

None of the intern background characteristics were significantly
related to intern teaching skills or attitudes for all interns. This is
an important finding beecause it reveals that none of the background
characteristics (excluding ethnicity) were closely related to the teaching
skills of ‘nterns. intern teaching skills were only related to training

Program iata el st

9



Question 2 What is the strength of relationship between back-

groanag and neogram characteristicos as related to
individual intern teacher performance character-
Istivs?

Multiple linear regression was used to ussess the strength of
relationship between the nineteen program factors and the intern teacher
performance characteristics. Of the 22 teaching skills or attitudes
studied, only three were closely related to the training program factors.
These three were all intern attitudes about why some children are
poor readers or why some persons in the society are economically poor.
These attitudes are hypothesized to be related to teacher effectiveness.
The strength of relationship between training program characteristics

and intern teaching skills is weak across all interns.

Question 3: Are the strengths of relationship between back~
ground and training program characteristics as
related to intern teaching skills or attitudes

different for black, chicano and white interns ?

I'or black, chicano, and white interns studied separately, there
were discernible patterns of relationship between intern background
and Teuacher Corps program characteristics as these related to intern
teaching skills. This finding suggests the importance of tailoring the

training program according to the intern's ethnic group.

Question 4: Do graduate and undergraduate projects differ on
any of the background er training program charac-
teristics most associated with differences in intern
teaching skills or attitudes ?

In general, undergraduate projects were superior on the training
program characteristics that were most associated with the intern's
teaching skills and attitudes. Undergraduate projects had a better
team leader to intern ratio and had team leaders who possessed

considerably more teaching experience in !ow income/minority group

10
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schools. Undergraduate interns recaived »ore ~f 000 ourse 4‘/57/[48,[
credit in courses taught by minority group professors und worked
in public schools with a higher percentage of black staff.

There was no substantial difference between graduate and
undergraduate programs in the extent to which courses given interns
were revised. This is an unexpected finding. It would seem that
graduate projects had considerably more flexibility to revise the
Teacher Corps curriculum, Graduate programs had fewer required
courses and presumably had more mature students so that it might
have been easier to institute more innovative courses.

Graduate interns did tend to feel they could be self-directed
in all aspects of the training program including interpretation of the
intern's teaching role. The graduate interns tended to operate as
independent teachers in the public school setting.

Both the university involvement and the public school staff's
support of the community component were higher at undergraduate
projects. This difference, however, was not associated with either
the number of hours per week the intern worked in the community or
with the diversity of activities an intern engaged in while involved in
the community component.

Question 5: Do intern teaching skill levels vary by ethnic group
or by whether the project was a graduate or under-
graduate project?

There was little difference between groups of interns in terims
of their perception of the importance of bringing about change in the
school. Similarly there was little difference between groups of interns
in terms of the extent to which they introduced ethnically relevant
curriculum in the public schoel. The iack of differences among these
variables is somewhat surprising since it was anticipated that minority
group members would introduce a greater amount of new curricula,

11



Across ethnic groups, graduate interns were decidedly more
g » 8

likely to give pupils instructional choices than were undergraduates.
There are {ive conclusions which should be emphasized:

° For all interns, intern background and Teacher Corps
program characteristics were not good predictors of
intern teaching skills. Stated differently, the relationship
of intern background and Teacher Corps program charac-
teristics to intern teaching skills and attitudes was not
very strong across all interns.

(] To the extent that intern background and Teacher Corps
program characteristics were related to intern teaching
skills and attitudes, it was the Teacher Corps program
characteristics rather than the intern's background
characteristics that were most closely associated with
intern teaching skills at the end of his/her training.

] The sets of program characteristics that were most
closely associated with intern teaching skills pertained to
a) the pattern of collaborative decision-making, b} the
degree of program integration (e.g., follow-up of course-
work in public school setting), c) the degree of person-
alization of the program for interns, and d) the community
component for interns.

) The extent to which teacher competencies were specified
and used by the project was not closely related to any
intern teaching skill, Other aspects of competency-based
teacher education, however, were among the best predictors
of intern teaching skills. An example of which is the effect
of collaborative decision-making discussed above.

12




%\.\S [ For black, chicano or white interns studied sepurately,

(,QQ\ there were some discerni ble patterns of relationship
%‘5\ between intern background, Teacher Corps program

characteristics and intern teaching skills and attitudes.
IFor example, the community component of the training
program, for chicano and white interns, was directly
related to the ability of these interns to communicate
effectively with pupils. Such a relationship did not hold
for black interns.

These conclusions are discussed in the Phase I Final Report.

13




II. METHODOLOGY FOR THE STUDY

A, Selection of Teacher Corps Graduates and Control Teachers

Criteria for the selection of Teacher Corps graduates were implied
by the goals for Phase II of the study. The goals for Phase Il were:

1. To contrast teacher performance and pupil learning and
growth gains of Teacher Corps graduates with those of
control group teachers,

2. To analyze the relationship between teacher background,
teacher education program, teacher performance and
pupil performance for Teacher Corps graduates.

3. To assess the effects of the professional support which
Teacher Corps graduates and controls receive upon their
teacher performance and effectiveness.

4, To compare Teacher Corps graduates included in Phase II
with all graduates of projects studied in Phase I,

These goals suggested the need to compare Teacher Corps graduates
with other young teachers and to relate graduates' teacher performance and
effectiveness to the training they received as interns. The goals also lim-
ited the scope of Phase II to an analysis of graduates' aeffectiveness as class-
room teachers.

Several constraints limited the number of Teacher Corps graduates
available for inclusion in Phase II of the study. These constraints were:

1. Many graduates obtained teaching jobs where their role
was not one of a traditional elementary school teacher:

14



some taught only remedial math; some taught only Spanish
for either Anglo or Spanish-surnamed children. The diver~
sity of teaching roles meant that some Teacher Corps grad-
uates did not have:

a. sufficient contact with one group of children to support
the assumption that they alone had a measurable impact
on each child, or

b. sufficient similarity in the curricula they were to teach
to allow a common set of evaluation criteria to be used.

2. Some school districts refused to allow outside evaluators to
test elementary school children. Unfortunately, two districts
with the largest number of desired Teacher Corps graduates
refused to allow testing. In all, six districts with approxi-
mately sixty otherwise acceptable graduates took this position.

Given these constraints, the sample for Phase II included any grad-
uite of Sixth-Cycle who met the following criteria:

* The person graduated from one of the 20 projects in Phase I.

[ The person was teaching in a public school in a school dis-
trict that would permit the study.

® The person was teaching in Grades 2-6.
® The person was teaching an identified group of at least seven
children for the whole year and for at Jeast forty percent of

the typical school day; and that the graduate was the sole
teacher of reading for these children.

15
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Graduates not teachins in grades 2-8 were eliminated for several
redasons,  Teachers of chilideen o grade one were excluded because chil-
dren in this grade need to have tests individually administered to them
and because their gian scores are fairly unstable. Teachers of junior
high school age pupils were excluded because there were only a few of
these teachers who were otherwise celigible and because these teachers
added too many new variables to the study.

The last criterion was included to insure that it was the Teacher
Corps graduate who was actually influencing his/her respective pupils.
A group of at least seven pupils was needed to provide a sufficiently accu-
rate estimate of change in pupil behavior. The graduate needed to work
with these children for 40 percent of the typical school day over the whole
year so as to make the pre-test, post-test design feasible and to insure
that a child's self-concept change was attributable to the teacher in ques-
tion. Since reading gain was to be assessed, it was important that the
graduate be the sole teacher of reading for these children. The use of a
teacher aide did not exclude the graduate; however, a team teaching ap-
proach to the teaching of reading (where several teachers taught any one
child during the year) did result in the exclusion of that graduate from
the study. There was no acceptable way to partial out the effects of
various teachers upon any pupil or set of pupils.

In comparing the Teacher Corps graduates with other young teachers,
it was important to be able to control other variables that might be related
to pupil achievement. Other variables that were controlled were:

Pupil Variables
1. Grade in school

2. Pupil's socioeconomic status

Teacher Variables

1. Years of experience as teacher
2. Teacher ethnicity
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Context Varviables

1. Geographic location of school
2. School environment (support which young teacher receives)

Each Teacher Corps graduate in the Phase 1I study was matched
with a control group teacher so as to rule out as many of these alterna-
tive explanations of pupil achievement as possible. In addition, the data
analysis was conducted so as to partial out the effect of some of these
variables.

Control group teachers were selected only after they met the fol-
lowing criteria:

1. The teacher had to be teaching the same grade level as
his/her matching Teacher Corps graduate.

2. The teacher had to be teaching pupils who have approxi-
mately the same socioeconomic background.

3. The teacher had to be teaching in the same school district,

4. The teacher had to have no more than three years of
teaching experience.

5. The teacher had to be teaching an identified group of at least
seven children for the whole year and for at least 40 per-
cent of the typical school day. Moreover, the teacher
had to be the sole teacher of reading for these children.

In many cases, it was possible to find a control teacher that was
a better match for the Teacher Corps graduate than the basic selection
criteria required. Where possible, the following additional conditions
were met:

17



1. The control teacher was a first year teacher.

o
.

The control was of the same ethnic group as the Teacher
Corps graduate,

3. The control and the Teacher Corps graduate taught at the

same school.

Due to changes in the teacher employment pattern, these preferred
conditions could not be met in all cases, Some districts hired only Teacher
Corps graduates and thus, controls had to be chosen from second and third
year teachers. In two cases Teacher Corps graduates had to be dropped
from Phase II because no suitable control could be found within the same
school district,

B, Selection of Variables and Instruments

1, Teacher Performance Variables and Instruments

During the first year of the study, seven training goals were
identificd which the 20 Teacher Corps projects held in common. For each
goal, a set of 3-6 specific variables were identified, and corresponding
measures of these variables were either developed or adapted for use in
the study,

An initial step in the first year's data analysis was the simplifica-
tion of the teacher performance data by means of factor analysis. Data
pertaining to each of the seven training goals were included in a separate
factor analysis. The result was the creation of 34 teacher performance
factors which were used in analyzing the relationship of intern background
characteristics and Teacher Corps program characteristics to intern
teacher performance characteristics. An example of a teacher perform-
ance factor is presented in Figure 1. The empirical relationship of the
original variables to the factor is expressed by the loading of that variable
on the factor. Conceptually, the loading is similar to a correlation coef-

Q ﬁCiCﬂt.
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BEST COPY AVAILARLE

Ia prepariation for the collieetion of teacher performance data
in Phase 1, the teacher performanee factors from Phuse T were
examined by the project staft, Vor each teacher performance factor
developed in Phase I, an individual variable was identified which
louded heavily on that tactor, For example, from Yigure 1 it can
be seen that the variable "Number of Hours Per Week Using (All)
Instructional Stragegies' is highly related, empirically, to the factor
"Diversity of Instructional Modes Used in Classroom. " In Phase 1i,
the individual variable was used as a substitute for the entire factor,

hence greatly simplifying the data collection and analysis.

Some factors from Phase I were not used in the Phase Il data
collection. In some cases, data critical to the construction of that
factor came from Teacher Corps team leaders. No suitable role
group could replace the team leaders and thereby provide the needed
data in the Phase II data collection. In other cases, the factor was

excluded because it was a duplicat: of another factor,

The teacher performance variables used in Phase Il are
presented in Figure 2. The varizples have been organized under new
headings in order to clarify their meaning. Two data collection
instruments were used in Phase II: a Teacher Questionnaire and
The SRI Classroom Observation Guide., Figure 2 also lists which of

these two instruments were used in obtaining data on each v.. "iable.
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Teacher Performance Variables

Phase II Data Source

Utilization of Community Resources

TP1 Teacher utilizes school
and community resources

TP2 Teacher initiates coatact
with parents

Action As Change Agent in the School

TP3 Teacher perception of
importance ol bringing
about change in the school

TP4  Teacher practice of bring-
ing about™change in the
school

IL.esson Planning and Materials
Deve lopment

T P5 Teacher introduces cul-
turally relevant new
curriculum

TP6 Teacher plans lesson with
teaching tcam

TP7 Extent of all materials de-

velopment and lesson
planning by teacher

Classrceom Performance:

Affective Tone

TPS8 Extent of teacher/
pupil interaction

TP9 Extent of positive
teacher behavior

TP10 Range of teacher
positive and
negative behavior

Teacher Questionnaire
(R7)

Teacher Questionnaire

(QS8)

Teacher Questionnaire

Teacher Questionnaire

(Q4)

Teacher Questionnaire

(Q5)
Teacher Questionnaire
(Q1-col.27,28)

Teacher Questionnaire
(Ql-col. 25,26
plus 2/-28 plus 29-30)

SRI Obse rvation Guide

SRI Observation Guide

SRI Obse rvation Guide

Iigure 2

Teacher Performance Variables Used In Phase 11
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BEST Copy AVAILABLE

Phase II Data Source

Teacher Performance Variables

Clissroom Performance: (Ques=

tioning and Structuring Stratcegics
Teacher asks open-
ended questions

SRI Observation Guide

SRI Observation Guide

TP11

TP12 Teacher 1s highly
directive in structuring

discussion and class

Teceher

Ciasscroon Pertormance:

SRI Observation Guide

Nosponse Strafogies
TP13 Teacher gives
acknowledgement

SR1 Observation Guide

TP 4 Teacher gives praise
SRI Observation Guide

TP15 Teacher gives corrective

feed-back in academic
aread
Clissroom Porformance:
Individuaxlization and Per-
Somelization orinstruction
TP16 Degree that instructional
choices are given to
pupils

SRI Observation Guide

TPP17 [Extent that pupils work
independently or in
smuall groups

Teacher Questionnaire

Q2)

(lassroom Performance:

Academic /Non-Academic

Teacher Questionnaire

(Q1)

Focus of Instruction

TP18 Attention given to
academic subjects

Figure 2 (con't,)
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Teacher Performance Variables Phase II Data Source

TP19 Attention given to Teacher Questionnaire
: reading instruction (QI1)
TP20 Extent of attention given SRI Observation Guide

to social and general
(non-academic) discussion
in class

TP21 Extent of attention given SRI Obscrvation Guide
to pupil behavior problems

Perception of Problems Relatad

to Schooling

T2z Teacher perceives reading Teacher Questionnaire
difficultics of pupils as due (Q8)
to teacher

TP23 Teacher perceives poverty Teacher Questionnaire
as due to society at large (Q9)

Figure 2 (con't.)
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Several teacher performance variables need further explanation.
Teacher acknocwledgement (TP13) indicates that a child's response is
recognized or agreed with. Another form of acknowledgement is to re-
peat the child's statement immediately. Some examples of teacher
acknowledgements are:

e Nodding (nonverbal) to indicate the painting is acceptable.
e ''Yes, that's the right way to knead clay."

e ''"That math problem is correct."

e "Thank you for sitting down when I asked you."

e 'What do you think is in this bag, Peter?"
"I think it's a carrot."
"You think it's a carrot."

Teacher praise (TP14) involves praise of the child's response.
Some examples are:

e '"What « pretty picture you've made!"

e I like the story you wrote about your trip Jim."

e ''You've done a fine job on your math workbook. "

® "I'm really proud of you, class, for behaving so well while

Mr. Jones was here."

Both teacher acknowledgement and teacher. praise are responses
to either a child's academic or social behavior.

Two teacher perfoermance variables relate to a teacher's percep-
tions of problems related to schooling, The variable ''teacher perceives
reading difficulties of pupils as due to teacher' (TP22) is a variable which
measures the teacher's sense of locus of control ibout pupils' reading develop-
ment. A high score on TP22 would reficct a teacher who believes he/she

3. Stanford Research Institute Classroom Observation Instrument
Home Training Kit. Menlo Park, staniord Research Institute, 1973.

4. Ibid.
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has a great deal of control over a pupil's reading development. Such a

teacher would agree with statements that reading difficulties are due to:

° How much teacher preparation goes into a reading lesson.
e low much creativity the teacher has.

e The ability of the teacher to communicate with her students.

A Jow score on TP22 would reflect a teacher who believes the
control of reading development is external to the teacher. Such a teacher
would see reading development as due to the student or the student's en-

vironment and would agree with statements that reading difficulties are
due to:

° How much the student cares about learning to read.

e The socioeconomic background of the student.

This variable provides the opportunity to explore the relationship
of teacher locus of control to pupil reading gains.

TP22 was measured using an 18 item Likert scale developed by
Vasquez for an evaluation of the Natjonal Right to Read Program.5 A
factor analysis of data from the Right to Read study revealed strong
inte r-itern correlations for the six 'internal to teacher'' and the six
"internal to student' items. The other six items explained poor
reading development as a function of the student's environment or luck.

These items are defined as external to the teacher's control.

The variable TP23 explores a teacher's attitude about the causes
of poverty. This variable, like the assessment of reading difficulties

described above, taps the teacher's sense of locus of control. The scale

5. See James A, Vasquez. The Relationship of Teacher Locus of
Control to Teacher Characteristics and Student Reading Gains.
Unpublished Ph.D. dissertation, UCLA, 1973,
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. 6 ..
was developed by D, Josepth v g, I'he teacher may see poverty as

due to efforts of the individual, hence, would agree with statements that
poverty is due to:

[ Lack of ei;'fort by the poor themselves,
o Lack of ability and talent among poor people.

[ Lack of thrift and proper money management by poor people.

Conversely, a teacher may see poverty as due to society rather
than the individual. Such a teacher would have a high score on TP23 and
would agree that poverty was due to:

e Low wages in some businesses and industries.
e Failure of society to provide good schools for many Americans.
o Prejudice and discrimination against poor people.

e TFailure of private industry to provide enough jobs.

Many Teacher Corps projects promoted this latter perspective for
viewing poveriy. The relationship of this variable to pupil learning and
growth is described in later sections of this report.

In addition to the individual teacher performance variables (TP1-
TP23), the analysis of teacher performance utilized clusters of teacher
performance variables (STP1-STP7). Scores for these teacher perform-
ance clusters were derived by adding the scores of specified teacher per-
formance variables, once the individual teacher performance variables
had been rescaled,so that all variables could range from 0 to 100,

The teacher performance clusters are presented in Figure 3.

6. Joseph R, Feagin, "Poverty: We Still Believe that God He lps

Those Who Help Themselves, " Psychology Today, 6. November,
1972, p. 101-110.
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Teacher Performance Clusters Variables that Combine
to Form the Clusters

STP1 Utilization of Community TP1  Teacher utilizes
Resources schoonl and com-
munity resources

TP2 Teacher initiates
contact with parents

STP2 Action as a Change Agent TP3  Teacher perception
in the School of importance o

bringing about
change in the school

TP4  Teacher practice of
bringing about
change in the school

STP3 l.esson Planning and TPS5 Teacher introduces
Materials Development culturally relevant
new curriculum

TP6 Teacher plans
lesson with teaching
team

TP7 Extent of all ma-
terials development
and lesson planning
by tcacher

STP4 C(Classroom Performance: TP8 Extent of teacher/
Affective Tone pupil interaction

TP9  Extent of positive
teacher behavior

TP10 Range of teacher
positive and negative
behavior

Figure 3

Clusters of Teachier Performance
Variables Used in Phase Il
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Teacher Performance Clusters Variables that Combine
to Form the Clusters

STP5  Classroom Performance: TP13 Teuacher gives
Teacher Response acknowledgement
Strategies

TP14 Teacher gives
praise

TP15 Teacher gives
corrective feedback
in academic area

STP6  Individualization of TP16 Degree that instruc-
Instruction tional choices are
given to pupils

TP17 Extent that pupils
work independently
or in small groups

STP7 Perception of Problems TP23 Teacher perceives
Related to Schooling poverty as due to
society at large

Figure 3

Clusters of Teacher Performance
Variables Used in Phase 11

28




The veader should note that not all 23 teacher performance
variables are subsumed under one of the teacher performance clusters
listed in Figure 3. This is because the teacher performance variables
within other potential teacher performance clusters dealt with opposite
tvpes of behavior. For ‘example, under Classroom Performance:
Questioning and Structuring Strategies in Figure 2 are two variables.

These variables are:
e Teacher asks open-ended questions.

o Teacher is highly directive in structuring discussion

and cluss.
These variables were not combined to form a cluster score.

Data on teacher performance were gathered by means of iwo
instruments: The Teacher Questionnaire and The SRI Classroom
Observation Guide. The Teacher Questionnaire obtained information
about the teacher's utilization of community resources, action as a
change agent, development of new curriculumr materials, and percep-
tions of problems related to schooling. Kxcept for the two attitude

tests, the guestions were developed specifically for this study.

The SRI Classroom Observation Guide was developed by Dr, Jane
Stallings as part of an evaluation of Project Follow Through. 7 Most of
the data used in this study come from a section of the guide known as the

five = minute - observation (FMO),

7. Jane Stallings and David Kaskowitz, Follow Through Classroom
Observation Kvaluation 1972-1973. Menlo Park, Stanford Re -
search Institute, 1974,




The FMO provides a record of the interaction between teacher
and pupils over a five minute period of time. The interaction is recorded
on a series of frames, an example of which is shown below,

’ \E%o Toﬁom \a\eat 4°How
OOQ PO PEEEGEOAO 42
OB OO0 POORLEOECE® 45
COOHROOPPE PR [

Each frame provides data that could be expressed as an interaction
sentence: Who, To Whom, What and How. The Who column contains
eight codes that refer to a person or a group of persons, plus a code for

animals and a cude for machines. These codes identify thc. initiator or
perpetrator of the action. In the sentence metaphor, the Who codes are the
subject of the sentence.

The next column, the To Whom column, is comprised of the same
ten codes as the Who column. In the interaction sentence, the codes in
this column are the objects of the action, the person to whom a statement
or action is direcied. One code is marked in the Who column and one
code in the To Whom column of each frame; no more than one code may
be recorded.

The What column contains twelve codes which are categories of
activns or behaviors. Some examples are: Direct Question, Response,
Praise, Waiting and Observing, These codes are the verbs of the inter-
action sentence. Only one of the twelve What codes is coded in jne frame.

In addition to these twelve codes, two other codes appear in the
What column, These are Nonverbal (NV) and Movement (X). These may

be coded, when appropriate, with one of the twelve What codes.

The twelve How Column codes are modifiers of the What codes.
They add information about the action, describing content or affect.
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Thes« codes act as adverbs in the interaction sentence. As many How
codes as'are appropriate may be coded.

.
Pupi! Variables and Instruments

Pupil variables were used as indicators of teacher effectiveness

in this study. The pupil variables covered tiile general areas of:

Reading gain
Self-concept gain
School attendance

Pattern of pupils' classroom interaction.

In selecting the general areas of pupil growth, several considera-

tions prevailed:

1,

The need to balance an emphasis on achievement with an
emphasis on attitudinal growth for pupils. Hence, the
inclusion of self-concept, attendance and classroom inter-
action data.

The need to balance paper and pencil testing with observations
of pupil behavior and the use of unobtrusive measures.

The need to identify pupil growth areas judged to be impor-
tant by the U, S. Office of Education and by teachers.

The need to identify pupil growth areas that were sought by
all teachers and where a common set of measures would
fairly assess pupil growth,

The need to utilize pupil growth variables that first year
teachers could reasonably be expected to influence. Of
special importance here was the belief held by some consul-
tants that first year teachers could not reasonably be ex-
pected to influence reading gains.
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Different role groups that had input into the selection of these
areas of pupil growth desired different sets of pupil variables, The
final selection of areas of pupil growth was an attempt to serve this

. |
broad set of desires. ‘

The selection of the four areas of pupil growth variables was fol-
lowed by the selection of specific variables and corresponding measures
within each area of pupil growth. In selecting the reading achievement
test, PTTA worked closely with Dr, Ralph Hoepfner of the Center for
the Study of Evaluation at U.C. L. A. The selection of the reading test
was done in the following steps:

1, A list of possible reading objectives was drawn up.

2. A selected group of teachers of inner-city children
rated each reading objective in terms of (a) how much
emphasis it received in their classroom, and (b) in
what grades such subject matter was taught,

3. A set of criteria for test selection were identified based
on the special needs of the study. The criteria were:8

° How thoroughly does the test assess each objective ?

° Is there evidence for the test's construct, concurrent
and predictive validity?

° Are the instruments and iteme appropriate for the
age level of the student?

) Is the test format (layout, timing, illustration, pacing)
approprizte for the students?

° Is the recording of answers simple for the students
(especially critical at grade 2)7?

8. Taken from Ralph Hoepfner, et al,, Elementary School Test
KEvaluation, l.os Angeles, Cenfer Jor The Study ol Fvaluation,
UCIL.A, 1970,
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° Can the test be easily and correctly administered
by a non-specialist within the time limit generally
thought to be the attention span of the age-group
being tested ?

° Is the scoring objective and inexpensive ?
® Are the norms statistically sound and interpretable ?
. Is there evidence of the test's reliability ?
° Is the range of coverage of the test adequate so that

low achieving students (especially at the pre-test)
and high achieving students (especially at the post-
test) will be adequately assessed and differentiated ?

4, Based on the criteria above, the Metropolitan Achievement
Test (MAT) was chosen. The study used the word knowledge,
reading and total reading sections of the test.

The Piers - Harris Self Concept Scale was selected for the study
as it was the only self-concept Scule appropriate for grade school children
which the Center For the Study of Evaluation rated as suitable in a pre-
test, post-test research design, ¢ Manufacturers of the scale pre-
sent evidence of the test's reliability and sensitivity. e The scale was
shown to be sensitive enough to detect gains in self-concept resulting {rom
a4 specially designed one year school program. These data suggest that the
scale could reasonably be expected to assess self-concept gains of pupils
taught by the teachers in the study.

9, See Ralph Hoepfner, et al., CSE-RBS Test Evaluation: Tests of
Higher Order Cognitive, Affective and Interpcrsonal SKills, l.os
Angeles, Center lor the Study ol Evaluation, 1972,

10. EEllen V., Piers, Manual For the Piers-Harris-Chiidren's Self-
Concept Scale, Nashville, Tennessee, Counsclor Recordings
and lTests,
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The scale has 80 items which yield a total self concept score
and 4 score on cach of 6 sub-scales derived by factor analysis by the
instrument developers. The total self-concept score and the 6 sub-
scale scores were all used as pupil variables in the study. Figure 4
presents the 6 sub-scales along with scale items that loaded heavily
on each sub=-scale in the original factor analysis. The sb-scales,
as used in this study, were defined in the manual which accompanied
the instrument, For ease in scoring and interpretation, ail scales are

scored so that the higher the score, the more positive the attribute.

PP+  Good Behavior I do many bad things (-.66); 1
am obedient at home (. 64); 1
am often in trouble (-.60); 1
think bad thoughts (-.55): I can
be trusted (. 53).

P5 school Status I am good in my schoowork (. 66);
lam smart {(.63); Tam dumb
about most things (-.56); Tama
good reader (.55); I forget what
I learn (-.53).

P6  Physicai Apperrance I am good looking (.74); I have
a pleasant face (.61); I have a
bad figure (-.56); I am strong
(-.41); I am a leader in games
and sports (. 40).

P7  Lack of Anxiety I cry easily (-,57); I worrya
lot (-.57); I am often afraid
(-.55); I get nervous when the
teacher calls on me (-.54); 1
am nervous (-.49).

P8  Popularity People pick on me (-.62); Iam
among the last to be chosen for
games (-.61); It is hard for me
to make friends (~.56); I have
many friends (.55); I feel left
out of things (-. 49).

P9  Happiness and I am a happy person (.65); 1
Satisfaction am unhappy (-.63); I like being
the way I am (.60); I wishlI
were different (-.57); I am
cheerful (.42).

Figure 4
The Six Sub-Scales of the Piers-Harris Self-Concept Scale
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Pupil variabies associated with patterns of pupil behavior in the
classroom were drawn from the list of pupil variables which SRI devel-
oped for the SRI Classroom Observation Guide. It was decided that

variables from the SRI Observation Guide would be used so that previous
research on the relationship of teacher performance variables to these
pupil variables could be utilized,and so that the data collection could be

made more efficient, given the time constraints of the study.

The four pupil variables associated with the SRI Observation Guide

are listed below:

e Pupil initiating interaction with teacher (P 12).
e Pupil instructing self or other pupils (P 13).
e Pupil displays happiness or feelings of self-wortn (P 14).

e Pupil making task-related comment (P 15).

It was felt that first year teachers could reasonably be expected
to bring about classroom change as reflected by these variables.

Figure 5 presents the entire set of pupil variables. These varia-

bles pertain to reading gain, self concept gain, school attendance and
patterns of pupils' classroom behavior,
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Pupil Variables Phase II Data Source

Heuding
P1  Word knowledge Metropolitan Achievement Test
P2  Reading Comprehension Metropolitan Achievement Test
P3  Total reading Metropolitan Achievement Test

Self-Concept

P4 Good Behavior Piers-Harris Self Concept Scale
P5 School Status Piers~-Harris Self Concept Scale
P8 Physical Appearance Piers-Harris Self Concept Scale
P7 Lack of Anxiety Piers-Harris Self Concept Scale
P8 Popularity Piers-Harris Self Concept Scale
P9 Happiness and Satisfaction Piers-Harris Self Concept Scule
P10 Total self~concept Piers-larris Self Concept Scale
Attendance
P11 Pupil school attendance School Attendance Records

Classroom Observation Variables

P12 Pupil initiating interaction SRI Classroom Observation Guide
with teacher

P13 Pupil instructing self or SRI Classroom Observation Guide
other pupils

P14 Pupil displays happiness or SRI Classroom Observation Guide
feelings of self-worth

215 Pupil making task-related SRI Classroom Observation Guide
comment

Figure 5

Pupil Variables Used in the Study




3. School Climate Variables and Instruments

The school climate variables (SC1-SC4) describe school concitions
which may influence the teacher performance and effectiveness of Teacher
Corps graduates and control group teachers. The school climate ver-
lables are presented in Figure 6. These data were obtained from teachers
on the Teacher Questionnaire,

School Climate Variables

SC1 Percentage of low-income students
at the school.

SC2 Extent to which the teacher receives cur-
riculum materials and ideas from other
school staff.

SC3 Degree of similarity of views between
teacher and other school staff.

SC4 Extent to which the teacher feels accepted
in school setting.

Figure 6
School Climate Variables Used in the Study

The percentage of low-income students in the school (SC1) is de-
fined as the percentage of students from families earning less than $6,000
per year. This figure was chosen by the project staff so as to differentiate
low-income from middle-income families. Information for this variable

was gathered from the teacher by means of the Teacher Questionnaire.

The extent to which the teacher receives curriculum material and ideas
from other school staff assesses the degree that teachers have received
help from other teachers and from the principal. This variable is de-
fined as the frequency that this help has been given and represents the
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teacher's perception of how often assistance occurred. Information
was obtained by means of the Teacher Questionnaire.

A third aspect of the school climate is the degree of similarity ot
views between the teacher and other school staff. Each teacher in the
stidy rated the degree to which his/her views differed from other school
staff on the following topics:

e Importance of reading for children.

¢ Importance of strict discipline for children.
e Importance of ethnic studies for children.

® Importance of rapport with parents.

e Importance of pupil involvement in decisions

about instruction.

The variable is defined as the extent of similarity of views across
all these educational topics.

The final school climate variable pertains to the extent to which the

teacher feels accepted in the school setting, This attitude was tapped
using a two item Likert scale.

C. Data Collection Methodology

The study of the effectiveness of Teacher Corps graduates re-~
quired the collection of data at three points during the 1973-74 school
year. Pupils of teachers in the study were given a reading and a self-
concept test in the fall and late spring of the school year., In addition,
teachers and pupils were observed in their classrooms in the spring.
The discussion of the data collection methodology is organized around
three topics: the initial contact with teachers and the school district,
the administration of tests to pupils, and the classroom observation.
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1. The Initial Contact with Teachers and the School District

During the spring of Phase I, interns at all 20 Teacher Corps pro-
jects filled out a brief questionnaire which provided information about
their plans for the 1873-74 school year and several addresses at which
the intern could be contacted. All interns were also given a post-card
which they were to send to PTTA once their plans for the 1973-74 school
year were finalized. In July, a follow-up letter was sent to interns and
they were telephoned, where possible, about their plans. After exten-
sive effort, approximatel