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ABSTRACT
This report examines the second phase of a

longitudinal impact study of the Sixth Cycle Teacher Corps. Phase 1
focused on the relationship of intern background and Teacher Corps
Program characteristics to intern exit characteristics. Its goals
were to: (a) contrast teacher performance and pupil gains of
graduates with those of control group teachers; (b) analyze the
relationship of teacher background, teacher education program,
teacher performance, and pupil performance for the graduates; and (c)
assess the effects of professional support which graduates and
controls receive. The 84 subjects taught grades 2-6 in self - contained
classrooms. Data about teacher and pupil performance were obtained
through a classroom observation gaide, teacher questionnaire, data,
standardized reading test, and standardized self-concept scale.
Graduates were superior to controls in developing ethically relevant
curricula, using community resources and initiating contact with
parents, and developing positive attitudes about reading development
and the causes of poverty in society. Graduates facilitated greater
self-concept development in pupils, but there was no significant
difference in reading gains between the two groups. The consistent
pattern of relationship between pupil variables and Teacher Program
characteristics suggests that teacher training makes a difference on
pupil behavior and on related teacher performance. (Author/HMD)
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I. INTRODUCTION

A. Overview

This report describes the methodoila and findings of the second
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 anal th 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. 1

The second year (Phase 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.
Moreov,r, these were graduates who taught reading to t',F, same children
over the entire school year. In order to answer some of the research
questions, these graduates were matched with otrar young teachers in
the same school district who taught the same type of child at the same
grade level.

A reading achievement and a self-concept test were administered
to all 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.

'David D. Marsh, I:1 al., A Study of Teacher Training at Sixth-Cycle
Teacher Corps Projects, 3 vols. Berkeley, Calif. , Pacific Tra-ming
:inc Technical Assistance Corporation, 1974.
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Data about teacher performance were obtained by means of
classroom observation and a questionnaire. In the spring of 1974,
each teacher was observed on four set.a.rate 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 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.

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

13. Teacher Corps As An Innovative TeacheiLIcgiliucationPro ram

Teacher Corps was created by Title V -B of the Higher Education
Act of 1965.- 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
fam and

-)
-This section is presented as a convifnience to readers wilt.) re not already

vith Teacher Corps, Iteaders familiar with Teacher Corps and the
1.111iiIng,i from Phase I of the s'Aidy ni.*y want to skip to Section II of the report.



2. "To encourage colleges and universities to broaden their
programs of teacher preparation" and that these purposes
would be accomplished by "attracting and training 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 (ME). 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 l.urrent faculty members and has helped recruit new
faculty whose skills and 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
teacher training process through the implementation of competency-
b iced teacher education and multi-r:ultur.il education. Toucher Corps
h is .list :nliuenced ttirn r it ll' the 0'1till11.4 system
in:1 he k)!. hto

1415A tZl% 1°°t*



There :.4re ipproximately 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 a.i teaChe VS,

Teacher Corps projects differ from typical te,icher training
programs in several ways. Teacher Corps interns are predominantly
from minority groups Ind are in training for two years, During the
two years, :in Intern WOrkS in the public school for 60 percent of each
.yeek, often on a cooperative team (master teachers and interns)
which not only conducts the instruction of pupils but also engages in
the developIllent o1 innovative hleAnS Of the team

ructure, art. en.ihik Li to receive intensive training ind
coW1,-;eimg.

cm.k.Te,ic her Corps projects, the UniVerSity OlirSe; are taught
C.3

It ()1' no II' the' ;t11001s vhere intirrns teach Ind are designed to relate &ft.

more closely to the intern's daily teaching experience. Alany of the .3
,:ourses ire organized around specified teacher competencies

Ind allow intern; to learn at their OWn pace, These :ire aspects of a
general concept, competency-hased teacher eduLation, which projects
have tried to implement. .\s Teacher Corps projects have defined
competency-based teacher education, it has meant:

IL,L:112ccificatiorher cot h!tcncie; in the ro ram--
the extent to which the project has specified teacher com-
petencies and corresponding assessment criteria.

li4at and personaliza ion of the program
the extent to which the project provided for differing
learning riteS and styles and the extent to which trainees
could shire in decisions about the kind of training they
would receive as well as support of their growth as persons.



The field-centeredness of the u22a2a- - 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,
programthe 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 community 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,

5



te:till sc.lool principals, and ME personnel. Data
about the intern teaching characteristics were obtained from a 50
percent stratified random sample 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-Teacher 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 intern 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

6



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 (r7 15).

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 cooperating 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

63) .



It wa:.; also found that Ail intern tended to feel accepted in a
project that ft,;itured tit ,1 I a Wa < ne anLi 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 Focused on academic
relevant materials topics

Did not use a lesson Used group lesson
plan planning

Did not use corrective Used corrective feed-
feedback back

Did not allow pupils to Allowed pupils to explore
explore classroom and classroom and select
select work groups work groups

An unusual feature of the relationships among intern teaching
skills discussed above is the negative correlations among some of the

8



Vat'1,0,4, ;1!k; th:it In If:1:11.-) in one

aspect at' 1,.,ching pet. lormed with less than LIVOL'ige -!7ki11 on some

other .,,,:pect of te.,ching and suggests that rreachcr Corps projects

must decic;e sct teaching skills tht:y wish ti'

3. Analy is of the Relationships At-non Intern Background
Characteristics, Teacher Corps Program Characteristics
and Intern Teacher Performance Measures

The findings for the analysis of the relationship between

intern 1);.:ckground, Teacher Corps program and intern teacher per-
formanLe measures are organized around five research questions used
in Phase I.

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 because it reveals that none of the background

characteristics (e: :cluding ethnicity) were closely related to the teaching

skills of :nterm-i-. intern teaching skills were only related to training

program .'ia r,, :- :-;.

9



(Ruc;t ion 2: Wh:tt is the 8tuengt1i of relationship between back-
,11;1 nt-0;r:ini characteristics' as related to

individual intern teacher performance character-
?

Multiple linear regression was used to assess 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?

For black, chicano, and white interns studied separately, there
were discernible patterns of relationship between intern background
and Teacher 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 or 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
teilm leader to intern ratio and had team leaders who possessed
considerably more teaching experience in low income /minority group

10



schools. Undergraduate interns ivy d nr
8414 COP),

-64/41/.4Sit
credit in courses taught by minority group professors and 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 terms
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 school. The lack 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
likely to give pupils instructional choices than were undergraduates.

There are five 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



For black, chicano or white intern -;ep:irately,

there were some disc erni hie p.itterns of relationship
between intern background, Te;..tcher Corps program
characteristics and intern teaching skills and attitudes.
For 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. NIETilopoi.0(;\ Fou THE sTuDy

A. Selection of Teach Cot, is 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 II 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' effectiveness 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:



some taught only remedial math; seine 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-
uate 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 least forty percent of
the typical school day; and that the graduate was the sole
teacher of reading for these children.

15



BEST COPY AVARABI.E
t;ridti,ite:4 not to.tchill: in L4rades 2-6 were eliminated for several

reasons. Tt.achor;-; of chilifton .n 2;atie one w...re excluded bei2ause chil-
dren in this grade need to have tests individually administered to them
and because it r gain 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 eligible 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 sewn 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

16



Contixt ies

1. C;eographic location of school

School environment (support which young teacher receives)

Each Teacher Corps graduate in the Phase II 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.

9 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.

Selection of Variables and Instruments

1. Teacher Performance Variables and Instruments

During the first year of the study, seven training goals were
identified 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-
ficient.
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BEST COPY AVAILABLE

pop.tration for tht, Lullcction of teacher perfornLino data

in Phase 11, the to ivher pc, I' factors fl'0111 PhaSc I were

examined by the project sta ff, Vor each teacher performance factor
developed in Phase I, an individual variable was identified which
loaded heavily on that factor. 1:or example, from Figure 1 it can

be seen that the variable "Number of Hours Per Week Using (All)

Instructional Stragegics" is highly related, empirically, to the factor
"Diversity of Instructional Modes Used in Classroom." In Phase II,
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 II 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 II are
presented in Figure 2. The var!Iables 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. fable.
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Teacher Performance Variables Phase II Data Source

Utilization of Community Resources
TP1 Teacher utilizes school

and community resources

Tl'2 Teacher initiates contact
with parents

Action As ChanAgent in the School
TP3 Teacher perception of

importance of 13inging
about change in the school

TP4 Teacher practice of bring-
ing aboutehW in the
school

Lesson Plannin and Materials
eve opmen

TP5 Teacher introduces cul-
turally relevant new
curriculum

TP6 Teacher plans lesson with
teaching team

TP7 Extent of all materials de-
velopment and lesson
planning by teacher

Classroom Performance:
Affective Tone

TP8 Extent of teacher/
pupil interaction

TP9 Extent of positive
teacher behavior

TP10 Range of teacher
positive and
negative behavior

Teacher Questionnaire
(Q7)

Teacher Questionnaire
(Q6)

Teacher Questionnaire

Teacher Questionnaire
(Q4)

Teacher Questionnaire
(Q5)

Teacher Questionnaire
(Q1 -col. 27,28)

Teacher Questionnaire
(Q1-col. 25,26

plus 2'i-28 plus 29-30)

SRI Observation Guide

SRI Obse rvation Guide

SRI Observation Guide

Figure
Teacher Performance Variables Used In Phase II
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Teacher e rforniance Variables Phase II Data Source

Clissroorn Performance: Ques-
tioning 3rd Structuring Strntcgies
TP11 Teacher asks open-

ended questions

TP12 Teacher is highly
directive in structuring
discussion and class

(.1.:SS1'00111 I'

flesponse ?togr,,10-;

T1'13 Teacher gives
ledgement

Ti' 4 Teacher gives praise

TP15 Teacher gives corrective
feed-back in academic
area

C1:1 s room Pt. rfo rm Ince:
individualization and Per-
sou,ilization of Instruction
TP16 Degree that instructional

choices are given to
pupils

'FI)17 Extent that pupils work
independently or in
small groups

:issroo Perfori ance:

Ac.clemic /Non-Academic
Focus of Instruction
TP18 Attention given to

academic subjects

SRI Observation Guide

SRI Observation Guide

SRI Observation Guide

SRI Observation Guide

SRI Observation Guide

Teacher Questionnaire
(Q2)

SRI Observation Guide

Teacher Questionnaire
(QI)

Figure 2 (contt,)
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Teacher Performance Variables Phase II Data Source

TP19 Attention given to
reading instruction

TP20 Extent of attention given
to social and general
(non-academic) discussion
in class

TP21 Extent of attention given
to pupil behavior problems

Perception of Problems Related
to Schooling

T22 Teacher perceives reading
difficulties of pupils as due
to to

TP23 Teacher perceives poverty
as due to society at large

Teacher Questionnaire
(Q1)

SRI Observation Guide

SRI Observation Guide

Teacher Questionnaire
(Q8)

Teacher Questionnaire
(Q9)

Figure 2 (con't.)
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Several teacher performance variables need further explanation.
Teacher acknowledgement (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:

Nodding (nonverbal) to indicate the painting is acceptable.

"Yes, that's the right way to knead clay.

"That math problem is correct."

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

"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: 4

"What a pretty picture you've made !"

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

"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."

I3oth teacher acknowledgement and teacher. praise are responses
to either a child's academic or social behavior.

Two teacher performance 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 About pupils' reading develop-
ment. A high score on TP22 would reflect a teacher who believes he/she

3. Stanford Research Institute Classroom Observation Instrument
Home Training Kit. Menlo Park, anfor esearch 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.

How much creativity the teacher has.

The ability of the teacher to communicate with her students.

A low 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.

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 National Right to Read Program. 5 A

factor analysis of data from the Right to Read study revealed strong

inter-item 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 .Tames 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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was develop-ft by 1)r. Josepi a ,gin. 6 The teacher may see poverty as
due to efforts of the individual, hence, would agree with statements that
poverty is due to:

Lack of effort by the poor themselves.

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:

Low wages in some businesses and industries.

Failure of society to provide good schools for many Americans.

Prejudice and discrimination against poor people.

Failure of private industry to provide enough jobs.

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

in addition to the individual teacher performance variables (TP1-
TP?3), 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. hJoseph H. F'eagin, "Poverty: We Still Believe that Cod Helps
Those Who Help Themselves," " Psychology Today 6. November,1972, p. 101-110.



Teacher Performance Clusters Variables that Combine
to Form the Clusters

STP1 Utilization of Community
Resources

STP2 Action as a Change Agent
in the School

STP3 Lesson Planning and
Materials Development

STP4 Classroom Performance:
Affective Tone

TP1 Teacher utilizes
school and com-
munity resources

TP2 Teacher initiates
contact with parents

TP3 Teacher perceytion
of importance of
bringing about
change in the school

TP4 Teacher practice of
bringing about
change in the school

TP5 Teacher introduces
culturally relevant
new curriculum

TP6 Teacher plans
lesson with teaching
team

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

TP8 Extent of teacher/
pupil interaction

TP9 Extent of positive
teacher behavior

TP10 Range of teacher
positive and negative
behavior

Figure 3

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

STP5 Classrooni Performance:
Teacher Response
Strategies

STP6 Individualization of
Instruction

STP7 Perception of Problems
Related to Schooling

TP13 Teacher gives
acknowledgement

TP14 Teacher gives
praise

TP15 Teacher gives
corrective feedback
in academic area

TP16 Degree that instruc-
tional choices are
given to pupils

TP17 Extent that pupils
work independently
or in small groups

TP23 Teacher perceives
poverty as due to
society at large

Figure 3

Clusters of Teacher Performance
Variables Used in Phase II
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The reader 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
types of behavior. For example, under Classroom Performance!
Questioning and Structuring Strategies in Figure 2 are two variables.
These variables are:

Teacher asks open-ended questions.

Teacher is highly directive in structuring discussion
and class.

The variables were not combined to form a cluster score.

Data on teacher performance were gathered by means of two
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 curriculum materials, and percep-
tions of problems related to schooling. Except for the two attitude
tests, the questions 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 Throu h Classroom
Observation Evaluation 1972-1973, en o arc, , an or e-
searcirInstitute, 1974.
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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.

8 Ato Toll= Nat 44) How

®000 ®®Q 000000080 42-
I

1©®©000080(De '00 Ot90 roa

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 cede for machines. These codes identify Ilya. initiator or
perpetrator of the action. In the sentence metaphor, the Elm 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 direcLed. 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
actions 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 3ne 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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The's,- codes act as adverbs in the interaction sentence. As many How
codes as'Are appropriate may be coded.

2. Pupil Variables and Instruments

Pupil variables were used as indicators of teacher effectiveness
in this study. The pupil variables covered the general areas of:

Reading gain

Self-concept gain

School attendance

Pattern or 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.

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

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

4. 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.

5. 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 items appropriate for the
age level of the student?

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

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

Taken from Ralph Iloepfner, et al. , Elements School Test
Evaluation, Los Angeles, Cenr'TorS u y o va ua ion,
UCLA, 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 Scale appropriate for grade school children
which the Center For the Study of Evaluation rated as suitable in a pre -

0
test, post-test research design. Manufacturers of the scale pre-
sent evidence of the test's reliability and sensitivity. The scale was
shown to be sensitive enough to detect gains in self-concept resulting from
a specially designed one year school program. These data suggest that the
;e,.110 could reasonably be expected to assess self-concept gains of pupils
taught by the teachers in the study.

See Ralph lioepfner, et al. , CSE-RBS Test Evaluation: Tests of
Hither Order Co nitiVFXffean eri=sor=k71=7:7.

nge es, en e

10. Ellen V. Piers
Concept Scale, as Zvi c, ennessee, ounce or ecor ings
and Tests.

u y

Manual For the Piers-liarris-Children's Self-
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The scale has 80 items which yield a total self concept score
and a score on each 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 st.b-scales,
as used in this study, were defined in the manual which accompanied
the instrument. For ease in scoring and interpretation, all scales are
scored so that the higher the score, the more positive the attribute.

P4 Good Behavior

P5 school Status

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

I am good in my schoowork (.66);
I am smart (.63): I am dumb
about most things (-.56); I am a
good reader (.55); I forget what
I learn (-.53).

P6 Physiral Appearance 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).

I cry easily (-.57); I worry a
lot (-.57); I am often afraid
(-.55); I get nervous when the
teacher calls on me (-.54); I
am nervous (-. 49) .

P7 Lack of Anxiety

P8 Popularity

P9 Happiness and
Satisfaction

People pick on me (-. 62); I am
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).

I am a happy person (.65); I
am unhappy (-. 62) ; I like being
the way I am (.60); I wish I
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 variables 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:

Pupil initiating interaction with teacher (P 12).

Pupil instructing self or other pupils (P 13).

Pupil displays happiness or feelings of self-worth (P 14).

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

Reading
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

PG Physical Appearance Piers-Harris Self Concept Scale

P7 Lack of Anxiety

PG Popularity
P9 Happiness and Satisfaction

Piers-Harris Self Concept Scale

Piers-Harris Self Concept Scale

Piers-Harris Self Concept Scale

P10 Total self-concept Piers-Harris 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

'315 Pupil making task-related SRI Classroom Observation Guide
comment

Figure 5
Pupil Variables Used in the Study
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3. School Climate Variables and Instruments

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

School Climate Variables

SC 1 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 of
views between the teacher and other school staff. Each teacher in the
study rated the degree to which his/her views differed from other school
staff on the following topics:

Importance of reading for children.

Importance of strict discipline for children.

Importance of ethnic studies for children.

Importance of rapport with parents.

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 Method° loa

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 1973-74 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, approximately 150 graduates could not be reached as of
August 15, 1974. It is believed that these graduates did not have teaching
jobs.

Teacher Corps graduates who had a job in a school district were
contacted by letter so that the purpose of Phase II could be explained. At
the same time a letter was sent to the superintendent of the school dis-
trict. This letter explained the purpose and procedures of Phase II and
stated that a PTTA staff person would call within a week to:

obtain permission to conduct the study, and

obtain the name of a contact person in the district
office who could assist PTTA in preparing for the
fall data collection.

The contact person was then contacted by letter and telephone.
This person was asked to provide the following information:

Verification that each graduate was actually employed
in the district and would be teaching in grades 2 through 6.

The school to which the graduate had been assigned.

The general socioeconomic status of pupils in that school.

The names of all new elementary teachers in the district
and the school where they would be teaching (so that a
control group teacher could be found).
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In smile cases, it was possible to complete the process of ob-
taining permission from the school principal, locating a suitable con-
trol teacher obtaining permission from both Teacher Corps graduates
and control group teachers and learning about schedule conflicts at the
school by telephone. More typically, this process was completed only
after a PTTA staff person had made one or several on-site visits.

2. The Administration of Tests to Pupils

A reading achievement and a self-concept test were administered
to pupils in the fall and late spring of the school year. A trained test
administrator rather than the regular teacher administered the test.
This was done so that:

The testing time would be uniform.

The test would be explained to pupils using standardized
procedures.

Testing material would be available and tests could be
scanned while on-site.

Cheating and coaching could be minimized.

Similar procedures could be used for handling typical
disruptions of the testing process.

Test administrators were local persons who had been substitute
teachers. They were given 8 hours of training which included the fol-
lowing topics:

.1112E22.1K y L. The main goals were outlined and
questions were answered about the purposes or details
of the study.

Protocol to use in visiting schools. This included the
names and addresses of persons to contact in each school.

Interpersonal relations. This included a discussion of
what to say to each person, how to deal with any problems,
and how to answer their questions.
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Setting up testing schedules. This training included how
to confirm, the sahedule with the teachers, how to prepare
for alternative arrangements if plans change, etc.

Pre arin for the test. The representatives were given
ru es to ollow in conducting the test, such as preparing
the classroom and organizing the materials.

How to deal with 4pupils. Because representatives all had
classroom experience, they did not require special train-
ing in how to deal with children, but they did need to know
how to give the pupils an explanation of the study.

Conducting the test. Each test was reviewed in detail with
the group, including giving the directions for the test.
The group members practiced giving directions, conduct-
ing the tests, and answering pupils' questions.

Scanning the tests. Instructions were given as to how to
scan the test booklets before they were returned. This
insured that booklets were complete and answers were
properly filled in.

Returning materials. Representatives were given instruc-
tions on how to return the materials.

The regular classroom teacher was used as an aide for the testing,
consequently, administrators also learned how to explain the duties of
the aide to the classroom teacher.

Testing in the fall was conducted over three weeks time during
October. There were no more than ten days difference in starting
time at any site. The MAT Reading and Piers-Harris Self Concept
Scale were given at this time. The spring testing was conducted
between April 16 and May 27. In most cases, pupils tested early in
the fall were also tested early in the spring so that the number of
days between pre- and post-test was almost constant across teachers.

The MAT reading test was divided into two parts. There was a
short break of five minutes or less between parts. Directions were read
to the pupils by the administrator. Preliminary questions were in Eng-
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lisp in the manual; however, they were permitted to be given in Spanish

where necessary for pupil understanding. After practice sessions were
completed, the actual test was conducted only in English, and no further
communications were allowed in Spanish. Pupils worked silently and

alone during the test. Children with a specific problem during the test

raised their hands. The teacher/monitor came to them.

Each item on the Piers-Harris scale was read aloud by the test

administrator in English. The item was read twice. Pupils indicated

whether they agreed or disagreed with the statement by marking "yes"

or lino!? on the booklet. Following the recommendation of the scale

developers, the Piers-Harris scale was not given to second grade children.

Second graders are not able to record their answers correctly in the

booklet and have highly unstable opinions about the items.

3. The Classroom Observation

An additional set of dna collectors was used to gather
the classroom observation data and administer a questionnaire to
each teacher. The training of classroom observers was conducted
in four sessions lasting nine work days. Most of the observers had
worked on previous data-collection efforts for the Teacher Corps
study, and many were trained in the SRI observation procedures. The
training was conducted by the project staff and by consultants from
the Stanford Research Institute (SRI). The training sessions are
described below:

Se§ion 1 -- The purpose of the study was explained to
data collectors. They learned what data was to be
collected from each teacher and on what time schedule.
There was also a review of protocol for data collectors
while in schools. Finally, data collectors learned how
to complete all travel and payroll forms.
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Session 2 -- In this session, the data collectors examined
the Teacher Questionnaire. They were told its purpose,
how to administer it, and how to deal with potential problems
related to insuring that it was properly filled out.

Session 3 -- Observers were given B hours to study a booklet
prerm-FeTby SRI as part of the training related to the SRI
Classroom Observation Guide. The booklet taught observers
the-basic codes used in the Observation Guide.

Session 4 -- All of Session 4 was conducted by SRI personnel.
Some of the observers had already learned how to use the SRI
Guide, in training for last Spring's Phase I data collection.
They needed only a 3-day refresher course taught by SRI. The
rest of the observers participated in seven days of training.
For either group, the training consisted of drill in increasing
coding speed and accuracy and included use of videotaped seg-
ments of classroom activity and live classroom observation.
All observers met required standards of speed and reliability
using procedures developed by SRI. Inter-rater reliability,
expressed as the percent of agreement between any two ob-
servers was .77. Al

Each classroom observer was given a master sheet of classrooms
to observe.

Upon meeting Teacher Corps graduates and control teachers, the
Teacher Questionnaire was delivered. It was completed by the teachers
and collected by the observer before leaving the site. At the initial visit,
the observer learned when the teacher would be teaching. No specific
appointment for observation was set, however, because it was important
that the teacher not know exactly when he/she was going to be observed.

Twelve observations were made in each classroom using SRI book-
lets. Four observations were "teacher focus" and included what the
teacher was doing. Teachers could only be observed when they were the
only adult working with a particular group of children. Other adults work-
ing in the same room were acceptable as long as the teacher in the "teach-
er focus" could be observed without interaction with other groups.

11 This statistic covers only the Who, To Whom and What categories
of the observation guide. See Jane Stallings and Phillip A. Giesen,
A Study of Confusability of Codes in Observational Measurement.
A paper presented at the AMA Annual Meeting, April; 014.



Eight observations were "child focus" and included what eight dif-
ferent children within the classroom were doing. The eight children
could be from several different classes or groups of children as long as
they were pupils of the teacher in the "teacher focus" for 40% of the school
day. In order to avoid bias in choosing child subjects, random sampling
within the classroom was employed.

Observations were limited to those classes where activities were
determined to be academic in nature. Special teaching sessions for the
observer, show and tell, arts and crafts, movies, outside speakers, a
child's twenty minute presentation, or activities outside the classroom
were not acceptable activities to observe.

The maximum number of observations on any one day for any one
teacher was three teacher focus observations and six child focus observ-
ations. A fifteen minute space of time was required between two teacher
focus observations of the same teacher. Observers usually completed
two teacher focus and four child focus observations in both the morning
and the afternoon of a given day. This pattern eliminated bias associ-
ated with an individual's morning or afternoon behavior.
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A set of research questions was created for each of the four goals
of the study. The analysis procedures used to answer these questions
are discussed below.

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

The issue of comparing Teacher Corps graduates and control
teachers was formulated in terms of two research questions.

Question 1: Do Teacher Corps graduates differ from control
group teachers across teacher performance measures?

As defined in Section II-B the teacher performance measures
TP 1 to TP23 and teacher performance clusters STP1 to STP7 describe
skills in the areas of:

utilization of community resources.

action as change agent in the school.

lesson planning and materials development.

classroom performance.

perception of problems related to schooling.

Similar analyses were performed on the individual variables (TP1
to TP23) and on the seven clustered variables (STP1 to STP7) for teachers
of grades 2-3 and for teachers in grades 4-6. This division of teachers
was made based on the assumption that teachers of the lovv9r grades show
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a different pattern of teacher behavior than do teachers of pupils in the
upper grades. The findings of this study lend support to this hypothesis.

For the individual variables T1'1 to TP23, the Teacher Corps
graduates and the control teachers were compared using tile technique
of one-way multivariate analysis of variance. This technique compared
the two groups of teachers across all 23 teacher performance variables
taken together, as a whole, and took into account intercorrelations be-
tween these variables. It should be mentioned that the technique does
not isolate which variables account for differences between the two groups.
For this purpose, the two groups of teachers were compared separately
o: each teacher performance measure (TP1-TP23) and each clust °r (STP1-
STP-7) using one-way univariate analysis of variance.

Question 2: Do Teacher Corps graduates differ from control
group teachers across pupil performance measures?

As defined in Section II-B, the pupil performance measures, P1 to
P15, are indicators of the effectiveness of the teachers.- Section II-A
described procedures used to control for extraneous variables in the
selection of Teacher Corps graduates and the control group teachers,
the pupil performance variables cover the following areas of pupil
growth:

reading gain.

self-concept gain.

school attendance.

patterns of pupil activity in the classroom.

As above, the two groups of teachers were stratified into grades
2-3 and grades 4-6.

Although it would have been possible to analyze pupil variation
within a classroom across all classrooms on variables P1 to P15,
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experimental unit under investigation in the 'study was the teacher rather
than the pupil. For this reason, classroom averages of these variables
were taken to be the data for the analysis described below. 12

Comparison of the two groups of teachers on each variable P11-15
was made using univariate analysis of variance as described above.
Conal.ison of the two groups of teachers on the reading and self-concept
c:velopment of their respective pupils (P1 -P10), however, required a
different form of analysis. In this situation, the average post-test
score r1)1' ch variable for each class was "adjusted" by the average pre-
test score, since inequalities arose in pre-test means. Thus, multiple
one-way analysis of covariance was performed with the post-test class
mean as the dependent vzirable, with training as the analysis of variance
factor, and with the pc-," -test class mean as the covariate.

A necessary assumption in the use of analysis of covariance is that
the regression slopes of the post-test mean on the pre-test mean for any
variable are equal for the two groups of teachers. For each variable
where the regression slopes for the two groups of teachers were signifi-
cantly different, an analysis of variance of mean differences between
post-test and pre-test was performed.

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

The first part of the analysis focused on the relationship between
teacher performance variables (TP1 to TP23) and pupil performance
variables. For this analysis, only the Teacher Corps graduates
were studied because it was Oesirable to use the same teacher sample
'rid population throughout the anilysis for this goal. it:xtensive teachev
training data was not availaole on control group teachers. The pupil
variables P1 -P10 were defined as the difference betw.:en post-test and
pre-test mean scores for this analysis
12. For further information about this issue, see Robert W. Heath

and Mark A. Nielson, The Myth of Performance-Based Teacher
Eclueatio_n. Report An-IG. 'Ran Francisco, The Far W5st
Laboratory For Educational Research and Development, 1973.
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The following questions were answered!

Question 1: What teacher performance measures are most associated
with each of the pupil learning and growth measures?

This question was answered by first examining the simple correlation
coefficients between teacher performance variables and pupil performance
variables, and by then examining a canonical correlation for the two sets
of variables. Canonical correlation analysis identified linear combina-
tions of teacher performance variables that were significantly correlated
with linear combinations of pupil variables. These linear combinations
identified clusters of variables with interesting interpretations.

In addition, this question was explored by performing discriminant
analysis using teacher performance measures as independent variables
and subgroups of classes defined by four pupil performance variables as
dependent variables. Thus, subgroups defined separately for total reading
gain (D3), total self-concept gain (D10) and each of two pupil classroom
variables ( P12 and P13), were generated as follows: For given pupil
performance variable, classroom means were ordered from smallest to
largest and divided at the median to form two subgroups. The first sub-
group represented the "above-average" subgroup, whereas the other
subgroup represented.the "below-average" subgroup. The discriminant
analysis then identified which teacher performance variables best predicted
subgroup membership.

Question 2: What teacher background and education program measures
are most associated with the teacher performance
measures?
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The teacher background characteristics were the sex and ethnic
group of the Teacher Corps graduate. The education program variables
used were the 75 Teacher Corps program characteristics which were
studied in Phase I. The relationship of teacher sex, ethnicity and Teacher
Corps program characteristics to the teacher performance variables is
the focus of this question.

This relationship was explored in two ways. First, teacher sex
and ethnicity, and the Teacher Corps program characteristics of
graduates in the Phase II sample were correlated with their teacher
performance (TP1 to TP23).

Secondly, discriminant function analysis was performed using sex,
ethnicity and Teacher Corps program characteristics as independent
variables and subgroups of Teacher Corps graduates as dependent
variables. For each teacher performance variable, the graduates
were divided into two subgroups, above average and below average,
in the manner described in question 1.

Question 3: What teacher background and education program
measures are most associated with pupil performance
and growth measures?

This question was answered in the same manner as question 2
above: simple correlation and discriminant function analysis.

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

The professional support which a teacher receives was analyzed in
terms of the four school climate variables (SC1-SC4) as defined in
Section II-A above.
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Question 1: What is the relationship of professional support which
Teacher Corps graduates and controls receive to their
teacher performance and effectiveness?

The relationship of school climate variables to teacher performance
(TP1-TP23) was assessed by means of simple and canonical correlation.
The same procedures were used to assess the relationship between the
school climate variables and pupil learning (Pl-P15).

Question 2: Do Teacher Corps and control group teachers differ
in the amount of professional support they receive?

This question was explored by means of one-way univariate
analysis of variance for each school climate variable.

Goal 4: To compare Teacher Corps graduates included i-. Phase II
with all graduates of projects studied in Phase I.

Teacher Corps graduates included in the Phase II sample were
compared with all Sixth-Cycle interns included in Phase I. This analysis
was done to see if there were overt differences between the Phase II
sample and all interns given that the sample was not randomly drawn.
The rationale for the selected sample was presented in Section II-A.

Question Are Teacher Corps graduates signficantly different
from the universe of Sixth-Cycle Interns in terms of
sex, ethnicity and project affiliation?

The two groups were compared in terms of sex, ethnicity and
project affiliation. Differences between groups were tested by chi-square
analys is.
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E. (..onstraints

The reader should be aware of several circumstances which in-
fluenced the second yea- of the stud:-. Finz,t, only a limited number of
Teacher Corps graduates were able to secure teaching jobs. Of those
who were able to get jobs, approximately 60 graduates taught in school
districts that refused to allow PTTA to test the pupils. An additional
number of graduates served as curriculum development specialists or
in other roles within the school district which did not fit into the speci-
fied research domain for this study. Consequently, the graduates in-
cluded in the study of teacher effectiveness were not representative of
all Sixth-Cycle Teacher Corps graduates nor did they represent all grad-
uates who secured jobs in school districts.

These deficiencies were dealt with in several ways. The graduates
included in the study of teacher effectiveness were compared with all
graduates to see how the graduates in the sample differed from the uni-
verse of Sixth-Cycle graduates. In addition, PTTA will develop case
studies of Sixth-Cycle graduates who are playing unique and innovative
roles in education. The case studies will be presented in a separate
report.

A second constraint in the study was the need to evaluate pupil
progress using common criteria of growth and norm-referenced standard-
ized tests to assess this growth. It was not possible to evaluate the growth
of pupils in each classroom using any criteria unique to that teacher. This
raises the possibility that the criteria weren't directly related to the cur-
riculum goals of teachers. Moreover, the reading test and self concept
scale used were norm-referenced, and to some extent culturally bi-
ased. There are a number of problems associated with the use of these
tests to assess pupil growth. 13 There is reason to believe that the burden

13. See Harvey A. Averch, How Effective is Schoolin ? A Critical
Review and S thesis of esearc n m:s reparea for the'resien s ointUT.1-C.')IsSic3FF-E-1-FT---1on coo n ce.arl Santa Monica, California:
The Rand Corp., 1972. and Meredith D. Gall, The Problem of
"Student Achievement" in Research on Teacher ".Effects. Report A73-2
San Francisco, e ar "es a ora ory or ucational Re-
search and Development, 1973.
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of "unfairness" associated with the evaluation criteria and the tests fell
with equal severity on Teacher Corps graduates and control teachers.

Finally, for financial reasons, the classroom observation for each
classroom was limited to what could be accomplished within two days
elapsed time. While multiple observations of each teacher and his/her
pupils were made, the observations may not be a fully accurate repre-
sentation of how that teacher and that class typically function. 14

14. Readers seeking further information about this issue are referred
to Barak Rosenshine, "The Stability of Teacher Effects Upon Stu-
dent Achievement" Review of Educational Research, 1970, 40,
647-662.

52



III. Report of the Findings

A. A Comparison of Teacher Corps Graduates Included in
Phase II with the Universe of Sixth-Cycle Interns

In Section II-A it was explained that the Phase II sample of Teacher
Corps graduates was not randomly drawn from the universe of Sixth-
Cycle Teacher Corps interns due to constraints imposed by the low
percentage of teacher education graduates who secured teaching jobs.
This section of the report explores the relationship of the PhaE II

sample to the universe of Sixth-Cycle interns in terms of sex, ethnicity,
and project affiliation.

Table 1 presents data on the sex and ethnicity of the Phase II
sample and the universe of Phase I interns. The Phase II sample had
essentially the same proportion of males and females as did the universe
of Sixth-Cycle interns. Moreover, the proportion of black, white,
chicano and other graduates in the Phase II sample was not significantly
different from the proportions of these groups in the universe of interns.
Finally, the Phase II sample was not significantly different from the
universe of interns in terms of a sex and ethnicity analyzed together.

Table 2 presents the distribution of interns, by project, for the
universe of Sixth-Cycle interns and the distribution of the Phase II sample
by the project where they received their training during Phase I.
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Table 1
A Comparison of Teacher Corps Graduates Included

in Phase II with the Universe of Sixth-Cycle
Interns in Terms of Sex and Ethnicity

Phase I Interns

Phase II Sample

Phase I Interns

Phase II Sample

Phase I Interns

Phase II Sample

Males Females Total,

292 377 669

36 49 85

Chi Square =0.0122 df=1 NS*

Black White Chicano Other Total

294 223 108 44 668

43 24 13 5 85

Chi Square=1.4327 df=3 NS

Male Female Total
W C O B W

91 111 66 24 203 112 42 20 669

8 14 9 5 35 10 4 0 85

Chi Square*=7.2584**df=5 NS

*Means not significant
**"Chicano" and "Other" were pooled becaus. of the small cell sizes.
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There are several patterns in the data presented in Table 2,
as follows:

There are six projects that are represented by less than two
graduates in the Phase II sample.

There are three projects that are represented by 10 or more
graduates in the Phase II sample.

There is a bias in the geographic distribution of projects
having unusually small or large numbers of graduates in
the Phase II sample.

The six projects with less than two graduates in the Phase II
sample were not located in any special area of the country. Of the three
projects where 10 or more graduates were represented in the Phase II
sample, two were located in the Northeastern states. In all three cases
many of the interns were hired by the district served by that project.

The distribution of the Phase II sample across projects does not
seriously limit the Phase II data analysis. Graduates of all projects
represented in the Phase II sample were included in all analyses of data.

It should be noted that the Phase II sample may differ from all
Sixth-Cycle interns in important respects other than sex, ethnicity and
project affiliation. Corwin studied graduates of earlier cycles of Teacher
Corps and found:15

There is reason to believe that the more liberal, permissive,
alienated graduates had selectively drifted out of teaching.
Compared to the teachers, those (Teacher Corps graduates) who
were not teaching appeared to express more liberal social and
political attitudes and endorsed a more permissive style of teaching.
They were much more likely to have retained their preference for
a teaching style that stressed bringing out the pupils' creativity

15. Ronald G. Corwin, What Difference
Final Report submitted to The Ford
The Ohio State University, 1973. p.

56

Has The Teacher Corps Made?
Foundation. Columbus, Ohio,
11-12.



and were less inclined to stress discipline in the classroom,
although they did place slightly more emphasis on the impor-
tance of teaching subject matter than was apparent when they
were in the program.

The non-teachers were slightly less likely than the teachers
to attribute poor educational performance to poor home back-
ground and inclined to place some blame on the schools' in-
adequacies, both in areas of curriculum and lack of prepara-
tion in previous grades. They were not inclined to lay any of
the blame on the children's limited capacity.

It is likely that such differences do hold for the Sixth-Cycle of
Teacher Corps graduates. However, a higher percentage of Sixth-Cycle
interns were from minority groups and a smaller percentage of
Sixth-Cycle interns secured jobs. The reader will note in the following
section of the report that the differences between Teacher Corps and con-
trol teachers are analogous to the differences between non-teachers and
teachers among the graduates studied by Corwin, and the differences are
in the same direction.

B. A Comparison s Graduates and Control Group
Teachers

This section reports the findings of a comparison between Teacher
Corps and control group teachers on the teacher performance and pupil
variables. These variables are described in Section II-B.

1. Teacher Performance Variables

Teacher Corps and control group teachers were compared on
each of the teacher performance variables, TPI-TP23, and on the clusters
of teacher performance variables, STP1-STP7. These variables were de-
rived from the training goals of the twenty Teacher Corps projects which
prepared these graduates. Comparison of Teacher Corps and control group
teachers of grades 2-3 and of grades 4-6 are presented in Table 3.
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For teachers of grades 2-3. Teacher Corps graduat,: per-_
form d better than tr: o group g gin teacherr
performance variables:

Teacher introduces culturally relevant new curriculum
(TP5).

Extent of all materials development and lesson planning
by teacher (TP7).

Degree that instructional choices are given to pupils
(TP16).

Teacher perceives reading failure of pupils as internal
to teacher (TP22).

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

Control group teachers, however, did give greater attention to academic
subjects (TP18) and to reading instruction (TP19).

For teachers of grades 4-6, Teacher Corps graduates
performed significantly better on the following variables:

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

Utilization of community resources (STP1).

Lesson planning and materials development (STP3).

Perception of problems related to schooling (STP7).

For grades 4-6, the control teachers did not score signifi-
cantly higher than Teacher Curps graduates on any teacher performance
variable.



In addition, the two groups of teachers were compared using
all teacher performance measures taken together by means of
multivariate analysis of variance. For teachers in grades 4-6,
Teacher Corps graduates differed significantly from the controls
when all teacher performance variables were analyzed together.
The difference was significant at the 13(.035 level. It was not possible
to perform such a multivariate test for teachers in grades 2-3 due to
the ratio of missing data to sample size. However, the difference
would almost certainly be significant given the number of statistically
significant differences between the two groups of teachers on individual
teacher performance variables.

Several conclusions can be drawn from these data. First
Teacher Corps graduates are superior to control group teachers on
many of the teacher performance variables desired by Teacher Corps
projects. It would appear that through a combined process of selection
and training of interns, Teacher Corps projects prepared teachers who
are different from other young teachers who teach the same type of
student in the same district.

The data analysis in Phase I focused on identifying patterns of re-
lationship between teacher background, Teacher Corps training and intern
teacher performance variables. For the most part, there was little evi-
dence of a relationship between specific Teacher Corps selection and pro-
gram characteristics, and intern teacher performance variables. The
analysis reported in this section of the report, however, suggests that
there is a general (but as yet undifferentiated) relationship between selec-
tion and training of Teacher Corps interns and their performance as first
year teachers. A study of the relationship of Teacher Corps training to
teacher performance for the Teacher Corps graduates will be presented
in a subsequent section of this report.

A second conclusion to be drawn from the data is that Teacher Corps
graduates were most different from control group teachers in terms of:

developing ethnically relevant curricula.



using community resources in teaching and initiating contact
with parents.

positive attitudes about reading development and causes of
poverty in the society.

These variables reflect a special concern about low income/minority
group children on the part of the graduate. This emphasis is consistent with
the training goals of many Sixth-Cycle Teacher Corps projects.

The development of ethnically relevant curricula involved a variety

of activities. In Phase I the introduction of ethnically relevant curricula
included the development of new instructional techniques and materials
designed to assist low income/minority group children learn traditional
educational subject matter more effectively. It also included the innova-
tive curriculum materials in new subject areas such as the history and
sociology of blacks and Mexican-Americans. The development of
ethnically relevant curricula in Phase II also included new approaches

and new subject areas.

The consistent difference between Teacher Corps and control
teachers on this variable suggests that Teacher Corps graduates had
different curriculum goals for children than did control group teachers.
This hypothesis is supported by the finding that control group teachers
gave greater emphasis to academic subjects and to reading instruction

as reported above.

It would be difficult to assess the effectiveness of Teacher Corps
graduates in areas like teaching the history of certain ethnic groups.
One complicating factor would be the diversity of curriculum goals held
by teachers in curriculum areas such as this. Another complicating
factor is the diversity in the pupil population. However this study does
provide information about the effects of differences in teacher performance

on reading and self-concept development in pupils.
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The second consistent difference between Teacher Corps and
control teachers was in terms of using community resources in
teaching and initiating contact with parents. This difference was
unexpected. While Teacher Corps projects in Phase I placed con-
siderable emphasis on such activities, it was expected that these
"luxuries", requiring special time and energy, would soon be done
away with due to the demanding schedule of a first year teacher.

The third consistent difference between Teacher Corps and control
teachers, the teacher's attitudes abc,ut reading development and causes
of poverty, was also consistent with the training goals of Teacher Corps
projects studied in Phase I. Regarding attitudes about poor reading
development in pupils, Teacher Corps graduates believed they had more
control over a pupil's reading development. They were more likely to
agree with statements that reading difficulties are due to:

How much teacher preparation goes into a reading lesson.

How much creativity the teacher has.

The ability of the teacher to communicate with his/her student.

Control group teachers, on the other hand, were more likely to
blame poor reading ability on such things as:

How much the student cares about learning to read.

The socioeconomic background of the student.

Similarly, control group teachers were more likely to blame poverty on
such things as lack of effort by poor persons whereas Teacher Corps
graduates were more likely to blame poverty on low wages and the failure
of society to provide good schools for many Americans.
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In short, Teacher Corps graduates differed from control teachers
in terms of their utilization of community resources in teaching their
initiation of contact with arents their development of ethnically relevant
curriculum materials and their attitudes about responsibility for poor
reading_ achievement and poverty. These activities and attitudes reflected
a broad-based concern for low income/minority group children on the
part of graduates.

An additional conclusion can be drawn concerning the ways that
Teacher Corps graduates and control teachers differ. There was no
difference between the two groups in terms of their perception of the
importance of bringing about educational change in the school. In
addition, there were no differences in their actual practice in
attempting to bring about this change.

No differences were observed between Teacher Corps graduates
and controls on any teacher performance variable based on classroom
observation of the teacher. More specifically, Teacher Corps graduates
and controls did not differ on the observed affective tone in the class-
room, on teacher questioning, structuring or response strategies or on
the degree of attention given pupil behavioral problems in the classroom.
Thus, rather clear and consistent differences between Teacher Corps
graduates and controls on such things as the introduction of culturally
relevant materials or the use of community resources did not generalize
to such areas as oeing a change agent in the school or the interaction
between teacher and pupils in the classroom as assessed by the teacher
performance measures used in the study.

It should be pointed out that many Teacher Corps graduates
obtained jobs in education other than as classroom teachers. It might
be that these other jobs provided greater opportunity for institutional
change and attracted graduates with greater interest, ability and energy
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to bring about such change. Consequently, Teacher Corps graduates
with teaching jobs may represent graduates with greater interest in
teaching, materials development and contact with parents while graduates
in non-teaching jobs may represent graduates with a greater interest in
institutional change. Such a hypothesis is supported by a finding from
Phase I of the study. It was found that the extent that interns brought
about change in the school and perceived this type of change as being
important was inversely related to the amount of intern-initiated contact
with parents (rEg-.57) and to a pattern of classroom interaction where
children initiated the interaction (r=-.47).

2. Pupil Variables

Pupil growth was assessed in terms of four areas of growth,
as follows:

Reading

Self-concept

School attendance

Classrooth interaction

The results of the analysis of pupil growth are presented in Tables 4,
5 and 6.

Table 4 presents the mean pre and post-test scores for the reading
and self-concept tests. These are the unadjusted scores for Teacher
Corps and control group teachers of grades 2-3 and 4-6. Table 4 also
presents the results of a t test of the difference between Teacher Corps
and control teachers on each variable. A significant difference between
groups on any pre-test score would suggest that the groups were not
well-matched relative to that variable.
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Table 5 presents the regression coefficients for the regression of
the post-test score on the pre-test score for each variable. Since the
regression coefficient is influenced by the variability in pre- and post-test
data as wellas the rate of change between pre-test and post-test, it
should be interpreted cautiously. Table 5 also presents the extent to
which the regression slopes of Teacher Corps and control group differ.
A significant difference in these slopes for any variable indicates that
for that variable, a necessary condition for the preferred method of
analysis (analysis of covariance) was not met. Hence, the test of sig-
nificant differences between Teacher Corps and control teachers for
that variable was based on an analysis of unadjusted difference scores
rather than on an analysis of covariance.

Table 6 presents the mean and standard deviation of pupil variable
P11-P15 (attendance and classroom interaction) for Teacher Corps and
control teachers of grades 2-3 and 4-6. It also presents the result of
a test of the difference between Teacher Corps and control teachers on
each of these variables.

There were no significant differences between Teacher Corps
Ead ua t e s and control teachers in terms of the reading gains of their
pupils. This was true for teachers of grades 2-3 and grades 4-6.
However, pupils in grades 4-6 who were taught by Teacher Corps
graduates made significantly greater gains in self-concept. These
pupil gains scored significantly higher on three ol the sub-scales of the
self-concept test, as follows:

Physical appearance and attributes

Popularity

Happiness and satisfaction

For grades 2-3, there were no significant differences between
the two groups of teachers on any of the self-concept variables.
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On the classroom interaction variables there were several inter-
esting differences between the two groups. For grades 2-3, control
ftoup teachers had pupils who initiated questions and comments to the
teacher far more often than the pupils of Teacher Corps graduates. On
the other hand, pupils of Teacher Corps graduates, in grades 4-6,
displa.zed behavioral indicators of happiness and self-worth more often
than did upils of the control group teachers. Indicators of happiness
included obvious behavioral expressions of happiness or positive affect,
such as laughing, smiling and giggling. Expressions of self-worth
included such things as a child's statements of self-worth, self-praise
or self-esteem; exclamations of accomplishment, and positive remarks
about one's self including bragging. Hence, for grades 4-6, pupils in
classes taught by Teacher Corps graduates expressed feelings of greater
happiness, greater self-worth and a better self- concept both on the
self-concept test and in their behavior in the classroom.

These data lead to two conclusions. First, there were no signi-
ficant difference:, between Teacher Corps and control group classes on
any reading measure despite a greater emphasis on reading instruction
and academic subject matter on the part of control group teachers in
grades 2-3. This finding needs to be interpreted carefully.

For example, it does not mean that no first year teacher in
the study was especially effective in bringing about reading gain.
Some teachers were considerably more effective than others and the
characteristics of these effective teachers will be explored later in
this report. The lack of difference between Teacher Corps and control
teachers does mean that neither group of teachers was clearly more
effective in terms of bringing about reading gain in pupils.

Another example of what this finding does not mean relates to
the effectiveness of Teacher Corps training. It is not appropriate
to conclude that Teacher Corps is not able to prepare teachers who
are more effective teachers as reading teachers. Teacher Corps
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training zit many projects emphasized team teaching and the indi-
vidualization of instruction for children as effective means to teach
reading. Many Teacher Corps graduates secured jobs on teaching
teams, yet these teachers were not included in the study for reasons
discussed in section II-A. No data v.,a1; gathered regarding the
effectiveness of team teaching ansi it may be that graduates in this
type of teaching role are more effective reading teachers. It can
be concluded, however, that Teacher Corps graduates in conventional
classroom roles are no more effective than other teachers in this
same teaching role in bringing about reading gain in pupils.

The second conclusion is that Teacher Corps araduateta teaching
grades 4-6, were able to brine about changes in a child's self-concept
that were significantly greater than changes brought about by control
group teachers. These changes consisted of observed expressions of
greater happiness and greater self-worth in the classroom and better
scores on important sub-scales of the Self Concept Scale.

A positive self-concept is important for several resons. First,
a positive self-concept has been argued to be good in and of itself. It
depicts a child who can deal with the world and feels good about himself.
Secondly, self-concept and a related attitude, pupil locus of control,
are thought to be antecedents of success in academic subjects such as
reading.

Of particular importance are two sub-scales on the Piers-Harris
Self Concept Scale. These are two of three sub-scales on which pupils
of Teacher Corps graduates scored significantly higher than did pupils
of control group teachers. The first is a child's self-concept about his
physical appearance and attributes. This sub-scale includes items such
as "I am good looking", "I have a pleasant face", and "I have a bad figure".

Many children have real concerns about their bony image and
appearance. Children from many minority groups are often burdened
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with the additional problem of racial and ethnic discrimination related
to physical characteristics. In this context, the minority group child's
self-concept about his/her physical appearance is especially important
but also is especially difficult to improve. Consequently, it is re-
markable that Teacher Corps graduates could bring about significantly
greater gain on this sub-scale within one school year.

The second sub-scale pertains to a child's feelings of happiness
and satisfaction. Typical items from this sub-scale are "I am a happy
person" "I like being the way I am", and "I wish I were different".
These items are directly related to a child's satisfaction and happiness
with himself. As such, this su)-scale may be more central to a child's
attitude about himself than are several of the other sub-scales such as
good behavior, intellectual and school status, and lack of anxiety.
Thus it is doubly unusual that Teacher Corps graduates could bring about
significantly greater gain in pupils on both their attitude about their
physical appearance and attributes and their sense of happiness and
satisfaction with themselves.
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C. Antecedents of Teacher Effect :,nic:!:s; Teacher
Background and Training Related to Teacher
Performance and Teacher Effectiveness

The discussion in this section is divided into three parts.
The first deals with the relationship of teacher performance variables
to pupil learning variables. The second deals with the relationship
of teacher background and teacher education program variables to the
teacher performance variables and the third deals with the relation-
ship of teacher background and teacher education program variables
directly to the pupil variables. The reader should keep in mind that
for all of this section, the analysis was limited to a stt.dy of the
Teacher Corps graduates and their pupils.

1. The Relationship of Teacher Performance Variables
to Pupil Le a rn b s

Several statistical techniques were used to explore the
relationship of teacher performance variables to pupil variables for
Teacher Corps graduates in the study. Table 7 reports significant
correlations between each pupil variable and the teacher performance
variables for these teachers. Table 8 presents discriminant function
analyses with teacher performance variables as predictors and sub-
groups of teachers as dependent variables. For each analysis, all
teachers were divided into two subgroups (above average and below
average) based on class averages on each of four pupil variables.
The pupil variables used were total reath.-ig gain (P3), total self-
concept gain (P10) and each of two classroom interaction variables
'1)12 and P13). Finally, teacher performance variables were related
to combinations of pupil variables as defined by a canonical correlation
analysis. The only two pupil variables that were important in any of
the linear combinations were total reading gain and total self-concept
gain, hence the analysis was rerun.using only these two pupil variables.
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Table 9 presents teacher performance variables that are highly
related to both total reading gain and total self-concept gain. The
first entry shows teacher performance variables tha. are highly
related to a situation where both reading gain and self-concept gain
were highly related to a situation where reading gain was unusually
high but self-concept gain was unusually low. This analysis is
especially important to policy-makers.
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Table 7
Teacher Performance Variables that are

Significantly Correlated with Pupil Variables

Pupil Variable
Teacher Performance

Correlation Variable

P1 Word knowledge -.23 TP8 Extent of teacher/
pupil interaction

-.20 TP18 Attention given to
academic subjects

-.20 TP19 Attention given to
reading instruction

.22 TP20 Extent of attention
given to social and
general (non-aca-
demic) discussion
in class

P2 Reading .36 TP1 Teacher utilizes
comprehension school and com-

munity resources
. 23 TP4 Teacher ractice

of bringing about
change in the school

.24 TP20 Extent of attention
given to social and
general (non-aca-
demic) discussion
in class

. 22 TP22 Teacher perceives
reading failure of
pupils as internal
to teacher

P3 Total reading .29 TP1 Teacher utilizes
school and com-
munity resources

-.25 TP8 Extent of teacher/
pupil interaction

-.21 TP19 Attention given to
reading instruction

. 28 TP20 Extent of attention
tiven to social and
general (non-aca-
demic) discussion
in class
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Table 7 Continued

Pupil Variable Correlation
Teacher Performance
Variable

P4 Good behavior No Significant
Correlations

P5 School status .26 TP2 Teacher initiates
contact with
parents

.32 TP3 Teacher percep-
tion of importance
of bringing about
change in the
school

.23 TP5 Teacher introduces
culturally relevant
new curriculum

.34 TP23 Teacher perceives
, poverty as due to

society at large

PG

,=111111
Physical appearance .32 TP3 Teacher percey-

tion of importance
of bringing about
change in the
school

-.20 TP12 Teacher is highly
directive in struc-
turing discussion
and class

.38 TP23 Teacher perceives
poverty as due to
society at large

P7 Lack of anxiety -.21 TP12 Teacher is highly
directive in struc-
turing discussion
and class

P8 Popularity .38 TP3 Teacher percep-
tion of importance
of bringing about
change in the
school

.22 TP5 Teacher introduces
culturally relevant
new curriculum
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Table 7 Continued

Pupil Variable
Teacher Performance

Correlation Variable

P8 Popularity .23 TP6 Teacher plans
(Continued) lesson with teaching

team
. 25 TP23 Teacher perceives

poverty as due to
society at large

P9 Happiness and .21
satisfaction

. 22

,23

-.24

-.21

-.22

TP1 Teacher utilizes
school and com-
munity resources

TP3 Teacher percep-
tion of importance
3rbringing about
change in the
school

TP6 Teacher plans
lesson with
teaching team

TP10 Range of teacher
positive and
negative behavior

TP13 'reacher gives
acknowledgement

TP18 Attention given to
academic subjects

P10 Total self-concept .30

. 26

-.21

. 29

TP2 Teacher initiates
contact with parents

TP3 Teacher percep-
tion of importance
of bringing about
change in the
school

TP12 Teacher is highly
directive in struc-
turing discussion
and class

TP23 Teacher perceives
poverty as due to
society at la rge
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Table 7 Continued

Pupil Variable
Teacher Performance

Correlation Variable

Pll Pupil school
;attendance

-.24

.29

-.27

TP13

TP16

TP23

P12 Pupil initiating
interaction with
teacher

.20 TP3

.20 TP4

-.30 TP10

-.20 TP11

-.38 TP12

-.43 TP13

-.18 TP14

.22 TP15

.22 TP16

.23 TP17

Teacher gives
acknowledgement
Degree that in-
structional cr9ices
are given to pupils
Teacher perceives
poverty as due to
society at large

Teacher perception
of importance of
bringing about
change in the school
Teacher practice of
bringing about
change in the
school
Range of teacher
positive and
negative behavior
Teacher asks
open-ended questions
Teacher is highly
directive in struc-
turing discussion
and class
Teacher gives
acknowledgement
Teacher gives
praise
Teacher gives
corrective feed-
back in academic
area
Degree that instruc-
tional choices are
given to pupils
Extent that pupils
work independently
or in small groups
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Table 7 Continued

Pupil Variable Correlation
Teacher Performance
Variable

P12 Pupil initiating .26 TP20 Extent of attention
interaction with given to social
Teacher (Continued) and general (non-

academic) dis-
cussion in class

-.26 TP21 Extent of attention
given to pupil
behavior problems

P13 Pupil inst-ucting .22 TP5 Teacher introduces
self or other pupils culturallytrelevant

new curriculum
.27 TP10 Range of teacher

positive and
negative behavior

.26 TP12 Teacher is highly
directive in struc-
turing discussion
and class

-.24 TP15 Teacher gives
corrective feed-
back in academic
area

-.27 TP23 Teacher perceives
poverty as due to
society at large

P14 Pupil displays
happiness or
feelings of self-
worth

No significant correlation

.

P15 Pupil making task- .19 TP10 Range of teacher
related comment positive and

negative behavior

.41 TP12 Teacher is highly
directive in struc-
turing discussion
and class
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Table 8
Discriminant Analysis with Teacher Performance

Variables as Predictors of Pupil
Variables

Teacher Performance Variables
Pupil Variable that are Good Predictors

P3 Total Reading TP1 Teacher utilizes school
and community resources

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

TP8 Extent of teacher/pupil
interaction

TP10 Range of teacher positive
and negative behavior

TP12 Teacher is highly directive
in structuring discussion
and class

TP13 Teacher gives acknowledge-
ment

TP14 Teacher gives praise

TP19 Attention given to reading
instruction

TP22 Teacher nerceives reading
failure L. pupils as internal
to t,-.acher

TP23 Teacher perceives poverty
as due to society at large

p

<.01

<.10

.05

<.13

<.025

<.10

<. 10

<.025

<.025

<.05

P10 Total Self- TP2 Teacher initi?fes contact
Concept with parents <.05

TP4 Teacher practice of bringing
about change in the school <.10

T P 9 Extent of positive teacher
behavior .10
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Table H Continued

Teacher Performance Variables
Pupil Variable that are Good Predictors

TPI4 Teacher gives praise <.10

TP16 Degree that instructional
choices are given to pupils .10

TP21 Extent of attention given to
pupil behavior problems <.10

fP22 Teacher perceives reading
failure of pupils a = internal
to teacher <.05

. P12 Pupil Initiating
Interaction with
Teacher

TP4 Teacher practive of bringing
about change in the school <.05

TP13 Teacher gives acknowledge-
ment <.10

TP15 Teacher gives corrective
feedback in academic area <.05

TP17 Extent that pupils work
independently or in small
groups <.10

TP23 Teacher perceives poverty
as due to society at large <.05

P13 Pupil Instructing TP2 Teacher initiates contact
Self or Other Pupils with parents

TI'6 Teacher plans lesson with
teaching team

TP10 Range of teacher positive
and negative behavior

<.05

<.10

<.10

TP13 Teacher gives acknowledge-
ment .10

TP20 Extent of attention given to
social and general (non-
academic) discussion in
class <.10
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The most straightforward and conci:e results regarding the
relationship of teacher performance variables to total reading gain
and total self-concept gain come from the canonical correlation
analysis as presented in Table 9. Unusually large pupil gains in
both reading and self-concept were most closely associated with
a teacher who perceived that reading development was primarily
a function of pupil characteristics such as how hard the pupil tries
rather than teacher characteristics such as how carefully the teacher
Plans the lesson. 16 Unusually largeyains were also associated
with teachers who had a low level of teacher/pupil interaction and
with the teacher's ractice of brie in about chan e in the school
the teacher's practice of initiating contact with parents and the
teacher's practice of planning lessons with a team of teachers.

Another set of teacher performance variables was related to
an unusually large reading gain coupled with an unusually small self-
concept gain. Such a combination of reading gain at the expense of
self-concept ......yvaspositive]. associated with a teacher who was
hi hi directive in structurin the discussion and the classroom, and
with a teacher who gave a good deal of corrective feedback to pupils.
Reading gain at the expense of self-concept gain was also associated
with a teacher who was below average in bringing about change in the
school and who was below average in initiating contact with parents

Three other teacher performance variables were significantly
related to reading gain. The single highest correlate of reading gain
was the teacher's utilization of school and community resources.
Total reading gain was also positively correlated with the extent of
attention given to social and general (non-academic) discussion in class
and was negatively correlated with attention given to reading instruction.
Two other correlates of total self-concept gain were significant. Total
self-concept gain was positively correlated with the teacher's perception

16 In this linear combination, self-concept gains are three times moreimportant than are reading gains.
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of the importance of bringing about change in the school and with
the teacher's perception that poverty is due to societal rather
than individual factors.

Several trends emerge from these data, The teachers who
were successfully able to maximize both readin& and self-concept
ain had several characteristics in common. These successful teachers

believed that pupil characteristics rather than teacher characteristics
are most important in determining a child's reading development. .

It may be that these teachers trust in a child and his ability to learn
more than do teachers who believe teacher characteristics are most
important in determining a child's reading development. The suc-
cessful teacher may have strengthened a child's internal locus of
control, or may have communicated an expectation that the child will
learn. In addition, the second teacher performance variable asso-
ciated with large growth in both reading and self-concept suggests
that these teachers also provided children with a chance to work in-
dependently. A low ratio of teacher/pupil interaction was highly
related to the extent that children worked alone or in small groups.

Thus, it appears that successful teachers (related to pupil
gait : in both reading and self-concept) not only believed in the child's
importance in the learning process but also provided children a
chance to learn on their own. Moreover, such a teacher was also
active in changing the school and in working with parents. In
Phase I of this study it was found that teachers who were active in
institutional change were not the teachers who were most involved
with parents nor were they most effective in the classroom, as defined
by certain teacher performance variables. In the case of successful
teachers ds discussed above, however, it appears that they are
active on many fronts: school reform, contact with parents, and
reading and self-concept gain with pupils.
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A quite different is able to bring about large
reading gain but at the expense of the development of a positive
self-c.)ncept in children. Such a teacher is highly directive in
guiding the classroom discussion and uses corrective feedback
extensively. Whereas the teacher who brought about both large
reading and self-concept gains frequently allowed children to work
independently, this type of teacher was often guiding children to
the "right" answer by means of close-ended questions and corrective
feedback, In addition, the teacher who was successful in both reading
and self-concept development was frequently working with parents
while the teacher who brought about high reading gain at the expense
of self-concept gain was considerably below average in bringing about
school reform or in initiating contact with parents. It is very,
important to see that activities and attitudes of teachers about practices
such as school reform and communication with parents were among
the teachet performance variables most closely associated with pupil
growth in both reading and self - concept development.

Reading gain, considered independently of self-concept gain,
was associated with several other teacher performances variables.
High reading gain waS positively associated with a teacher's utilization
of school and community resoerces. This may be one way that a
teacher's attitudes about school reform and communication with parents
are brought to bear upon the instruction-of children. In this context
it is important to note that the extent to which a teacher introduces culturally
relevant curricula is only slightly (r..09) related to total reading gain.
Teacher Corps graduates performed better on this teacher performance
variable than did control teachers. However, from this analysis it is
clear that the introduction of culturall=levant curricula is not related
to rea ding gain in pup

Readin' in as also o-i 1 a a

attention was given to social and general (non-academic) discussion
in class and was negat.crely associated with the extent that reading



instruction was emphasized. This finding is the opposite of what
one might expect. Perhaps social and general discussion helped
establish rapport that led to reading gain. On the other hand, ex-
tensive attention and time given to reading instruction could have
resulted once teachers discovered that children had reading difficulties.
It also might have alienated the pupils so that they made less progress
in reading.

Large self-concept gain considered independently of reading
gain, was positivel associate(.!rfs attitude that tu)%rert,

was due to societal rather than individual factors. Such a teacher
would be less likely to blame or denigrate poor children; nerhaps this
aided the child's self-concept development. It may be, however, that
a teacher's attitude about why some people are poor is only associated
with a third variable, such as liberal political views, which is more
clearly and directly associated with a child's self-concept develop-
ment. Hence it would be inaccurate to relate self-concept gain directl
to a teacher's attitude about poverty.

Several conclusions can be drawn about the relationship of
teacher performance variables to the school attendance and pupil
classroom interaction variables. First, no teacher performance
variable was significantly correlated with the extent to which pupils display
happiness or feelings of self-worth in the classroom (P14). The reader
should keep in mind that on this pupil variable, Teacher Corps and
control group teachers were significantly different. Yet nc teacher
performance variabl,, was significantly associated with this pupil
variable; consequently, the difference between Teacher Corps graduate
and control teachers could not be further explored.

A second conclusion to be drawn about the relationship of
teacher performance variables to school attendance or pupil class-
room interaction variables is that there is no consistent attern of
relationship between certain teacher perform:Inca: variables and



these pupil variables. Teacher performance variables witch are
negatively correlated with one pupil variable are positively correlated
with another of these puyil variables. In good part this is due to the
fact that the pupil variables in question, P11-1115, are often negatively
correlated with each other. Table 10 presents these correlations.

Table 10
Partial Ccrrelations Among

Certain Pupil Variables

P12 P13 P14 P15

Pll Pupil school attendance .49 -.25 -.32 -.51

P12 Pupil initiating interaction -.30 -.42 -.75
with teacher

P13 Pupil instructing self or .08 .20
other pupils

P14 Pupil displays happiness .32
or feelings of self-worth

P15 .Pupil making task - related
comment

Compared to the correlations between teacher performance and these
pupil variabls, the correlations among these pupil variables are
quite high and yet interpretable. For example, the variable pupil
strutting self or others (P13; r=-. 30), pupil displaying happiness or
feelings of self-worth (P14; r.-.42) and pupil making task-related
comment (1'15; r".-. 75). A pupil initiating interaction with the teacher
usu Illy happens during a dialogue with the teacher whereas the latter
three pupil variables usually happen when the child works alone or
with other children. The-e latter variables ,ae positively correlated
with e
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Itelationship of licac.ther
- ,

eacher Performance Variables

t.lased on the analysis 01 the relationship of teacher
perfoi.ance variables to pupil learning variables, it was COrICITZ:c!ed
that there Nero a number of solid linkages between Teat per
.formance and pupil learning. Consequently, an the
relationship of teacher background and Teacher Corps program
variables to teacher performance vari:.zbies was justif.; that
it was shown that the teacher performance variables were indeed
related to pupil learning and growth. In addition, it was shown that
a wide range of the teacher performance variables were significantly
related to at least one pupil variable. Consequently it was important
to relate teacher background and training to many of the teacher
performance variables. To simplify and focus this analysis the
teacher background and Teacher Corps program. variables were
related to the seven clusters of teacher performance variables as
defined in Section II-B.

The discussion of these relationships will be base:'. upon an
analysis of correlations between teacher background and Teacher
Corps program variables, and the teacher performance clusters.
These relationships were also examined using discriminant analysis
and multiple linear regression, however, the correlations provide
the most comprehenSive view of the relationships in question.

Table 11 presents correlations between teacher background
and Teacher Corps program variables and the first teacher per-
formance cluster, i.e., teacher utilization of community resources.
Tables 12-16 relate teacher background and training to teacher
action as a change agent in the school, lesson planning and materials
development, classroom performance, , affect:...o tone and teacher

wen::

tion-,;, of problem--;
and ;on.
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Table 11
Teacher Corps Program Variables That Correlate
With Teacher Utilization Of Community Resources

Teacher Corps Program Variable

1.3 Percent of White interns

1.5 Team Leader/Intern Ratio

111

2.3 Extent of Low-Income/Minority
Focus in Regular School of
Education Program

2.6

Correlation

.24

-.26

-.35
Tutal Enrollment at ME -.35

4.8 Intern Learned Most From Team
Leader .28

4.9 Intern Learned Most From
Project Director -.32

4.11 staff Perceives Reading Failure
as Due to Teacher

5.3 Intern *-lection Procedure:
Number of Strategies Used to
Contact Hard-to-Contact Groups

5.4 Intern Selection Procedure:
Academic Requirements Were
Used

5.5 Intern Selection Procedure:
Communication is Formal;
Selection Process is Narrow -
Based; Criteria Bmphasize
Academic Ability

-.32

-.31

.28

.26
7.3 Competencies Used in Training

Interns -.29
8.3 Intern Chooses Elective Cour.-;es

but Isn't Accepted or in Contact
With Project itaff

8.4 Intern Feels Accepted in Public
School Stting

-.27

99a. .60
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Table 11 Continued

Teacher Corps Program Variable Correlation

9.2 Intern on Teaching Team Where
Team Leader is Master Teacher;
School Environment Allows Interns
to Bring About Change Outside
Their Classroom

Extent that Cooperating Teacher
Participates in Overall Design

Extent of University Involvement
in Community Component

Hours Per Week and Diversity of
Community Component

Follow-up of Academic Instruction
in School Setting

Extent of Discontinuity of Project
Staffing

14.3 Extent ofCooperative Decision-
Making as Seen by Project Staff

.26

-.30

. 28

. 33

-.34

. 29

-.35

93
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Tabw
T,,,tetwr Corps Program Variables That Correlate

With Teacher Action As A Change Agent In The School.

Teacher Corps Program Variable Correlation

1.5 Team Leader/Intern Ratio -.24
2.3 Extent of Low-Income/Minority

Focus in Regular School of
education Program -.26

4.8 Intern Learned Most From
Team Leader . 23

4.9 Intern Learned Most From
Project Director -.26

4.14 %.:tt 1.; xpla ins Poverty as Problem
with Individual or with Fate 29

7.2 Amount of Simulation/Feedback
Training Used -.23 ,

7.3 Competencies Used.in Training
Interns -.31

U.') Intern On Teaching Team Where
Team Leader is Master Teacher . 25

10.6 Percent of Black Stiff in Public
School -. 22

14.2 extent of Cooperative Dr!cision-
Making at Project as Seen by
Principal 99

14.3 extent of Cooperative Decision-
Making as Seen by Project Staff -.31

WIIMRIMINV
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As shown in Tables 11 and 12, a_tilathrilituiazaLtuilarex
Cot s program variabh's with both teache utilir
nation of community resources and teacher action al a change,
azent in the school. In both cases, aduates who excelled in these
two areas of teacher performance Corps projects

h.r h a 1 a it rat a 1 ad hr intr
felt they learned most from the team leader rather than theirolect..
director or other staff. However neither of the teacher erformance
clusters was related to the ethnicity of the team leader during
training. Correlations between these two teacher performance
clusters and the proportion of white, chicano or black team leaders
at a project were always less than r=.06.

The two teacher performance variables were not significantly
correlated with whether the team leader was employed in the school
district prior to working on the Teacher Corps project. However,
teacher action as a change agent was negatively correlated with the
team leader's years of teaching experience with low-income children.
The teacher performance clusters were also related to several
attitudes held by the project staff in general. Teacher utilization
of community resources was facilitated when the project staff saw
reading development in children as being due to pupil rather than
teacher efforts. Earlier in this report, this same attitude on the
part of Teacher Corps graduates was reported to be positively related
to maximizing both reading and self-concept gain. Teacher action as
a change agent was facilitated when the Teacher Corps graduate
was associated with a project where the staff saw poverty as due to
societal factors such as wages in industry, rather than individual
factors such as lack of individual effort.

The teacher performance clusters were related to the amount
of simulation feedback training and the use of competencies at the
project. Both teacher utilization of community resources and teacher

ent were ne ativel to a trainin program
that extensively used simulation feedback training, or teacher competencies.
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Roth teacher performance clusters were posiqvqlv_related
to a training situation where the team leader and interns worked
as an independent team providing instruction to children and where
the cooperating teachers did not participate in overall design of
the program. Both teacher performance clusters were also facil-
itated by a low level of cooperative decision-making at the Teacher
Corps project as seen by the project staff, although in the case of
teacher action as a change agent, there was a positive correlation
with cooperative decision-making as seen by the school principal.

Finally, teacher action as a change agent in the school was
positively correlated with havisg been on a team during training
that broil ht about chan e outside the classroom. A teacher's
utilization of community resources was positively related to several,
features of the community component at the Teacher Corps project.
This teacher performance cluster was positively related to the
number of hours per week that the intern was involved with the
community component and the extent to which university instructors
were involved.

R is clear that team leaders plaLac)lejI the develop-
ment of these teachererformancT, Differences in team leader
effectiveness were not related to oam leader ethnicity nor to whether
team leaders worked in the school district prior to joining Teacher
Corps. Instead, team leader differences were associated with team
operation in the school. Teams where team leader and interns
operated independent of other school staff and were directly res-
ponsible for the instruction of children were also teams that brought
about school-wide change. These teams helped develop interns who
as graduates were proficient in utilizing community resources,
initiating contact with parents, and acting as change agents in the
school.
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Table 13 presents correlations between Teacher Corps
program variables and teacher lesson planning and materials
development. It is harder to distinguish trends in these data than
it was in the preceeding data, It does appear, however, that team
leaders are again critical in the development of these teaching skills.
Lesson planning and materials development tends to take place when
the team leaders are the role rou from which the graduates learned
the most during training. Teachers also did extensive lesson planning_
and materials development tmceWecittensive clinical sup=
vision duyin thtlirt2Liir'ng. However, the amount of simulation
feedback training rece, was once again ne
teacerformance.

Table 14 presents lorrelations between the Teacher Corps
program variables and the teacher's affective tone in the classroom.
This teacher performance cluster includes the extent of teacher/
pupil interaction, the extent of positive teacher behavior and the
range of teacher positive and negative behavior. Graduates who
scored high on this teacher performance variable tended to come
from undergraduate Teacher Corps projects where Were was a
considerable low-income minority group focus in the regular school
of education curriculum. Moreover, they tended to receive more
than average amounts of simulation feedback training, usually
involving the use of video-tape machines and micro-teaching.
Finally, they tended to come fr.)m projects where the project
staff felt there had been considerable cooperative decision-making.

For the teacher performance cluster discussed previously, the
amount of simulation feedback training was negatively related to the
teacher performance cluster. This was true for teacher utilization
of community resoultacher action as a change agentand teacher
lesson plannin and materials develo ment. The correlation between
amount of simulation feedback training and the teacher's affective
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Table I:/
Teacher Corps Program Variables That Correlate

With Teacher Lesson Planning And Materials Development

Teacher Corps Program Variable Correlation

Team Leader/Intern Ratio -.24
Number of Previous Cycles
of Teacher Corp4 -.25

Positive Attitude of School of
Education Toward Teacher
(,..7orps

2.3 Extent of Low-IncomeiMinority
Focus in Regular School of
Education Program

3.3

4.8

4.9

-.24

I'er-Pupil Expenditure in District .22

Intern LearnA Most From Team
Leader .32

Intern Learned Most From
Project Director -.30

Staff Perceives Reading Failure
as Due to Teacher -.21

Staff Explains Poverty as Problem
with Individual or Fate -.27

Intern Selection Procelur:
Communication is Informal;
Selection Process is 13road-Hased;
Criteria: Potential Ability,
Language Ability, Personality -.25

7.2 Amount ot- Simulation/Feedback
Training Used -.30

8. 3 Intern Chooses Elective Courses
but Isn't Accepted or in Contact
With Project Staff

1,5 Amount of Clinical Supervision
Given to Intern

-.25

1
4
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Table 13 Continued

Teae her Corps Program 'ariable (7orreLition

Extent of Public School staff
Support of the intern's
Involvement in the Community
Component

Length of Teacher Corps
Program at this University

Extent of Cooperative Decision-
Making as Seen by Project Staff

Frequency of Changes of Coop-
erating Schools and School
Districts; Lack of Influence by
LEA: Extent of Turnover in Dean,
School of Education Hole

-.22

-.27

-.34

.23
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Table 14
Teacher Corps Program Variables That Correlate

With Teacher Classroom Performance: Affective Tone

Teacher Corps Program Variable Correlation

1.6 Project Is An Undergraduate
Project

2.3 Extent of Low-Income/Minority
Focus in Regular School of
Education Program

IF .1 Intern Selection Procedure:
Number of Strategies Used to
Contact Hard-to-Contact Groups

6.2 Number of Credits and Percent
of Credits Outside of School of
Education

.24

.28

.24

.31

7.2 Amount of Simulation/Feedback
Training Used .25

14.3 Extent of Cooperitive Decision-
Making as Seen by Project Staff .39

4.W.I.MOMMOPm
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tone in the classroom is positive, however, as it is for the next
_ teacher performance variable, i.e.. teacher response strategies in

the classroom. This relationship is presented in Table 15.

Simulation-feedbacv, training focused on teacher-pupil verbal
interaction in the classroom. Consequently, it would make sense
that teacher verbal interaction skills would improve. It isn't clear,
however, why other teacher performance areas would suffer
because simulation feedback training was used. It may be that
these other areas were not given sufficient time in the training
program. It may also be that simulation-feedback training, and the
use of teacher competencies, communicates to interns that teacher-
pupil verbal interaction is important rather than utilization of
community resources, action as a change agent or the development
of new instructional materials.

Table 16 presents Teacher Corps program characteristics
that are significantly correlated with the extent that the teacher has
individualized and personalized instruction for children. Included
in this teacher performance cluster are two teacher performance
variables, viz., the degree that inetructional choices are given to
pupils and the extent that pupils work independently or in small groups.

Graduates who individualized and ersonalized instruction for
children tend to be from __graduate level Teacher Corps projects with
a large percentage of white interns. They tend to have learned more
from their team leader than from the project director. They also
were at projects where manrof the courses were revised for use in
the Teacher Corps project. In Phase I it was found that the bulk of
the course revisions related to individualizing the instruction rather
than to changing the course content.

The individualization and personalization of instruction for
children was also related to having been at a Teacher Corps project



Table 15
Teacher C()rp;-; Program Variables.That Correlate With

Teacher Cla 8S room Performance: Teacher Response Strategies

Teacher Corps Program Variable Correlation

1.8 Number of Previous Cycles of
Teacher Corps -.27

2.3 Extent of Low-Incomeillinority
Focus in Regular School of
Education Program .37

2.4 Project's Perception of Extent
of Goal Similarity and Coop-
eration with School of Education .45

2.5 Cooperating IIIE's are Public
Institutions .24

2.6 Total Enrollment at IHE .58

3.3 Per-Pupil Expenditure in District .26
4.2 Percent of Chicano Team Leaders -.34
4.3 Percent of White Team Leaders .34

4.4 Proportion of Teacher Corps
Credits Taught by Black Instructors .27

4.5 Proportion of Teacher Corps
Credits Taught by Chicano Instructors -.25

4.7 Years Team Leader Has Taught
Low-Income Children .24

4.10 Team Leader Employed by District
Prior to Teacher Corps .23

4.12 Staff Perceives Reading Failure as
Due to Student or Environment .47

4.13 Staff Explains Poverty as Structural
Problem in Society .33

4.14 Staff Explains Poverty as Problem
with Individual or with Fate -.33
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Table 15 Continued

Teacher Corps Program Variable Correlation

5.1 Intern Selection Procedure:
Communication is Informal;
Selection Process is Broad-
Based; Criteria: Potential
Ability, Language Ability,
Personality

5.3 Intern Selection Procedure:
Number of Strategies Used to
Contact Hard-to-Contact Groups

-.36

.56.

6.2 Number of Credits and
of Credits Outside of School of
Education .23

8.1 Extent That Intern Feels Accepted
Within Project -.21

8.3 Intern Chooses Elective Courses
but Isn't Accepted or in Contact
with Project Staff .35

8.4 Intern Feels Accepted in Public
School Setting -.35

9. 2 Intern is on Teaching Team Where
Team Leader is Master Teacher;
School Environment Allows Interns
to Bring About Change Outside
Their Classroom -.21

9.4 Extent that Cooperating Teacher
Participates in Overall Design .45

10.3 Percent of Chicano Pupils and Staff
in Public School -.29

11.2 Extent and Perceived Helpfulness
of Supervision in the Community
Component -.29

11.4 Hours Per Week and Diversity of
Community Component -.49

11.5 Variety of Groups and Agencies
Involved in Supervision of
Community Component .44
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Table 13 Continued

Teacher Corps Program Variable Correlation

12.2 Variety of Data Collection
Methods Used in Conducting
Project Evaluation .28

Follow-up of Academic Instruction
in School Setting .24

Extent of Discontinuity of Project
Sta ffing -.28

Extent of Cooperative Decision-
Making at Project as Seen by
Principal

14.4 Frequency of Changes of Coop-
erating Schools and School Districts;
Lack of Influence by LEA; Extent of
Turnover in Dean, School of Education

-.36

.44
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Table 16
Teacher Corps Program Variables That Correlate With

Individualization And Personalization Of Instruction For Children

Teacher Corps Program Variable Correlation

1.3 Percent of White Interns

1.6 Project Is An Undergraduate
Project

2.3 Extent of Low-Income/Minority
Focus in Regular School of
Education Program

2.4 Project's Perception of Extent of
Goal Similarity and Cooperation
with School of Education

.24

-.23

-.39

-.30
2.6 Total Enrollment at IHE 7.44

4.8 Intern Learned Most From Team
Leader

4.9 Intern Learned Most From Project,
Director

4.11 Staff Perceives Reading Failure
as Due to Teacher

5.2 Intern Selection Procedure:
Communication is Formal and
Informal; Criteria: Personality,
Background Experiences, Ethnic
and Cultural Considerations

5.3 Intern Selection Procedure:
Number of Strategies Used to
Contact Hard-to-Contact Groups

5.4 Intern Selection Procedure:
Academic Requirements Were
Waived

-;,3p

-. 31

-.37

.28

5.5 Intern Selection Procedure:
Communication is Formal;
Selection Process is Narrow-
Based; Criteria Emphasize Ability .33
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Table 16 Continued

Teacher Corps Program Varivble Correlation

6. 1 Extent of Course Revision for
Teacher Corps Training .27

6.2 Number of Credits and Percent
of Credits Outside of School of
Education -.31

7.2 Amount of Simulation/ Feedback
Training Used -.21

7.3 Competencies Used in Training
Interns -.33

8.3 Intern Chooses Elective Courses
but Isn't Accepted or in Contact
with Project Staff -.27

8.4 Intern Feels Accepted in Public
School Setting .26

3.2 Intern is on Teaching Team Where
Team Leader is Master Teacher;
School Environment Allows Interns
to Bring About Change Outside
Their Classroom .26

9. 4 Extent that Cooperating Teacher
Participates in Overall Design -.29

11.4 Hours Per Week and Diversity of
Community Component .41

11.5 Variety of Groups and Agencies
Involved in Supervision of
Community Component -.29

12.3 Variety of Role Groups that Gather
Data and Use the Evaluation -.28

13.3 Follow-up of Academic Instruction
in School Setting -.28

14.1 Extent of Discontinuity of Project
Staffing .23

14.3 Extent of Cooperative Decision-
Making as Seen by Project Staff -.34
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where simulationifeedback training was not used extensively.
In a similar way, this teacher performance cluster was negatively
related to the extent that teacher competencies were used at the
project.

Finally, individualization of instruction for children was
related to several characteristics of the school setting. It was
related to a situation where the team leader and interns worked as
an independent team directly responsible for the instruction of
pupils and where the cooperating teachers did not participate in
the overall design of the project. Moreover, it was associated
with an intern's feeling of acceptance within the school setting, and
probably within the context of the independent team. Once again
the role of the team leader as leader of an independent teaching
team is hikhly related to the development of this teaching skill.
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3. The lielationil/i2 of Teacher l3ackjround
and Teacher Education Program Variables
to Pupil Variables

This part of the report examines the relationships between
teacher background and teacher education program characteristics
_of the Teacher Corps graduates on the one hand and selected pupil

__characteristics on the other hand. Table 17 presents the significant
results of a discriminant analysis with the 75 Teacher Corps program
variables plus teacher sex and ethnicity as predictors of subgroup
membership of teachers as defined by each of four pupil variables,
namely, total reading (P3) total self-concept (P10) and two class-
room interaction variables (P12 and P13). For example, this analysis
will identify Teacher Corps program characteristics that are best
able to predict whether a teacher had pupils who as a class were
above average or below average in reading gain. Table 18 presents
simple correlations between these same two sets of variables, i.e.,
each of the Teacher Corps program and background characteristic
variables was correlated with each of the four pupil variables.
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Table 17
Discriminant Analysis With Teacher Corps Program
Characteristics As Predictors Of Pupil Variables

Pupil Variable

Teacher Corps Program
Variables that are Good
Predictors p

P3 Total Reading 13.2 Extent to Which Goals
are Known and Shared
by Project Staff

<.05

9.5 Amount of Clinical <.025
Supervision Given to
Intern

14.4 Frequency of Changes
of Cooperating Schools
and School Districts;

4.05

Lack of Influence by LEA;
Extent of Turnover in Dean,
School of Education

P10 Total Self-Concept 7.3 Competencies Used in <.05
Training Interns

P12 Pupil Initiating 11.2 Extent and Perceived <.001
Interaction with
Teacher

Helpfulness of Super-
vision in the Community
Component

2.1 Percent of Minority <.025
Group Professors in
School of Education

14.4 Frequency of Changes
of Cooperating Schools
and School Districts;

4..10

Lack of Influence by LEA;
Extent of Turnover in Dean,
School of Education

P13 Pupil Instructing
Self or Other Pupils -4,None
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Table 18
Teacher Background And Teacher Corps Program Variables

That Correlate With Pupil Variables

Teacher CorpsPupil Variable Correlation Program Variable

P3 Total Reading None

P10 Total Self-Concept -.28 4.1 Percent of Black Team
Leaders

. 33 4.6 Proportion of Teacher
Corps Credits Taught
by White Instructors

-.30 5.2 Intern Selection Proce-
dure: Communication
is Formal and Informal;
Criteria: Personality,
Background Experiences,
Ethnic and Cultural Con-
siderations

. 24 6.1 Extent of Course
Revision for Teacher
Corps Training

-.26 6.2 Number of Credits and
Percent of Credits Out-
side of School of Edu-
cation

-.25 7.2 Amount of Simulation/
Feedback Training Used

-.28 9.1 Similarity of Views
Between Team Leader
and Cooperating Teacher
Regarding Goals of
Teacher Corps, Curri-
culum Development and
Supervision

. 30 10.1 Percent of White Pupils
and Staff in Public
School
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Table 18 (Continued)

Pupil Variable Correlation
Teacher Corps
Program Variable

P10 Total Self-Concept -.36 11.2 Extent and Perceived
Helpfulness of Super-
vision in the Community
Component

-.32 13.1 Length of Teacher
Corps Program at this
University

.25 14.4 Frequency of Changes
of Cooperating Schools
and School Districts;
Lack of Influence by
LEA; Extent of Turn-
over in DSE Role

P12 Pupil Initiating .29 3.1 Number of Pupils per
Interaction with District
Teacher

.30 3.2 Percent of Low-Income
Pupils in District

.30 4.1 Percent of Black
Team Leaders

-.24 4.6 Proportion of Teacher
Corps Credits Taught
by White Instructors

.23 4.9 Intern Learned Most
From Project Director

.40 4.11 Staff Perceives Reading
Failure as Due to
Teacher

.27 5.3 Intern Selection Pro-
cedure: Number of
Strategies Used to
Contact liard-to-Contact
Groups

-.42 6.1 Extent of Course Re-
vision for Teacher
Corps Training

111



BEST Copy AMIABLE
Table 18 (Continued)

Pupil Variable

P12 Pupil Initiating
Interaction with
Tea.c her

Teacher Corps
Correlation Program Variable

. 22 6.2 Number of Credits and
Percent of Credits.
Outside of School of
Education

. 33 8.2 Intern Feels Ile She
Can be Self-Directed

9 9.2 Intern on Teaching
Team Where Team
Leader is Master
Teacher; School En-
vironment Allows
Interns to Bring About
Change Outside Their
Classroom

. 31 9.4 Extent that Cooperating
Teacher Participates
in Overall Design

10.1 Percent of White Pupils
and Staff in Public
School

". Os
9 8 10.3 Percent of Chicano

Pupils and Staff in
Public School

. 29 10. 7 Percent of Pupils in
Title I Program at
School

. 38 11.2 Extent and Pe rce ived
Helpfulness of Super-
vision in the Com-
munity Component

. 34 11.5 Variety of Groups and
Agencies Involved in
Supervision of Com-
tnunity Component

. 31 12.1 Comprehensiveness of
Project Evaluation
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Table 18 (Continued)
4M.1001...1

Pupil Variable Correlation
Teacher Corps
Program Variable

MINERINW

P12 Pupil Initiating .29 13.3 Follow-up of Academic
Interaction with Instruction in School
Teacher Setting

.40 13.4 University Professor's
Knowledge of Overall
Instruction Given
Interns

.21 14.3 Extent of Cooperative
Decision-Making as
Seen by Project Staff

P13 Pupil Instructing -.38 3.1 Number of Pupils per
Self or Other District
Pupils

-.32 3.2 Percent of Low-
Income Pupils in
District

-.33 4.1 Percent of Black
Team Le:iders

.24 4.5 Proportion of Teacher
Corps Credits Taught
by Chicano Instructors

.22 4.6 Proportion of Teacher
Corps Credits Taught
by White Instructors

-.24 4.7 Years Te.im Lea de r
has Taught Low-
Income Children

.31 4.8 Intern Learned Most
From Team Leader

-.32 4.9 Intern Learned Most
From Project
Director

-.55 4.11 Staff Perceives
Reading Failure as
Due to Teacher
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Table 18 (Continued)
VIIV1011i

Teacher Corps-Pupil Variable Correlation Program Variable

P13 Pupil Instructing
Self or Other
Pupils

-.26 5.3

.23 5.4

.44 6.1

-.21 6.2

-.30 8.2

.33 9.2

-.38 9.4

.32 10.1

.24 10.2
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Intern Selection Pro-
cedure: Number of
Strategies rsed to
Contact !la rd-to-
Cont:Let Groups

Intern Selection Pro-
cedure: Academie
Requirements Were
Waived

Extent of Course Re-
vision for Teacher
Corps Training

Number of Credits and
Percent of Credits
Outside of School of
Education

Intern Feels fie / 'she
Can be

Intern on Teaching
Team Where Team
Leader is Master
TeAcher; Schol 11.11-
viromnent Allows
Interns to I3ring
About Change Outside
Their Cla:::;room

Extent that cooperating
Teahe r Part ic i pate s
in Overall Design

Percent of White
Pupiis Ind Staff in
Public School

Extent of intern Ex-
posure to Innovative
Tewhing and Intern's
Sense that -4ehool
Staff Support Ills
Efforts



Table 18 (Continued)
Eat copy 407100

Pupil variable
4IMMEIMMI.MIN

Teacher Corps
Correlation Program Vailable

P13 instructing
Self ol' Other

.27 10.3 PO t CMIt Of Ch
Pupas and Staff In
Public School

-.29 10.7 Percent of Pupils in
Title I Program at
'chool

-.42 11.2 P;xtent and Perveived
ilelpfulness a super-
vision in the Community
Component

.29 11.3 Extent f P f University
Involvement in Com-
munity Component

.28 11.4 !lours Per Week .ind
Diversity of Com-
munity Component

-.31 11.5 Variety Of Groups
and Agencies Involvt.ti
in Supervi ion of:
Community Component

-.24 12.1 Comprehensiveness
of Project i:;valuation

-.29 13.1 Length of Teacher
Corps Program at
this University

-.33 13.3 Follow-up of Academic
Instruction in School
Setting

13.4 University Professor's
knowledge of Overall
Instruction Given
Interns

. -.51

-.27 14.3 Extent of Cooperative
Decision-Making a
Teen by Project Staff
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As shown in Table 18 , there were no teacher background or
Te;Actier Corps program characteristics that were significantly
correlated with total reading gain. Three Teacher Corps program
characteristics, however, did effectively discriminate between
teachers whose pupil made large reading gains and teachers whose
pupils made small reading gains. These three are: the amount of
clinical supervision which the intern received during his training,
the extent to which the Teacher Corps projects' goals were known
and shared by project staff and the lack of turnover in the cooperating
schools and school districts. rl:Ds§:ee teacher
was not significantly related to reading gain.

A number of Teacher Corps program variables were related
to total self-concept gain in pupils. Graduates whose pupils made
large gains in self-concept were in Teacher Corps projects with
many_ characteristics in common. These projects had a higher pro-
portion of interns' courses which were taught by white instructors
(r.31) and more of the interns' courses were within the school of
education (r=.26). These projects also had a lower percentage of
black team leaders (r=-.28). These projects were also characterized
by extensive revision of courses taken by interns (r=.24). Moreover
the program at these projects did not include the extensive use of
simulation/feedback training (r=-.25) nor were teacher competencies
used extensively.

Graduates who had pupils with large gains in self-concept also
came from projects where there was a large percentage of white
pupils in the cooperating schools (r=.30). There tended to be a low
turnover in the number of schools and school districts that were co-
operating with the project and interns tended not to feei accepted in
these public school settings (r.7-. 28). No other variable which depicted
the degree of personalization of the Teacher Corps program was related
to self-concept gain in pupils. Finally, there was a negative relation-
ship (r=-.30) between projects that emphasized an intern's background,
ethnic and cultural factors as selection criteria, and graduates who
had pupils with large self-concept gains.
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BEST COPY AVAILABLE

Teacher background and Teacher Corps program variables
were also correlated with two pupil classroom interaction variables:
pupil inter' cting with the teacher (l'12) and pupil instructing self or
other children (PI3). These two pupil va r ia b s were negatively
correlated with each other, yet this alone would not explain the very
interesting pattern of correlations between these two variables and
Teacher Corps program characteristics. Many Teacher Corps
program variables are correlated with these two variables and in
almost every ease, the same Teacher Corps program variable is
correlated with both pupil variables. Moreover, the correlations
art.! ;,lways in the opposite direction so that a Teacher Corps program
variable that is negatively correlated with pupil interacting with
teacher (P12) is positively correlated with pupil instructing self or
other children (P13). The results are summarized in Table 19 ,

Several conclusions can be drawn from these data. First, there
are definite patterns of relationship between the Teacher Corps
program variables and total self-concept gain (P3), pupil initiating
interaction with teacher (l'12), and pupil instructing self or other
children (P13). There were no clear patterns of relationship between
T_Vacher Corps program characteristic§ and total reading gain.

A second conclusion is that the pupil self-concept gain is most
associated with the graduate having been at a Teacher Corps project
where interns were instructed by white instructors within the school
of education. courses ht interns at the se projects we re e x
te nsivel r revised but did not include extensive use of simulation/
feedback training or teacher competencies. Finall 1142111s

at these projects taught in schools with a high percentage of white
pupils yet interns did not feel accepted in the school setting. To
gather information about whether an intern felt accepted in the school
setting, the intern was asked whether he/she felt accepted as an
individual by cooperating teachers, by other school staff members
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Table 19
A Comparison Of Correlations Between Teacher Corps

Program Variables and Two Pupil Variables

Teacher Corps Program Variables

3.1 Number of Pupils per District

3.2 Percent of Low-Income Pupils
in District

4.1 Percent of Black Team Leaders

4.5 Proportion of Teacher Corps Credits
Taught by Chicano Instructors

4.6 Proportion of Teacher Corps Credits
Taught by White Instructors

4.7 Years Team Leader Has Taught
Low-Income Children

4.8 Intern Learned Most From Team
Leader

4.9 Intern Learned Most From Project
Director

4.11 Staff Perceives Reading Failure as
Due to Teacher

5.4 Intern Selection Procedure'
Academic Requirements Were
Waived

6.1 Extent of Course Revision for
Teacher Corps Training

6.2 Number of Credits and Percent of
Credits Outside of School of
Education

8.2 Intern Feels He/She Can be
Self-Directed

9.2 Intern is on Teaching Team Where
Team Leader is Master Teacher;
School Environment Allows Interns
to Bring About Change Outside
Their Classroom

*Correlation was not significant.
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Correlation with
Pupil Initiating
Interaction with
Teacher

Correlation with
Pupil Instructing
Self or Other
Children

.29 -.38

.30 -.32

.30 -.33

NS* .22

-.24 .22

NS -.24

NS .31

.23 -.32

.40 -.55

NS .23

-.42 .44

.22 -.21

.33 -.30

-.29 .38



Table 19 (Continued)

Teacher Corps Program Variables

Correlation with
Pupil Initiating
Interaction with
Teacher

Correlation with
Pupil Instructing
Self or Other
Children

9.4 Extent that Cooperating Teacher
Participates in Overall Design

10.1 Percent of White Pupils and
Staff in Public School

-10.2 Extent of Intern i xpos ure to
Innovative Teaching and Intern's
Sense that School Staff Support
His Efforts

Percent of Chicano Pupils and
Staff in Public School

Percent of Pupils in Title I
Program at School

Extent and Perceived Helpfulness of
Supervision in the Community
Component

11.3 Extent or University Involvement
in Community Component

11.4 Hours Per Week and Diversity of
Community Component

11.5 Variety of Groups and Agencies
Involved in Supervision of
Community Component

Comprehensiveness of Project
Evaluation

Length of Te icher Corps Program
at this University

Follow -up of Academic Instruction
in School Setting

University Professor's Knowledge
of Overall Instruction Given Interns

14.3. Extent of Cooperative Decision-
Making as Seen by Project Staff

.31

-.22

NS

-.28

.29

.38

NS

NS

.33

.31

NS

.29

.40 .

.21

-.38

.32

.24

.27

-.29

-.42

.29

.28

-.31

-.24

-.29

-.33

-.51

-.27
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and by other interns on the teaching team. It is interesting to note
that graduates in the Phase II sample who were most effective in
aiding both reading: and self-coneopt development in pupils felt isolated
and powerless in the school setting. 17 Self-concept gain was also
related, as discussed above, to graduates who were in Teacher Corps
projects where interns didn't feel accepted in the school setting.

Finally it can be concluded that two pupil variables, pupil
initiating contact with teacher and pupil instructing self or other
children are closely related to the same set of Teacher Corps
program variables. This consistent pattern of relationship between
these u it variables
strongly suggests that teacher training does make a difference on
pupil behavior in the classroom and on related teacher performance.
This conclusion can be generalized to include the positive relationship
of Teacher Corps training to pupil self-concept development.

17.. This idea will be discussed again in the next section of the report.
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D. An Assessment of the Relationship of School Climate Variables
to Teacher Performance and Teacher Effectiveness

1. Comparison of Teacher Corps Graduates and Controls
on the School Climate Variables

The school climate variables describe several conditions
in the school which may influence the performance and effectiveness of
the teachers in the study. The school climate variables used in the
study arc:

The percentage of low-income students at the school (SC1).

The extent that the teacher receives curriculum materials
and ideas from other school staff (SC2).

The degree of similarity of ideas about curriculum and
discipline between the teacher and other school staff (SC3).

The extent that the teacher feels isolated and powerless in the
school setting (SC4).

Teacher Corps graduates were compared with control teachers on
each of these variables. The results of this comparison are presented in
Table 20.

Both Teacher Corps graduates and control teachers taught in schools
where the majority (55% in both cases) of the children were from low
income families. In this analysis, a low income family was defined as
having an annual income of less than $6,000. There was no significant
difference between the two groups of teachers on this variable (SCI).

121



T
ab

le
 2

0
C

om
pa

ri
so

n 
of

 T
ea

ch
er

 C
or

ps
 a

nd
 C

on
tr

ol
T

ea
ch

er
s

on
 th

e 
Sc

ho
ol

 C
lim

at
e 

V
ar

ia
bl

es
1.

..

V
ar

ia
bl

e
T

ea
ch

er
 C

or
ps

M
ea

n
S.

 D
.

T
ea

ch
er

 C
or

ps
M

ea
n

S.
 D

.
t

,A
.

f

P

SC
1

Pe
rc

en
ta

ge
 o

f 
L

ow
-I

nc
om

e
St

ud
en

ts
 a

t t
he

 S
ch

oo
l

55
.2

3
32

.1
1

55
.5

8
31

.7
2

-0
.0

7
N

S

SC
2

E
xt

en
t t

ha
t T

ea
ch

er
 R

ec
el

es
C

ur
ri

cu
lu

m
 M

at
er

ia
ls

 a
nd

Id
ea

s 
fr

om
 O

th
er

 S
ch

oo
l S

ta
ff

2.
35

1.
00

2.
73

1.
08

-2
.2

5
.0

25

SC
3

D
eg

re
e 

of
 S

im
ila

ri
ty

 o
f 

Id
ea

s
A

bo
ut

 C
ur

ri
cu

lu
m

 a
nd

 D
is

ci
-

pl
in

e 
B

et
w

ee
n 

th
e 

T
ea

ch
er

an
d 

O
th

er
 S

ch
oo

l S
ta

ff
2.

91
.6

8
3.

20
.6

8
-2

.6
8

.0
1

SC
4

E
xt

en
t t

ha
t t

he
 T

ea
ch

er
 F

ee
ls

Is
ol

at
ed

 a
nd

 P
ow

er
le

ss
 in

I

th
e 

Sc
ho

ol
 S

et
tin

g
2.

42
.6

9
2.

45
.6

2
-0

.3
6

N
S

.



The Teacher Corps graduates and control teachers were signi-
ficantly different on two school climate variables. Teacher
graduates received fewer ideas and curriculum materials from other
school staff (SC2). The raduates also erceived that their views about

rricttltun and disci line were more diver ent from the views of other
,teachers than were the views of control teachers (SC3). Stated differently,
each teacher in the study rated the degree of similarity between his own
views and the views held by other staff at the school on various curriculum
and discipline issues. In general, the control teachers perceived their
views as being more similar to the views held by other school staff than
did the Teacher Corps graduates. Finally, there was no significant
difference between the two groups of teachers in terms of the extent to which
the teacher felt isolated and powerless in the school setting (SC4).

Several conclusions can be drawn from these data. In schools
served by Sixth-Cycle Teacher Corps graduates, the majority of pupils
(55%) were from low-income families. Moreover, there was no signi-
ficant difference between Teacher Corps graduates and controls in terms
of the percentage of pupils in the school who were from low-income
families. This finding was anticipated given that control group teachers were
selected because they were teaching the same type of child in the same
school or at least the same school district. The lack of a significant
difference between groups of teachers on this variable only means that
the teachers were well matched in terms of pupil socioeconomic status.

A second conclusion is that the Teacher Corps graduates received
fewer ideas and curriculum materials from other school staff than did
control teachers. This could have happened for several reasons. The
graduates may have been better prepared to work with inner city children,
or at least they felt they were, so that they didn't need or seek out ideas
and materials from other school staff. A second possible explanation is
that graduates didn't receive as many ideas and materials because their
views about curriculum and discipline were more divergent from the
views held by other school staff than were the views held by the control
teachers. The extent to which a teacher received materials and ideas from
other teachers was highly correlated (r.v. 45) with the similarity of views

123



between that teacher and other teachers at the school.

Two possible explanations for the difference between graduates
and controls on thu extent to which teacher receives curriculum
materials and ideas from other school staff can be ruled out, however.
Differences between graduates and controls in terms of ideas and
materials received from other school staff do not appear to be related
to the degree of isolation and powerlessness which a teacher feels in
the school setting (SC4). There was no significant difference between
graduates and controls on this variable (SC4) and its correlation with
(SC2), the extent to which a teacher receives ideas and materials from
other school staff, is low (r=.04). A second potential explanation is
that differences in ideas and materials received are a result of dif-
ferences in exposure to team teaching. This explanation can also be
ruled out because graduates and controls did not differ on the degree to
which they were involved in team planning or teaching (TP6).

A third conclusion relates to the similarity of 'views, as perceived
by the teacher, between himself and other teachers at the school.
Control teachers rated their views about curriculum and discipline as
being somewhat similar to the views of other teachers at the school.
Teacher Corps graduates rated their views as being somewhat different
from the views of other teachers.

A fourth conclusion drawn from these data is that Teacher Corps
graduates and controls did not differ in terms of the extent to which the
teacher felt isolated and powerless in the school setting. This variable
was measured by a Likert-type scale (the response categories were:
strongly agree, agree, disagree, strongly disagree) with the following
two items:

"I am just a cog in the wheel at this school."

"I don't feel close to other teachers at this school."
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These items dtfine an isolated and powerless individual teacher.,
However teachers could also feel alienated from the school s stem
administration yet feel unified and powerful: perhaps through mem-
bershp in a teacher union, or by some other form of collective
action. This collective qeuse of alienation was not studied directly
although it was clearly a powerful force in some school districts
included in the study. In one district, for example, the spring data
collection was delayed because first year teachers were engaged in

(1).a la suit related to theU:disnaZrkagks,
ea2,6_

Finally, both graduates and controls had group mean scores that -.0*

Vs_
Vde,

were very close to the theoretical mid-point of the scale measuring an
individual teacher's sense of isolation and powerlessness. One could
infer from this that neither graduates nor controls believed they were

..lespecially isolated or powerless as individual teachers: however, it
would be interesting to compare graduates with a broader-based sample
of teachers on this variable. This is not to say that teachers diU or did
not feel alienated in a collective sense.

2. Correlation with School Climate Variables

Table 21 presents school climate variables that are
significantly correlated with teacher performance and pupil variables.
These correlations suggest school climate conditions under which
teachers are especially effective or ineffective.

The percentage of low income students at the school (SC1) is
significantly correlated with two teacher performance variables. Teachers
at school,: with a high percentage of pupils from low income families
spend a_greater proportion of their time dealing with pupil behavioral
problems (TP 21; r = .23). Teachers at these schools also gave less
praise to the children (TP14; r=-.21).
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The percentage of low-income students at the school was also
significantly correlated with several pupil variables. Teachers aticlanl.enta e of Imtrzillets)......
liavc greater influence on the total self-concept in of their
(1 10; 22). As could be expected, pupils in schools with a large
prcehtage of low-income pupils had a higher rate of absenteeism
than did pupils in more middle class schools (P11; r.-.37). VO

1:04

The extent to which the teacher receives curriculum materials%
and from other sehuol staff (SC2) was significantly correlated los

with :I number of teacher performance variables. This variable was t
positively associated with the extent to which the teacher was involved .4
in team planning (TP6; 41); the extent of teacher/pupil interaction
(TP3; 1.=.43) and the utilization of school and communit resources in
teaching (TP1; r=.25). The extent to which the teacher received
curriculum materials and ideas from other teachers was also Positively
correlated with the extent to which_puyils display happiness or feelings
of pelf -worth (P14; r=.21).

The teacher's perception of the degree of similarity of ideas
between himself and other school staff (SC3) was ositivel related to
the extent of teacher/pupil interaction (TP8; r=.43) and was inversely
related to the extent to which pupils worked independently (TP17; r=-.53).
It...was also negatively related to the extent to which the teacher utilized
community resources in his teaching (TP1; rcz-. 29).

The degree of similarity of ideas between the teacher and other
teachers at the school was also significantly related to several pupil
variables. It was positively related to total readinggain (P3; r=.26)
and to the extent pupils were instructi themselves or other pupils
(P13; r=.13).

The last school climate variable was the extent to which the teacher
felt isolated and powerless in the school setting (SC4). This variable was
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positively related to the extent the teacher used community resources
in his teaching (TP1; r=.23), the extent the teacher perceives that
institutional change is needed at the school (TP3; r:--.30) and the extent
the teacher introduced culturally relevant new curricula (TP5; r=.23).
The variable was negatively related to the extent the teacher was
involved in team planning (TPG; r=.-.25) and the extent of teacher/
pupil interaction (TPS; re-.34).

The extent to which the teacher felt isolated and powerless in
the school setting was negatively related to reading gains in pupils.
It was negatively related to word knowledge gain (P1; re-.21) and to
total reading gain (P3; r=-.23). However, the variable was positively
correlated with total self-concept gain in pupils (P10; r = .24).

Several conclusions can be drawn about the relationship of the
school climate variables to teacher performance or pupils variables.
The first is that Teacher Corps graduates who teach in schools with a
large percentage of low - income children tend to spend more time
dealing with pupil behavior problems and praise children less often.me

than do Eraduates who teach middle class children. Whatever one's
beliefs are about the necessity of having to devote more time to behavioral
problems in low-income schools, it is not necessary that teachers
praise children less in these settings. However, it is appropriate
to consider this finding in the light of a second conclusion, i.e. , pupils in
schools serving low-income families tend to have greater self-concept
gains than do pupils in middle class schools. While this finding may be
an artifact of the test or of regression toward the mean, it is equally
likely to be a result of differences in teacher behavior interacting with
pupil needs and background characteristics. A further analysis of
the conditions under which self-concept growth is maximized is needed.

A rather predictable conclusion can be drawn from an analysis of
the second school climate variable. The extent to which a teacher receives
i(e is and materials from other teachers is highly related (r=.43)
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to the extent of team planning involving that teacher. It should be
pointed out that many graduates had to be excluded from this study
'because they taught on a teaching team where several teachers worked
on reading with each child over the course of the year. In these cases
there was no acceptable way to partition the effects of the various
teachers; thus the graduate was excluded. In the context of this
discussion, however, it can be argued that these teachers probably
received even more ideas and assistance from other teachers than
did teachers included in the study.

The third school climate variable is the degree of similarity of
ideas between the teacher and other school staff in the areas of
discipline and curricula. Many of the relationships between this
variable and the teacher performance variables were further clarified
by means of an analysis of data using canonical correlation. In this
.ase, the analysis identified combinations of school climate variables
And teacher performance variables. Specifically, a teacher who has
views similar to other school staff (SC3) and who receives many ideas and
curriculum materials from other teachers (SC2) tends also
to be a teacher who interacts extensively with the pupils (TP8) but who
doesn't allow children to work in small groups or alone (TP17) and
doesn't give pupils praise for their efforts (TP14). 18 On the other hand,
a teacher who has views similar to other school staff (SC3) and who feels
isolated and powerless in the school setting (SC4) also tends to be
a teacher who displays positive behavior toward children (TP9), who
praises children a good deal (TP14) and who initiates interaction with
parents (TP2),19 This analysis has identified two types of teachers
who tend to score high on the third school climate variable. It can be
concluded that teachers who have views similar to other staff and who

18. The linear combination is: 1.0 (SC2) + .78 (SC3) =(correlation
+.85)=1.0 (TP8) -.66 (TP17) -.61 (TP14).

19. The linear combination is: 1.0 (SC4) +.65 (SC3)=(correlation
+. 63) =1.0 (TP9) +. 73(TP2) +.73 (TP14).
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obtain idea:; and materials from other staff also tend to be teachers
who interact extensively with children but don't allow children to work
in small groups and don't give much praise to children. On the other
hand& teachers vho liLivf views similar to other staff and who feel
isolated and powerless in I he :ioliool setting tend to display positive
behavior toward children and to praise them.

Stated differently, teachers who indjvidualize instruction for
children, defined in terms of allowing children to work in small,
groups or individually and who praise children are teachers who don't
obtain ideas oe materials from other teachers and don't perceive4...11101M1

their views as bein similar to other teachers. An additional group
of graduates also praise children a good deal. These are graduates
who perceive their views as similar to those of other staff but who
also feel isolated and powerless in the school setting. It is interesting
that in both cases, praising of children is associated with a teacher's
sense of being different from other teachers.
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W. SUMMARY OF FINDINGS AND CONCLUSIONS

The goals of Phase II 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 performance for the 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.

This summary is organized around these goals.

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

Teacher Corps and control group teachers were compared on
each of the teacher performance variables and on the clusters of
teacher performance variables. The teacher performance variables
were derived from the training goals of the twenty Teacher Corps
projects which prepared these graduates.

Teacher Corps graduates were superior to control group
teachers on many of the teacher performance variables desired by
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Teacher Corps projects. Thl Teacher Corps graduates were most
different from control group teachers in terms of:

.developing ethnically relevant curricula.

using community resources in teaching and initiating
contact with parents.

positive attitudes about reading development and causes
of poverty in the society.

These variables reflect a special concern about low income/
minority group children on the part of the graduate. This emphasis
is consistent with the training goals of many Sixth-Cycle Teacher Corps
projects.

There was no difference between the two groups of teachers in
terms of their perception of the importance of bringing about educational
change in the school. In addition, there were no differences in their
actual practice in attempting to bring about this change. There were
also no differences between Teacher Corps graduates and controls
on any teacher performance variable based on classroom observation
of the teacher. More specifically, Teacher Corps graduates and con-
trols did not differ in terms of the observed affective tone in the class-
room, teacher questioning, structuring or response strategies or
the degree of attention given pupil behavioral problems in the classroom.
Thus, rather clear and consistent differences between Teacher Corps
graduates and controls on such things as the introduction of culturally
relevant materials or the use of community resources did not generalize
to such areas as being a change agent in the school or the interaction
between teacher and pupils in the classroom as assessed by the teacher
performance measures used in the study.

Teacher effectiveness was assessed in terms of pupil growth in
reading, self-concept, school attendance and selected classroom
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interaction variables. There were no significant differences between
Teacher Corps and control group classes on any reading measure
despite a greater emphasis on reading instruction and academic subject
matter on the part of control group teachers in grades 2-3.

However, Teacher Corps graduates were able to bring about
changes in a child's self-concept that were significantly greater than
changes brought about by control group teachers. These changes
consisted of observed expressions of greater happiness and greater
self-worth in the classroom and better scores on important sub-scales
of the self -concept scale.

Of particular importance were two sub-scales on the self-concept
scale. These were two of three sub-scales on which pupils of Teacher
Corps graduates scored significantly higher than did pupils of control
group teachers. The first is a child's self-concept about his physical
appearance and attributes. This sub-scale includes items such as
"I am good looking", "I have a pleasant face'', and "I have a bad figure".

Many children have real concerns about their body image and
appearance. Children from many minority groups are often burdened
with the additional problem of racial and ethnic discrimination related
to physical eikaracteristics. In this context, the minority group child's
self-concept about his/her physical appearance is especially important
but also is especially difficult to improve. Consequently, it is re-
markable that Teacher Corps graduates could bring about significantly
greater gain on this sub-scale within one school year.

The second sub-scale pertains to a child's feelings of happiness
and satisfaction. Typical items from this sub-scale are "I am a happy
person'', "I like being the way I am", and "I wish I were different".
These items are directly related to a child's satisfaction and happiness
with himself. As such, this sub-scale may be more central to a child's
attitude about himself than are several of the other sub-scales such as
good behavior, intellectual and school status, and lack of anxiety.
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Thus it is doubly unusual that Teacher Corps graduates could bring
about significantly greater gain in pupils on both their attitude about
their physical appearance and attributes and their sense of happiness
and satisfaction with themselves.

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

The most important findings concerning the relationship of
teacher performance variables to pupil variables relate to reading
and self-concept growth in pupils. This analysis identified two dif-
ferent types of teachers. The first type of teacher had pupils with
large gains in both reading and self-concept development. The other
type of teacher had pupils with large reading gains but very small
gains in self-concept.

cs--Z

Unusually large pupil gains in both reading and self-concept
were most closely associated with a teacher who perceived that reading
development was primarily a function of pupil characteristics such as
how hard the pupil tries rather than teacher characteristics such as
how carefully the teacher plans the lesson. Unusually large gains
were also associated with teachers who had a low level of teacher/
pupil interaction and with the teacher's practice of bringing about change
in the school, the teacher's practice of initiating contact with parents
and the teacher's practice of planning lessons with a team of teachers.

Mother set of teacher performance variables was related to
unusually large reading gain coupled with unusually small self-concept
gain. Such a combination of reading gain at the expense of self-concept
gain was positively associated with a teacher who was highly directive
in structuring the discussion and the classroom, and with a teacher
who gave a good deal of corrective feedback to pupils. Reading gain at
the expense of self-concept gain was also associated with a teacher
who was below average in bringing about change in the school and who
was below average in initiating contact with parents.
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The most important findings concerning the relationship of
teacher education program variables to teacher performance
variables relate to two clusters of teacher performance variables.
A .similar pattern of teacher education variables were correlated
with both teacher utilization of community resources and teacher
action as a change agent in the school. In both cases, graduates
who excelled in these two areas of teacher performance came from
Teacher Corps projects where the team leader to intern ratio was
low, and where interns felt they learned most from the team leader
rather than the project director or other staff. However, neither
teacher performance cluster was related to the ethnicity of the team
leader during training. The two teacher performance variables were
not significantly correlated with whether the team leader was employed
in the district prior to working on the Teacher Corps project. However,
teacher action as a change agent was negatively correlated with the
team leader's years of teaching experience with low-income children.

The teacher performance clusters were related to several
attitudes held by the project staff in general. Teacher utilization of
community resources was facilitated when the project staff saw reading
development in children as being due to pupil rather than teacher efforts.
Earlier in this report, this same attitude on the part of Teacher Corps
graduates was reported to be positively related to maximizing both
reading and self-concept gain. Teacher action as a change agent was
facilitated when the graduate was associated with a project where the
staff saw poverty as due to societal factors such as wages in industry,
rather than individual factors such as lack of individual effort.

Both teacher utilization of community resources and teacher
action as a change agent were negatively related to a training program
that extensively used simulation /feedback training or teacher compe-
tencies. WO teacher performance clusters were positively related
to a training situation where the team leader and interns worked as an
independent team providing instruction to children and where the
cooperating teachers did not participate in the overall design of the program.
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Both teacher performance clusters were also facilitated by a low
level of cooperative decision-making at the Teacher Corps project
as seen by the project staff, although in the case of teacher action as
a change agent, there was a positive correlation with cooperative
decision-making as seen by the school principal,

Finally, teacher action as a change agent in the school was
positively correlated with having been on a team during training
that brought about change outside the classroom. A teacher's utili-
zation of community resources was positively related to several
features of the community component at the Teacher Corps project.
This teacher performance cluster was positively related to the
number of hours per week that the intern was involved with the com-
munity component and the extent to which university instructors
were involved.

It is clear that team leaders play a critical role in the develop-
ment of these teacher performances. Differences in team leader
effectiveness were not related to team leader ethnicity nor to whether
team leaders worked in the school district prior to joining Teacher
Corps. Instead, team leader differences were associated with team
operation in the school. Teams where team leader and interns
operated independent of other school staff and were directly responsible
for the instruction of children were also teams that brought about
school-wide change. These teams helped develop interns who as
graduates were proficient in utilizing community resources, initiating
contact with parents, and acting as change agents in the school.

The teacher background and teacher education program variables
also were related directly to the pupil variables. There were no teacher
background or teacher education program characteristics that were
significantly correlated with total reading gain.

A number of Teacher Corps program variables were related
to total self-concept gain in pupils. Graduates whose pupils made
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large gains in self-concept were in Teacher Corps projects with
many characteristics in common. These projects had a higher
-.proportion of it.terns' courses which were taught by white instructors
and more of the interns' courses were taught within the school of
education. These projects were also characterized by extensive
revision of courses taught to interns. However, the program at
these projects did not include the extensive use of simulation/feed-
back training, nor were teacher competencies used extensively.

Graduates who had pupils with large gains in self-concept
also came from projects where there was a large percentage of white
pupils in the cooperating schools. There tended to be a low turn-
over in the number of schools and school districts that were cooper-
ating with the project and interns tended not to feel accepted in
these public school settings. None of the other variables which
depicted the degree to which the Teacher Corps program was per-
sonalized for interns, however, were associated with self-concept
gain.

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

The profer;sional support variables describe several conditions
in tilt, school which may influence the performance and effectiveness
of the teachers in the study. These variables are:

The percentage of low-income students at the school.

The extent to which the teacher receives curriculum
materials and ideas from other school staff.

The degree of similarity of ideas about curriculum and
discipline between the teacher and other school staff.
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The extent to which the teacher feels isolated and power-
less in the school setting.

Teacher Corps graduates were compared with control teachers
on each of these variables.

In schools served by Sixth-Cycle Teacher Corps graduates,
the majority of pupils (55%) were from low-income families. More-
over, there was no significant difference between Teacher Corps
graduates and controls in terms of the percentage of pupils in the
school who were from low-income families. This finding was anti-
cipated, given that control group teachers were selected because
they were teaching the same type of child in the same school, or at
least the same school district. The lack of a significant difference
between groups of teachers on this variable only means that the
teachers were well matched in terms of pupil socioeconomic status.

The Teacher Corps graduates and control teachers were sig-
nificantly different on two school climate variables. Teacher Corps
graduates rece k-cd fewer ideas and curriculum materials from other
school stall. The graduates also perceived that their views about
curriculum :end discipline were more divergent from the views of
other te.iehe-i than were the view:.; of control teachers. Stated dif-
ferntly, each teacher in the study rated the degree of similarity
bet,,ven own views and the views held by other staff at the school
on Va. C UrriC11111/11 and discipline issues. In general, the control
teachers perceived their views as being more similar to the views held
by other school staff than did the Teacher Corps graduates. Finally,
there was no significant difference between the two groups of teachers
in terms of the extent to which the teacher felt isolated and powerless
in the school setting.

The school climate variables were related to teacher performance
and pupil variables. It was concluded that teachers who have views
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similar to other staff and who obtain ideas and materials from other
staff also tend to be teachers who interact extensively with children
but don't allow children to work in small groups and don't give much
praise to children. On the other hand, teachers who have views
similar to other staff and who feel isolated and powerless in the
school setting tend to display positive behavior toward children, and
to praise them.

Stated differently, teachers who individualize instruction for
children, defined in terms of allowing children to work in small
groups or individually and who praise children are teachers who
don't obtaii4 ideas or materials from other teachers and don't perceive
their views as being similar to other teachers. An additional group
of graduates also praise children a good deal. These are graduates
who perceive their views as similar to those of other staff but who
also feel isolated and powerless in the school setting. It is interesting
that in both cases, praising of children is associated with a teacher's
sense of being different from other teachers.

Goal 4: To ecn.pare Teacher Corps graduates includeu in Phase II
with all graduates of projects studied in Phase I.

This analysis explored the relationship of the Phase II sample
to the universe of Sixth-Cycle interns in terms of sex, ethnicity and
project affiliation. The Phase II sample had essentially the same
proportion of males and females as did the universe of Sixth-Cycle
interns. Moreover, the proportion of black, white, chicano and other
graduates in the Phase II sample was not significantly different from
the proportions of these groups in the universe of interns. Fourteen
of the 20 Teacher Corps projects had at least two inteLns in the Phase
II sample and three projects had at least ten interns in the sample.
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TEACHER QUESTIONNAIRE

NAME:

SCHOOL:

SCHOOL DISTRICT:

This Questionnaire seeks information about your teaching
and your background. We've tried to keep the Question-
naire short because we know you are busy. Thanks for your
cooperation.
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---TEACHER-QUEST1ONINAIRE

1. For each of the activities listed below, please indicate approximatelyhow many hours tear week you participate in that activity:
Classroom Teaching Hours Per Week
Reading, spelling, language arts
Arithmetic
Finding out about people and how they live
Learning about the natural world (e.g., plants, sound,animals)
Group time, sharing, singing, dancing
Art, crafts, constructing things
Other classroom activities (specify)

Other School-Based Activities

Lesson planning by yourself
Lesson planning as member of a group
Lesson materials development or preparation
Monitoring of area or activity
Free time, lunch breaks
Other school -based activities (specify)

Hours Per Week

150

01011.10,

(13,14'
(15,1i, -

(17,18
(19,2C
(21,22)
(23,24

(25, 2W

(27, 28
(29, 3C,

(31, 321

(33,4
(35,30
(37,18



Co m m - B a s t es

(All community activities such as working at
community agency, attending school board meetings,
working with parents.)

Hours Per Week

Z. The following list gives kinds of choices that pupils may have in
their clasartioms. Please read the list and indicate to what extent
your pupils are permitted to make each of the choices.

Choices That Pupils May Have

. To what extent can pupils choose
subject matter.

as
err

4 1

b. To what extent can pupils choose
the learning activity.

. To what extent can pupils choose
time for beginning and completing
work.

d. To what extent can pupils choose
to work alone or in a group.

151

AIMM111.111.10.11.111.11WR

(39, 40)
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Please rate how important you view the objective of bringing about
educational change within your school.

Very important ....
Somewhat important .

Not very important
Not at all important .

. 4

3

(45)

Please indicate how much influence you feel you have in bringingabout educational change within your school.
A great deal . . . 4 (46)
Some . . . 3

Not very much 2

None

Please indicate below the extent to which you have introduced intoyour classroom materials that are culturally relevant to the pupilsbut that were not available in the school before you brought them.That is, we are interested in culturally relevant materials that youpersonally introduced.

I have introduced a great deal of culturally relevant
materials 4 (47)

I have introduced some materials that were culturally
relevant, 3

I have introduced a small amount of culturally relevant
materials 2

I have not introduced any culturally relevant materials.. I



6. Listed below are ways in which you may have had contacts with
parents during this school year. Please indicate in the "Frequency"
columns how often you made each of these contacts. In the
"Initiated 13y" columns, please indicate whether the contact was
primarily initiated by you or by the parent.

Contacts .

Frequency Initiated 13

None
1-2

Times
3 or
More Parent r Teacher

a. School visit (open house,
PTA meeting, etc. )

b. Classroom visit

. Telephone conversation

d. Teacher-parent
conference

e. Home visit

f. After school or weekend
_activity (recreation, field

trips)

, .

7. Have you been able to utilize community resources in your teaching?
(CHECK (v) YES OR NO FOR EACH ITEM. )

a. Social services age.iiciesprobation, welfare, police,
etc.

1). Business enterprises- -stores, industry, restaurants,
etc.

c. Medical professionals- -doctors, dentists, mental health

Other (specify)
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(52, 53)

(54, 55)

(f., 57)

(58, 59)

(60)

(61)
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8, Listed below are some factors that may determine wheter or not pupils
have difficulty learning to read. That is. some teachers have one
opinion as to difficulties that students have in learning to read; other
teachers have other opinions. Por each factor listed, please give
your opinion of whether you agree or disagree that this is likely a factorin reading difficulties. (Note: we are not seeking right or wrong answers;only your opinion.)

Failure in learning to read well is usually
traceable to:

a. How carefully the student works.
b. How much creativity the teacher has.
c. How much confidence the student has in

himself.
d. Whether the teacher likes the student.
e. liow difficult the reading material is.

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

g. How fortunate the student is in general.
-h. How alert the student is during reading

instruction.
i. How mach teacher preparation goes into a

reading lesson.
j. How much the student cares about learning

to read.
k. The socioeconomic background of the student.
1. How much competency the teacher has.
m. The ability of the teacher to individualize

instruction.
n. Whether the student's parents read at home.
a. How much time the student spends in working

on reading.
p. Whether the student is a boy or a girl;
q. Whether the student's parent(s) belong to an

ethnic group that is verbally oriented.
r. How much academic ability the student has.
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1 0. Please estimate the percentage of pupils who come from familiesearning less than $6,000. Estimatc this percentage for all pupilsat your school and for pupils you teach who were tested in thisstudy last fall.

II.

.For all pupils in the school: 170 (36, 37)
For pupils I teach who were
tested in this study last fall: (38.39)-

How often do you receive curriculum materials and ideas aboutteaching from other staff at this school?

Almobt daily 4 (40)
About once a week 3

Aboa: once or twice a month
Less than once a month or never 1

12. To what extent are your views similar to or different from those ofother teachers and the principals on the following?

Ad

iv.-4Ai. -
x . g

>to

P.a
.....
.-1

or
g

J.a
1/4.4

CI

aC
!.
a

1. 4,4

q
a. Importance cat reading for children

b. Importance of strict discipline for
children

c. Importance of ethnic studies for
children

d. Importance of rapport with parents

e. Importance of pupil involvement
in decisions about instruction

156
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13. . Please indicate your ,upiniun about each statement below:

0 CIO Z. s"0 (12 C 41
14 LO 0 IV
40 .4 L. . 14q 65 44'

a. I am just a cog in the wheel at
this school.

0101w

I don't feel close to other
teachers at this school.

(46)

(47)
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THE WAY I FEEL ABOUT MYSELF

NAME

AGE Gin OR BOY

GRADE SCHOOL

DATE

0 Ellen V. Piers and Dale B. Harris, 1969
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Here are a set of statements. Some of them are true of you and so you will circle
the yes. Some are not true of you and so you will circle the no. Answer !Iola
question even if some are hard to decide, but do not circle both eland no. Re-
member, circle the Is if the statement is generally like you, or circle the no if
the statement is generally not like you.. There are no right or wrong answers.
Only you can tell us how you feel about yourself, so we hope you will mark the
way you really feel inside.

1. My classmates make fun of me yes no

2. I am a happy person yes no

3. It is hard for me to make friends yes no

4. I am often sad yes no

5. 1 OM smart yes no

6. I am shy yes no

1 get nervous when the teacher calls on me yes no

8. My looks bother me

9. When I grow up, I will be an important person yes no

10. 1 get worried when we have tests in school yes no

11. 1 am unpopular yes no

12_. I am well behaved in school yes no

13. It is usually my fault when something goes wrong yes no

14. 1 cause trouble to my family yes no

15. I am strong yes no

16. 1 have good ideas yes no

17. 1 am an important member of my family yes no

18. 1 usually want my own way yes no

19. I am good at making things with my hands yips no

20. I give up easily yes no

yes no

1
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_ I am good in my school work yes no

'22. I do many bad things yes no

23. I can draw well yes no

24. I am good in music yes no

25. 1 behave badly at home yes no

26. I am slow in finishing my school work yes no

27. 1 am an important member of my class . yes no

28. 1 am nervous yes no

29. I have pretty eyes yes no

30. I con give a good report in front of the class yes no

31. In school I am a dreamer yes no

32. 1 pick on my brother(s) and sister(s) yes no

33. My friends like my ideas yes n,

34. 1 often get into trouble yes no

35. I am obedient at home yes no

36. I am lucky yes no

37. 1 worry a lot yes no

38. My parents expect too much of me yes no

39. I like being the way I am yes no

40. I feel left out of things yes no
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41 1 -have nice. hair . VV01,11171P-1111. yes no

42. 1 often volunteer in school yes no

43. I wish I were different yes no

44. 1 sleep well at night yes no

45. 1 hate school yes no

46. 1 am umong the last to be chosen for games yes no

47. I am sick a lot yes no

48. I am often mean to other people yes no

49. My classmates in school think I have good ideas yes no

50. 1 am unhappy yes no

51. I hove many friends yes no

52. I am cheerful yes no

53. I am dumb about most things yes no

54. I am good looking yes no

55. I have lots of pep yes no

56. 1 get into a lot of fights yes no

57. 1 am popular with boys yes no

58. People pick on me yes no

59. My family is disappointed in me yes no

60. 1 have a pleasant face yes no

162



61. -When I try to make somethhig, everything seems to go wrong yes no

62. 1 am picked on at home yes no

63. I am a leader in games and sports yes no

-64. I am clumsy . yes- no-
.

65. In games and sports, I watch Instead of play yes no

66. 1 forget what I learn yes no

67. I am easy to get along with yes no

68. I lose my temper easily Yes no

69. I am popular with girls yes. no

70. 1 am a good reader yes no

71. 1 would rather work alone than with a group yes no

72. I like my brother (sister) yes no

73. I have a good figure yes no

74. I am often afraid yes no

75. 1 am always dropping or breaking things yes no

76. 1 can be trusted yes no
. . .

77. '1 am different from other people yes no

78. I think bad -thoughts yes no

79. I cry easily

80. 1 am a good person

Score:
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yes

yes

no

no


