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II. INTRODUCTION TQ THE REPORT

A. Qverview

1. The Goals of the Two-Phase Evaluation Effort

This is a two-year, two-phase study of the teacher effec-
tiveness of Sixth-Cycle Teacher Corps interns. The overall goals
of the study are to:

) Identify and analyze those combinations of intern back-
ground characteristics and Teacher Corps pregram
characteristics that are related to desired teaching skills
and attitudes of interns at the end of their training.

* Assess the effectiveness of Teacher Corps graduates in
working with low-income/minority group children.

The first of these goals was the focus of Phase I, the first year of the
study. The second goal is the focus of Phase II, conducted the suc-
ceeding year. The study is being conducted by Pacific Training and
Technical Assistance Corporaiion (PTTA). The three volumes of this
report present the results of the first phase of the study. The results
of Phase II will be published in the fall of 1974.

Phase I of the study is intended to identify intern background
characteristics (e.g., ethnic group, previous experience working with
children, language ability) and Teacher Corps program characteristics
that correlate highly with desired intern exit characteristics. By intern
"exit characteristics' is meant the teaching skills, attitudes and other
abilities that interns have as they leave the training program. In
studying specific teaching skills, focus was on interaction pattez;ns
between intern and student in classrooms, lesson planning skills and
methods, organization of clags, degree of autonomy given the child,
and usage of materials and other resources. Attitudes and abilities
studied were those that the Teacher Corps projects themselves believe
will facilitate the learning and growth of minority-group and low-income
children. Multi-variate stat’stical procedures have been used to analyze
data from interns trained at 20 Sixth-Cycle Teacher Corps projects.




One aspect of Phase I of the study was the assessment of the
impact that the Teacher Corps program has had on the regular teacher
training program of the cooperating institution of higher education (IHE).
The specific focus here was the extent to which the elementary teacher
education program ha: implemented competency-based teacher educa-
tion as a result of its involvement with Teacher Corps. As Teacher
Corps projects have used this concept, it has four defining features:

. The specification of teacher competencies in the program--

the extent to which the project has specified teacher com-
petencies and corresponding assessment criteria,

o The individualization and personalization of the program-- f

the extent to which the project provided for differing learn.’
ing rates and styles and the extent to which trainees could
share in decisions about the kind of training they would
receive as well as support of their growth as persons.

° The field-centeredness of the program--the extent to which

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

e The use of systems design and empirical data in the program--

the extent to which the training program is systematic in inte-
grating curriculum elements and is data-dependent both in
monitoring intern progress and in program performance.

The extent to which projects implemented aspects of competency-
based teacher education (CBTE) was studied in Phase I

Phase II of the study is designed to compare first-year teachers
who were Teacher Corps interns with other teachers, in terms of the
ability of these teachers to help elementary school children learn and
grow. Pupils of all teachers in the study will be given an achievement
test in reading and an attitude test, measuring self-esteem, in the Fall
and Spring of the 1973-74 school year. In addition, all teachers will
be observed and given a questionnaire in the Spring of 1974, The
report will yield considerable data about their teaching behavior as
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well as about their pupils. Data about pupils will include patterns of
cooperation among pupils in the classroom and attitudes about the
teacher and the school.

The overall study (Phases I and II) is designed to give the I, S,
Office of Education information about the training and effectiveness of
Teacher Corps interns. It is an evaluation that will provide answers
to the following questions:

In Phase [:

(1) What patterns of background characteristics of Teacher
Corps interns can be identified?

(2) What patterns of program characteristics of Teacher Corps
pProjects can be identified?

(3) What teaching performance or attitudes are constant among
interns (especially ones that exist despite differing project
and intern background characteristics)?

(4) To what extent do variations in interns’ teaching performances
or attitudes correspond to variations in program charac-
teristics and to combinations of intern background and pro-
gram characteristics?

(5} To what =xtent have Teacher Corps projects had impact on
the implementation of cempetency-based teacher education
(CBTE) at host universities?

In Phage 1L

(6)  How do Teacher Corps graduates compare with other teachers
of approximately the same amount of training and experience

in rerms of:

) The teaching behaviors desired by Teacher Corps
Programs?
° The learning and growth of their pupils?
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(8)

(9

(10)

What is the relationship between teaching behaviors
desired by Teacher Corps Programs and the learning and
growth of pupils?

What are the relationships between the following variables:

() Teacher background characteristics
e Teacher education program characteristics
® Teaching behavior or attitudes

° Pupil learning and growth?

(This question is limited to the specific variables included
in the study and to the sample of Teacher Corps graduates.)

To what extent are the teaching behaviors and attitudes
demonstrated by interns in Phase I demonstrated in their
teaching in Phase II ?

What is the extent of support given the Teacher Corps
graduates and controls (of first-year teachers) and how does
this influence their performance as teachers?

Purpose and Scope of the Teacher Corps Program

The 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
Amendments of 1972, Section 511 of this Act stated that the legislative
mandates of the Teacher Corps are:

1)

2)

"to strengthen the educational opportunities available to
children in areas having concentrations of low-income
families," and

"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, the Teacher Corps has made
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

_learning structures. For example, individualized instruction, team
teaching, and learning centers are becoming integrated into the structures
of many of the schools in which interns have heen working, and interns
can likely be expected to bring their ¢xperiences with these kinds of
learning situations to the new schools in which they find positions,

With regard to its second mandate, to broaden teachér preparation
programs, Teacher Corps has also made many accomplishments. One is
to promote institutional change with the school of education of the cooper-
ating IHE. Changes brought about by Teacher Corps include changes in
staff, in programs, and in administrative operations. Teacher Corps has
helped in the staff development of current faculty members a..d 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 instructional process through the implementation of compe~
tency-based teacher education. Teacher Corps has also influenced ad-
ministrative operations such as the grading system and the reorganization
of courses into instructional modules.

‘The Teacher Corps program operates through projects that are
established in communities throughout the country. Typically, a propesal
to establish a Teacher Corps project is prepared jointly by an Institution
of Higher Education (IHE), one or several local school districts (LEAs),
and a local community or cluster of communities. In some cases, more
than one IHE may be involved. The grant typically is in two parts: a
grant covering the intern's instructional costs, which goes to the THE,
and a grant covering intern and team leaders' salaries, which goes to the
local school district.




The interns' training occupies approximately two years' time and
is built around the four Teacher Corps strategies: (1) competency-
based teacher training (see definition, p. 2 ): (2) community involvement;
(3) team teaching; and (4) portal schools. 1 The Teacuer Corps teams,
composed of interns and team leaders (from five to eight interns for each
team leader) each in a school, spending approximately 60 percent of the
school-week time there. During the rest of that time, they study under
& university program for certification and a baccalaureate or master's
degree, and they are required to spend a substantial portion of their time
in community-based education activities. While the four strategies out-
lined above, and the general guidelines are given to all Teacher Corps
projects, individual projects are often somewhat different from one another
in their interpretation of the guidelines. The specific goals differ from
project to project, as do the training methods and anticipated outcomes.

Teacher Corps programs as a whole differ from typical teacher
training programs in several ways. First, a Teacher Corps intern spends
80 percent of each day in training and classroom participation throughout
the program. The university courses are often taught at or near the in-
tern's designated school, giving teacher training a much closer relation-
ship to the reality of the school. A cooperative team (a team leader and
about six interns) carries out the instruction of pupils and the team leader
supervises the interns in the school setting. Through this team structure
and in other ways, interns receive a high level of counseling and support

IA public school or network of schools that integrate pre-service training,
in-service training, curriculum development and research and deve lop~-
ment ihto a comprehensive strategy for school reform. See Linda Lutonsky
(ed.), Portai Schools, Washington, D.C.: Council of Great City Schools,
1973, for a set of case studies illustrating the concept. While the docu-
ment was prepared under a grant from Teacher Corps and describes portal
schools at several Teacher Corps projects, it is not an official Teacher
Corps document.




in their personal development. In addition, trainees spend 20 percent of
their time working in the target comxhunity'in an effort to better under-
stand and relate to the broader needs of the children they serve. These
general training goals, together with the implementation of prototype
competeacy-based teacher education programs, make teacher training
for Teacher Corps interns a unique program.

Each project has persons in the following roles:

) Project Director

° Program Development Specialist
° Team Leader

. intern

e LEA Coordinator

) Community Coordinator

] Dean, School of Education of Cooperating IHE

° University Instructor of Interns

[} Superintendent of Schools of Cooperating School District
. Principal, Cooperating School

e Cooperating Teachers

Each role, however, may vary irom project to project. For example,
at one project the LEA coordinarir is a school-district level administrator
whose primary function is to represent the interests of the school district
in Teacher Corps policy decisions. At another project, the LEA
coordinator functions primarily as a resource person for team leaders,
Cooperating teachers, and interns., Figure 1 provides a typical
job description of some of the roles associated with a Teacher Corps
project.

In addition to the persons described, each pProject typical. 7
has several additional persons who fulfill roles designed especially for
that project. Several pProjects, for example, have a portal-school
coord.inator or a bilingual-education curriculum-development specialist
who works with public schodl staff, team leaders, and interns. Virtually




Role Job Description

Project Director Administers the higher education phase for
’ the duration of the project; coordinates the
project with participating local school
districts and communities.

t Program Development Teacher Corps senior staff person who
Specialist assists in the development of innovative
training procedures for the interns.

Team IL.eader Teacher Corps project staff person wiio
supervises the school-based activities

of a team of interns, and helps the intern
integrate university or college coursework
into his classroom teaching. The team
leader is an experienced teacher and in
moest cases has had teaching experience in
that school district,

Intern - The intern is an undergraduate or graduate
student who is participating for two years
in the Teacher Corps project.

LEA Coordinator Local achool district person who coordinates
the needs and requirements of the parti-
cipating local schoel district with those of
the Teacher Corps project.

Figure 1. Staff Roles and Descriptions at Local Teacher Corps Projects




Role

Job Description

Community Coordinator

The Teacher Corps staff person who over-
sees the full range of community activities
in which interns participate. A ''grass-

roots' person, he advises project members

on possible community involvement.

University Instructor of
Interns

The professors who teach university or
college courses to interns. These courses
have frequently been redesigned to in-
corporate Teacher Corps principles of

teacher training.

Director of Teacher

Training at University

Has overall reaponsibility for the
elementary teacher education program in
the School of Education at the Institution
of Higher Education.

Dean of the School of Adrainistrator

Education

Superintendent of Schools Superintendent

of Cooperating School

District !

!

Principal of Cooperating Principal i
School i
Cooperating Teacher Teacher

Figure 1.

(Continued)




every project also had assistance from community persons, public
school staff, and univ..:ity persons, who often volunteer their services.

3. Othuer Studies of Teacher Corgs

Several other studies of Teacher Corps preceded this one,
though none of the previous studies attempted a comprehensive assess-
ment of the impact of Teacher Corps projects on the teaching behavior
of interns or on their pupils.

One previous study was an in-house evaluation that was begun~--
but not completed--by the Teacher Corps/Washington office. External
evaluations of Teacher Corps projects have been conducted by Resource
Management Corporation (RMC) (two studies), the Teacher Education
and Professional Standards Commission (TEPS), Harvard University,
the General Accounting Office (GAO), and by Abt Associates.

The RMC studies! inciluded a one-year impact study of Fourth Cycle
projects, to determine Teacher Corps’! success in. achieving its stated
goals as outlined by the National Office of Teacher Corps. A related
study by RMC was a process evaluation study of nine programs in the
Bureau of Education and Professional Development. One of the nine pro=-
grams studied was Teacher Corps. .

The TEPS study was funded by the Ford Foundation and conducted
by Dr. Ronald Corwin of Ohio State University. This study evaluated
Teacher Corps projects as a strategy for changing colleges of teacher
education. (Note that the impact of Teacher Corps projects on institutions
of higher education is one of the foci of the present study.) A report on

gesource Management Corporation, An Assessment of Teacher Corps,
Volumes 1, 2, 3, and 5, Bethesda, Maryland, 1970,

10




the study, recently published in book form by Wileyl, describes the
study's comprehensive survey of ten uziversities and 42 schools. It
examined the feasibility of changing organizations, e.g., through Teacher
Corps innovations; how educational reforms might be achieved through
changes in some elements of the educa:ional system; and the role that the
government might play in effecting such change.

The study made by the GAO was a cursory cross-cycle assessment
of seven programs that included first- and second-~cycle intern graduates.
The study sought to determine answers to two Primary questions: (1) whether
the program strengthened educational opportunities of low-income children,
and (2) whether the program broadened teacher preparation programs at
the institutions of higher education. 2 Data for this study were obtained pri-
raarily through mailed questionnaires,

A descriptive evaluation of Teacher Corps was completed in 1971 by
Harvard University's Center for Educational Policy Research, under a
contract with the National Advisory Council on Educational Professions
Development. Teacher Corps was examined in one chapter of the study,
entitled "The Teacher Corps: A Case Study in Evaluation.' The chapter
chronologued Teacher Corps history from its inception to the present
and related this history to the evaluation policy and practice of National
Teacher Corps and the Bureau of Education Professions Development
(BEPD).

The study by Abt Associate53 also focused on institutional change,
The study prepared a series of case studies of selected programs supported
by the National Center for Improvement of Educational Systems. The

1C‘orwin. Ronald G. Reform and Organizational Survival, The Teacher

Corps as an Instrument of Educational Change. John Wiley & Sons, Inc.,
1973.

2C}eneral Accounting Office, Reports on Reviews of the Teacher Corps
Prqgram at Selected Universities and Local Educational Agencies. Report
series B-164031(8), issued in 5 parts,

3 . :
Abt Associates, Inc. Innovation and Change: A Study of Strategies in

Selcﬁcted If‘rojects Supported by the National Center for the Improvement
of Educational Systems. ( 5vols, ) Report No. AAl-72-87. Cambridge, Mass. :
Abt Associates, Inc.




projects chosen for study were drawn from the Teacher Corps program,
the Career Opportunities Program, and programs in School Personnel
Utilization. Vocational Education, Early Childhood, Special Education,
Educational Leadership, and Training of Teacher Trainers. In addition
to the case studies, the Abt study included a quantitative data analysis
based on variables derived from the case studies. The study assessed the
impact of the selected projects within programs, their notable character-
istics, and problems, as well as other issues and characteristics found
to be significant in the impact and accomplishment of each project. In
particular, the study reviewed planning and operating strategies that were
ocing used in successful projects, so that successful strategies could be
considered for adoption by other programs.

While none of the studies described above contained all of the
elements of the present study, all were useful in providing background
information and suggestions for the conduct of the present study. The

PTTA staff found it useful to review the purposes and methodologies used
" in these several studies, both in terms of materials and teéhniques that
might be helpful, and in terms of avoiding overlap with previous efforts.
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B. Schedule of Activities for Phase 1

The rescarch design called for a preliminary data gathering effort
e.rly in the first year and a major data collection several months later.
L ata collection was to be accomplished through two visits to each Teacher
C. rps site in the study, one :nthe Fall and one in the Spring. The time
scheduie for Phase [ is shown in Figure 2.

Fall dati collection was conducted in October, 1973, and had three

goals:
™ To provide information that would facilitate the development
of instruments for the Spring data collection,
) To provide data that could be used to draw a sample of intesns
for the Spring data collection, and
[ To become familitr with Teacher Corps projects' operations,

staffing, and other f{eatures of the project.

The Fail data collection included in-depth visits at 9 of the 20 sites
to interview the project director and other staff members, and to have
all interns complete a questionnaire. At the remaining 11 sites, the
intern questionnaire was administered but no interviews were conducted.
Preliminary work was done on the development of variables for the Spring
data collection instruments prior to the Fall data collection. After the
¥all visits, the instruments were developed and tested for use in the Spring.

The major data-collection effort was conducted in March and April
of 1873, The purpose of this visit was to obtain all of the project-des-
criptive data and intern exit characteristics that would be used in the
Phase I analysis. The data were collected through self-administered
questionnaires, interviews, and classroom observation of the interns
sampicd. |

I'ollowing Spring data ‘:oll¢zction, the open-end interview questions
were coded and all data were prepared for computer analysis. Intern
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background variables, Teacher Corps program variables, and intern
exit variables were each factor analyzed. By reducing the number of
variables, the factor analyses helpei identify overall trends in the data.

C. Constraints

Fhase I of the study was conducted within several constraints.
These constraints imposed some limitations on the study in various ways,
and made it impossible to conduct all of the kinds of comparisons and
analyses that might be thought desirable

First the study began after the sixth- cycle interns entered the
program; it was not therefore possible to gather information on each
intern's pre-entry skills and attitudes. The study, therefore, had to
rely on large-sample regression analysis rather than use a quasi-
experimental research design., Comparisons of teacher-training methods
were also hampered by the lack of a control group for each site. While
it was possible to compare teacher-training effectiveness among sites,
the lack of such groups prevented comparisons between Teacher Corps'
teachers and regularly trained teachers at a given site across sites,
Some difficulty was also posed by interns' schedules, which had to encom-
Pass university coursework, practice teaching, and after-school work
with students and in the community. This heavy schedule, sometimes
complicated by university exams or other special events, made it
difficult for PTTA to gather data conveniently. The scheduling problem
put an added constraint on the field interviewers, whose time at each
site was lLumited.

A decision that was made at the outset of the study placed a further
constraint in the research design. The issue concerned the nature of
the classroom-observations under normal, rather than contrived,
situations, This decision was made because the focusg of the study is
on the natural,usual way in which interns conduct classes rather than
on their capabilities in contrived situations. It was not only desirable to
observe the actual intern teaching behavior to meet the goals of Phase I
of the study--it was essential that the interns' actual teaching behavior
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was observed so that the resultant pupil learning could be measured in
Phase 1il.

The need to observe in a natural sitaation posed a serious con-
straint: it was not possible to establish commonality among classrooms
under obeervation. Thus, there were variations among classes in terms
of lesson activities, class size, classroom environment, and other
factors. The need to observe the intern in a natural classroom situation
also posed a time problem.

Fiaally, the research design was based on the assumption that
each project sought to develop the same teaching skills. The differences
between projects were, theoretically, thought to be differences inthe
programs they carried out or differences in ''contexts' in which the
training took place. Given this assumption, the differences could also
have been in the characteristics of interns prior to training. The study
examined different means that projects used to accomplish the same
ends. In reality, however, projects did not always strive for similar
teaching skills, nor did they all emphasize teacher training to the same
extent. The reader should keep in mind that this study examined only
teaching skills that projects had in common. As opposed to other goals
Teacher Corps projects had, this study only examined teacher training
and institutional change at the IHE.

16



III. PHASE I METHODOLOGV

A. General Procedures

1. An Introduction to the Metlxodological Approach

Phase I of the study focuses on the relationship between intern
background characteristics, Teacher Corps program characteristics and
intern exit characteristics. The basic purpose of Phase I has been the
generation of hypotheses that could be pursued in Phase II.

Data were collected at 20 Sixth-Cycle Teacher Corps projects. The
20 projects represent all Sixth-Cycle projects that prepared elementary
school teachers. Data about the training program at each site were
obtained by interview and questionnaire. Data about the intern exit char-
acteristics were obtained from a 50 percent stratified random sample of
interns, To compensate for intern attrition, an additional 10 percent of
the interns were included in the sample, totaling 60 percent of the interns.

Interns were stratified by sex and ethnic groups, which resclted in
eight groups (cells) of interns. A 60 percent sample was drawn from
each cell. Notice that the interns were not sampled by project.

Data about the exit characteristics of interns were gathored in
several ways. Each intern was observed in a teaching situation by a
PTTA representative trained in the use of the classroom observation instru=-
ments. 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
insight into how the intern prepared lessons, diagnosed pupil needs and
evaluated pupil performance. Additional information was gathered from
interns and their .eam leader by means of several questionnaires.

A tremendous amount of data about programs and exit characteris-
tics were gathered., To aid in the identification of overall trends between
intern background, program and exit characteristics, each of the three
sets of data were factor analyzed. Following this, the initial examination
of trends between intern background, program and exit factors was carried
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out by means of several canonical co 'relations. The canonical corre~
lations identified a small number of rrogram and backgzround factors that
were related to one or several exit factors. A secondary analysis, using
analysis of variance and multiple regression, clarified the trends among
sets of data.

Data about intern background, program and exit characteristics
were also used for descriptive purposes. KEach set of factors was studied
with special attention given to patterns of correlation among factors.

Finally, the impact of the Teacher Corps project on the regular
elementary teacher education programs at the cooperating institution of
higher education (IHE) was studied. The focus of this effort wzs on the
implementation of competency-based teacher education in the regular

teacher education program.

2. Selection and Description of the Sample

a. Selection and Notification of Sites

The Teacher Corps projects included in Phase 1 of this
study are Sixth-Cycle projects that prepare elementary school teachers.
Projects Jrom other cycles were excluded because of the difficulty of
comparing px;ojects that terminate their two-year programs at the end
of different fiscal years. Conducting Phase II of this study (comparing
first-year teachers) would be especially difficult if Teacher Corps proj-
ects from several cycles were included in the study.

Teacher Corps projects that prepare junior high school and high
school teachers were also excluded because:

° Secondary school projects comprise a small percentage of

Sixth-Cycle projects.

] The use of secondary school projects would necessitate the
development of entirely different instruments to measure

secondary school teacher behavior and pupil learning.

o Secondary school projects would be difficult to compare with
elementary school programs, either in Phase I or Phase II.
In this regard, the desired teacher behaviors are different,
as are the school environments and desired pupil outcomes

teachers seek tc bring about.
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In addition, two special kinds of elementary school projects were
excluded: projects that prepare teachers for correctional institutions
and projects serving American-Indian populations. Projects connected
with correctional institutions differ dramatically from other projects
both in terms of progrz:n characteristics and desired intern-exit charac-
teristics. Projects serving American-Indian populations would have
created tremendous logistics problems for this study. In summary,
Teacher Corps projects included in the study (N=20) are all Sixth-Cycle
projects that serve elementary school populations but are rol in correc-

tional institutions or American-Indian projects.

b. Selection of Respondents

(1) Program Variable Respondents

Eleven role g:roups participated as respondents to

program variable instruments. In each case, except for the interns, the
purpose of the sampling was to provide an estimate of the typical situation
at each Teacher Corps project.

The eleven role groups that were involved were the following:

Dean, school of ¢ducation
University instructors

Project director

Program development specialist
Community coordinator

LEA coordinator

Team leaders

Interns

Superintendent of schools
Principals of cooperating schools

Teachers at cooperating schools
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A list of the respondent groups and a description of their respective roles
was contained in Figure | . The sampling procedure and its correspond-
ing rationale varies slightly for different role groups; the different
respondent- sampling methods are as follows:

e Dean, School of Education, Project Director, Program

Development Specialist, Lea Coordinator, Community
Coordinator

Typically, there is one individual in each of these role groups

at a project, and one was selected at each. Where there were
two or three in any of these categories, all were selected; where
there were more than three, three were selected randomly.

e Team Leaders, Superintendent of Cooperating School
Districts, Principals of Cooperating Schools

. All of these individuals, or their designee, were selected in
each project.

P University Instructors

At each aroject, approximately twenty instructors would

bave been involved in the project over the course of the two
years. For each project, five instructors were randomly
selected to be respondents to cur program variable instrument.

) Interns

The selection of interns is discussed at length in the following
section concerning exit variable respondents.

e Teachers at Cooperating Schools

Three teachers at each of the cooperating schools were
selectud as respondents for the study.

(2) [Exit Variable Respondents

Most of the information about the interns' teaching
skills and attitudes was obtained from the interns themselves. This infor-
mation was obtained by means of observation of the intern's teaching, an
interview, a questionnaire and several attitude tests. In addition, the
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team leaders rated certain of the interns' teaching competencies. Each
of the team leaders at a project had worked closely with a group of six
to seven interns throughout the two year life of the project. For each
intern included in this Study, only his respective team leader rated his
teaching competence.

The total population of interns at the twenty Teacher Corps projects
is 669. For purposes of this study, a 50 percent sample plus a 10 percent
oversampie was drawn; hence, data was sought on 60 percent of the popu-
lation of interns.

A stratified sample was used. The critical data analysis to which
the sampling plan relates was one that involves analysis by an intern's
sex and ethnic group. Ethnic group, in this case *Black," Chicano,"
*White," or "Other," had been shown to be the most important personal
background variable in teacher effectiveness research. Sex group had
not been a critical variable but sex group interacting with ethnic group
was a critical consideration in this data analysis. For these reasons
Sex-group and ethnic group were selected as the stratifying variables.

It was important to be able to generalize to each of the eight popu-
lations defined by the four ethnic group categories times the two sex
group categories. The sample consisted of a 60 percent random sample
within each of the eight sex-ethnic groups. This allowed PTTA to determine
the typical exit characteristic score for each of the eight sex-ethnic cate-
gories. It also allowed PTTA to determine which program characteristics
are associated with successful or unsuccessful performance on an exit
characteristic when sex-ethnic group characteristics are held constant.

Qf the theoretical sample of 402 interns, data were collected on 360
interns. The attrition was due to several factors: interns were too busy
completing papers or preparing for final exams; interns weren't teaching
classcs any more or had completed, and departed from the program; and
interns refused to participate in the Study. Interns lost from the sample
were not concentrated in any ethnic group nor did they appear to represent
any particular sampling bias.
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(3) Institutional Change Respondents

There are two types of respondents to institutional
change instruments: Teacher Corps project directors and IHE personnel.
Because each project has only one director, there was no selection prob-
lem in choosing the project director.

Within the IHE, the Dean of the School of Education was selected as
was the person who had overall responsibility for the elementary teacher
education program. In some cases this second person was the director
of teacher education, in some cases it was the chairman of the elementary
education department.

In addition two professors were selected randomly from the pool of
professors who (a) had served as instructors of Teacher Corps interns,
and (b) were members of the School of Education faculty. These criteria
excluded Teacher Corps instructors who were not members of the School
of Education faculty. These two professors were in a good position to
know the goals of the Teacher Corps project, its persounel, and the im-
pact it has had on the school of education. No claim is made that these
two professors are representative of faculty opinion at the IHE. Espe-
cially in larger institutions, many faculty members may know little or
nothing of Teacher Corps.

3, Data Collection Instruments

The data collection instruments for Phase I of the study

covered four sets of variables:

° Intern background characteristics;

o Teacher Corps program characteristics:

® Intern exit characteristics;

) Influence of Teacher Corps project on regular teacher

education program variables,

In the following paragraphs, each of the instruments is briefly described.
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a. Intern Questionnaire for Fall Interview

This instrument was administered to all interns in the
target population so that a stratified sample could be selected. It elicited
background characteristics that would later be correlated with certain
teaching skills, attitudes, and knowledge that would be gathered in the
major data collection effort in the Spring.

The kinds of data that were requested in this instrument were back-
ground, as opposed to entry characteristi¢s. The information requested
included:

° Deraographic variables--age, sex, ethnic background, marital
status, extent of parents' education, and native language;

° Prior formal education;

e Prior occupations and experiences that may relate to
teaching;

° Reasons for joining Teacher Corps (as currently per ceived);

° Probable occupation or endeavor had trainee not joined

Teacher Corps (as currently perceived);

° Features of Teacher Corps that attracted the intern (as car-
rently perceived).

In addition to the questionnaire, two guides were used for interview and

discussion; these are not described here.

b. Instruments Used in Spring Data Collection

The instruments that were used in the major data.

collection phase can be divided into three general categories:

. Instruments that measured program variables;
. Instruments that measured exit variables;
® Instruments (or portions of instruments) that measured in-

stitutional change.
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(1) Program -Variable Instrumengs

Eleven program-variable instruments were used
in the evaluation effort. Data gathered on these instruments provided
information about such crucial variables as the characteristics of the
cooperating institutions of higher education and the local school districts
in which the projects were located; the orientation of the project training
staff; the nature of interns' academic, community, and field-based ex-
periences; and the nature of decision-making and evaluative mechanisms
within projects.

A set of program -variable categories was developed early in the
Fall of 1972 by the PTTA project staff. Four perspectives about the
impact of a Teacher Corps program on intern exit characteristics were
used in identifying these program variable categories, These perspac-
tives were:

. Aspects of a training program that probably relate to the
development of certain teacher competencies:

o Negative factors impinging on the success of the training
program, thus inhibiting the development of competencies:

o Alternatives to the training program per se that are plausible
explanations of the development of teacher competencies
during the two-year life of the training program; and

° Descriptions of important "contexts" surrounding the opera-
tion of the project. These would include administrative
hierarchies and demographic characteristics of the <ommunity,
local schoel district and institutions of higher education.

Each of the perspectives suggested research questions which, in
turn, suggested important program variables to be studied. The program
variable categories are listed in Figure 3. They formed the conceptual
framework for the development of preliminary data collection instruments
conaucted in the Fall. The Fall data collection provided the staff with insights
into questions that might yield useful information. The program variable
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categories as listed in Figure 3 form the conceptual framework for the
development of preliminarv data collection instruments. Other useful
information was provided by the Fall data collection. Based onthe
results of data collected in the Fall, as well as expert opinioﬁ of con-
sultants, the categories werc revised and the new list provided the
framework for the current set of program variable instruments.

A large number of program variables were included in the study,
because Phase i has been an exploration of the many possible relation-
ships between program and exit variables. The list of categories and
specific factors within each category is provided in Volume IIL.

Program variable information was collected by means of question-
naires and interviews. Instruments were administered to the project
director, program development specialist, team leaders, commumty
coordinators, LEA coordinators, cooperating teachers and principals at
local schools where the interns were teaching, university instructors
of interns, the Dean of the university's school of education, and the
superintendent of the cooperating school district. The role and job
description of each of these program-instrument respondents are given
earlier, in Figure 1, Chapter II. Information was needed from this
broad range of role groups for several reasons:

Each of the instruments below is either a questionnaire or a com-
!ina.tion of questionnaire and interview. Interviews and questionnaires

were used for some respondents because interviews were needed to:

® Obtain information about complex issues where questionnaires
can't provide for all alternatives; and

e Obtain information about sensitive issues where the feelings
of the respondent need to be explored.

A description of each program variable instrument is as follows:

(a) Project Director Questionnaire and Interview

Schedule. This questionnaire asked the project director about the general
characteristics of his project site, of the cooperating institution of higher
education, and of the local school district in which his project operated.

His perceptions of project goals were elicited, as well as data about the
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staff, recruitment of interns, and other project-related information. The
interview schedule asked for information about the nature of the competency-

-

based teacher education program implemented at the site.

(b) Program Development Specialist Question~

naire and Interview Schedule. The questionnaire portion of this instru-

ment asked about the development and presentation of coursework to
project interns with emphasis on the implementation of competency-based
teacher education. Items also included the amount of influence that
various individuals and groups have had on project decisions.

The interview schedule focused on information about ongoing
formal and informal evaluation of the project and the nature of the
competency-based teacher educatior program that was implemented at
the site.

(c) Team Leader Questionnaire and Interview
Schedule. The questionnaire pertion of this instrument sought informa-
tion about the background and experiences of team leaders in the project,
as well as about the training, both instructional and practical, that

interns receive in the program. The questionnaire also requested in-
formation about the cooperating school-setting in which the intern worked
and about the community component of the project.

The interview schedule asked the team leader for definition of
his role within the project. Other items included questions about
the supportiveness of the program for interns and the ability of the interns
to bring change to the schools in which they worked. |

(d) Intern Questionnaire L This instrument

sought to assess the intern's general impressions and experiences within
the project from initial contact, recruitment and selection, through
academic coursework to field-based and community experiences. Each
component of the program was dealt with separately from university
training to the climate of the Cooperating school and community, The
instrument also elicited the intern's perceptions as to his ability to bx ing
change to the public schools, as well as his impressions of the decision-
making mechanisms within the project.
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(e) Community Coordinator Questionnaire and
———‘—_-———-—————-—_—-..._____

Interview Schedule. The questionnaire portion of this instrument asked :

about the recruitment and selection of interns, decision-making in the
cooperating schools, and particularly, about the community experience
an intern receives as part of the program.

The iterns of the interview schedule focused upon the community
coordinator's definition of his own role within the project and upon how
the project had conceptualized the notion of "community. "

(£) LEA (Local Education Apency Coordinator
Questionnaire and Interview Schedule. This instrument requested in-

formation in the questionnaire about the degree of innovation in the
cooperating schools as well as the kinds of decision-making processes
that occurred there. The interview schedule portion of the instrument
sought to assess the LEA coordinator's initial involvement with Teacher
Corps and his feélings about his role within the project.

(g) Cooperating Teacher Questionnaire and

Interview Schedule. Items in this questionnaire include the cooperating

teacher's experiences with Teacher Corps interns, the training that the
project provided to the cooperating teachers, the impact of the project
within the school, and the kinds of decision-making processes that took
place in the cooperating school.

The interview schedule asked the cooperating teacher about his role
within the §roject and his impressions of the interns' ability to bring

change to the public schools.
(h) Principal Questionnaire and Interview

Schedule. This instrument sought to find out from the principals of the
cooperating schools how these schoeols were chosen to participate in the
Teacher Corps program, the kind of training the program provided for
principals, and the characteristics of the cooperating school that the
principal heads.

The interview schedule portion of the instrument asked specifically
about the results of the decision to be involved with the project, as well
as the principal's impressions of the supportiveness of the school

environment.
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(3) Sup'erintendent of Schools Questionngivre
and Interview Schedule. The questionnaire portion of this instrument

was brief, including only short items such as the number of students in
the district, the annual per pupil expenditure for the district, and the
perceatage of pupils i.. the district that participate in Title I programs.

The interview schedule requested information about the hiring of
Teacher Corps graduates in the district at well as the superintendent's
general impression of Teacher Corps interns. Where the superintendent
was not available, a member of his staff was asked to respond,

().  University Instructor Questionnaire. Items
on this questionnaire ranged from information about the background ana
experience of university instructors of interns to the extent of implementa-
tion of competency-based teacher education within the instructional pro-
gram. The instrument focused especially upon data about the development
and training of interns through their university coursework, and included
questions about decision-making processes within the project as well.

(k) Dean, School of Education Questionnaire,

This instrument asked about the orientation of the university's school of
cducation, both with r'egard to faculty and to the regular teacher training
programs, It particularly requested information about the low income/
minority group focus that exists within school of cducation courses. The
instrument also included items about the degree of coeoperation between
the Teacher Corps project and other school of education programs, and
about the possible difficulties that were encountered due to differences
between these programs and Teacher Corps projects.

(2) Exit- Variable Instruments

Development of the instruments to assess exit
variables began with a study of the training goals commeon across the
20 Teacher Corps projects. A list of thesc goals was developed, based
on information {rom the Fall data collection and from other interviews
and documents. These goals formed the basis for the development of
exit variables.

29




A brief summary of the training goals is presented below,

® - Teacher Corps interns emphasize involvement in the school
and the community, using the broad resources of school and
community in teaching and gaining the support and involve-
ment of parents in the school.

° Interns are encouraged to use cooperative patterns of decision~
making, both as members of teaching teams and as teachers
involving pupils in learning decisions.

® Interns are encouraged to develop curriculum materials and
content that are realistic and relevant to minority-group
children.

® Interns are encouraged to develop high-quality affective rela-

tions with pupils, deve.oping rapport, using appropriate body
contact, and other means of communicating.

® Interns are encouraged to use competency-based instructional
techniques, (The definition of "competency-based instruction"
is given on p. 2.)

e Interns use innovative reading techniques and demonstrate a
real interest in pupil reading growth.
] Interns are given experience in inner-city school environ-

ments and are expected to gain an understanding of inner-city
problems and a competence to deal with these problems.

Variables for this study were derived from each of these training goals.
The goals themiselves were based on stated training goals of Teacher
Corps projects.

The approach used to measure exit variables combined a series of
different methods that complemented each other and yet had some deliberate
overlap. The Classroom Observation guide permitted observation of the
intern in his classroom environment, which provides useful visual records
of the intern's interaction with the class. Yet the instrument does not
allow recording of how the intern planned the lesson; it is, then, supple-
mented by the Reconstruction Interview, which records an intern's teaching~-
related activities over a week's time. Another form, the Team Leader
Rating Form, allows the team leader to rate the intern's abilities and
ways of working.
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In all, four instruments were used to measure exit variables.
Each is described below:

(a) Direct Classroom -QObse rvation Guide

This guide contains three sub=-parts:
a Classroom Checklist, an SRI Five Minute Interaction (FMI) Instrument,
and a Classroom Observation Instrument.

® Classroom Checklist

This instrument allows the observer to map the physical
setting in which the classroom work is conducted and to
describe how the work is conducted. The observer uses

the instrument to observe the number of groups of children
and to note whether the teacher is working with children and
what curriculum content area is being studied.

This instrument was developed by Stanford Research Institute
for a study of project Follow-Through. Because the instru-
ment was prepared for very young children, it was not
appropriate for all elementary school grades; for example,
some activities listed would not be enjoyed by older elemen-
tary-schoolers. It was revised accordingly, for use in this
study.

° The Five Minute Interaction

The FMI ("Five-Minute Interaction") is a carefully researched
instrument also developed by SRI for its study of project
Follow -Through,

Studies have shown that the inter-rater reliability using this
instrument is .82 when calculated as a percent of agreement
with two raters rating the same phenomena. SRI developnd
an intensive training program in the use of these two instru-
ments--the Classroom Checklist and the FMI--and the PTTA
staff members who administered the instruments all received
training by SRI personnel using their own training materials
and program.
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This instrument allows the observers to record the activity
in a classroom by measuring both non=-verbal and ve rbal
interaction in the time-span of five minutes. The obse rver
uses a code list divided into specific categories consisting
of people (e.g., teachers, students), activities (e.g.,
request, response, or comment), and kinds of behavior
(e.g., happy, sad, angry). Using these code categories
the observer is able to record the activity, who does it,

to whom the person does it, and how it is conducted. With
the use of this instrument it is possible to determine how
the teacher uses types of interaction in a classroom,
materials, etc.

e The Classroom | Qbse rvation Guide

This instrument was constructed to observe certain specific
teacher behaviors in the natural classroom setting using
rating scales that have been used separately in previous
research with high inter-rater reliability. Certain forms

of teache r-pupil interaction, the degree of responsibility and
freedom given pupils in classroom decisions and the ex-~
Plicitness of learning objectives were the major subjects of
the observation.

(b)  Guide for Reconstruction of Activitx_[nterview

There are two major parts to this instrument
which will afford empirical informatio: about the roles an intern plays
throughout his school-based experisnce. The first portion of the instru-
ment resembies a questionnaire upon which thz intern logged his general .
school and after-school activities for each day of his most recent teaching
week. The intern thus reconstructed his teaching day as well as his after=
school contact activities with parents and other community members.
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The second portion of the instrument is an interview schedule that
provides for in-depth probes into what the intern has entered in his written
reconstruction log. The instruments probe for data that assess
how well the intern diagnoses pupil learning needs, and particularly what
role he plays vis-a-vis parents and the community at large. Because '
the instrument does not ask for general responses (e. g., "How do you
diagnose pupil-learning needs ?") but asks the intern to describe an activity
e.g., diagnosis, as it was conducted in a specific situation on a specific
day, the instrument was shown to yield very useful information.

(c) Team Leaders

This instrument records team leaders'
assessr. *nts of interns teaching competencies and other school-related
activities. Items include rating the intarn on his effectiveness in inter-
acting with parents, on his ability to relate and communicate with low-
income children, on how effectively he diagnoses the learning needs of
children and on how he utlized school and community resources. The
instrument also seeks information about the intern's style of decision-
making with pupils in the classroom and other teachers, the amount of
responsibility or freedom given to pupils in making decisions, the extent
of development of new curriculum materials, and the extent to which an
intern formulates learning objectives and differentiates those objectives
for different children.

(3)  The Teacher Competence Self-Rating Form

This instrument is a set of 54 problems that were
identified by 250 experienced teachers as being common, critical problems
faced by inner-city teachers. The instrument was used in a national study
of inner-city teachers and teacher education for the Office of Economic
Opportunity. In this instrument, the 54 problems are listed and teachers
are asked to rate (1) the extent of the problem at their school; (2) their
own competence in coping with the problem; and (3) the source of that
competence, e.g., previous experience, teacher training program, or
personal qualities.
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The teachers in the OEO study were young teachers, most of whom
were in their first or second year of teaching. Approximately one-half
of the teachers were trained in experimental programs concerned with
preparing inner-city teachers. Several of the experimental programs
were Teacher Corps projects. The instrument, then, was suitable for

use with interns at the end of their two years of training.

(4) Institutiﬁnal—Chagge Instruments

Institutional change was a sec_ondary focus of this
phase of the study. The interest here is on the impact that projects have
had on the regular teacher-education program at the cooperating institution
of higher education (IHE). More specifically, the focus was on the impact
that the project has had on competency-based teacher education (see p. 2
for a definition).

There were two research questions developed to be explored in
terms of institutiona! change. The specific questions are listed in
Chapter II of this volume. The questions were translated into inter-
view guides: one that was incorporated into the project director's inter-
view, one that was used to interview the dean of the school of education,
and one that was used for interviews with two of the five university
instructors.

The interview had two sections: the segment administered to the
project director asked what long- and short-term changes ot the teacher
education program were attempted and what successes were achieved--
either by accident or by intent. The second segment, administered to
the dean, the project director, and two university instructors, asked
to what degree certain components were implemented into the teacher
training program. It then asked whether Teacher Corps had an impact
on the implementation of these components, and in what way.

34

]



4, Procedures for Data Collection

a. Fall Data Collection

There were two kinds of sites in the Fall: in~depth
sites (a sample of niue) and general sites (the remaining eleven).

The persons to be interviewed at in-depth sites, Sixth-Cycle interns,
project d'irectors, university instruectors, and other Teacher Corps staff
persons, were notified of the visit by letter. In addition, each director
was sent a kit describing the procedures., A telephone call to the director
shortly before the visit confirmed the visit schedule. A representative
group of staff members, instructors, and interns took part in group dis-
cussions and the project director was interviewed at the nine in-depth
sites; interns were given questionnaires at all sites.

Site visits to the in-depth sites we re made by two-man teams. The
vigits involved Project Director interviews, as well as a group discussion
with staff and intern representatives. Visits to the remaining sites, which
were made by one PTTA staff person, involved only administration of ques-
tionnaires to the interns.

All interviewers and facilitators were trained, They were given
information on the purpose of the study and the Teacher Corps program
as well.as on the instrmnents_, and they received role -playing exercises
and other kinds of practice in administering a group discussion. In addi-
tion, they conducted field tests of the instruments and received detajled
information of the specific sites that they were to visit.

b. Spring Data Collection

(1)  Notification of Respondents

For the major data-collection effort, in the
Spring, project directors were sent letters requesting that a local co-
ordinator be named to assist in making arrangements for the vigit to

. the sites. The coordinator at each site provided names, addresses, and
school locations, so that letters could be gent to respondents requesting
their varticipation. In addition, the coordinator set up appointments

for the gite-visit teams to meet with some of the key people at each gite-~
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for example, the superintendents, principals, and team leaders., The
local coordinator was paid a small honorarium by PTTA.

PT7 3 then sent letters to all of the persons who would be interviewed
during the site visit, to inform them about the study and ask their
cooperation.

(2) Training

' An extensive training session, conducted in nine
sessiuns, was conducted prior to the Spring data-collection effort. The
training lasted fourteen working days. The staff received orientation
sessions to learn about Teacher Corps and the goals of this study; train-
ing in the administration of all instruments; discussions of the logistics
involved in the site visits; practice using the instruments; and a seven-
- day training session in the use of the SRI Classroom Observation instru-
| ment. This SRI Classroom Observation program is a carefully developed
program that uses video-taping for the training and pre- and post-tests to
assure that observers have mastered the training. Such an extensive
training session is critical to ensure a high degree of skill and inter-rater
reliability in conducting the observations. The session was conducted by
three persons from SRI. The remaining training sessions were conducted
by PTTA personnel experienced in training field interview teams, with
assistance {rom directors of a local Teacher Corps project that was not
to be included in the actual field effort of this study.

(3) Field Visit Procedures

The site visits were conducted by four five-man
teams: two rotating "advance" persons, one team leader, and two class.-
room observers. One advance person set up the team's first site visit;
the other went out a week later to set up the team's second visit: the
first then set up the third visit, and so on. The advance person spent
two weeks at a site and the three other team members arrived at the
onset of the second week.

During the first week, the advance person made appeintments for
the remaining team members' second-week interviews, and gave out

questionnaires to the appropriate Teacher Corps, university, or school
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personnel and conducted classroom observations. During the second week,
team members conducted interviews and observed the interns in the class-
room, using the SRI Classroom Observation materials. Team members
met daily to discuss any difficulties in scheduling or securing question-
naires and to keep a tally of completed instruments. They also scanned
completed instruments while they were on site, to ensure that all instru-
ments had been properly and completely filled out.

Contact with the local coordinator was maintained, although the need
for his services diminished during the second week. It should be noted
that the local coordinator was extremely helpful and cooperative and his
help did much to ensurc a site visit that was smoothly and effectively
conducted, despite, in some cases, serious scheduling problems when a
great many’interns were in the project and many activities were going on
that made it difficult to complete the work in the allotted time.

As soon as a site visit was completed, all materials from that site

were either carried or mailed to the Los Angeles office for processing.
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B. The Analytic Appreach

PhaseIis a hypothesis-generating study; that is, it sought to gen-
erate a large number of tentative hypotheses rather than test a relatively
small number of hypotheses. A considerable amount of time was spent
in data collection and data reduction in Phase I. In contrast, Phase II
will be a hypothesis-testing study with considerably more time given to
data analysis and interpretation.

In Phase I, a considerable amount of quantified data was collected.
This information represented both a participant's rating of program char-
acteristics as well as objective descriptions of the project. The emphasis,
however, was on descriptive information. This was in keeping with another
aspect of the analytic approach, Effort was made to collect data of a type tha.
would be useful to a project director connected with some future teacher
training effort. To facilitate this, the study was focused on variables over
" which a coordinator of training could conceivably have some control.

Another aspect of the general analytical approach was a desire to
identify overall trends in the relationship of intern background, Teacher
Corps program and intern exit data, To accomplish this, a factor analysis
of background, progrim and exit data was performed.

The factor analysis was conducted in a way that would optimize
two somewhat divergent objectives. On the one hand, it was desirable
to reduce these data to as few factors as possible so as to lend power to
the analysis. On the other hand, it was desirable to insure that each
factor had a substantive as well ag an empirical identity. Consequently,
the factor analyses of program and exit data were performed within the
categories of variables described in Chapter II. A factor analysis was
performed on data from each of the 14 program categories of variables
and on each of the 7 training goals.

For both the program factors and the exit factors, most of the
factors were derived using an orthogonal rotation. In several cases
oblique rotations were used. Morever, for two program categories,
individual variables were used as "factors" in the analysis of trends
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because the derived factors were lacking in substantive meaning or
accounted for aninsufficient amount of the variance. In Volume I are
the factor loadings for background, program and exit factors. Factors
derived from obliquc rotations are labeled as are "factors'" which are,
in fact, only single variables.

It may be recalled from an earlier section of the report that the

central research questions for Phase I are as follows:

(1) What patterns of backgroﬁnd characteristics of Teacher

Corps interns can be identified?
\

(2)  What patterns of program characteristics of Teacher Corps
pProjects can be identified ?

(3)  What teaching performance or attitudes are constant among
interns (especially ones that exist despite differing project
and intern background characteristics)?

(4) To what extent do variations in interns’ teaching performances
or attitudes correspond to variations in program character-
istics and to combinations of intern hackground and program
characteristics?

(5)  To what extent have Teacher Corps projects had impact on
the implementation of competency-based teacher education
(CBTE) at host universities?

Question 1:  What patterns of background characteristics of Teacher
' Corps interns can be identified?

This question asks for a description of interns across the 20
pProjects. The interns were described in terms of 30 variables concerning:

o Demographic variables~--age, sex, ethnic background, mavrital
status, extent of parents' education, and native language;

) Prior formal education;
° Prior occupations and experiences that may relate to
teaching;
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Question 2: What patterns of program characteristics of Teacher Corps
projects can be identified ?

This question related to what program factors tended to be highly
intercorrelated. To examine this, we presented a table of the statistically
significant correlations among program factors. In the section following
this table, the most important of thege correlations are identified and
discussed. No attempt was made to identify exemplary projects, for
several reasons. First, the focus was on program features that influenced
exit characteristics, not on projects per se. Second, it is only in Phase II
that it is possible to validate certain program features as being important,
as they are related to pupil learning or growth. We sought to avoid our
recommendation of ideal programs prior to this validation process.
Question 3: What teaching performance or attitudes are constant among

interns (especially ones that exist despite diffe ring project
and intern background characteristics) ?

Two kinds of answers were obtained for this question. The first
answer was based on an examination of the correlations among exit char-
acteristics. For example, were the interns who were highly involved with
parents of their pupils the interns who tended to introduce a lot of ethni-
cally relevant curricula or to use community resources in their teaching?
An effort was made to identify general patterns of behavior among interns
and, by means of a study of correlations, to see if interns who excelled
or were deficient in one exit skill also excelled or were deficient in another
skill,

Anothe r kind of answer to Question 3was a study of whether exit
characteristics of interns were similar despite differences in program or
background characteristics. The approach to this question is discussed
in Question 4.

Question 4: To what extent do variations in intern's teaching performances
or attitudes correspond to variations in program character-

istics and to combinations of intern background and program
characteristics ?

The emphasis for this question was on identi fying important overall
trends. The question, as stated, lacked sufficient focus; consequently, a
set of specific questions were identified. These are:
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a. Are there any important trends in the program or background
factors that are most associated with exit factors?

b. What is the strength of relationship between background and
program factors as related to individual exit characteristics?

C, Are the strengths of relationship between background and
program factors as related to exit characieristics different
for black, chicano and white interns?

d. Do exit skill levels vary by ethnic group, or by whether the
project was a graduate or undergraduate project?

e. Do graduate and undergraduate projects differ on any of the
background or program factors most associated with differ-
ences in exit characteristics?

Question a:  Are there any important trends in the program or back-

ground factors that are most associated with exit
factors?

The first step in a.ns“'rering these questions was to perform several
canonical correlations as follows:

Data Basge 1 Data Base 2

® Background Factors | Exit Factors
e Program Factors Exit Factors

® Background and Exit Factors
Program Factors

Figure 4. Analysis Patterns for Canonical Correlations

The canonical correlation analysis resulted in a set of linear
combinations of one or more factors from Data Base 1 and one or
more factors from Data Base 2, each linear combination having a
specified correlation.
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Only 19 program or background factors were a part of a linear
combination with any one or several exit factors. This was true in the
initial examination of all combinations where the correlation between
Data Base | and Data Base 2 exceeded 0.5. Moreover, examination of
all other linear combinations revealed that only these same 19 program
or background factors were included.

In the canonical correlation involving background and program
factors against exit factors, the coméuter program could not accommodate
all the program factors; 5 factors were excluded. Consequently, in the
analysis of those program or background factors that were most closely
related to any exit factor, these 5 factors were added to the 19. In
addition, 4 background factors were included even though they did not
qualify based on the canonical correlation. It was necessary to insure that
these factors werc not associated with exit factors for all interns. It was
also desirable to assess the ability of background factors to predict exit
scores for black, chicano, or white interns. In total, then, 28 background
and program factors were included in the study of Questions b and ¢. The
The analytic approach to each specific question is discussed below.

Question b:  What is the strength of relationship between background

and program factors as related to individual exit
characteristics?

This question was answered by means of multiple linear regression.
Qf the 45 exit factors, 22 were selected for this analysis. The 22 were
selected primarily because they were judged to be the most important
exit skills. We wanted to have an adequate sample within each of the 7
training goal-exit categories. We also found that in several instances
factors were redundant. There were 3 factors that seemed to be tapping
the extent of implementation of ethnically relevant curriculum for children.
One factor was selected to represent thege. Another example of redundancy
were the 'contact' factors describing these contact situations. All were not
nceded, and thercfore @ sample was selected.

A secondary consideration was whether the exit factor was a part
of a linear combination with a correlation greater than 0.5. All 28 program
or background factors were used in each of the 22 multiple regressions.
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Question c:  Are the strengths of relationship between background and
Program factors as related to exit characteristics different
for black, chicano, and white interns?

The ethnic background of the intern was not one of the background
factors used in the canonical correlation. This question asks whether
Program factors were having a differential effect on black or chicano or

white interns as opposed to the other interns.

We picked six exit factors for in-depth study by selecting a factor
from each of the exit categories except Category 6, where only one factor,
hours per week teaching reading was created. In each case an attempt
was made to select a factor that was a good representative of the spirit
of the category., We only selected six for our in-depth study however,
because of time and resource constraints, Three multiple linear
regressions, one for each ethnic group, was performed using each of
these six exit factors.

Question d: Do exit skill levels vary by ethnic group, or by whether
the project was a graduate or undergraduate pProject?

This question focused on the relative effect of several variables on
the six exit factors used in Question c. The variables were the ethnic
group of the intern and whether the Project was a graduate or undergraduate
pProject. A two-way analysis of variance was used to answer this question,
Question e: Do graduate and undergraduate Projects differ on any of the

background or program factors most associated with
differences in exit characteristics?

Teacher Corps pProjects were primarily either graduate or under-
graduate projects; there were 10 of each type in the study. An important
policy question for the Teacher Corps is the relative effectiveness of
graduate and undergraduate interns. An equally important question is
whether graduate and undergraduate projects differed on important program
variables.

Differences in program features would be of interest even if exit
skills for interns from the two types of programs were not differont,
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It may be the case that undergraduate projects must follow a different
training procedure to achieve the same end. At a time when Federal
policy regarding teacher training is undergoing substantial change, it
would be important to know what programmatic effects were likely to
emerge or prove fruitful for pre-service teachers at the undergraduate
or graduate level. Note that this question paraliels Question ¢ which
probed whether interns of different ethnic groups were affected by
different aspects of a training program. '

Comparison of the pooled standard scores of graduates and under-
graduate programs were compared using a T-test. However, differences
of lesser magnitude than the usual significance levels were also of interest.
Consequently, differences that would occur by change less than 30 percent
of the time were examined and discussed.

Question 5: To what extent have Teacher Corps projects had impact on
the implementation of competency-based teacher education
(C3TE) at host yniversities?

The issue of institutional change has been increasingly prominent
in discussions of education today. The two best studies of Teacher Corps
to date have fucused on projects in their role as institutional change agents
rather than as trainers of teachers. ! This study focuses on the extent
that Teacher Corps projects have influenced the development of competency-
based teacher education (CBTE). As described earlier, CBTE is being

defined as follows:

* The specification of teacher competencies in the program--~
the extent to which the project has specified teacher compe-
tencies and corresponding assessment criteria.

. The individualization and personalization of the program--
the extent to which the project provided for differing learning
rates and styles and the extent to which trainees could share
in decisions about the kind of training they would receive as

well as support of their growth as persons,

1'I‘he Abt study and the Corwin study cited in Chapter II.
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) The field-centeredness of the program--the extent to which
the instruction of interns tyok place in school or community
settings and related to the realities of these situntions.

° The use of systems design and empirical data in the program--
the extent to which the traiiing program is systematic in inte-

grating curriculum clements and is data-dependent both in
monitoring intern progress and in program performance.

Having established the extent of influence, we could then examine the
patterns in the influence that Teacher Corps projects have had., This
aspect of the study focused on four questions pertaining to the implemen-
tation of CBTE at cooperating IHE's, These questions were:

1. To what extent has CBTE been iriplemented in the regular
elementary teacher training program at cooperating IHE's ?

2. To what extent has the Teacher Corps project influenced
this implementation?

3. Haes Teacher Corps influence been uniferm across all aspects
of CBTE or do noteworthy patterns of influence emerge?

4. What Teacher Corps program features are closely associated
with the extent of influence that a project has had on the
implementation of CBTE at the cocperating IHE?

The analytic approach to answering these questions is discussed

below.

Recall from the section on instrumentation that the extent to which
CBTE has been implemented in the regular elementary teacher education
pProgram was hased on the consensus of five raters - the dean, two uni-
versgity instructors, the chairman of the elementary teacher education
pProgram or his equivalent, and the project director. Ratinges were made
on a acale of 1-4, which had the following anchor points:

advanced implementation
partial implementation
in planning stage

not being considered

n

= N W
1]
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The consensus ratings for each aspect of CBTE were compared
against this standard to portray the extent of implementation of CBTE.

A consensus rating of the extent of Teacher Corps influence was
obtéined using data from these same five persons. The extent that
Teacher Corps has had influcnce was explored in terma of:

e The percentage of time that projects are reported to have
had influence.

) The correlations among the extent of influence and imple-
mentation of CBTE at cooperating IHE's.
The analysis explored the variety of ways that projects have had influence;
‘however, due to the complexity of this issue, the results are to be
primarily anecdotal in nature.

Finally, the relationship of Teacher Corps program features to the
extent of influence by projects was examined. The technique used here
was an analysis of correlations among program features and extent of
influence.
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1V. PHASE I RESULTS

A. Descriptive Findings
1. Intern Background Characteristics
a. The following presents the results of an analysis of

data pertaining to the background characteristics of 669 Teacher Corps
interns. These background data are basically composed of two categories
of variables: demographic characteristics, such as marital statua,
parents’ education, size of community raised in, etc.:; and significant
experiences prior to entry into Teacher Corp#, including educational
background, previous work in social service/ community projects, and
previous work with children. A copy of the questionnaire is included in
Volume II, giving the specific items used to measure this set of intern
background characteristics. This report will focus on the relationship
of these background characteristics to three basic intern variables:
ethnicity, sex, and the specific Teacher Corps site at which the intern

was located.
b. Site, Ethnicity, and Sex

. Table 1 gives the number of interns at each of the 20
sites and the breakdown within each site by the four ethnic groupings
used. A summary of the ethnic distribution of interns within projects
is provided in Table 2. The ethnic category "black” includes black
Africans who represent a sizeable portion of the University of Massa-~
chusetts interns. The category "chicapo" also includes two Puerto
Ricems;1 ne interns came from other Spanish surname groups. The
category "white" includes Appalachian whites at the East Tennessee
State Project. The category "other" includes orientals, eight Amerindians,
and other ethnic groups.

There are several noteworthy features of Tables 1 and 2. Black
interns are distributed rather evenly across all projects except three,
which are predominantly chicano. Chicano interns, however, are in
sizeable numbers at only six projects, two of which are almost

1This was done because there were only two and we considered them
most like chicanos, for purposes of our data analysis,
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exclusively chicano. Of the 669 interns, 44 percent are black, 33
percent are white, 16 percent are chicano, and 7 percent are from other
ethnic groups. Non-whites comprise two-thirds of the interns.

Table 1. Distribution of Interns by Ethnic Groups Across Projects

) i Project Name . ' Black | Chicano {wWhite |Other | Totals
Livingston University - Alabama 13 o .} 16 1 30
U. of the Pacific - California 15 11 1 10 37
San Diego State College ~ California 17 17 1l 1l 36
University of So. California - California 0 13 12 4 29
Adams State College ~ Colorade ! 0 21 3 1 25
Atlanta Conscortium - Georgia 26 0 10 0 36
Grambling College -~ Louisiana 22 o 7 b § 30
U. of Massachusetts - Massachusetts 23 0 15 1 39
Michigan State University - Michigan 14 14 11 2 41
U. of Nevada, Las Vegas - Nevada 5 2 15 i 29
Upsala Colliege - New Jersey 21 0 10 2 33
Syracuse University - New York 9 0 11 0 20
University of Toledo - Ohie | 1 2 o | 13 o | a7
Temple University - Pennsylvania 31 1 6 2 40
E. Tennessee State University - Tennegsee 4 0 46 1 51

{ Hougten University - Texas 16 o 13 1 39
U. of Texas at El Paso - Toxas 0 19 2 2 23
Norfolk State College - Virginia 21 0 9 0 30
Virginia Commonwealth - Virginia 14 0 15 1 30
University of washington - Washington 19 1 7 7 34

TCTALS 294 ) 108* 223 44 669
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Table 2. Summary of Intern Distributions within Projects

Project Racial Makeup
Grambling Collegev - Predominantly black !
Temple University Predomimntlyvglack
Norfolk State College - Pradun;;n;mly black
Atlanta Consortium Predominantly black
Adams State ) Predominantly chicano
Univeresity of Texas, El Paso Predominantly chicano
East Tennessee State Predominantly white
University of Massachusetts Fairly even black-white aplit
Syracuse University Fairly even black-whito split
Livingaton University Fairly even black-white split
Upeala College o Fairly even black-white split
University of Toledo Fairly even black-white split
Virginia Consortium Fairly even black-white split
San Disgo State College Fairly even black-chicano split
University of Southern California | Fairly even chicano-white split
Univerasity of the Pacific Proportioned among hlacks,

chicanos, and others '
University of Nevuda:t Proportioned among blacks,
Las Vegas whites, and others
University of Washington Proportioned among blacks,
whites, and others
Michigan State Univeuityw Proportioned among blacks,
chicanos and whites
University of Houston Proportioned among blacks,
chicanos, and whites

lBy ''predominantly” we mean over 60 percent. .

By "proportioned'’' we mean some interns from each of the races listed
with no one race predominant. S
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Table 3 shows the distributionof interns by sex for each project
and Table 4 shows the relationship between ethnicity and sex.

Table 3. Distribution of Interns by Sex Acrces Frojects

Project Name m::::f m;:::;e:f Totals
Livingston University - Alabama 22 8 - 30
U. of the Pacific -~ California 20 17 37
San Diego State College -~ California 14 22 36
University of So. California - California 18 ' 11 29
Adams State College ~ Colorado 16 9 a5
Atlanta Consortium - Georgia 4 32 36
Grambling College -~ Louisiana 4 26 30
U. of Massachusetts - Massachusetts 24 15 39
Michigan State University - Michigan 16 " 28 a1
U. of Nevada, Las Vegas - Nevada 13 16 29
Upsala College - New Jersey a 25 k ]
Syracuse University - New York 7 13 20

' University of Toledo - Ohio 13 24 37
Tesple University - Pennsylvania 12 28 40
E. Tennessee State University - Tennassee a7 24 51
Houston University ~ Texas 19 20 39
U. of Texas at El Paso - Texas 17 6 a3
Norfolk state College ~ Virginia 11 19 30
Virginia Comonwealth - vVirginia 10 20 k1)
University of washington - washington 17 17 M
 toraLs 292 377 669

50



Table 4. Sex of Interns, by Race

Sex
Ethnic Group Male Female Total
Black 91 203 294
Chicano 66 42 108
White 111 112 223
Other : 24 20 44
Total 292 377 669

Across all interns, 56 percent are female. However, among black
interns there is a significantly higher proportion of females (69 percent),
while among chicanos there is a substantially higher percentage of males
(61 percent). Thus the sex ratio differences among sites in Table 3 |
are largely a reflection of the ethnic distribution at that site, i.e., sites
with high proportions of blacks tend to have higher proportions of females,
~ and those with substantial numbers of chicanos have a higher percentage
of maies.!

C. Demographic Characteristics

Intern demographic characteristics are shown in
Tables 5 and 6. While half of the interns are at an age when most
students are in a graduate program, it is interesting that there is also a
high number of interns in the 30+ age bracket, which suggests that Teacher
Corps is providing new occupations for persons who have been out of
school for some time.

I The one significant departure from this pattern is at Livingston. The
ethnic distribution at this site shows roughly a 50-50 split between blacks
and whites; thus we would predict that there would be somewhat more
females than males on the basis of the above sex-ethnicity interrelationship.
However, we find that 78 percent of the interns at Livingston are males.

We do not know how to account for this.
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Table 5. Intern Background Characteristics

Characteristic Distribution Percent

Age 18-21 10%
22-25 52%
26-29 15%
30 and Over 33%

Marital Status at Married 38%

Time of Entry Single 55%
Separated, Divorced, 7%
Widowed

Present Marital Married 49%

Status Single 43%
Separated, Divorced, 8%
Widowed

Size of Community Under 25, 000 30%

in Which Intern Raised Between 25, 000 and 28%
100, 000
Over 100, 000 42%
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Table 6. Years of Schooling of Interns' Parents

Parent Schooling Years Percent

Fathers of Interas 8 years' schooling or 32%
less
1-3 years' high school 13%
4 years' high school 25%
1-3 years' college 14%
4 or more years' college 17%
Average Years of
Schooling: 11.0

Mothers of Interns 8 years' schooling or 22%
less
1-3 years' high school 16%
4 years' high school 31%
1-3 years college 16%
4 or more years' college - 15%

Average Years of
Schooling: 11.4
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Data showing yvears of schooling of interns' parents reveal geveral
interesting findings:

° A fairly high percentage of parents had no more than eight
years' schooling. It is eacouraging that their children have
been able to achieve higher levels;

° Mothers have a higher level of schooling than do fathers.
This is in keeping with education patterns in low-income
groups, where women often have more education than men;

° On the average, interns' parents completed less than a high-
school education. We can conclude that interns came from
families that are relatively disadvantaged, in comparison
with other parents of the same age.

d. Intern Educational Background

Next, we will examine the educational background of
the interns. The findings are shown in Table 7. A sizeable minority
of students have more years of schocling than are minimally required
for admission to 2 Teacher Corps program. Of interns entering under-
graduate programs, approximately 60 percent had the equivalent of two
years' college and 40 percent had three years of college. For graduate
programs, a similar proportion had five years of college or more. While
this may reflect an uncertainty in the career plans of interns, it could
also reflect a desire on the part of projects to recruit interns who have
already completed some of the required courses (or their equivalent)
thus easing the credit load burden on interns or increasing the flexibility
of the academic work for interns.

One-third of the interns reported that they had attended college on a
part-time basis, most often in order to support themselves. About 76
percent of them had attended a public college, while 15 percent had gone
to a private college, and 9 percent had attended both types of schools.

Slightly half of the interns had not received a college degree.

This parallels the fact that 10 of the 20 projects were undergraduate
projects.
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Table 7. Intern Educational Background

Background Years Percent

Years of College 5 or more years 17%
4 years 31%
3 years 22 %
2 years 30%

College Degrees Advanced degree 1 Intern
Bachelor's aegree 47%
No degree _ 53%

Majors Social sciences 41%
Humanities/fine arts 27%
Education 12%
Physical/biology sciences 7%
Other fields 12%

- -t
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It is interesting to note that, while few had majored in education,
8 percent of the interns had received some type of teacher certification
prior to entering Teacher Corps. We found this unusual, since Teacher
Corps entrance requirements stipulate that interns not have a strong
background in education. '

e, Relevant Work Experience

As a final set of intern entry characteristics we have
the interns' own report of the types and amount of work experience they
had in the community and with children prior to entry irto Teacher Corps.
Approxirnately 68 percent of the interns said they had some experience
working in a social service capacity in a low-income or minority com-
munity. Of these:

° 31 percent had two or more years' experience;
® 31 percent had worked for 1 to 2 years;

° 37 percent had less than | years' experience or worked only
during summers.

The types of community work in which interns had experience

rincluded the following: ¢
® Group \'wo.rllc-.-‘io percent
) Counseling--26 percent
° Providing transportation--18 percent
e Organizing resgidents--15 percent
[ Clerical work .n community--15 percent
® Program development--19 percent
() Administrative experience-~-13 percent
[ Social service~--23 percent

(Note that totals equal more than 100 percent since many interns had
experience in several types of community work. )
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As these lists show, many--if not most--of the interns had com-
munity work experi'ence, and most of their experiences bear directly
on the kinds of work that they later encountered in the school setting., It
might be safe to say that some of them had gained from their community
work a preparation for their teaching expericnce.

A great proportion of the interns (38 percent) had experience
working with children before they entered the Teacher Corps program.
Among these interns, 4! percent had worked with preschool children, 78
percent with elementary-school-age children, 53 percent with junior high
school children, and 33 percent with senior high students. The most
common type of experience in working with children was in recreational
activities--59 percent of the interns who had worked with children had

experience in this area. Almost half (49 percent) of these interns had
tutoring experience with children, and 39 percent had 'cla.ssroom teaching
experience before entering Teacher Corps. Also, 27 percent had engaged
in counseling activities with children, and 20 percent had other types of
experience wofking with children. This suggests that the interns'
eéxposure to children prior to Teacher Corps influenced their decision to
choose teaching as a career,

£. Relationshies Between Background Characteristics
and Variab'tlfs ) -

Site-Related Factors. Now we turn to an examination of the relation~

ship between the intern background characteristicg and experiences; and the
variables of the site, sex, and ethnicity, A large part of the relationship
between age of interns and Project is a function of whether it is a grad-
uate or undergraduate Project., Thus in general the graduate projects
have older interns. However, the reverse is not consistently true. There
is considerable variation among the undergraduate Projects in terms of
the age distribution of their interns. For example, Upsala, an under-
graduate project, has the highest proportion (36 percent) of interns 30
years and older among all sites, undergraduate and graduate. Thus
there may be other age-linked selection criteria or the difference may
simply be one of chance.

In examining the rest of the intern entry characteristics, we find
that most of the observed relationships with site are more adequately
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‘explained by the relationship between these variables and sex and ethnicity,
and are thus primarily a function of the differential sex and ethnic dis~
tribution at the various sites, as discussed above. Therefore, we now
turn to a more detailed consideration of the relationship between sex and
ethnicity and other background cha racteristics.

Ethnicity. In Table 8 we see the relationship beiween ethnicity
and age. Here we find that blacks and "other' ethnic categories tend to
have a more widely dispersed age distribution, with higher proportions
in both the youngest (18-~21) and oldest (30 and over) age categories,
Chicanos and whites, on the other hand, tend to cluster more in the
middle age groupings (22-25 and 26-29). Language spoken, both now
and as a child, is, not surprisingly, almost totally a function of ethnic
group. However, we do find that sizeable minorities of the non-chicano
groups have learned to speak Spanish (see Table 9). Similarly, "street
language" spoken or understood is primarily a function of ethnicity
(Table 10). We asked interns about: (1) languages and dialects, and (2)
street language, by which we mean unusual vocabularly and sentence
patterns that are understood in inner-city areas. (See Volume II, Part 1,
pP. II-o, for the actual question. )

The size of the area in which the intern was raised is only weakly
related to his ethnic group. We do find some tendency for blacks and
chicanos to come from the largest communities (population over 100, 000).
In terms of the ethnic composition of the school, the black interns
attended schools with high concentrations of their own ethnic group,
while chicanos come from a much wider variety of schools, in terms
of ethnic composition.

Farents Education. In terms of Parental educational background,

we find an expected correlation between intern ethnic group and the years
of schooling completed by his parents. The distribution of parents’
education is as follows: 47 percent of the fathers of white interns had at
least some college, while 24 percent of the blacks, 23 percent of the
"other' ethnic category, and 18 percent of the chicanos had fathers with
this level of education. On the other hand, fathers with 8 or fewer years
of schooling were as follows: chicano, 61 percent; black, 50 percent;
"other', 37 percent; and whitc, 25 percent. An almost identical pattern
exists in the relationship betv cen ethnicity and mothers' education.
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Table 8. Age Distribution of Interns by Ethnic Group

Age Groups
18-21 22-25 26-29 30 and Over|{ Total
Black 28 89 28 43 188
Chicano 6 56 23 8 93
White 15 92 33 23 163
Other 6 13 9 7 35
Total 55 250 - 93 81 479

1Se:\re:ra).l tables over the remainder of this chapter reflect a total that
is less than 669 interns. This is because data used in this analysis
were collected in Fall 1972, Data received later for the remaining
interns were included in the factor analysis but not in the description of
interns. Given the emphasis on the relationship between background
program and exit factors, we concentrated our efforts on the analysis
described later in this report.
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Table 9. Distribution of Spanish-gpeaking Interns by Ethnic Group

Ethnic Group | Speak Spanish | Do not Speak Spanish Totall
Black 43 148 | 191
Chicano 88 5 93
White T a 119 163
Other 12 23 35
Total 187 295 482

Table 10. Street Languages Spoken by Different Ethnic Groups of Interns

Language
Ethnic Group Black Spanish Other | Several " Totall
Black 152 1 2 28 183
Chicano 2 50 6 26 84
White 56 6 10 11 83
Other 12 7 5 5 29
Total’ 222 64 23 70 379
p ___:5!"

TThe totals on these tables are not the same because different numbers
of interns responded to the items on the questionnaire which provided

this information.

60



Intern's Education. White interns are less likely to have gone to
a junior college and are more likely to have: (1) gone to a four-year

college, (2) gone to a private college, (3) received a degree, and in
general (4) had more years of college education before entering Teacher
Corps. There are few differences between ethnic groups in terms of
the major field of their degree, with the exception that somewhat more
of the blacks had an education major.

Community Service Experience. Finally, we find that ethnic group
is sigx;ificanély related to the amount and type of community/social service

experience that the intern had prior to his entering Teacher Corps. Seventy-

five percent of the blacks and 75 percent of the chicanos, as opposed to 59

percent of the whites, had some prior community work experience. About

66 percent of the "other' ethnic category had prior comimunity experience.
There is also some relationship between ethnicity and experience with

children. Blacks tend to have a somewhat higher than average amount

of experience in this area, while chicanos a lesser amount than average.

‘However, this appears to be largely a function of the differential sex

ratios in these two ethnic groups. As mentioned previously, blacks

have a high proportion of females, and chicanos a high percentage of

males.

Sex and intern entry characteristics, This section presents the

results of the analysis of the relationships between sex and intern entry
characteristics. Table 11 shows thc relationship between sex and age
of the intern. Overall, the age distributions for males and females are
not strikingly different from one another; the average age of the males
is 25.9 years, and for females it is 25.6. Given this, the rels:1anship
between sex and marital status, as seen in Table 12, is somewhat unex-
pected. Here we find that a significantly higher proportion of males are
married at present (a similar pattern exists in marital status

At the time of entry into Teacher Corps). More than 61} percent of the
males are presently married, compared to just under 40 percent of the
females. We may also note that the separation and divorce rate is four
times higher among females than among males.
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Table 11. Age Breakdowns, by Sex

Age
Sex 18-21 22.25 26-29 30 and Over Totall
Male i6 114 58 33 221
Female 39 137 35 49 260
Total 55 251 93 82 481 '
Table | 2. Current Marital Status, by Sex
Status :
B Divorced/ i
Sex Single Married Separated Other |Total®,
Male 79 135 6 0 220 |
Female 127 104 é5 7 263
Total 206 239 3] 7 483

T

The totals on these tables are not the same because different numbers
of interns respended to the items on the questionnaire which provided

this information.
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Independent of any ethnic group factors, maleg are significantly
more likely to have attended college on a part-time basis (see Table | 3),
They were more likely to have gone part-time in order to support them-
selves or others, while fzemales were more likely to have done so in

—-order to care for children or other dependents. ,

Again independent of the influence of ethnicity, there is a slight
tendency for the females to have had fewer years of college
than males (Table 14), As we noted earlier, ethnicity also has a signi-
ficant influence on whether or not one received a degree, with whites
being much more likely than blacks or chicanos to have received one.
In looking at the simultaneous effe.t of these two factors, we find that,
while each has some independent effect, the factorﬂof ethnicity is much
stronger--white females are more likely to have a degree thanare black

or chicano males. Only a slightly higher proportion of black and chicano
males have a degree than do females from the same ethnic group,
whereas white males are much more likely to possess a degree than
are white females. Overall, females are somewhat more likely to have
majored in education and to have a teaching credential.

Sex appears to have no influence on the amount or type of
experience in community/social service work that the intern had prior
to entering Teacher Corps. However, it does have a strong effect on

the amount and type of experience the intern had working with children.
Fewmales are more likely to have worked with preschool and elementary

school children, while males are more likely to have worksd with junior
and senior high school students. Femalies are somewhat more likely to
have worked with children in the capacity of tutor or classroom teacher;
males, to have had experience working with children in recreational or

counseling activities.
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Table 13, . Part-time Attendance at College by Interns

Yes No Totalr
Male 86 -133 219
Female 73 184 257
Total 158 317 476
Tablel4. Highest Degree Held by Interns -

Less Than Master or 1

Bachelor Bachelor Higher Total
Male 92 117 0 209
Female 150 99 1 25&
Total 242 216 1 459

T

this information
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2. Description of Program Characteristics

a. Introduction to Program Factors

This section presents a description of each of the 14

categorvies of prégram-va.riable factors and outlines some of the key
factors in each category. The 14 categories are listed in Figure 5.
Following the descriptions of these categories is a series of tables
(tables 15 through 28) one for each category, showing the correlations of
the factors in that category with other program-variable factors in

other categories. It is hoped that the reader will become familiar with
the 14 categories such that the data contained in the tables will be clear.

The 14 categories can be roughly divided into two groups: the first
three categories present context descriptions, which show the existing
pProgram-environment conditions within the projects. The remaining
eleven categories present training program descriptions, which provide
information on the aspects of different Teacher Corps projects. In other
words, the first three categories provide information about the existing
contextual environment, and the remaining eleven deal with factors that
result from, or characterize, the projects themselves.

The first category provides a general picture of characteristics at
a project site. Factors in this category include the percent of interns of
different ethnic backgrounds, the amount of money expended on each
intern in the program, team leader-intern ratios » number of interns in
unde rgraduate status, the geographic area of the country in which the
project is located, and the number of previas Teacher Corps cycles in
that district. For purposes of these data correlations, the geographic
area of the country--which is a numeric designation--is not included in
the tabulations,

Category 2 represents characteristics of the institution of higher
education. The factors here include such items as the number of profes-
sors from minority groups, number of credits given for courses having
a focus on low-income, minority group teaching, the attitudes of the school

S

65




1. General Characteristics of the Project Site

1I. Characteristics of Cooperating Institution of Higher Education
II. Characteristics of the Cooperating 'School Districts

IV, Characteristics of the Training Staff ’

V. The Recruitment and Selection of Interns

VI. The Structure and Content of Experiences for Which Interns
Receive Academic Credit

ViI. The Use of Specified Teacher Competencies in the Program
VII. The Degree of Personalization of the Program

IX. The Practicum Experiences of the Interns in the Public
School Setting '

X. Other Characteristics of the School Setting in Which the
: Intern Works

XI. The Community Component of the Project

XII. The Evaluation Processes‘ Within the Project

XIII. The Programmatic Contin;ity Within the Project

XIV. The Stability and Decision Making Processes of the Project

—— RE— L

Figure 5. The Fourteen Categories of Program Variables

Note: These fourteen categories were created by the PTTA
staff. Within each category were a number of specific
variables -that were measured in Phase J,
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staff toward Teacher Corps, perceptions of the goals of Teacher Corps

and the similarity of views between the project and the school, and o
whether the university is a public or a private one.

Category 3, the third of the coxtxtext-variable categories, describes
characteristics of the cooperating school district, including the numbexr
of pupils, extent of other federal programs, percent of low-income pupils,

and per-pupil expenditures.

Category 4 begins the program-descriptive information. This cate-
gory describes the training staff. Included are the race of the team
- leaders and instructors, the experience of the team leader and ability of

the team leader and project director to impart krowledge to the intern, and
the attitudes of the Teacher Corps staff toward reading problems of low-income
and minority children and toward causes of poverty. The f{actors in the cate-

gory place the staff in a perspective with regard to their ability to work

with the interns in training them for teaching low-income and minority

children.

Category 5 provides a description of intern recruitment and selece

tion procedures. Before the instruments were developed, three dimensions
identified as being important to the selection-process description; com-~

munication process, selection process, and selection criteria. Results

showed, that some variables within these dimensions were commonly used
together and that projects tended to fall into one of these dimensions. The
three dimensions and the variat "~s within each are shown at left; the factors
that clustered are shown at right,

-~

Dimensions

Communication
e Formal
e Informal

Selection Process
e Broad-based
¢ Narrow-.based

Criteria

® Potential ability,
language ability,
personality

. @ Personality, back-
ground experience,
ethnic and cultural
considerations

® Academic

Factor 5.1

Informal
communication

Broad-based

- Potential ability,

language ability,
personality
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Factor 5.2 Factor 5.3
Formal plus Formal
informal communication
communication
Broad-based Narrow-based
Personality, Academic
background
experience,
ethnic and
cultural
conaiderations



Several other factors were identified with the general category of
recruitment and selection of interns. These include the variety of stra-
tegies used to recruit hard-to-contact grdﬁps of interns. Another factor
was the extent to which university admission requirements were waived
at the time the intern entered the program,

Category 6 factors describe the structure and content of experiences
for which interns receive academic credit, The factors provide a descrip-
tion of the extent of course revision and the extent to which the project
tends to be undergraduate. '

In contrast to Category 6 factors, Category 7 provides information
on the extent of training-skill orientaiion that interns receive, pParticularly
the use of competencies, and the use of modules in training sessions,
Simulation-feedback training is also considered in this category.

Category 8 describes the extent of personalization in the project.
This includes the extent to which the intern feels accepted in the project,
the amount of sensitivity and cross-cultural training he receives, and
the exteht to which he feels he can be self-directed * 1 the context of
project flexibility, choice of learning pace, and order of courses. The
category also provides a description of how accepted the intern feels in
the public-school setting.

Categories 9 and 10 both describe the intern's experience in the
schools. They differ in that Category 9 describes typical clinical-
supervision variables while Category 10 includes a description of the
public-school environment to which the intern is exposed.

Category 9 variables focus on such items as the amount of super-
vision that the intern receives, the roles of the team leader and the
cooperating teacher, the characteristics of the teaching team, the
freedom that the intern feels in secking belp, and the ways in which team
leaders allow interns to bring about change outside of the classroom.

Catekory 10 looks at the public school environment-.the degree to
which the intern is socialized into the environment. Included in this cate-
gory is the racial make-up of the school and the extent of federal funding
of school projects. Another dimension of the category is whether the
school was identified as a portal school, and the exposure of the intern
to innovative teaching and curriculum.
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Category 11 is the "community component" set of factors that describe
the extent to which the intern is active in community activities related to
his Teacher Corps work and the degree of supervision and support that
" he receives,
Category 12 is concerned with local evaluations that have
been conducted by Teacher Corps projects--the kinds of methods used,
the means of collecting data, and the use of the evaluations.
Category 13 describes the programmatic integration at a Teacher

——— Corpsd project. Some projects used concepts such as systems planning,

' PERT-cha;-ting, etc. to achieve a program where the various instructional
elements relate to one another., This question explored the use of program-
matic integration whether or not it was achieved by means of systems planning.
Factors in the category include the extent to which a project's goals are
known and shared by project staff and others connected with the project,
the university instructor's familiarity with the overall instructional pro-
gram for interns, and the extent to which the academic instruction given
interns is applied in the school setting.

The last program-variable, Category 14, has several dimensions. It
depicts the discontinuity of project staffing--the turnover rate for the
project director, other project staff and key linkage personnel such as
principals of cooperating schools, It also describes the number of

- cooperating schools or school districts that were added or di-opped during
the Sixth Cycle. '

Another dimension of Category 14 is the extent of cooperative
decision making at the project. This includes the variety of role groups
involved in decision making and the extent to which influence was distri-

buted among these groups.
Competency-based teacher eduqation includes information from:

Category 7: Use of Specified Teacher Competencies in the
Program,

Category 8: Degree of Personalization of the Program.

Category 9: Practicum Experience of Interns in the Public

School Setting,
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et

Category 10: Other Characteristics of the School Setting in
Which the Intern Works.

Category 12: The Evaluation Process within the Project,
Category 13: The Programmatic Continuity Within the Project.

A definition of CBTE was given on page 3; it includes more than the
concept that competencies were used. :
On the following pages are tables portraying significant correlations
~ between program factors. Only relationships with a correlation greater
than .42 in absolute value are listed. A correlation of .43 js significant
at the .05 level for 19 degrees of freedom. The reader should be cautioned
that no adjustment was made to compensate for the fact that multiple cor-
' relations were examined, thus increasing the likelihood that a correlation
greater than .43 would happen by chance. For the .05 significance level
one correlation in 20 would exceed .42 merely by chance. Because Phase
I of this study was a hypothesis-generating rather than hypothesis-testing
study, we decided to report all correlations exceeding .42 in absolute
value. We wish to err by including too many correlations rather than by
including too few.

Note: The tables that follow this page portray correlations among
Teacher Corps program factors. Listed beneath each _
program factor are the other program factors that highly
correlate with it. For example, the factor Percent of
Chicano Interns has geveral factors which are highly cor-
related with it. Next to each of these other factors is a
correlation coefficient representing the relationship of this
other factor to the Percent of Chicano Interns.
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Table 15. Significant Correlations Among Program Factors

Category 1. General Characteristics of Project Sites

1.1 Percent of Chicano Interns

=51 Percent of White Interns (1. 3)
- 75 Project ie an Undergraduate Project (1. 6)

.58 Number of Credits and Percent of Credits Qutside of School
of Education (6.2)

-.47 Many Role Groups Involved in Selection of Cooperating
Teacher (9. 3)

2 -.61 Extent of Reported Implementation of Portal Schools (10. 5)

.51 Extent and Perceived Helpfulness of Supervision in the
: Community Component (11, 2)

1.2 Percent of Black Interns

-.55 Percent of White Interns (1. 3)

-.46 Variety of Groups and Methods were Used in Specifying
Competencies (7. 1)

--49 Intern Feels Accepted in Public School Setting (8. 4)
-85 Percent of Chicano Pupils and Staff in Public School (10.3)

-39 Extent of Public School Staff Support of the Intern's
Involvement in the Community Component (11, 1)

.46 Frequency of Changes of Cooperating Schools and School
Districts and Lack of Influence by LEA and extent of

Turnover in Dean, School of Education Role (14. 4)

1.3 __Percent of White Interns

~-71 Project Is An Undergraduate Project (1. 6)
~.49 Number of Previous Cycles of Teacher Corps (l. 8)

=. 54 Number of Credits and Percent of Credits Outaide of School
of Education (6.2)

.58 Extent of Reported Implementation of Portal Schools (10.5)
.44 Percent of Black Staff in Public School (10. 6)
-. 67 Extent of Public School Staff Support of the Intern's Involvement
in the Community Component (11. 1)

-«57 Extent and Perceived Helpfulness of Supervision in the
Community Component (11, 2)
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Table 15.

(Continued)

1.4 Dollar Expenditure per Intern

-544

- 53

e 49

Similarity of Views Betweer Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supervision (9. 1)

Extent that Cooperating Teacher Participates in Overall
Design of Teacher Corps and Agrees with Teacher Corps Goals (9. 4)

Intern Operates as Independent Teacher with Supervisory
Support from Cooperating Teacher and Use of Video Tape
Feedback in Field Setting (9. 6)

Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts (10.2)

Percent of Pupils in Title I Program at School (10.7)
Extent of Discontinuity of Project Staffing (14. 1)

1.5 Team Leader/Intern Ratio

.52
.51

Project Is An Undergraduate Project (1.6)
Extent of Reported Implementation of Portal Schoola (10.5)

1. 6 Project Is An Undergraduate Projegt

.75
- 71
. 54
.49

. 45
. 85
.53
- 52
.47

Percent of Chicano Interns (1. 1)
Percent of White Interns (1. 3)
Team Leader/Intern Ratio (1. 5)

Extent of Low Income/Minority Focus in Regular School of
Education Program (2. 3)

Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

Number of Credits and Percent of Credits Outesice of School
of Education (6.2)

Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teachex Corps, Curriculum
Development and Supervision (9. 1)

Extent of Reported Implementation of Portal Schools (10. 5)

Extent of Public School Staff Support of the Intern's Involvement
in the Community Component (11. 1)
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" Table 15. (Continued)

Contains nominal data and would not be appropriate to include
with these correlations.

1.8 _Number of Previous Cycles of Teacher Corps

-.46 Extent of Course Revision for Teacher Corps Training (6. 1)

.46 Extent of Public School Staff Support of the Intern's Involve-
ment in the Community Component (11. 1)

-.54 Variety of Groups and Agencies Involved in Supervision of
Community Corm ponent (11, 5)

.68 Length of Teacher Corps Program at This University (13. 1) i
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Table 16. Significant Correlations Among Program Factors

Category 2. Characteristics of Cooperating Institution of

Higher Education

2.1 DPercent of Minority Group Professors in School of Education

« 50 Competencies Were Used in Training Interns (7. 3)

.47 Intern Operates as Independent Teacher with Supervisory
Support from Cooperating Teacher and Use of Video Tape
Feedback in Field Setting (9. 6)

-.69 Extent of Cooperative Decision-Making as Seen by Project
Staff (14.5)

2,2 DPositive Attitude of School of Iducation Toward Teacher Corps

.44 Number of Credits ani Percent of Credits Outside of School
of Education (6. 2)

~.45 Extent that Cooperating Teacher Participates in Overall Design
of Teacher Corps and Agrees with Teacher Corps Goals (9. 4)

.48 Length of Teacher Corps Program at this University (13.1)

-. 48 Frequency of Changes of Cooperating Schools and School
Districts; Lack of Influence by LEA; Extent of Turnover in
Dean, School of Education Role (14.4)

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

.50 Intern Selection Procedure: Communication is Formal and
Informal; Criteria: Personality, Background Expenences
Ethnic and Cultural Considerations (5.2!}

- 43 Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5, 3)

.58 NumYer of Credits and Percent o. Credits Qutside of School
of Education (6.2}

-.66 Tntern Feels Accepted in Public School Setting (8. 4)

.43 Extent of Public School Staff Support of the Intern's Involve-
ment in the Community Component (11. 1)

.48 Extent of Cooperative Decision-Making 28 Seen by Project
Staff (14. 3)
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- Table 16. (Continued)

(e

. 4

2,5

Project's Perception of Extent of Goal Similarity and Cooperation

with School of Education

.44

.47
-.53

¥

&

Man;r Role Groups Involved in Selection of Cooperating Teacher
(9.3) N

Percent of Black Staff in Public School (10. 6)

Extent and Perceived Helpfulness of Supervision in the
Community Component (11, 2) '

2.6

Cooperating IHE's are Public Institutions

-. 46
. 44

Per-Pupil Expenditure in District (3. 3)

Intern Chooses Elective Ccarses but Isn't Accepted or Tn
Contact with Project Staff (8, 3) ‘ |

Total Enrollment at THE

.59

e 6].
-. 55
Te 44

Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

Hours Per Week and Diversity of Community Component(11. 4)
Extent of Liscontinuity of Project Staffing 14, 1)

Extent of Cooperative Decision-Making at Project as Seen
by Principal (14, 2)
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Table 17, Significant Correlations Among Program Factors

3.1

[N
Number of Pupils per District

3.2

-.47 Intern on Teaching Team Where Team Leader is Master
Teacher; School Environment Allows Interns to Bring About
Change Outside Their Clagsroom (2. 2)

-.46 Percent of White Pupils and Staff in Public School (10. 1)
.47 Length of Teacher Corps Program at this University (13. 1)

Percent of Low-Income Pupils in District

3.3

.43 Intern Operates as Independent Teacher with Supervisory
L.~ -Support from Cooperating Teacher and Use of Video Tape
Feedback in Field Setting (9. 6)

~.62 Extent of Public School Staff Support of the Intera's Involvement
in the Community Component (11.1)

_Per-Pupil Expenditure in District

-.46 Cooperating IHEs are Public Institutions (2. 5)
-.52 Extent of Reported Implementation of Portal Schools (10.5)
-.48 Hours Per Week and Diversity of Community Component (11. 4)
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Table 18. Significant Correlations Among Program Factors

Category 4. Characteristics of the Training Staff

4.1 Percéht of Black Team Leaders

.60 Percent of Chicano Interns (1.1)
-.52 Percent of Black Interns (1.2)
-.32 Percent of Chicano Team Leaders (4.2)
-.47 Percent of White Team leaders (4. 3)

-.50 Proportion of Teacher Corps Credits Taﬁght by White R
Instructors (4. 6) T e T —1

-44  Years Team Leader has Taught Low~Income Children (4. 7)

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

-.64 Percent of White Pupils and Staff in Public Schoel (10. 1)
-.47 Percent of Chicano Pupils and Staff in Public School (10. 3)

.60 Extent and Perceived Helpfulness of Supervision in the
Community Component (11.2)

-.44 Extent to Which Goals are Known and Shared by Project Staff
(13.2) :

-.43 Frequency of Changes of Cooperating Schools and School
Districts; Lack of Influence by LEA; Extent of Turnover in
DSE Role (14. 4)

4,2 Percent of Chicano Team Leaders

.88 Percent of Black Interns (1.2)
-.47 Percent of White Interns (1. 3)
-.52 Percent of Black Team Leaders (4.1)
-.49 Percent of White Team Leaders (4. 3)

-. 64 Vériety of Groups and Methods Used in Specifying
Competencies (7. 1)

-.43 Comprehensiveness of Project Evaluation (12. 1)

4,3 Percepﬁtr of White Team Leaders

.65 Percent of White Interns (1. 3)
-.44 Project is an Undergraduate Project (1. 6)
-.47 Percent of Black Team Leaders (4.1)
~+49 Percent of Chicano Team Leaders (4.2)
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Table 18. (Continued)

4.3 Percent of White Team Leaders (Continued)

.46 Variety of Groups and Methods Used in Specifymg
Competencies (7. 1)

.46 Intern Feels He/She Can b2 Self-Directed (8.2)
.70 Percent of White Pupils and Staff in Public School (10. 1)
-.47 ©Percent of Chicano Pupils and Staff in Public Sc;hcol (10. 3)

-.47 Extent and Perceived Helpfulness of Supervision in the
Community Cemponent (11.2)

4,4 Proportion of Teacher Corps Credits Taught bx Black Instructors

.49 Percent of Chicano Interns (1.1)
=.55 Number of Previous Cycl2s of Teacher Corps (1. 8)

4,5 Proportion of Teacher Corps Credits Taught by Chicano Instructors

-.45 Staff Explains Poverty as Structural Problems in Society (4.13)

4, 6 Proportion of Teacher Corps Credits Taught by White Instructors

«. 55 Percent of Chicano Interns (1.1)
.47 Percent of White Interns (1. 3)
-.47 Project is an Undergraduate Project (1. 6)
-.50 DPercent of Black Team Leaders (4.’1)
-.48 Years Team Leader Has Taught Low-Income Children (4. 7)

4.7 Years Team Leader Has Taught Low-Income Children

.45 Percent Minority Group Professors in Schoo!. of Education (2. 1)
.44 Percent of Black Team Leaders (4.1)

-.48 Proportion of Teacher Corps Credits Taught by White
Iastructors (4. 6)

4.8 Intern Learned Most From Team Leader

.48 Per-Pupil Expenditure in District (3. 3)
-.54 Intern Learned Most From Project Director (4.9)
.50 Comprehensiveness of Project Evaluation (12. 1)




Table 18. (Continued)

4.9 Intern Learned Most From Project Director

--54 Intern Learned Most From Team Leadex (4, 8)

4.10 Team Leader Employed by District Prior to Teacher Corps

None

- 4,11 Staff Perceives Reading Failure as Due to Teacher

-.55 Dollar Expenditure per Intern (1.4)

-.46 VarietyofRole Groups that Gather Data and Use the
Evaluation (12. 3)

4,12 Staff Perceives Reading Failure as Due to Student or Environment

.47 Percent of White Interns (1. 3)

.66 Staff Explains Poverty as Problem with Individual or with
Fate (4. 14)

4,13 _Staff Explains Poverty as Structural Problem in Society

.46  Per-Pupil Expenditure in istrict (3. 3)

-.45 Proportion of Teacher Corps Credits Taught by Chicano
Instructors (4. 5) ‘ _ .

4. 14 Staff Explains Poverty as Problem with Individual or with Fate _

-.43 Total Enrollment at IHE (2. 6)
-.49 Per-Pupil Expenditure in District (3. 3)

-66  Staff Perceives Reading Failure as Due to Student or
Environment (4. 12)

-.43 Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

.34 Intern on Teaching Team Where Team Leader is Master CE
Teacher; School Environment Allows Interns to Bring Abcut
Change Outside Their Classroom (9.2) _
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Table 19. Significant Correlations Among Program Factors

Category 5. The Recruitment and Selection of Interns

5.1 Intern Selection Procedure: Communication is Informal; Selection
Process is B'road-Basedj riteria: Potential Abilit :

Ahility, Personality

.53 Number of Previous Cycles of Teacher Corps (1. 8)

.45 Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts (10. 2)

-.61 Variety of Groups and Agencies Involved in Supervision of
Commurity Component (11.5)

.51 Extent of C.operative Decision-Making as Seen by Project
Staff (14.5)

5.2 Intern Selection Procedure: Communication is Formal and Informal;

Criteria: Personality, Background Experiences, Ethnic and

Cultural Considerations

-49 Extent of Low-Income/Minority Focus in Regular School of
Education Program (2. 3)

.52 Extent That Intern Feels Accepted Within Project (8. 1)

3,3 _Intern Selection Procedure: Number of Strategies Used to Contact

Hard-to-Contact Groups

.45 Project is an Undergraduaite Project (1. 6)

.43  Extent of Low-Income/Minority Focus in Regular School of
Education Program (2. 3)

.59 Tota' Enrollment at IHE (2. 6)

.45 Number of Credits and Percent of Credits Outside of School
of Education (6. 2) .

=.34 Intern Feels He/She Can be Self-Directed (8. 2)

-.52 Intern on Teaching Team Where Team Leacier is Master
Teacher; School Environment Ailows Interns to Bring About
Change Cutside Their Classroom (9, 2)

80




Table 19. (Coatinued)

5,3 Intern Selection Procedure: Number of Strategies Used to Contact

Hard-to-Contact tiroups (Eontinued)

.46 Extent that Cooperating Teacher Participates in Overall Design
of Teacher Corps and Agrees with Teacher Corps Goals (9. 4)

'-.46 Hours Per Week and Diversity of Community Componenat (11. 4)

‘5,4 Intern Selection Procedure: Academic Reguiremenﬂ:s Were Waived

-.49 Follow-up of Academic Instruction in School Setting (13. 3)

5,5 Intern Selection Procedure: Communication is Formal: Selection

Process is Narrow-Based; Criteria Academic Ability
.60 Hours Per Week and Diversity of Community Component (11.4)
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Table 20. Significant Correlations Among Program Factors

Category 6. The Structure and Content of Experiences for Which
Interns Receive Academic Credit

-~

6.1 Extent of Course Revision for T.eacher Corps Training

-+ 46 Number of Previous Cycl:s of Teacher Corps (1. 8)

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

<39 Percent of Chicano Interns (1.1)
=+54 Percent of White Interns (1. 3)
.85 Project Is An Undergraduate Project (1. 6)

.43 Positive Attitude of School of Education Toward Teacher
Corps (2.2)

.58 Extent of Low-Income/Minority Focus in Regular School of
Education Program (2. 3)

.45 Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

.51 Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corys, Curriculum
Development and Supervision (9. 1)

.52 Extent of Public School Staff Support of the Intern's Involvement
in the Community Component (11, 1) '

.52 Extent and Perceived Helpfulness of Supervision in the
Community Component (11.,2)
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Table 21. Significant Correlations Among Program Factors

:

Category 7. The Use of Specified Teacher Competencies in ths Program

7.1 Variety of Groups and Methods { sed in SRecif\_ring Cnmgetencies

-.46 Percent of Black Interns (1.2}

.53 Extent that Cooperating Teacher Participates in Overall Design
of Teacher Corps and Agrees with Teacher Corps Goals (9.4)

.50 Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts (10.2)

-+49 Percent of Chicano Pupils and Staff in Public School (10.3)

7.2 _Amount of Simulation/Feedback Training Used

-48 Ex‘'>»nt of Public School Staff Support of the Intern's Involvement
in the Community Component (11, 1)

-49  Length of Teacher Corps Program at this University (13.1) °

7.3 Competencies Used in Trainingﬁ Interns

.50 Percent of Minority Group Professors in School of Education (2. 1)
-.60 Intern Feels He/She Can be Self-Directed (8. 2)

~.537 Intern Operates as Independent Teacher with Supervisory Support
from Cooperating Teacher and Use of Video Tape Feedback in
Field Setting (9. 6)

83




Table22. Significant Correlatione Among Program Factors

8.1

Category 8. The Degree of Persopalization of the Program

Extent That Intern Feels Accepted Within Project

.52

.61

© .57

.45

Intern Selection Procedure: Communication is Formal and
Informal; Criteria: Personality, Background Experiences,
Ethnic and Cultural Considerations (5. 2)

Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supexvision (9. 1)

Extent of Public School Staff Support of the Intera's Involvement

in the Community Component (11. 1)
Length of Teacher Corps Program at this University (13, 1)

3.2 Intern Feels He/She Can be Self-Directed

8.3

-. 60
-. 50

.72

.61

.54
.43

Competencies Used in Tré.ining Interns (7. 3)

Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

Intern Operates as Independent Teacher with Supervisory
Support from Cooperating Teacher and Use of Video Tape
Feedback in Field Setting (9. 6)

Percent of Pupils in Title I Program at School (10. 7)
Length of Teacher Corps Program at this University (13.1)

Extent to Which Goals are Known and Shared by Project
Staff (13.2) “

Intern Chooses Elective Courses but Isn't Accepted or in Contact
With Project Staff B o

.44
.56

""050

Cooperating IHE's are Public Institutions (2. 5)

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

Extent of Discontinuity of Project Staffing (14.1)
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Table 23. (Continued)

8.4 Intern Feels Accepied in Public School Setting
. =50 Percent of Black Interns (1.2)

-.67 Extent of Low-Income/Minority Focus in Regular School of
Education Program (2. 3)
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Table23. Significant Correlations Among Program Factors

Category 9. The Practicum Experience of Interns in the Public
School Settin ‘

=200 vetling

9.1 Similarity of Views Between Team Leader and Cooperating Teacher

Regarding Goals of Teacher Corps, Curriculum Development and
Supervision

-.46 Percent of White Interns (1. 3)
-.44 Dollar Expenditure per Intern (1. 4)
.53 Project is an Undergraduate Project (1. 6)

.51 Number of Credits and Percent of Credits Outside of School of
Eduycation (6.2)

.61 Extent That Intern Feels Accepted Within Project (8. 1)

.37 Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts (10.2)

2 __Intern on Teaching Team Where Team Leader is Master Teacher:
School Environment Allows Interns to Brin About Change Qutside
Their Classroom

.47 Number of Pupils per District (3.1)

-.52 Intern Selection Proceduyre: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

.56 Intern Chooses Elective Courses But Isn't Accepted or in
Contact with Project Staff (8. 3)

.54  Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts (10.2)

-45 Hours per Week and Diversity of Community Component (11. 4)

Many Role Groups Involved in Selection of Cooperatin Teacher

-.48 Percent of Chicano Interns (1.1)

.44 Project's Perception of Extent of Goal Similarity and
Cooperation with School of Education (2. 4)
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© Table 23. (Continued)

2.4 Extent that Cooperating Teacher Participates in Overall Design

-.33 Dollar Expenditare per Intern (1.4)

-.45 Positive Attitude of School of Education Toward Teacher
Corps (2.2)

-46  Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5. 3)

.33  Variety of Groups and Methods Used in Specifying
Competencies (7. 1)

.57 Follow-up of Academic Instruction in School Setting (13. 3)
-.57 Extent of Discontinuity of Project Staffing (14. 1)

9.5 Amount of Clinjcal Supervision Given to Intern

None

9.6 Intern Operates as Independent Teacher with Supervisor Support
from CooEeratingTeacﬁer and Use of Video Tape Feedback in
Field Setting
=53 Dollar Expenditure per Intern (1.4)
.43 Percent of Low-Income Pupile in District (3. 2)
~.57 Competencies Used in Training Interns (7. 3)
.72 Intern Feels He/She Can be Self- Directed (8. 2)
.68 Percent of Pupils in Title 1 Program at School (10. 7)

-. 51 Extent of Cooperative Decision-Making at Project as Seen
by Principal (14. 2)
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Table 24. Significant Correlations Among Program Factors

Category 10. Other Characteristics of the School Setting in Which

the Intern Works

10.1 Percent of White Pupils and Staff in Public Schonl

.43
-.46
-. 47

.56

Percent of White Interns (1. 3)
Number of Pupils per District (3.1)

Extent and Perceived Helpfulness of Supervision in the
Community Component (11.2)

Extent to Which Goals are Known and Shared by Project
Staff (13.2)

10.2 Extent of Intern Exposure to Innovative Teaching and Intern's
Sense that School Staff Support His Efforts

-.46
.45

.49

. 57

. 54

Dollar Expenditure per Intern (1.4)

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

Variety of Groups and Methods Used in Specifying
Competencies (7. 1)

Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supervision (9.1)

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

10.3 Percent of Chicano Pupils and Staff in Public School

. 85
-.46
-. 49

.49

Percent of Black Interns (1.2)
Percent of White Interns (1. 3)

Variety of Groups and Methods Used in Specifying
Competencies (7, 1)

Extent of Public School Staff Support in the Intern's Involve-
ment in the Community Component (11.1)
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Table 24. (Continued)

10.4 Extent of Curriculum Expansion and Development in School 2s
a Result of Teacher Corps

-.47 Extent of Cooperative Decision-Making as Seen by Project
Staff (14,3)

10.5 Extent of Reported Implementation of Portal Schools

.61 Percent of Chicano Interas (1.1)

.58 Percent of White Interns (1. 3)
-.51 Team Leader/Intern Rat.o (1.5)
-.52 Project is an Undergraduate Project (1. 6)
~.52 Per-Pupil Expenditure in District (3. 3)

10. 6 Percent of Black Staff in Public School

.44 Percent of White Interns (1. 3)

.47 Project's Perception of Extent of Goal Similarity and
Cooperation with School of Education (2. 4)

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

-.49 Dollar Expenditure per Intern (1.4)

.47 Intern Selection Procedure: Communication is Formal;
Selection Process is Narrow-Based; Criteria
Academic Ability (5. 5)

.61 Intern Feels He/She can be Seli-Directed (8.2)

.68 Intern Operates as Independent Teacher with Supervisory
Support from Cooperating Teacher and Use of Video
Tape Feedback in Field Setting (9. 6)

89




Table 25. Significant Correlations Among Program Factors

11.1 Extent of Public School Staff Sipport of the Intern's Involvement
' in the Community Component

.59 Percent of Black Interns (1.2)
-.67 Percent of White Interns (1. 3)
.47 Project is an Undergraduate Project (1.6)
.46 Number of Previous Cycles of Teacher Corps (1. 8)

.43 Extent of Low-Income/Minority Focus in Regular School of
Education Program (2. 3)

-.63 Percent of Low-Income Pupils in District (3. 2)

.52 Number of Credits 2nd Percent of Credits Outside of School
of Education (6. 2)

.48 Amount of Simulation/Feedback Training Used (7. 2)
.57 Extent That Intern Feels Accepted Within Project (8.1)
.49 Percent of Chicano Pupils and Staff in Public School (10.3)

11.2 Extent and Perceived Helpfviness of Supervision in the Community
Component

.51 Percent of Chicano Interns (1.1)
-.57 Percent of White Interns (1. 3)
.50 Project is an Undergraduate Project (1. 6)

-.53 Project's Perception of Extent of Goal Similarity and
Cooperation with School of Education (2. 4)

.52 Number of Credits and Percent of Credits Outside of School
of Educaticn (6. 2)

-.47 Percent of White Pupils and Staff in Public School (10.1)

11.3 Extent of University Involvement in Community Component

None
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- Table20. (Continued)

11.4 Hours Per Week and Diversity of Community Component

-.61 Total Enrollment at IHE (2. 6)
-.48 Per-Pupil Expenditure in District (3. 3)

-.46 Intern Selection Procedure: Number of Strategies Used to
Contact Hard-to-Contact Groups (5, 3)

.60 Intern Selection Procedure: Communication is Formal;
Selection Process is Narrow-Based; Criteria

Academic Ability (5. 5)

.45 Intern on Teaching Team Where Team Leader is Master
Teacher; School Environment Allows Interns to Bring About
Change Qutside Their Classroom (9. 2) .

11.5 Variety of Uroups and Agencies Involved in Supervision of

Community Component

-.54 Number of Previous Cycles of Teacher Ccrps (1. 8)

-. 61 Intern Selection Procedure: Communication is Informal;
Selection Process is Broad-Based; Criteria: Potential
Ability, Language Ability, Personality (5.1)
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Table 26. Significant Correlations Among Program Factors

o

Category 12, The Evaluation Process Within the Project

12.1 Comprehensiveness of Project Evaluation

.50 Team Leader/Intern Ratio (1.5)

.51 Variety of Groups and Methcds were Used in Specifying
Competencies (7. 1)

-.47 Competencies were Used in ". ining Interns (7.3)
.47 Extent that Intern Feels Accept® within Project (8. 1)
-.49 Percent of Chicano Pupils and ¢.aff in Public School (10.3)

.47 Extent and Perceived Helpful=: 38 of Supervision in the
Community Component (11.2)

.45 Extent of Cooperative Decision-Making as Seen by Project
Staff (14 5)

12.2 Variety of Data Collection Methods Used in Conducting Project
Evaluation

.55 DPositive Attitude of School of Education Toward Teacher
Corps (2.2)

.47 Intern Feels He/She can be Self-directed (8.2)
.44 Percent of Black Staff in Public School (10. 6)

-.46 Extent of Cooperative Decision-Making at Project as Seen
by Principal (14.2) :

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

~-.52 Dollar Expeﬁditure per Intern (1. 4)
.46 Staff Perceives Reading Failure as Due ‘o Teacher (4. 11)

.49 Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supervision (9. 1)

-.49 Many Role Groups Involved in Selection of Cooperating
Teacher (9.3)

.48 Ext=nt of Intern Exposure to Innovative Teaching and Intern's
Ser ,e that School Staff Support His Efforts (10.2)
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Table 27, Significant Correlations Among Program Factors

13,1

Category 13. The Programmatic Continuity Within the Project

Length of Teacher Corps Program at this University

13,2

.68 Number of Previous Cycles of Teacher Corps (1. 8)

.48 Positive Attitude of School of Education Toward Teacher
Corps (2.2)

.47 Number of Pupils per District (3. 1)

.49 Amount of Simulation/Feedback Training Used (7. 2)
-45 Extent That Intern Feels Accepted Within Project (8, 1)
«34 Intern Feels He/She Can be Self-directed (8.2).

ExZent to Which Goals are Known and Shared by Project Staff

13.3

.43 Intern Feels He/She Can be Self-directed {8. 2)
.56 Percent of White Pupils and Staff in Public School (10. 1)

Follow-up of Academic Instruction in School Setting

13.4

-.46 Intern Selection Procedure: Academic Requirements were
Waived (5. 4)

«+37 Extent that Cooperating Teacher Participates in Overall
Design of Teacher Corps and Agrees with Teacher Corps
Goals (9. 4)

.44 Extent of Cooperative Decision-Making at Project as Seen
Seen by Principal (14, 2)

University Professor's Knowledge of Overall Instruction Given

Interns

None
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Table 28, Significant Correlations Among Program Factors

Category 14. The Stability and Decision-Making Processes of
the Project

14,1 Extent of Discontinuity of Project Staffing

.47 Dollar Expenditure per Intern (1. 4)
-.55 Total Enrollment at IHE (2. 6)

-.50 Intern Chooses Elective Courses but Isn't Accepted or In
Contact with Project Staff (8. 3)

-.57 Extent that Cooperating Teacher Participates in Overall
Design of Teacher Corps and Agrees with Teacher Corps
Goals (9. 4)

14.2 Extent of Cooperative Deci ~Making at Project as Seen by Principal

-. 44 Total Enrollment at . .IE (2. 6)

-.50 Intern Operates as Independent Teacher with Supervisory
Support from Cooperating Teacher and Use of Video Tape
Feedback in Field Setting (9. 6)

.45 Follow-up of Academic Instruction in School Setting (13.3)

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

.48 Extent of Low Income/Minority Focus in Regular School of
Education Program (2. 3)

.47 Extent of Curriculum Expansion and Development in School
as a Result of Teacher Corps (10. 4)

4.4 Frequency of Changes of Cooperating Schools and School Districts;
Lack of Influence by LEA; Extent of Turnover in DSE Role

.46 Percent of Black Interns (1.2)

.48 Positive Attitude of School of Education Toward Teacher
Corps (2.2)

.48 Variety of Groups and Agencies Involved in Supervision of
Community Component (11.5)

-.62 Length of Teacher Corps Program at this University (13.1)
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Table 28. (Continued)

Category 14. The Stability and Decision Making Processes of

the  ject

14, 5 Extent of Cooperative Decision-Making as Seen by Project Staff

-.69 Percent of Mincrity Group Professors in School of Educa-
tion (2.1)

.51 Intern Selection Procedure: Communication is Informal;
Selection Process is Broad-Based; Criteria: Potential
Ability, Language Ability, Personality (5. 1)

-.55 Competencies were Used in Training Interns (7. 3)
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b. Discussion of the Most Important Program Factor
Correlations

Recall that all of the correlations described on the
previous pages were significant at the .05 level. The first significant
correlations to be discussed involve the following factors: sex and
ethnic background of interns and graduate vs. under-graduate projects.
As shown in Table 16, more blacks and chicanos are i undergraduate
projects than are in graduate projects, while more whites are in graduate
than undergraduate projects. By far the largest number in.a given
category is black females, and almost twice as many black females are
in undergraduate projects as are in graduate projects.

Table 29, Distribution of Male and Female Interns in Graduate and
Undergraduate Projects, by Ethnicity

Ethnicity Undergraduate Graduate Total
Black 55 36 ' N
Chicanu 37 29 66
White 26 85 111
.Other 13 11 24

Females:

Black 129 74 203
Chicano 28 14 42
White 2 70 112
Other 13 o 6 20
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In the early cycles of Teacher C'orps. projects were primarily
graduate projects that trained white interns. Minority-group college
graduates were difficult to recruit, probably because these graduates had un-
usual opportunities for advanced study or for interesting careers suchas law.
Undergraduate 1-ograms were instituted to attract and meet the needs of
minority-group interns. While the percent of minority-group interns

across projects has increagsed considerably in the last few years, whites

remain clustered in graduate programs.
Another interesting relationship shows that the percent of minority group
professors in the School of Education has a negative correlation with the

extent of cooperative decision-making as seen by the project staff (14, 5),
At first we thought that minority group professors might be found in large
cities or large universities, wherc it might be difficult to have frequent
meetings and cooperative efforts; we found that this was not so. The
Occurrence of large numbers of minority professors is not a function of a

geographic area or university's size. There may be samething about

minority professors--they may be new or feel uncomfortable in a public
school setting, or place a higher emphasis on their career goals--that
would make them less cooperative, but we do not have data to support
this,

Projects where the school of cducation had a positive attitude
toward Teacher Corps (2.2) showed a high correlation with the number
of years that a Teacher Corps program was conducted at the university

(13.1). Here, we see that, rather than becoming stale or unintere sting,

Teacher Corps projects tend to become more accepted and appreciated

as time goes on. Where the school of cducation had this positive attitude,

however, cooperating teachers were seen to have a low level of participa-
tion in the design of the program and agreement with its goals (9.4). This
is a disappointing finding in light of attempts by Teacher Corps projects
to promote joint decision-making.

The number of pupils per district (3. 1) correlated negatively (..47)
with variable 9,2, that is, when there were large numbers of pupils in a

school district, interns were not likely to be in a team teaching situation

where the team leader ' ‘.« master teacher. And most important,

in such a school district, interns worked in school environments that did
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not cllow them to bring about change outside of their classrooms (9.2).

This is an important finding, particularly for those interested in the use
of pre~service teacher education as a strategy in bringing about compre-
hensive school reform. It is possible that the larger school districts put
high work loads on iheir personnel, and team leaders find it difficult to do

much more than coordinate the intern's work. It is also possible that
larger districts tend not to deal extensively with school reform and do
not encourage Teacher Corps programs to promote it.

Interestingly, where there was a high percent of low-income pupils

in the district (3.2), there was a very low level of school staff support of

the interns' involvement in the community (11.1), This seems regrettable,

because the need for an active community program is great in low-income
areas. Tae correlation may be explained as occurring in large schools
in iarge urban areas, where there is a lot of administrative work and
little time for community participation.

In Category 4, characteristics of the training staff(4.1, 4.2, and
4.3) were of special interest. These three dealt with the percent of team

leaders in Teacher Corps projects. Where there were black team

leaders there tended to be a large number of chicano interns ; and con-

versciy, where there were chicano team leaders there were large numbersa

of biack interns. White team leaders, however, tended to be matched with

large numbers of white interns. It is possible, in the {irst two cases, that
the project was attempting to even the racial balance of teachers in the
district by selecting interns of ethnic backgrounds not already well repre~
sented. We don't know whether the projects where white team leaders were
matched with white interns were those projects having a predominance of
white interns.

The staff's explanations of poverty provide some important corre-

lations. Staffs that explain poverty as being due to structural problems
ir. sociely (4. 13) have a low proportion of Teacher Corps credits taught by

ch.cano instructors, yet this factor did not show a correlation with explana-

tions for reading failure. Where staffs explained poverty as a problem with

the individual or fate (4.14), they also perceived readigg failure as beigg_

due to nroblems with the indis1dual student or his environment (4.12).

The relationship is diagrammed in Figure‘B.
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Figure 6. Relationships in Staff Attitudes About Poverty and Poor Readers

*The arrow indicates a significant positive relationship.

Among interns,”this same pattern of attitudes was found. In addi-
tion, a strong positive relationship existed between structural explana-
tions of poverty and perceiving the teacher as the focus of the difficulty
when a child fails to read. Blaming the individual for poverty and the
child for reading failure is, in both cases, attributing the cause of the
problem to the victim. Blaming the teacher and structural factors in the
society is, in both cases, attributing the problem to a systematic force
outside the individual affected. Persons who tend to see reading failure
and poverty as a function of luck also tend to see these problems as a
function of the victim.

in the recruitment and selection of interns, there are some impor-
tant findings. Where intern selection procedures focus on personality,
background experience, and ethnic and cultural considerations (5.2),
interns tend to feel accepted within the project (8.1). This selection
procedure includes both formal and informal communication and might
be thought of as an approach to intern selection that is balanced.

On the other hand, where intern selection procedures included a
number of strategies to contact groups that were considered difficult to

reach (5.'3), interns lacked a feeling that they could be self-directed .8.2).

This appears to demonstrate that although certain projects went to great
lengths to find their interns, they did not follow throughk in allowing the in-
terns sufficient freedom Lo be self directed.

99



Category 6 factors reveal an unexpected correlation: the extent of

course revision for the Teacher Corps training(6.1) was fovndto haveanega-

tive correlation with the number of previous cycles of Teacher Corps (1.8).

That is, where there was cxtensive course revision, there were few

(or no) previous cycles of the program at that university. Extent of

revision pertains to revision over previous as well as current cycles
of Teasver Corps at a site.

We would have expected the longer-running programs to have a
higher degree of course revision than the newer ones. Perhaps newer
programs are attempting to be more experimental and innovative and
are trying out many different approaches and techniques, while the
®older® programs are adhering to a more traditional or long-established
curriculum.

Where teacher competencies are used in the program, some inter-
esting correlations can be found. In some projecis, a variety of groups

and methods were used in specifying competencies (7.1) These projects

showed a high degree of participation in the overall program by

cooperating teachers (2.4) and with interns! exposure to innovative

teaching and interns' feeling of support by the school staff. This com-

bination of factors depicts an effective program, where competencies
are used and are defined fairly carefully and thoroughly; where cooper-
ating tcachers are involved and in support of the program (and, thus,
in a good position to help the intern develop competencies); and where
the intern learns innovative teaching methods and has the support of
the schocl staff in his work.
At the same time, where competencies are used in training interns,
interns do not feel that they can be self- directed (8. 2), and they do not

tend to operate as independent teachers with the cooperating teacher

providing supervisory support (9.6). This suggests that, while teachers
may have training in certain competencies, their training either does not

give them the confidence to operate independently or is construed by
interns to be confining and restrictive.

In factors related to the degree of personalization of the program,
an important factor was the extent that the intern feels accepted within
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the project (8,1). It was found that intern: felt accepted in projects where

Personality, background experiences, ethnic and cultural conditions were

emphasized in the selection procedure (5.2), It is‘likely that this occurred

because a project's -~oncern with the personal and cultural background of
the interns reflected an attitude to which interns reacted positively.

It was shown that an intern feels most accepted within the project

when his tcam leader and cooperating teacher have similar views regard-

ing goais of Teacher Corps, curriculum development and supervision

(9.1). This is probably true because the intern spends a great deal of
time in the cooperating school, and a sense of unity among the project
staff would undoubtedly give the intern a stronger feceling of acceptance
than he would feel in a more fragmented situation. Int>rns also felt

accepted in projects that had been at the university for a long time. This

was probably true because the projects were experienced and were seca-
soned units whose staff members had come to work well together.

An intern felt accepted when the public school staff supported his

involvement in the community (11.1). This was an important finding because

the intern spends a great deal of time on efforts to promote community
participation at the school, and the support of the stafs probably has a
strong impact on the intern's feeling of acceptance.

An important factor in this category demonstrated that an intern

e —y
can choose elective courses in some pronjects but still feel he is not

accepted or in contact with project staff (8.3). It is apparent that elective

courses alone are not the answer to promoting the degree of personaliza-
tion in a project. Where the intern is given freedom to make his own
choices, he also needs guidance and assistance from the staff,

At projects with a great number of chicano interns, the chicano

interns did not appear to feel any more or less accepted in the public

school setting than interns at any other project, but it was shown that

acceptance inthe public school (8. 4) correlated negatively with percent of

black interns (1.2). This is significant because black interns make up

a good proportion of the total intern population, and it is important that
they be able to work effectively in the public schools,
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An intern felt less accepted in the public school setting where there
was & strong low-income /minority focus in the regular school of education

prograra (2.3). This would seem to indicate that the low-income /minority
focus of the regular school of education was in some way working against
the intern in the public schools, perhaps by focusing on curriculum content
raiher than on interaction. It may also be true that the low-income/
minority focus was seen in schools in large metropolitan areas where
large, overcrowded schools might appear cold, formidable, bureaucratic
institutions to the interns.

in terms of the practicum experience on interns in the public school
setting, an important factor was the extent that the cooperating teacher
participates in the overall design of the project. It was shown that in

projects where the cooperating teachersparticipated in the overall project

design they did follow up on academic instruction in the school setting.

It is likely that involving the cooperating teachers in the projects encour-
aged them to be more concerned with the intern's progress in the public
school classroom, and gave them a clear emough picture of the intern's
activities to follow up with appropriate classroom work.
Where the cooperating teacher did participate in the overall design,
it was shown that there was not a great deal of turnover in project staff
.57). This suggests that the staff was a unified group that worked well
together and, feeling satisfaction with this good working relationship did
nol wish to ieave their jobs.
A [inal important correlation in the practicum-experience category

shows that, where the team leaders operated as master teachers (9.2),

-n¢ intera tended to be exposed to innovative teaching methods and to feel

supdor: bv the school staff in his efforts (10.2). Here, we can hypothe-

si1ze that the strong leadership and experience of the team leader influ-
enced the school staff to be supportive of the intern's teaching and other
.ctivities. It also can be assumed that the team leader-master teacher
encouraged the use of innovative methods among staff members. It is
possible that the team leader was the one providing this display of innova-
tive teaching for the intern.

in the factors describing other characterxstxcs of the school settmg

in wh.ca the intern works, an important factor to recognize is the extent

of exposure of the intern to ianovative teaching and the intern's sense that

school siaff support his effortsﬂ(lO. 2). This correlates lnghly (. 57) with the
ERIC ——— )
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similarity of views betweenthe team leacer and the cooperating teacher. This

correlation suggests that the sharing of similar views by the cooperatirg
teacher and team leader helped to create a base for the demonstration of
innovative teaching and that they acted tc.vgether as his advocates in gaining
support for him from the reat of the sta f.

The extent to which the intern was exposed to innovative teaching and

felt the school staff supported his efforts also correlated highly with

the intern being on a team where the team leader was master teacher and

the school environment allowed the intern to bring about change outside of

his classroom (9.2). This correlation implies that the team leader as

master teacher provided innovative teaching experiences for the intern's
observation and that the sense of supportiveness of the school staff was
related to the school environment being open to change by the interr.
Finally, let us review some factors in isolation, to see what items
loaded on a given factor. Three of these are of special interest because

of the combination of items that they represent. Factor 8.1 portrays an

intern who feels accepted by Teacher Corps staff, who receives sensi-

tivity training and training in cross-cultural/ethnic awareness, and

attends classes, seminars, etc. that are supportive of the intern's growth.

These loadings show a combination of personal-growth features that pro-

vide the intern with a good feeling of acceptance in the project.

Several inte resting items clustered together to form factor 8.2. These
included the extent to which the intern feels he can be self-directed,the flexibility

of the program, the extent to which the intern can choose the _pace and

order of his course work, and the intern's view that the Teacher Corps

program supported his growth in some way. These items depict a self-

directed intern who can plan and structure his courses and who receives

£ood support from the project. Notice that an intern's sense of being

Self-directed and feeling accepted are not highly related.

Factor 9.2 shows a curious combination of items that might seem,
at the outset, to be unrelated but that form an interesting factor, The
items that loaded on this factor present the following picture;

e The team leader functions as a master teacher;

° The intern frequcntly asks the team leader for help;
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° The school environment allows the intern to bring about
change in the school;

® The Teacher Corps team is loosely structured, but with

adequate planning;

. Simulation feedback training is a part of the intern's

learning experience,

This factor can be said to represeat a positive guality of program
operation, where the program operates without undue formality; and the
intern can look to the team leader as model, receives feedback on his
work, and is {free to seek advice and help from the team leader whenever
he needs it.

Some other factors have equally interesting loadings, and the
reader is referred to Volume III of this report for a complete listing
of program factors and the items that loaded on each one.
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3. Description of Exit Characteristics

a. Introduction to Exit Factors

This section presents a description of the categories of
exit-variable factors. The intern exit variables, as discussed earlier,
were derived from the eight training gcals that are the focal points of a
Teacher Corps program. These goals are derived from a purpose com-
mon to all Teacher Corps programs, i,e,, to train effective and innovative
teachers for the inner-city, rural,and primarily poor areas of the country.
The goals were goals common to all or most of the Teacher Corps projects
in the study.

The first category shows the extent of interns' involvement in the
school and comamunity. This includes the extent to which the intern in-
volves parents in the classroom, the degree of teacher involvement with
parents, and degree of intern involvement outside of classroom and
school environment,

The emphasis of the second category is on the extent of cooperative
decision making by interns as members of teaching teams and as teachers
involving pupils in decision-making related to learning.

The third category focuses on the extent to which interns develop
realistic and relevant curriculum materials and content for specific
pupil populations, Factors include development of a sophisticated per-
spective for choosing curriculum materials and development of a rationale
for changes actually made in the curriculum.

Category 4 is concerned with the extent to which interns develop
high-quality affective relations with pupils. Here, we consider whethes
interns are able to develop positive rapport, to communicate with pupils,
and to use appropriate classroom management techniques.

Teacher Corps interns have, as one of their most important
training goals, learning to use competency-based instructional techniques
with pupils: this is the focus of the fifth category. The factors included
describehow interns diagnose the pupil's current learning state, whether
they state objectives in behaviorial terms, how they design ways for
children to learn at their own rate, and how they evaluate children
against the specific objcctives.

105



Teaching children to read while giving considerable concern to
the pupil's reading attitudes as well as his reading skills is a major train-
ing goal and the subject of the sixth category. 1 What is important here
is: the method and strategies interns use in teaching reading, the
teacher staffing patterns, types of reading materials used, and organization
of class--i.e., reading by entire class groups, or individual instruction.
Other important considerations are: evaluation tools employed by the
teacher; the native language of students in class aad whether reading
is taugnht as a separate subject or is integrated into the teaching of
other subject areas.

Category 7 reflects a constellation of desirable attitudes that
interns are expected to au:qui::'e.1 While this is not a Teacher Corps
training goal per se, and while intern selection may be the best expla-
nation of these personglity characteristics, there are attitudes that are
influenced by Teacher Corps training and these are measured in this
category.

The Teacher Corps program seeks to develop '"'realistic" and
better-equipped teachers for the inner-city schools. Category 8 shows
the extent to which interns develop a basic understanding of inner-city
school problems and a sense of competence to deal with these problems.
Included is the intern's perception for why some children do not read
well. A closely related attitude is the intern's perceptions about the
causes of poverty in American society.

As with the program factors, the correlations between exit factors
are portrayed in the following table.

1These goals were not measured in Phase I because of the burden of
time already placed on interns by this study.
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Table 30, Significant Correlations Among Exit Factors

Iraining Goal 1: Utilization of School and Community Resources

1.1

Intern Utilizes School and Community Resources

.53
.56

Intern Initiates Contact with Parents: Telephone Calls (1. 3)

Effective Pupil Diagnosis, Lesson Planning and Informal
Authority (As Seen by Team Leader) (5.1)

1.2 Intern's Percegtion of Importance of Bringing About Change in

School

S ————

~-.57 Intern Initiates Contact with Parents: After School or

1,3

.47

Weekend Activities (1. 6)
Child Initiating/Intern Responding Classroom Interaction (4.1)

Intern Initiates Contact with Parents: Telephone Calls

.53
.45

.43
. 57
.44

Intern Utilizes School and Community Resources (1, 1)

Intern Initiates Contact with Parents: After School or
Weekend Activities (1. 6)

Intern Uses Breoad Range of Resources in Preparing Lesson (3, 2)
Intern Accepts and Uses Student Ideas (4. 2)

Extent that Informal Authority Structure is Used (Intern Report)
(5.5)

1,4 Intern Initiates Contact with Parents: Home Visits

. 44

Intern is Attentive to Children (4. 4)

1.5 Intg:ﬁ-n Initiates Contact with Parents: Number Q{Hoprs

. 58

.43

Intern Feels Competent to Deal with Problems of Schools
Serving Low-Income/Minority Group Children (7. 1)

Intern Perceives Reading Failure as Due to Student and
Environment (7. 2)
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Table 30. (Continued)

1.6 Intern Initiates Contact with Parents: After School or Weekend
Activities

-.57 Intern's Perception of Importance of Bringing About Change
In School (1.2)

.45 Intern Initiates Contact with Parents: Telephone Calls (1. 3)
.47 Extent of Group Planning of L2sson (2. 4)

~-.54 Intern Uses Broad Range of Resources in Preparing Lesson
(3.2)
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Table 31. Significant Correlations Among Exit Factors

Training Goal 2. The Use of Cooperative Patterns of Decision-Making as
Members of Teaching Teams and as Interns Involving Pupils in Learning

Methods

2.1 Degree that Instruc:ional Choices are Given to Pupils
.60 Intern Asks Open-Ended Questions, Attends to Response and
Praises Child (4. 3)
2.2 Introduction of Culturally Relevant Curriculum Materials
-.49 Instruction Follows Lesson Plan (2. 3)
-.50 Children Can Explore Room and Select Work Group but
without Teacher/Child Interaction (4. 6)
-.46 Corrective Feedback (5. 3)
-.56 Extent of Attention to Acadeinic Topics in Instruction (5. 6)
.53 Intern Perceives Reading Failure as Due to Student and
Environment (7. 2)
2.3 Instruction Follows Lesson Plan
-.44% Intern Asks Open-Ended Questions, Attends to Response and
Praises Child (3. 3)
.46  ChildrenCan Explore Room and Select Work Group but
without Teacher-Child Interaction (4. 6)
.63  Diversity of Instructional Modes Used in Classroom (5.2)
-.47 Effective Pupil Diagnosis and Lesson Planning (From
Interview with Intern (5. 4)
-.47 Extent that Intern Provides Different Learning Activities
for Different Children (5.7)
--45 Intern Perceives Reading Failure as Due to Student and
Environment (7. 2)
2.4 Extent of Group Planning of Lesson

.47

-.48
.49

.47
.51

Intern Initiates Centact with Parents: After School or
Weekend Activities (1. 6)

Intern Uses Informal Authority Structure (2. 5)
Overall Ability to Relate to and Communicate with Pupils (4.7)

Extent of Aticatic: to Academic Topics in Instruction (5. 6)
Intern Perccives Poverty as Due to Individual or Fate (7.3)
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Table31l. (Continued)

.46 Intern Uses Broad Range of Resources in Preparing Lesson (3.2)

2.5 Intern Uses Informal Authority Structure

-.48 Extent of Group Planning of Lesson (2.4)

-.46 Intern is Attentive to Children (4. 4)

-.44 Overall Ability to Relate to and Communicate with Pupils(4. 7)
2,6

Children Assigned Instructional Goal and Work in Groups

-.44 Intern is Atteantive to Chiliiren (4. 4)
~.51 Hours Per Week Teaching Reading (6. 1)
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Table 32, Significant Correlations Among Exit Factors

Trainin Goal 3. Development of Curriculum Materials and Content
Realisrgic and Relevant to Minority Group Children

3.1 Introduction of Relevant New Curriculum

None

3.£7ri;ptern Used Broad Range of Resources in Preparing Lesson

=.43 Intern Initiates Contact with Parents: Telephone Calls (1. 3)

-.54 Intern Initiates Contact with Parents: After School or
Weekend Activities (1. 6)

.46 Intern Uses Informal Authority Structure (2. 5)
-.45 Intern Accepts and Uses Student Ideas (4.2)

.47 Extent that Informal Authority Structure is Used (Intern
Report) (5. 5)

.60 Extent that Intern Provides Different Learning Activities
for Different Children (5. 7)
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Table 33, Significant Correlations Among Exit Factors

Training Goal 4. Development of Jigh-Quality Affective Relations
with Pupils

4,1 Child Initiatinglntern Resgondinf; Classroom Interaction

-.47 Intern's Perception of Importance of Bringing About Change
in School (1.2)

4.2 Intern Accepts and Uses Student Ideas

.57 Intern Initiates Contact with Parents: Telephone Calls (1. 3)
-.45 Intern Uses Broad Range of Resources in Preparing Lesson (3, 2)

.50 Children Can Explore Room and Select Work Group but without
: Teacher-Child Interaction (4. 6)

~.46 Effective Pupil Diagnosis and Lesson Planning (From Interview
with Intern) (5.4)

-.56 Extent that Intern Provides Different Learning Activities for
Different Children (5. 7) -

a
I

Intern Asks Open-Ended Questions, Attends to Response and
Praises Child

.60 Degree that Instructional Choices are Given to Pupils (2.1)
-.44 Instruction Follows Lesson Plan (2. 3)

4.4 Intern is Attentive to Children

-.46 Intern Uses Informal Authority Structure (2.5)
-.44 Children Assigned Instructional Goal and Work in Groups (2. 6)

4.5 Intern Gives Acknowledgement/Child Responding

(No significant correlations.)
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Table 33. (Continued)

4.6 Children Can Explore Room and Select Work Group but without
Teacher-Child Interaction

-.50
.46
.50
.43
.52

Introduction of Culturally Relevant Curriculum Materials (2, 2)
Instruction Follows Lesson Plan (2. 3)

Intern Accepts and Uses Student Ideas (4. 2)

Corrective Feedback (5. 3)

Extent of Attention to Academic Topics in Instruction (5. 6)

4.7 Overall Ability to Relate to and Communicate with Puapils

.49
-. 44
hal ) 53

Extent of Group Planning of Lesson (2. 4)
Intern Uses Informal Authority Structure (2. 5)

Intern Perceives Reading Failure as Due to Teacher and
Poverty as Due to Structural Problems in the Society (7. 4)
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Table 34. Significant Correlations Among Exit Factors

Training Goal 5. The Use of Competency- Based Instructional

Techniques with Pupils

5,1 Effective Pupil Diagnosis, Lesson Planning and informal Authority
(As Seen by Team Leader)
.56 Intern Utilizes School and Community Resources (1.1)
5.2 Diversity of Instructional Modes Used in Classroom
.63 Instruction Follows Lesson Plan (2. 3)
-.56 Effective Pupil Diagnosis and Lesson Planning (From
Interview with Intern) (5.4)
-.56 Intern Feels Competent to Deal with Problems of Schools
Serving Low Income/Minority Group Children (7.1)
5.3 Corrective Feedback
-.46 Introduction of Culturally Relevant Curriculum Materials (2. 2)
.43 Children Can Explore Room and Select Wc: .« Group but
without Teacher-Child Interaction (4. 6)
.62 Extent of Attention to Academic Topics in Instruction (5. 6)
5.4 Effective Pupil Diagnosis and Lesson Planning (From Interview

with Intern)

-.47
-. 46
-. 56
.45

.51

Instruction Follows Lesson Plan (2. 3)
Intern Accepts and Uses Student Ideas (4.2)
Diversity of Instructional Modes Used in Classroom (5.2)

Extent that Intern Provides Different Learning Activities for
Different Children (5.7)

Intern Feels Competent to Deal with Problems of Schools
Serving Low-Income/Minority Group Children (7.1)
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Table 34. (Continued)

5.5 Extent that Informal Authority Structure is Used ({Intern Report)

-.44 Intern Initiates Contact with Parents: Telephone Calls (1. 3)

.47 Intern Uses Broad Range of Resources in Preparing
Lesson (3.2)

-48 Extent that Intern Provides Different Learning Activities for
Different Children (5. 7)

//_\
5.6 Extent of Attention to Academic Topics in Instrucgion

i
-.56 Introduction of Culturally Relevant Curriculum Materials (2.2)

.47 Extent of Group Planning of Lesson (2. 4)

+ 52 Children Can Explore Room and Select Work Group but
without Teacher-Child Interaction (4. 6)

.51 Intern Perceives Poverty as Due to Individual or Fate (7.3)

5.7 Extent that Intern Provides Different Learning Activities for
Different Children

-.47 Instruction Follows Lesson Plan (2.3)
-60 Intern Uses Broad Range of Resources in Preparing Lesson (3, 2)
-.56 Intern Accepts and Uses Student Ideas (4.2)

-45 Effective Pupil Diagnosis and Lesson Planning (Interview
with Intern) (5. 4)

-48 Extent that Informal Authority Structure is Used (Intern Report)
(5.5)

-53 Intern Perceives Reading Failure as Due to Student and
Environment (7.2)

.56 Intern Parceives Poverty as Due to Individual or Fate (7. 3)
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Table 35, Significant Correlations Among Exit Factors

Training Goal 6. Teaching Reading with Concern for Pupil's Reading
Attitudes as Well as~Reading Skills

6.1 Hours per Week Teaching Reading

-.51 Children Assigned Instructional Goal and Work in Groups (2. 6)
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Table 36. Significant Correlations Among Exit Factors

Training Goal 7. Intern's Ex lanations of Poverty and Failure to Read
as Well as Perceived Competence in Dealing with Problems of Teaching
in the Inner-City

7.1 Intern Feels Competent to Deal with Problems of Schools Serving

Low-Income/Minority Group Children

.58 Intern Initiates Contact with Parents: Number of Hours (1,5)
-.56 Diversity of Instriactional Modes Used in Classroom (5.2)

.51  Effective Pupil Diagnosis, Lesson Planning (Interview
with Intern) (5.4)

7.2 Intern Perceives Reading Failure as Due to Student and Environment

-.43 Intern Initiates Contact with Parents: Number of Hours (1.5)
.53 Introduction of Culturally Relevant Curriculum Materials (2.2)
-.45 Instruction Follows Lesson Plan (2.3)

.53 Extent that Intern Provides Different Learning Activities for
Different Children (5. 7)

7.3 _Intern Perceives Poverty as Due to Individual or Fate

.51 Extent of Group Planning of Lesson (2. 4)
.51 Extent of Attention to Academic Topics in Instruction (5. 6)

.56 Extent that Intern Provides Different Learning Activities for
Different Children (5. 7)

7.4 Intern Perceives Reading Failure as Due to Teacher and Poverty
as Due to Structural Problems in Society

-.33  Overall Ability to Relate to and Communicate with Pupils (4. 7)
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b. Discussion of the Most Important Exit Factor Correlations

Teachers who use school and community resources (1.1)

are shown to be teachers who frequently initiate calls to parents (1.3) and

who communicate wiil. .« .1¢..t3 ccgarcding after-school or weekend activities.

These correlatiu s pdrtray a teacher whq goes beyond the regular class-
room activities to involve parents in the learning of the children and in the
school's activities, and who attempts to enrich the education process by
incorporating different resources into his lessons.

Interestingly, interns who see the importance of bringing about change

in school (1. 2) tend not to initiate contact with parents in connection with

after-school or weekend activities (l.6), which may indicate that they want

to focus on change within the school and to play down their contacts with

parents. At the same time, however, these interns do not have good inter-

action in the classroom (child-initiating/intern responding) (4. 1). Possibly,

they would like to see change in the school but do not realize the importance
of creating an exciting learning situa ion in their own classroom. Another
possible explanation is that the interns work in a confining school structure
where they are unable to relate to students as they want to. That is, the
structure within which they work may be the reason that they cannot com-
municate effeclively, rather than a lack of ability on their part.

Interns who devote a lot of time to initiating contacts with parents

(1.5) are shown to feel competent in dealing with problems of schools

‘gerving low-income/minority group children, It may be necessary

in these types of schools, for interns to feel competent in dealing with
school problems before they undertake extensive efforts to deal with their
pupils® parents.

We see that interns who give their pupils a choice in the kinds of

instruction they will receive (2.1) are interns who are praising of the

children and responsive to them. This is important because a child who -

is given freedom to select his courses of instruction will benefit more
from that instruction if the teacher follows up his chosen activity with

individuai attention and help, rather than leaving him to himself.
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It is surprising that interns who are reported to have ranked high

in the introduction and use of culturally {ethnic) relevant curriculum

materials (2. 2) ranked low in the attention to academic topics (5. 6) and

in the use of corrective feedback (5.3)., This non-academic focus may be

@ function of the iutern's perceived need to stimulate and interest the class
in some way, even if it is at the expense of academic learning.

Interns who tend to follow a lesson plan (2. 3) are shown to use a

diversity of instructional modes (5.2) and to allow children to explore the

rucm and select a work group (without teacher-child interaction). By

®instructional modes" is meant such techniques as lectures, group dis-
cussions, use of audio-visual materials, etc. It is likely that the use of
different instructional techniques and work groups is most effectively
achieved by an intern whose lessons are well planned.

Unfortunately, these same interns do not show the responsiveness
to pupils (4.3) as was shown with interns who use culturally relevant
materials,

The factor illustrating the use of an informal authority structure is

interesting to study. We might expect ‘hat an intern who conducted the

class in a fairly informal manner--that is, without rows of desks and

other formal kinds of restrictions (2. 5)--would be attentive to children
(4.4) and able to relate well to them (4.7), but we find that the reverse
is true. ' It may be that the use of an informal structure is not always

an attempt to make the learning situation more pleasant but is, rather,
indicative of the intern's inability to control the class effectively and to
communicate well,

Some correlations in the category dealing with the development of
high-quality affective relations with pupils are intriguing in revealing

classroom styles. Interns who use student ideas (4. 2) tend not to use a

broad range of resources in lesson-planning (3.2). Presumably, they

rely partially on their students for help in creating the lesson. These
interns do not provide different learning activities for different children
(5.7), but let them explore the room and select their own work groups.
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We also see that interns who are responsive to the students and

praising of them (4, 3) tend to give pupils choices in the instruction that

they will receive. These same interns tend not to follow lesson plans
(2,3).
In both cases--for those interns who rank high in using students*

ideas and for those who are responsive to students--lesson-planning is
not a strong feature of the intern's approach; rather than plan each lesson
ahead of time, these interns seem to rely on the pupils' ideas and prefer-
ences in conducting the lesson, allowing them to help in selecting what is
studied and to present ideas for discussion. Interns who allow students

to move about and freely select their work group do tend tc follow lesson
plans (2.3). These interns focus on academic instruction (5. 6), and do
not show a practice of using culturally relevant materials.

This hypothesis is supported by the correlations of factor 5.3, which
describes the use of corrective feedback. The factor bhas a negative corre-
lation with the introduction of culturally relevant curriculum materials,
and a positive correlation with attention to academic topics.

The correlations are beginning to reveal a picture of roughly two

types of interns: one uses ethnic materials to stimulate his class, does

not tend to use corrective feedback, and does not tend to follow a lesson

plan. The other tends to have a more academic focus, allowing children

to select work groups but without teacher-child interaction, allowing the

group to help develop the lesson, and using corrective feedback. We

might describe these two types of interns in a chart:

Type A Type B
e Introduces culturally relevant e Focuses on academic topics;
materials; e Allows students to move about
e Does not foliow lesson plan; and select work groups;
e Does not use corrective e Has group lesson-planning;
feedback

: e Uses corrective feedback
e Does notallow children to
explore room and select

work group

(Note that not all factors have high correlations, but these basically
represent two clusters of interns.)
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We note that the latter type of intern-~-the intern who has an
academic focus--tends to perceive poverty as due to the individual or
to fate. These interns may be holding a view that it is the individual's
duty to educate himself and elevate himself, and those who don't remain
Poor because of their own failure to recognize and improve their condition.

Finally, it is interesting to note several correlations related to
interns' perceptions about why some children have ceading difficulties.
Interns who perceive reading difficulties in pupils as being due to the
pupil himself or to the Pupil's home environment are the interns who
also introduced ; ultu?ﬂﬂelevant curriculum materials in their class-
rooms and provided differentnlearninﬁg activities for different children.

It may be that these intern;;ee cultu;'al differences in children as handi-
caps which the child must overcome if he/she is to read well. It may be,
however, simply a recognition on the part of the intern of the great gap
between the curriculum cf the school and the real, legitimate world of
the child.

Interns who see pupils' reading difficulties as being, in good part,
due to the teacher also show an overall ability to relate to and commun-
icate with pupils. Their is no indication that these interns use different
technical skills as teachers; they just communicate better with pupils
than do interns who perceive reading difficulties as due to pupils' efforts
or lack of efforts. It should be pointed out that both sets of intern per-
ceptions about reading difficulties in pupils are correlated with positive,
progressive, yet different instructional strategies.
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B. Analytic Findings

The relationship of intern background characteristics, Teacher
Corps program characteristics and intern exit skills was studied using
the analysis procedures identified in Section IIIB. The findings are
organized below under five research cuestions. For the convenience
of the reader, a less technical summezry of the findings are presented
in Section VI of this volume. Volume III of this report contains addi-
tionai technical data related to the analysis discussed below.

Question a: Are there any important trends in the program or

background factors that are most associated with
exit factors ?

As described in Chapter III, Section B, a canonical correlation
created linear combinations of background, program, and exit factors.
There were ten linear combinations found that correlated at the .50
level or above. The background factors included such information as
socioeconomic status, previous experience in teaching children, edu-
cational level reached, and other information. (Note that ethnic back-
ground was not included as one of the background factors in this discussion:
ethnic group was treated as nominal data that cannot be measured along
a scale. More will be discussed about the relationship of ethnic back-
ground to exit factors later in this section.) The program factors have
been discussed previously and a list is included in Chapter II. Nineteen
factors Joaded on one or several of the linear correlations. These are
listed in Figure 7.

The correlations yielded some results that are useful and surprising,
First, all of the factors were program factors. That is, none of the back~-
ground factors were highly related to the exit foctors. This is very
important, because it reveals that none of the background experiences or
characteristics (excluding ethnic background) had an impact on the intern's
exit characteristics; all of the impact came from the intern's program

experience,

Moreover, it is interesting to look at the 19 significant factors in
terms of which program categories they represent, Category 3 showed
no correlations with exit faciors. This category deals with characteristics
of the school district, and the iack of correlations suggests that the size
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of the district, SES of the pupils, and expenditures do not impact on the
interns' ability to perform well. Nor did the intern selection process

(Category 5) have a significant impact an the exit factors. This is sur-
prising, because a number of different and carefully studied techniques

were used in selectiag interns. Some programs stressed academic
ability, while others focused on interns’ background experiences, ethnic
and cultural experiences, and personality. We would expect some of
these factors to have a profound impact on the Teacher Corps graduates,
but no correlations are seen to suggest that the methods and criteria used
in selection have a significant effect,
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PF 1.5 Team Leader/Intern Ratio

PF 2.1 Percent of Minority Group Professors in School of Education

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

PF 4.2 Percent of Chicano Team Leaders

PF 4.9 Intern Learned Most from Project Director

PF 6.1 Extent of Course Revision for Teacher Corps Training

PF 8.2 Intern Feels He Can Be Self-Directed

PF 9.1 Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supervision

PF 9.5 Amount of Clinical Supervision Given to Intern

PFl1.1 Extent of Public School Staff Support of the Intern's
Involvement in the Community Component

PF1l1.3 Extent of University Involvement in Community Component

PFl1.4 Hours Per Week and Diversity of Community Component

PF13.2 Extent to Which Goals are Known and Shared by Project Staff

PF13,3 Extent of University Involvement in Community Component

PF13.4 University Professor's Knowledge of Overall Instruction
Given Interns

PFl14,1 Extent of Discontinuity of Project Staffing

PFl4.2 Extent of Cooperative Decision-Making at Project as Seen
by Principal

PFl4.4 Frequency of Changes of Cooperating Schools and School
Districts; Lack of Influence by LEA; Extent of Turnover in
DSE Role

PFl4.5 Extent of Cooperative Decision-Making as Seen by Project
Staif

Figure 7. Program Factors that were Correlated

With At Least One Intern Exit Factor
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The use of competencies in teacher training has been suggested as
one of the important features of some Teacher Corps programs. Here,
again, this category of factors (Category 7) showed no correlation with

exit variables, This may Suggest that the use of competencies is not
as useful as was ci.o thougnt in preparing teachers. This finding is
most significant in light of recent emphasis being placed on competency-
based education. It may also mean that this aspect of CBTE has not

been fully developed at these sites.

Two other categories of program variables showed no high loadings
on the linear combinations: these were characteristics of the school
settingvin which the intern works (Categovy 10), and the evaluation pro-
cess within the project (Category 12). Again, these findings are some-
what unexpected. In the first case, the category includes such factors
as the extent of the intern's exposure to innovative teaching and the intern's
sense that the school staff supports his efforts, the extent of curriculum
expansion as a result of Teacher Corps, and the amount of reported im-
plementation of portal schools. It is possible that the interns were
sufficiently motivated by their learning and teaching experiences that the
conditions within the school were not of sufficient importance to have an

impact on them.,

The lack of cocrelation of factors in the evaluation category is less
surprising, although it should be noted. Where project evaluation is a
strong component of a project, one would expect that the project staff
would see the project's strengths and weaknesses and make improve-
ments and changes where they appeared to be necessary, but these
changes may not have an impact on the intern because they would come
too late to affect his learning experience. It may also be that so few
résources were devoted to evaluation that differences in evaluation were
not substantially profound. ;

Three program categories had at least three factors that were
related to exit factors. Let us review these three categories. The first
relates to the inte rn'g involvement in the community component (Category
11). Three factors in this category were found to be significant. This
is interesting because Teacher Corps projects place great stress on the
comrmunity component ar1 <n the need for the intern to spend a sizeable
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amount of time working in the community. Because the intemn is
encouraged to make this an important part of his learning and working
activity, it is rewarding to see that these activities have an impact on
tne intern's exit characteristics.

The category dealing with the programmatic continuity within the

project {Category 13) was also important in terms of intern exit factors,
In this category were factors that show the extent of cooperation and
goal-sharing among those who are working with the project. We see
here that it is, indeed, important that there be continuity within a project.
This continuity is achieved when the goals are known and shared by
project staff and when the academic instruction is followed up in the
schooi setting. We saw earlier that factors in this category had a strong
correlation with other important program factors, such as the feeling

of self-followup of academic instruction in the school setting have

important bearings on the intern's success as a teacher.

The last of the three categories pertains to project stability and
the extent of cooperative decision-making at the project. Project stability
refers to the lack of turnover of project staff and staff in key positions
in cooperating institutions. It also refers to the continuity of relationships
with cooperating schools and school districts. '

What is important to note here is that, rather than skill-based
factors, such as the use of competencies or project context character-
istics, such as characteristics of the school or the school district, the
factors that were most correlated with exit factors were those that
related to more personalized matters--intra-project cooperation, com-
munity work, and project cohesiveness, plus a few factors from other
categories. In other words, the characteristics of the project itself,

rather than external conditions, seem to have the strongest impact on
the uxit characteristics. What is important is the cohesiveness, person=-
alization, and integration of the project.

Other factor correlations bear this out. The ratio of team leaders
to interns (1.5) is one of these. The percent of minority-group professors

(2.1) kad a high correlation, as did the Pproject's perception of the extent

of goal similarity and cooperation with the school of education. The extent
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of course revision (%], 1) had an impact; another factor was the extent to
which the intern felt he could be self-directed, choose his learningﬁpacc,
and select his course order (8.2). Similarity of views between team

leader and cooperating teacher (9. 1) was also mgmfxcant as was the
amount of supervisisn of the intern.

Thus, we sce that the ' 'bersonalization" factor and the cooperative -
ness and cohesion in the project are the factors that influence the intern's
exit characteristics. External conditions such as school setting and
selection procedures, and background factors such as age and experience,
have no significant impact on the intern's exit behavior.
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Question b:  What is the strength of relationship between back-
' ground and program factors as related to individual
exit characteristics?

in this sz2ction we discuss the results of multiple linear regressions
done on 22 selected intern exit chara:teristics. The aim of this work was
to identify the number and name of p-ogram factors that could predici each
of the exit characteristics at a high degree of accuracy. The results of
the analysis are listed in Table 37. Note that, in this part of the analysis,
we used all 28 background and program factors, rather than just the 19
used by the canonical correlations.

As the results show, only three exit characteristics could be pre-

dicted from program factors at an acceptable level of accuracy. These

three are related to the intern's perceptions of the causes of poverty and

reading failure (factors 7.2, 7.3, 7.4). None of the other exit charac-

teristics could be predicted in this way.

Program factors that are related to exit factors 7.2, 7.3, and 7.4
were then examined. There were only a few program factors that had
easily definable substantive relationship with any of the three exit
factors.

Exit factor 7.4 pertains to the way that interns perceive reading

failure and poverty. Interns who see reading failure as a teacher prob-
lem rather than a pupil or environmental problem and who see poverty as

a structural problem in society rather than the fault of the individual have
been in Teacher Corps programs that have common features. Four of the
six program features describe the minority group and low-income focus
of the project and its context. These factors are:

™ PR4.2, Forcent of Chicano Team Leaders
o PR2.1, Percent of Minority Group Professors in School of
Education

L PR10.7, Percent of Public School Pupils That Qualify for Title
III Funds

° PR10. 6, Percent of Black Staff in Public School
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‘Table 37. Summary of Results of Background and Program Regression
on Selected Intexrn Exit Characteristics

! No. of Background o
Program Factora That | Percent of the
Loaded on Theae Variance
Exit Characteristics Exit Factors Accounted for

1.1 Intern utilizvs scnool and community 18 24% 1 )
regsources 1

1.2 Iintera's perception of importance of 10 9%
bringing about change in school

1.3 Intern initiates contact with parents: ié 1% 1
telephone call

1.4 Intern initiates contact with parenta: 15 20%
home visiia

2.1 Degree that instructional choices are 15 18%
given to pupila '

2.2 Introduction of culturally relevant 11 14%
curriculum materials (team leader)

3.1 Introduction of relevant new curriculum 18 23%

4.1 Child initiating/intern responding 11 11%
clagaroom interaction

4.2 Intern accepta and uses student ideas 12 12%

4.8 Teacher agks open-ended questions, 17 30%
attends to response and praises child

4.5 Intern gives acknowledgement/child 18 18%
responding

4.6 Children can explore room and select 14 23%
work group but without teacher-child
interaction

4.7 Overall ability to relate to and com~ 11 17%
municate with pupils (team leader) .

5.1 Effective pupil diagnosis, lesson 8 23%
planning and informal authority (as
geen by team leader)

5.2 Diversity of instructional modes used 14 26%
in classroom

5.3 Corrective feedback 13 20%

§.4 BEffective pupil diagnosin and lesson 12 ™
plamning (from interview with intern)

5.5 Extent that informal authority structure 15 20%

‘ is uged (intern report)

7.1 Intern feels competent to deal with 14 16%
problems of schoels gerving low-
income/minority group children

7.2 Intern perceives reading failure as 20 100%
due to student and environment

7.3 Interns perceive poverty as due to 21 100%
individual or fate

7.4 Intern g:rceivn reading failure as due 19 0%
to teachar and povarty as due to
structural problems in the society

'q‘he percents of varianc. explained by program factors indicates the
strength of relationship between program factors and this exit factor.
The higher the percentage, the stronger the relationship. We set
"40%'" as the minimum standard of acceptable strength of relationship.
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The other two program factors that were highly rel:ted to this

e.:it factor pertained to the programmatic integration of the project.

These factors are the extent to which the goals are known and shared by

project staff and the extent of university involvement in the commumty

component.

We note that factor 7.4 relates to only one factor in category 4:

Percent of Chicano Team Leaders. This is surprising, since those

two factors from category 4 contain the same information as is in factor
7.4. Apparently, views held about these issues by project staff are not
transmitted to interns.
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Question c:  Are the strengths of relationship between background
and program factors related to exit characteristics
different for black, chicano, and white interns?

We next reviewed the relationships between program and exit factors
for the three separate ethnic groups of interns: chicanos, blacks, and
whites. We selected one exit factor from each of the six teacher training
goals used by the projects., The selected exit factors are:

° EXl.2 Intern's Perception of Importance of Bringing
About Change in School

® EXzZ.1 Degree that Instructional Choices are Given to
Pupils '

° EX3.1 Introduction of Relevant New Curriculum

[ ) EX4.3 Intern Asks Open-Ended Questions, Attends to

Response and Praises Child

) EX5.5 Extent that Informal Authority Structure is Used
(Intern Report)

() EX7.4 Intern Perceives Reading Failure as Due to
Teacher and Poverty as Due to Structural
Problems in the Society

In general, the program and background factors are better able to
predict the performance of chicano interns than of black interns. For
chicanos, we found that three of the factors could be predicted with a
fairly high level of accuracy. The first was factor 4.3, intern asks
open-ended questions, attends to response, and praises child. The

background program factors that loaded here were:

° PR1.5 Team Leader/Intern Ratio

'Y PR4.3 Percent of White Team Leaders

() PR13.3 Follow-up of Academic Instruction in School
Setting
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° BGIl. 2 Languages Spoken.

® PR14.2 Extent of Cooperative Decision-Making at Project

as Seen by Principal.

These factors accounted for 47 percent of the variance. The fact

that the team leader-intern ratio showrsw a relationshi_g with this exit factor

suggests that the team leader plays an important role in encouraging

interns to establish a rapport and responsiveness with their class: the

next program factor implies that white team leaders tend to be more en-

couraging of this teaching style than are other team leaders.

We note that languages spoken is related to this factor, Evidently,

the teacher who can converse in the languages spoken by his or her students
has a better chance at establishing rapport with the students, although this
is probably associated here with chicano interns, relaiing to many of whom
naturally speak more than one language. The factors"follow-up of academic
instruction'and the'extent of cooperative decision-making'are not less easily
explained, but are plausible predictors of this exit factor.

The second exit factor that can be predicted for chicano interns

is exit factor 5.5 which is the extent to which the intern uses an informal

Classroom gtructure. Six program and background factors were shown to

predict this category, explaining 44 percent of variance. These were:

° PR4.9 Intern Learned Most from Project Director

® BGl.2 Languages Spoken

° BGl.1 Intern is Female From. Well-Educated Urban
._‘ Family

° PR1.5 | Team Leader/Intern Ratio

° PR13.2 Extent to Which Goals are Known and Shared by
Project Staff

° PR4.7 Years Team Leader has Taught Low-Income
Children
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Several factors here are important: the emphas's o. language ability;

the fact that the interns who used informal classroom structure learned

most from the project director; and the two factors related to the team

leader. Evidently, th.- project director sees the benefits of a teaching
b Y

style that disvenses with old classroom formality, with desks in rows,
etc. Then too, these team leaders, having experiences in teaching low-
income children, must share that view. The extent of goal sharing is
also important, in that it suggests a commonality of views that produces
interns who have the ability and interest to conduct class in a non-rigid
manner,

The final exit factor that we will discuss in terms of chicane interns

is 7.4, interns perceive reading failure as due to teacher and poverty

as_due to structural problems in society. Four program factors were

found to account for a 94 percent variance in predicting this factor:

° PR14.5 Extent of Cooperative Decision- Making as Seen
by Project Staff

) PR4, 7 Proportion of Teacher Corps Credits Taught by
Chicano Instructors

) PR4. ¢ Intern Learned Most From Project Director

° PR9, 5 Amount of Clinical Supervision Given Intern

First, we observe that PF4. 1} (staff said reading Problems due to
teacher) and PF 4. 13 (staff explains poverty as cultural problem in —
Society): did not correlate with 7.4. We conclude that staff attitudes
do not predict intern attitudes. _

We also observe that, while none of these four factors seem di-
rectly related to interns' perceptions of reading failure and poverty,
they point to what we might call "healthy" projects, where interns
receive clinical supe rvision, there is cooperative decision-making,
chicano instructors teach chicano inte rns, and the project director plays
& strong role. We might conclude that these posilive elements give interns
a good perspective on unde rstanding the causes of both reading difficulties
and poverty.
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For blacks, only one exit factor was predicted with a high degree

of accuracy: factor 7.4, the one we have just discussed related to chicanos.

interestingly, the set of factors that were found to predict this factor for

blacks (explaning 95 percent of variance) is almost totally different from

the factors for chicanos on this exit factor: only 4.9 is found in both

cases. They are:

Y PR2.1 Percent of Minority Group Professors in School
of Education

e PR4.2 Percent of Chicano Team Leaders
° PR4.9 Intern Learned Most From Project Director

° PR13.2 Extent to Which Goals are Known and Shared by
Project Staff

- e PR4.13 Staff Explains Poverty as Structural Problem in
Society )

° PR13.3 Follow-up of Academic Instruction in School
Setting

Interestingly, percent ot chicano team leaders was important here, but

was not in predicting the same factor for chicano interns. And similar

to the case of chicano interns, minority professors were important. It

is also of interest that, for blacks as well as chicanos, the project
director was shown to play a strong role.
Unlike chicances, blacks show a tendency to have the same views

as the staff, as we see in the presence of factor 4. 13 as a predictor of

this exit factor.

As with chicanos, other "healthy" project characteristics show up
here: goals are known and shared by the staff, and academic instruction

is followed up in the school setting. Again, these factors might be said

to give the interns a good perspective on social problems in general, and
reading and poverty difficulties in particular.

134



For white interns, three exit factors can be predicted with some

accuracy. White interns are the only ones who are significantly influ-

enced by program and background factors related to the extent that

instructional choices are given to pupils. The most impaortant program

and background faciors in developing this teaching skill are:

PR4.7 Years Team Leader Has Taught Low Income Children
BGl.1 Intern is a Female From a Well-Educated Urban Family

PR13.2 Extent to Which Goals are Known and Shared by Project
Staff

PR1.5 Team Leader/Intern Ratio

The predictive power of these factors is only marginal. It took 16 factors,

of which the factors above were most important, to explain 40 percent of

the variance. The factors listed above suggest, however, that

interns are best able to carry out this teaching activity if they are high

socioeconomic status females from urban areas who work with team

leaders with raany years experience working with low income children.
The second exit skill to discuss is EX4.3: iniern asks open - ended

Guestions, attends to response and praises children. White interns

were most influenced by the following factors with regard to this teaching
skill:

PR14.1 Extent of Discontinuity of Project Staffing

PR13.4 University Professor's Knowledge of Overall Instruction
given to Interns

PR9.5 Amount of Clinical Supervision Given to Intern
PR8.2 Intern Feels He/She Can Be Self Directed
BGl.1 Internis a Female From a Well-Educated Urban Family

The predictive power of these factors is limited: 10 factors account
for 40 percent of the variance, Once again, interns who are best at this
teaching skill are females from well-educated urban families. Interns
are best able to use this skill if they receive considerable clinical super-
vision and work with professors who are knowledgeable about the overall
instruction given interns. At the same time, white interns benefit from
staff discontinuity. It may be that white interns are best able to ask
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open-ended questions, attend to pupil response and praise the children
when the's are left alone. This hypothesis is supported by the last factor
which wes found to relate to this teaching skill: intern feels he/she can
be self-directed.

The last exit factor to be discussed is EX7. 4: Intern perceives

reading failure as due to teacher and poverty as due to structural problems

in the society. Interestingly, this exit factor is very nighly related to

background and program factors for all three ethnic groujs of interns.

The specific factors that predict this exit factor are different, however.

For white interns, these program factors are:

PR11.3 Extent of University Involvement in Community Component
PR4.2 Percent of Chicano Team Leaders

PR13.2 Extent to Which Goals are Known and Shared by Project
Staff

PR2,1 Percent of Minority Group Professors in School of Education
PR10.7 Percent of Pupils in Title I Programs at School
PR1.5 Team Leader/Intern Ratio

Three of these factors (4.2, 13.2, 2.1) were also quite powerful

as predicators of this same exit skill for Chicano interns. For both

whites and Chicanos, minority group professors and team leaders play
a c¢rucial role in the development of these attitudes about reading and
poverty. For white interns, experiences in the community and low
income schools are also important. It isn't clear whether interns with
these attitudes choose projects with minority group staff and a low income
pupil population or whether interns in these projects are influenced by
thase features so as to change their attitudes.

In general, the reader must be cautioned against inferring causality
in these relationships. We cannot be sure that program features don't
in fact, merely represent special criteria in the selection of interns.
Yet assuming that program factors do represent the influence of a
Teacher Corps program on interns, we can conclude that program
features rather than background features are best able to predict exit

skills. Note, however, that exit skills for black, chicano or white interns
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are often best predicted by a combination of background factors (usually
BGl. 1) and program factors. As was the case for all interns, the best
predictors of exit skills for black, chicano or white interas usually
relate to characteristics of the Teacher Corps or university staff and to
aspects of the programmatic integration of projects.

Question d: Do graduate and undergraduate projects differ on any

of the background or program factors most associated
with differences in exit characteristics ?

Teacher Corps/Washington has funded projects that have either
undergraduate or graduate interns. An important policy question arises
as to whether undergraduate projects differs from graduate projects on
any of the program variables which correlated with one or more inte rn
exit variable. The distribution of differences between undergraduate
and graduate programs is illustrated in Table 38.
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As is shown in Table 38, there are several instances in which
differences are quite marked. It seems worthy to note some of the
most significant of those differences.

Team Leaders

The scores indicate that there is a better team leader-to-intern

ratic in undergraduate projects than in graduate projects (1.5). Itis

likely that this occurred because undergraduate students, being younger,
need more supervision. If this is the case, however, the added super-
vision is not of a clinical nature, as undergraduate and graduate
programs do not differ on the amount of clinical supervision given
to the interns (2.5).

In und:rgraduate programs, team leaders have had more years of
teaching experience in low-income/minority schools (4.7). Team leaders

at undergraduate projects are generally working on masters degrees, while
graduate team leaders already have masters degrees. The latter would
be the more "academic® of the two groups, while undergraduate team
leaders would have come more recently from direct teaching experiences
with low-income /minority children.

Despite the large difference exhibited between undergraduate and
graduate programs in this particular instance, it may not be a critical
one. I:Inde rgraduate and graduate team leaders did not differ in their

perceptions concerning causes for reading failure (4.11), and of the

causes of poverty (4.13). The differences between the two groups of

team leaders may appear in other ways, however, for example, in
teaching methods and techniques, in use of innovative approaches, team
structure, or relationships with members of team and staff.

No important difference was indicated in the percentage of chicano

team leaders in the_gaduate and nndeg:raduate programs (4.2). This is

a surprising finding. It would seem that undergraduate projects would
have a higher percentage of chicano team leaders for several reasons:
first, because of the likelihood that chicano team leadere would have had
more teaching experience in low-income/minority schools; and second,
because of the limited amount of minority people having masters degrees.
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Academic Instruction

Undergraduate programs tend to have more minority group pro-

fessors than do graduate programs (2. }), and graduate programs tend

to have more of the interns! credits taught by white staff (4.6). Consid-

ering that undergraduate interns take many more credits outside the

school of education, cne would think that undergraduates would have the

greater percentage of credits taught by white instructors.
Undergraduate interns are not only taught by more minority pro-

fessors than interns at graduate programs, but are also working in public

schools which have a higher percentage of black staff (10.6). Undergrad-

uate and graduate team leaders may not differ by ethnic group but the
other staff to wkich interns are exposed do differ in ethnic group charac-
teristics in undergraduate and graduate programs.

There is no substantial difference between the graduate and under-

graduate programs in the extent of course revision (6.1). This is both

an unexpected and interesting finding. It would seem that graduate
projects had considerably more flexibility 1o revise Teacher Corps
curriculum. Graduate programs have fewer required courses and
presumably more ma .ure students, so that it might be easier to insti-
tute more innovative courses.

Intern Independence

Where the differences between graduate and undergraduate pro-

grams do appear is in the independence of intern operation. Graduate

interns tend to fecl they can be self-directed in all aspects of the train.

ing program including interpretation of the intern's teaching role. The

graduate interns tend to operate as independent teachers in the public
school setting (9.6). The fact that the graduate intern feels self-directed
suggests that the training program operates differently on this level, yet

there is no differcnce in the amount of course revision, whether it be in
content area, new teaching methods, grading procedures, implementation
of modules or ethnic focus, However, it can be seen by the factor
loading for factor 8.2 that the intern's sense of being self-directed was
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more highly related io program flexibility thanto the extent of course
" revision (6. 1).

It is not clear how much or what .ype of help the graduate intern
is receiving in the public school setting. As indicated by PR9.5
it is likely the graduate intern receives very little help. Although

assistance of some kind is suggested by PR9.6 it seems possible that
the graduate intern considers himself independent because he is for the
- most part unaided; i.e. left on his own.

Given the greater intern independence in graduate programs, it
is surprising that graduate and undergraduate projects don't differ on

the amount of follow-up of academic instruction done in the school setting
(13, 3).
While undergraduate interns are not working independently, they do

work in an envxronment where team leaders and cooperating teachers

have a similarity of views regardmg goals, curriculum development. and

supervision (9. 1), which is a positive environment.

It may be that graduate interns are more independent because team
leaders lack a similarity of views and because of such dissonance, the
intern is left alone. This difference cannot be attributed to any difference
between the public schools out of which the interns of graduate and under-
graduate programs operate, because the schools are essentially the same.
The public schools have a similar percentage of low-income pupils, and
although undergraduate projects are in districts where the schkools have
a greater percentage of black staff, this would not be an explanation for
the difference.

It is more likely that the difference occurs because the team leaders
in undergraduate projects have had more low-income/minority group
teaching experience (4.7) and want to share their knowledge with the
interns, and they may feel the need to do more supervision because of
this knowledge. As seen by the principal, undergraduate projects also
involve school staff in cooperative decision-making (14.2). This involve-
ment is likely to be an incentive for staff to be more involved in intern

supervision and for the intern to act and perceive himself a part of a
team efiort.
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Finally, it is highly probable that graduate interns are more inde-
pendent because they are different as persons although this difference
is not a function of differences in age or experience with children.

Cooperative Decision-Making

The extent of cooperative decision-making at the project as seen

by the principal (14.2) differs from the perceptions held by the project

g_!;___af_f_ (14.5). Thére may be an objective difference between the two views
or it may simply be a perceptual difference. Therec was a tendency for
principals at undergraduate projects to see more cooperative decision-
making occurring than do principals at graduate projects (14. 2).

Community Component

»

Both the university involvemen: and the public school staff's support
of the community component are higher at undergraduate programs. There

is no difference, however, in the number of hours per week and diversity

of the community component (11.4) at graduate and undergraduate programs.

The extent of public school staff support is an interesting issue.
Public school support is greater in undergraduate projects even though
districts are similar in terms of percentage of low-income pupils. The
reader may recall from Chapter V Section A. 2 that public school support
did vary inversely with the size of the district, which relates closely with
percentage of low-income pupils.

The greater public school staff support may be a function of:

(a) The difference in graduate and undergraduate team leaders (4.7);
(b) The difference in cooperating teacher involvement (14. 2);

(c) The difference in public school staff (10,.6);

(d) The d.iﬂ'erence in cooperating teacher and team leader views (9.1);
(e) Or some combination of these.

Although some of the differences are very small, 18 of the 23 factors
show that undergraduate projects do things as well as, if not better than

graduate projects. One might have expected graduate projects to be uni-
formly better. They may be seen to have an advantage in terms of
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flexibility of the project in that they have fewer required courses. They
also have more mature students as interns. If undergraduate projects
were only doing as well as graduate projects it would be surprising.
Yet, in fact, they are found to be doing better.
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Question e: Do graduate and undergraduate projects differ
on any of the background or Program factors most
associated with differences in exit characteristics ?

The following six pages portray the results of an analysis of the
relative effects of ethnic group differences and undergraduate vs, gradu-
ate program differences upon exit skills of interns. The exit skills to
be examined ‘were selected because they were perceived to be very
important skills and because they represented a good cross- sectmn of
the skills studied.

There was very little difference among interns in terms of their

perception of the importance of bringing about change in school. There

was a slight tendency for white unditrgraduates to be least desirous of

change and for white graduates to be among those most desirous of change.
There was little difference between ethnic groups in terms of the

extent to@hich they introduced relevant curricula, except for interns

classified as "other' who are in graduate programs, One-half of the

interns in this category came from one project --the University of
Nevada at Las Vegas, This project had the highest score of all projects
on this factor. Consequently, we are quite sure that the difference between
ethnic groups (specifically: graduate, "other') is really a function of
project differences,

One should instead focus on lack of differences between ethnic
groups on this variable. There was a slight tendency for blacks and

chicanos from graduate programs to be lowest in terms of extent of

introduction of ethnically relevant curricula. The overall lack of
differences between blacks, chicanos, and whites, especially with the

slight variation mentioned, is somewhat surprising.

Across ethnic groups, graduate interns are decidedly more likely
to give pupils instructional c};::ices than are undergraduates. Graduate
programs differed from undergraduate programs, as will be reported
in the next section, in that interns in graduate programs felt they could
be more self-directed (PR 8.2) and graduate interrs did tend to operate
as independent teachers in the school, However, the correlations between
the self-directed intern (PR 8, 2) and instructional choice > given to pupils
(Ex 2. 1) is ,18. The correlation with intern operating as independent
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Table 39: Comparison of Interns by Ethnic Group and
Graduate va. Undergraduate Program on Exit Factor 1.2

Name of Factor:

Interns' Perception of Importance
of Bringing About Change in the

School

ANALYSIS OF VARIANCE TABLE

Sum of Mean .
Source Squares D. F. Square F Pk
MEAN 0.55004 1 0.55004 0.53402
ETH 0.86281 3 0,28760 0,27923
GRAD 0.94088 1 0.94088 0.91348
EXG 4.21329 3 1.40443 1.36352
ERROR 326.51068 317 1. 03000
DISTRIBUTION OF STANDARD SCORES
+1.0
+0.8
+0.6 |
+0.4 |
+0.2 b
| | | ——
-ol 2 o
-0.4
-L.6 | -
-0.8 |
-1.0 F
White Black “Ghicano Other
"
8 = Graduate Q= Unc}z rgraduate

*The P value is indicated only when P .05. f
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Table 40: Cornparison of Interns by Ethnic Group and

Graduate vs. Undergraduate Program on Exit Factor 2,1

Degree that Instructional Choices

Name of Factor: are Given to Pupils

ANALYSIS OF VARIANCE TABLE

Sum of Mean
Source Squares D.F. Square F P
ME AN 0. 00034 1 0.00034 0. 00038
ETH 2.60730 3 0.86910 0.96869
GRAD 19. 67216 1 19. 67216 21.92636 <.01
EXG 4,.63648 3 1.54549 1.72259
ERROR 284.40993 317 0.89719
DISTRIBUTION OF STANDARD SCORES
+1.0
+0. 8 o
+°. 6 -
+0.4
l | | | | |
|
"0. 2 - U
- 0. 4 -
-0.6 F
~-0.8
- 1. 0 o
White Black Chicano Other
B = Graduate 0= Undergra.dua:te
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- Table41l: Comparison of Interns by Ethnic Group and
Graduate vs. Undergraduate Program on Exit Factor 3.1

Name of Factor:

Introduction of Relevant
Curriculum

ANALYSIS OF VARIANCE TABLE

Sum of Mean
Source Squares D.F. Square F )
MEAN 1.46160 1 1.46160 1.52521
ETH 7.76188 3 2.58729 2.69989
GRAD 0.73048 1 0.73048 0.76227
EXG 11.67748 3 3.89249 4.06189 <,01
ERROR 303.77980 317 0.95830
f\ DISTRIBUTION OF STANDARD SCORES
+1.0 | )
+008 »
+0.6 }
+0.4 }
+0.2 t
1
L]
o _BRSENE N
-0.4
"0.6 B
"008 L
-1,0 }
White Black Chicano Other
8 = Graduate O = Undergraduate
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Table 42: Comparison of Interns by Ethnic Group and
Graduate vs. Undergraduate Program on Exit Factor4.3

Name of Factor:

Intern Attends to Response and
Praises Child

ANALYSIS OF VARIANCE TABLE

Sum of Mean -

Source Squares D.F. ____Square F P
MEAN 0.22566 1 0.22566 0.23329
ETH 8. 30670 3 2.76890 2.86243
GRAD 0. 07659 1 0. 07659 0. 07918
EXG 3.97080 3 1. 32360 1.36831
ERROR 306. 64234 317 0.96733

DISTRIBUTION OF STANDARD SCORES
+1.0 } N
+0.8
+0.6 |
+0.4 |
+0.2 }

- o. Z B
- 00 4 L
-0,6 F
- 00 8 g
- 1 ) 0 u
White Black Chicano Other
B = Graduate 0 = Undergraduate
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Table 43: Comparison of Interns by Ethnic Group and
Graduate vs. Undergraduate Program on Exit Factor 5.5

Name of Factor:

Extent that Informal Authority
Structure is Used

ANALYSIS OF VARIANCE TABLE

Sum of Mean
Source Squares D. F. Square F P
MEAN 0.12706 1 0.12706 0.13670
ETH 10, 25305 3 3.41768 3.67696 <.05
GRAD 0. 09656 1 0. 09656 0.10388
EXG 9.82318 3 3.27439 -3.52279 1,05
ERROR 294.64750 317 0.92949
DISTRIBUTION OF STANDARD SCORES
+1.0 t
+0.8
+0.6 |
+0.4 +
+0.2 } l l
B__ P —
-0.2 F
'
-0. 4 "
-0.6
-0.8
-1.0
White Black Chicano Other
® = Graduate O = Undergraduate
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Table 44: Comparison of Interns by Ethnic Group and
Graduate vs. Undergraduate Program on Exit Factor 7.4

Intern Perceives Reading Failure
as Due to Teacher and Poverty as
Due to Structural Problems in the
Society

Name of Factor:

ANALYSIS OF VARIANCE TABLE

Sum of Mean
Source Squares D.F. Square F P
MEAN 1.52318 1 1.52318 1.74541
ETH 20.62439 3 3.87480 7.37782 <.01
GRAD 0. 00749 1. 0.00749 0.00858
- EXG 14.84614 3 4,94871 5.67073 <.01
ERROR 276.63882 317 0.87268

DISTRIBUTION OF STANDARD SCORES

+1.0 |
+0.8 |
+0,6 |
+0.4
+0.2

Ll u
-0.2 F

-0.4 |
~-0.6 |
~-0.8 |
-1.0 |

White Black Chicano Other

® = Graduate 0 = Undergraduate
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teacher (PR 9.6)is .07, As was reported in the multiple linecar regres-
sion findings, no program factor predicted this exit characteristic with

any accuracy whatever,
An important teaching skill is the ability to attend to a child’'s

response and praise the child, There were only slight differences in

intern's ability to carry out this skill., White interns tended to use this
skill and chicanos tended not to use it. The difference was not

significant.
There were significant differences, however, in the intern's use

of informal as opposed to formal authority in the classroom. Informal
authority structure, here, means that desks are not in rows, that children
may talk to one another and that rules are not emphasized. Chicano

graduate students show a high degree of formal authority structure, This

may be a function of training at specific projects; if not, we are unable
to explain it. Both groups of white interns used a somewhat informal
authority, while the blacks and others were divided between graduates

and undergraduates, the undergraduates tending to use the more formal

structures.

The next comparison is of interns on the factor that deals with
perception of reading failure as due to teacher and poverty as due to
structural factors in society. Here we see interesting comparisons,

with chicanos rating highly positive; indeed, graduate chicano interns

rated very highly (0. 9) in their perceptions. In all other cases, under-

graduates did somewhat share those perceptions while graduates did not.

Note that undergraduates from all ethnic groups are quite similar in

their beliefs on these issues while graduates vary widely in their beliefs

according to ethnic group.
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V. IMPACT OF TEACHER CORPS PROGRAMS ON
INSTITUTIONS OF HIGHER EDUCATION

This chapter focuses on the extent to which Teacher Corps projects
have influenced the implementation of competency-based teacher edu-
cation (CBTE) in the regular teacher education program at cooperating
institutions of higher education (IHE's). The chapter is organized into
three sections, as follows:

1. The Extent of Implementation of CBTE at the IHE.

This section focuses solely on the degree to which the IHE's
have implemented CBTE. It does not examine Teacher Corps
influence.

2. The Extent of Teacher Corps Influence.

This section probes the extent of Teacher Corps influence on
the implementation of CBTE in the regular teacher education
program.

3. The Relationshi&gf Teacher Corps Program Features to the
Extent of Teacher Corps Influence.

This section analyzes the relationship of Teacher Corps pro-
gram features, such as the use of teacher competencies at
the Teacher Corps project, with the degree of influence which
projects have had.

Teacher Corps influence on the implementation 6f CBTE is a part of
the larger issue of Teacher Corps projects’ attempts to bring about
institutional change either at the IHE or in the public schools.

A, Extent of Implementation of CBTE at the IHE

The extent of implementation of CBTE in the regular elementary
program at the IHE was rated by each of five persons: the dean, two
university instructors, the chairman of the elementary teacher educa-
tion program or his equivalent, and the project director. Ratings were
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made on a scale of 1-4, which had the following anchor points:

4 = advanced implementation
3 = partial implementation

2 = in planning stage

1 = not being considered

CBTE was assessed in terms of the following categories:

The extent of.use of teacher competencics.

The extent of individualization and personalization.
The extent of field-based training.

The extent of program evaluatinn.

The extent of over-all programmatic integration.

These categories were based on the definition of CBTE which was
used by Teacher Corps projects.

Each category had several sub-parts. For example, the extent of
use of teacher competencies had the following sub-parts:

The identification of teaching skills and attitudes which
student teachers must demonstrate.

The use of modules.
The use of feedback training.

The reorganization of courses to relate to teaching skills.

Each preject received a score on each sub-~part of the five categories
listed above. The score represents the mean score for the five raters.
The results are presented in Table 45. The table shows that all of

the sub-parts of CBTE had been implemented at least at the partial-
ix&glemen’cation level of develognent. It also shows that, on the average,

there were only slight differences in the extent of implementation of the

different sub-parts of CBTI across projects.

The findiggs lead to the conclusion that while the actual im&lementation

of CBTE may not have reached an advanced level, the IHE's concept of
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CBTE appears to be a sophisticated one. That is, IHE's are not im-
plementing one or two sub-parts of CBTE: theyare implementing the

whole constellation of CBTE sub-parts. ‘When CBTE is fully imple-

mented at these schools, it will be a highly sophisticated CBTE program.
For each sub-part of CBTE, this rating could*}é.nge“from 1.0 to
2.0. A 1.0 rating would indicate that none of the five raters felt the
local Teacher Corps project had had influence on that sub-part of CBTE,
A 2.0 rating would indicate that all raters felt the Teacher Corps project
did have an influence on the implementation of the sub-part of CBTE in

question.

The results are presented in Table 46. Across all projects, the
raters judged the Teacher Corps to have had influence on every sub-part
of CBTE., However, to obtain a better feel for the extent of influence,
the correlations between Teacher Corps influence scores and extent of

implementation of CBTE at the IHE were examined. .

Two hypothetical findings suggest the value of this analysis. If the
correlation between Teacher Corps influence and implementation of a
sub-part of CBTE is . 90, it could be concluded that the Teacher Corps
played a major role in facilitating that sub-part of CBTE at the IHE.
On the other hand; if the correlation between Teacher Corps influence
and implementation of that sub-part of CBTE is essentially zero, it
could be concluded that the sub-part of CBTE evolver : 1dependent of
Teacher Corps influence.

The low correlation between Teacher Corps influence scores and
implementation of CBTIE scores suggest that, in generyl, _projects have
had little influence on the implementation of most sub-parts of CBTE
at the I, Thus while projects have been judged by the project director
and IHI staff to have had an influence on various sub-parts of CBTE,

the infiuence has not been strong enough to be reflected in positive cor-

relations between influence and implementation scores.
The only area in which Teacher Corps influence has been even
modestly felt is Category B: The Extent of Individualization and Person-

alization. This may be the way in which Teacher Corps projects are

most different from regular teacher education Programs. The correlations

between the extent of Teacher Corps influence and the extent of imple-

. mentation of Category B are shown in Table 47.
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Table 47. Correlations for Section B:
Extent of Individualization and Personalization

:

Fxtent of Implementation Teacher Corps Influence

Student teachers share in decisions
about the kind of training they receive 0. 27

Attention to personal growth and needs 0. 00

b

Consideration is given to different _ .
learner rates and styles 0. 35

Total Sum 0. 24

e

3

oy

Each of the above correlations is approximately 0.25 with the
exception of B2: Attention to personal growth and needs, which has a
correlation of 0.0. Al raters indicated that this particular element of
training (B2) was, and alWays had been, an integral part of the regular
teacher education program. Teacher Corps projects influenced the
other two parts of Category B (Bl: Student teachers share in decisions
about the kind of training they receive, and B3: Consideration is given
to different learner rates and styles).

C. Relationship of Teacher Corps Project Features to Extent of
Teacher Corps Influence '

In the previous section it was reported that, in general, Teacher
Corps projects had not had a strong influence on the implementation of
CBTE at the cooperating ITHE. One might be tempted to conclude that
nothing a Teacher Corps project did had an influence on the implemen-
tation of CBTE in the regular teacher education program, Such is not
the case, however. Correlations between Teacher Corps program
factors and extent of influence by projects revealed that certain program
factors were signfica_\ngz_related to extent of influence which projects
had.

Q. 160




The following is a presentation of the findings related to Teacher
Corps influence on five components of CBTE. ‘These components are:

A. The extent of use of teacher competer.ies.

B. The extent of individualization and personalization,
C.  The extent of field-based orientation,

D, The extent of program evaluation,

is. The extent of overall pragram integration,

The correlations of program factors with each of these areas of
CBTE implementation were examined. It might be found, for example,
that a program factor such as "'undergraduate project' had a strong
positive correlation with the degree of influence Teacher Corps projects
had on implementating the use of teacher competencies (Category A).
it could be concluded that, while projects in general have not had a great
influence on A, undergraduate projects were more influential than were
graduate projects.

Category A included identification of teaching skills and attitudes
that teachers must demonstrate, the use of modules, the use of feedback
training, and reorganization of courses to relate to teaching skills.
Teacher Corps program features that were positively correlated with
the implementation of Category A are:

() Staff explain poverty as a problem with the individual or
fate (4.14).

e Interns receive clinical supervision (9. 5).

e School principals report cooperative decision-making in
the project (14.2).

Teacher Corps program features that correlated negatively with
Category A are:

® A negative attitude on the part of the IHE toward Teacher
Corps (2.2).
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° IHE enrollment is large (2.6).
® A high per-pupil expenditure in the district (3.3).

® A staif that explains poverty as a structural problem in
society (4.13).

Teacher Corps prolects were able to have a positive influence on |
the implementation of such things as the use of c;mpetencies in the
regular teacher education program. The Teacher Corps influence was
strongest when the total student enrollment at the IHE was small, and
when the IHE staff had a positive attitude about the Teacher Corps
program.

Category B involved the extent of individualization and personali-

zation at the project. Teacher Corps program factors that were

correlated with the implementation of Category B are:

° Years team leader has taught low-income children (4. 7).
(1 Amount of clinical supervision given intern (9. 5).
e University professor's knowledge of overall instruction

given intern (13.4).

_&ggin, the extent of clinical supervision at the Teacher Corps
project has was related to the degree of projects. Moreover, the team
leader's experience in teaching low-income children was also important.
Perhaps the team leader's lent an added degree of personalization to
the project and thus enhanced it's influence. Also important was the
unive rsity professor's knowledge of the Teacher Corps program. One

can easily see how that would increase the influence of Teacher Corps
on tfxe university.

Two program factors were negatively correlated with Category B.
The factors are:

° Per-pupil expenditure in the district (3.3).
° Percent of white pupils and staff in the public school (10.1).

Q
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Teacher Corps projects had greater influence on the implementation

of a4 personalized teacher education program at the IHE when the project

worked with public school districts that had a large ge percentage of non-
white pupils and staff and had a low per-pupil expenditure.

Category C had a number of interesting correlations. Included in
thza _category are the extent of field-based training, including, that
courses are taught in a school setting, that universily courses are
designed to provide practicum experience and to relate to the needs of
minority group children and that universit&grofessors' work on the
public school curriculum Teacher Corps program features that were
positively correlated with Category C are:

) Variety of groups and methods used in specifying compe-~
tencies (7.1).

® Amount of clinical supervision given intern (9.5).

Teacher Corps program features that were negatively correlated

with this category are:

® Dollar ex, nditure per intern (1.4).

° Per-pupil expenditure in the district (3. 3)

) Total enrollment at the IHE (2. 6).

® Percent of white pupils and staff in the public school (10. 1).

, The variety of groups and methods used in specifying competencies
at the Teacher Corps project was positively correlated with field-based

orientation of the regular teacher education program. This probably

occurred because a range of competencies were identified and were ef-
fectively developed, through field-based training. That is, where the
ficld-orientation of the training was effective in developing these com-~
petencies, the influence of the project is strong, Again, the amount of
clinical supervision was high at projecis that exerted an influence on the
IHE."
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The correlations point out that not only a high per-pupil expenditure
in the school district, but also a high "per-intern'' expenditure, negated
Teacher Corps influence. Perhaps where there was a high expenditure
per intern, there was more concern with the project itself and less interest
in having an impact on the IHE, Projects with high-per-pupil expenditure
in the s=hool district did not influence CBTE strongly, péssibly for the
same reasons listed above. It can also be seen, as before, that a high
enroliment at the IHE. and a high percent of white pupils and staff, cor-
related negatively with Teacher Corps’ influence on the IHE.

Categories D and E, had only a few correlations with Teacher
Corps program features. Category D is the extent of program evaluation,
including sub-parts that reveal that explicit criteria for evaluation are
stated and that there are established proc :dures to collect data.

Only one program factor had a positive correlation with Category D.

) Amount of clinical supervision given to interns (9. 5).

On the negative side were three program-factor correlations:

° Per-pupil expenditure in the district (3. 3).

° Competencies used in training interns (7.3).

° Percent of white pupils and staff in the public school (10.1).

The negative correlation with competencies used to train interns is
surprising. The best explanation is that projects where competencies

were used were located at IHE's where CBTE had already been imple-

mented.
As the reader can see, all of the other correlations shown above

have appeared in connection with other categories and have been dis-
cussed earlier. It is interesting, however, that they extend to the program-
evaluation category. It is not kncwn why projects which work in school
districts with high-per-pupil expenditures and high numbers of white
pupils and staffs have a negative influence on the use of evaluation.

Finally, category E includes the extent of overall program inte-
gration, where common goals are stated and ongoing communication
procedures exist. One program factor showed a positive correlation:
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® I.ﬁtern selection procedure was informal, broad-based, and
took account of potential ability, language ability, and
personality (5. 1).

One program factor showed a negative correlation:

° Percent of white pupils and staff in the public school (10.1).

It is clear, by now, that several factors have consistently corre-
lated with Teacher Corps influence on CBTE at the university. Three
factors have had negative correlations in four of the five categories:

One factor, the use of clinical supervision for the intern, was seen
to have a positive correlation on four of the five categories.
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VI. SUMMARY AND IMPLICATIONS OF THE PHASE I FINDINGS

A. A Summary of the Phase I Findings

1. Correlations Amonﬁ Proggam and Exit Factors

The following were judged to be the most important corre -
lations among program factors:

® Positive attitudes about the Teacher Corps held by School of
Education personnel are directly related to the number of
years that a Teacher Corps project has been at the university
(. 48) but is inversely related to the extent the cooperating
teachers participate in the overall design of the project (-.45).

(] The extent thai a variety of groups and methods are used to
specify teacher competencies is directly related to the degree
of participation by'cooperating teachers in the overall pro~
gram (.53), the extent that interns are exposed to innovative
teaching (. 50) as well as the interns' feeling of being supported
by the school staff (. 50).

® - The follow-up of the interns' academic instruction in the
"school setting is directly related to the extent that the cooper-
ating teacher participates in the overall design of the project
and agrees with the goals (.57) and the extent of cooperative
decision-making at the project as seen by the principal (. 44).

° The extent that competencies were used in training interns is
inversely related to the extent that interns feel they can be
self-directed within the project (-.60).

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

Among intern exit skills and attitudes, the following was important:

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

In addition, a pattern of correlations among intern exit character-
istics suggests the following prototypes of interns:

Type A Type B
_ ® Introduces culturally relevant ® Focuses on academic
materials, topics ,
° Does not follow lesson plan. ° Allows students to move
@ Does not use corrective feedback. about and select work
groups,
) Doe. not allow children to explore
room and select work group. ¢ Has group lesson-
planning.
] Uses corrective feed-
back.

(Note that not all factors have high correlations, but these basically
represent two clusters of interns,)

2. RelationshipsﬁBetween Inte rn Background, Teacher Corps
Program and Intern Exit Characteristics

This set of relatiunships was studied by means of five research
questions which are presented below.

Question a: Are there any important trends in the program or back-
ground factors that are most associated with exit factors ?

A set of canonical correlations was used to identify intern background
or Teacher Corps program factors that, in this Ppreliminary anilysis, were
related to at least one intern exit factor.

Findings:

[ ) No background factor was closely associated with any intern
teaching skill for all interns. (Ethnic group was not included
here. Included were socioeconomic status, sex, languages

spoken, previous experience with children and social agencies,
intern education level, and age.)

167




® Nineteen program factors, out of 63, were consistently
associated with exit factors in the preliminary analysis.
These factors are presented in Figure 8 below.

PF 1.5 Team Leader/Intern Ratio

PF 2.1 Percent of Minority Group Professors in School of Education

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

PF 4.2 Percent of Chicano Team Leaders

PF 4.9 Intern Learned Most from Project Director

PF 6.1 Extent of Course Revision for Teacher Corps Training

PF 8.2 Intern Feels He Can Be Self-Directed

PF 9.1 Similarity of Views Between Team Leader and Cooperating
Teacher Regarding Goals of Teacher Corps, Curriculum
Development and Supervision

PF 9.5 Amount of Clinical Supervigsion Given to ;ntem

PF11.1  Extent of Public School Stafi Support of the Intern's
Involvement in the Community Component »

PF 11,3 Extent of University Involvement in Community Component

PF11.4 Hours Per Week and Diversity of Community Component

PF 13.2 Extent to Which Goals are Known and Shared by Project Staff

PF 13.3 Extent of University Involvement in Community Component

. PF13.4 University Professor's Knowledge of ™erall Instruction

| Given Interns

PF 14.1  Extent of Discontinuity of Project Staffing

PF 14.2 Extent of Cooperative Decision-Making at Project as Seen
by Principal

PF 14.4 Frequency of Changes of Cooperating Schools and School
Districts; Lack of Influence by LEA; Extent of Turnover in
DSE Role

PF 14.5 Extent of Cooperative Decision~-Making as Seen by Project
Staff

Figure 8. Teacher Corps Program Factors that were Significant y

Correlated With At Least One Intern Exit Variable
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Question b: What is the strength of relationship between background
and program factors as related to mdimdual exit char-
acteristics?

Multiple linear regression, was used to assess the strength of
‘relationship between background, program and exit factors using the pro-
. gram factors identified in question a above. The aim was to identify
factors that could predict each exit characteristic at a high degree of
accuracy (defined as explaining at least 40% of the variance). '
Only three exit cnaracteristics could be predicted from program
factors at an acceptable level of accuracy. All three related to the
intern's perceptions of the causes of pove rty and poor reading on the
part of pupils. Of the three exit characteristics, only one is important:
- Exit factor 7.4. This factor relates to an intern’s attitude about pupils’
reading difficulties and about the causes of poverty in society. '

Four of the six program features which are associated with this
attitude on the part of interns, describe the minority group and low-
income focus of the project and its context. These factors are:

® PR4.2, Percent of Chicano Team Leaders
® PR2.1, Percent of Minority Group Professors in School of
l.ducation

® PR10. 7, Percent of Public School Pupils that Qualify for
Title III Funds

) PR10.6, Percent of Black Staff in Public School

Table 48 presents the rest of the exit factors studied and the strength
of relationship between program factors and each of these exit factors.

Question c: Are the strengths of relationship between background
and program factors related to exit characteristics
different for black, chicano, and white interns?

Background and program factors were better able to predict exit
scores for each of the three ethnic groups than for all interns combined.

Table 49 indicates where 2xit scores could be predicted adequately for
each ethnic group.
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Table 48. Summary of Results of Bgckgmund and Program Regression
on Selected Intern Exit Characteristics

e

- No. of Background or
Program Factors That | Percent of the
Loaded on These Variance
Exit Characteristics Exi. Factors Accounted for
1.1 Intern utilizes school and community 16 24%!
resources ‘
1.2 Intern's perception of importance of 10 2%
bringing about change in school
) 1.3 Intern initiates contact with parents: 14 17%
. telephone call .
1.4 Intern initiates contact with parents: 15 20%
home visits <
2.1 Degree that instructional choices are 15 18%
given to pupils
2.2 Introduction of culturally relevant 11 14%
curriculum materials (team leader)
3.1 Introduction of relevant new curriculum 18 23%
4.1 Child instiating/intern responding 1 . "11%
classroom interaction
4.2 Intern accepts and uses student ideas 12 12%
4,3 Teacher asks open-ended questions, 17 30%
attends to responge and praises child -
4.5 Intern gives acknowledgement/child 13 18%
responding
4.6 Children can explore room and select 14 23%
work group but without teacher~child
interaction
4.7 Overall ability to relate to and com- 11 17%
municate with pupils (team leader)
5.1 BEffective pupil diagnosis, lesson 9 23%
planning and informal authority (as
Seen by team leader)
5.2 Diversity of instructional modes used 14 26%
in classroom
5.% Corrective feedback 13 20%
5.4 Effective pupil diagnosis and lesson 12 %
planning (from interview with intern)
5.5 Extent that informal authority structure 15 20%
is used (intern report)
7.1 Intern feels competent to deal with 14 15%
problems of achools serving low~
income /minority group children
7.2 Intern perceives reading failure as 20 100%
due to Student and environment
7.3 Interns perceive poverty as dus to 1 100%
- individual or fate
7.4 Intern perceives reading failure as dus 19 . 99%
to teacher and poverty as due to
structural probleams in the society

fI‘he percents of variance explained by program factors indicates the

strength of relationship between program factors and this exit factor.’
The higher the percentage, the stronger the relationship. We set
"40%" as the minimuwm standard of acceptable strength of relationship.
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Table 49. Summary Results of Multiple Linear Regression for
Each Ethnic Group

Adequate prediction of Exit Facto{ .
this ethnic group Number Exit Factor Name

white EX1.2 Intern's ‘Perception of Impdr-
tance of Bringing About Change
in School

white EX2.1 Degree that Instructional
Choices are Given to Pupils

white EX3.] Introduction of Relevant New
Curriculum

chicano,

white EX4.3 Intern Asks Open=-Ended
Questions, Attends to Response
and Praises Child

chicano EXS5.5 Extent that Informal Authority
Structure is Used (Intern Report)

chicano,

black, EX7.4 Intern Perceives Reading

white Failure as Due to Teacher and
Poverty as Due to Structural
Problems in the Society

Question d: Do graduate and undergraduate projects difter

on anyr of the background or program factors

most associated with differences in exit char-

acteristics ?
Findings:
® There is a better team leader-to~intern ratio in under-

graduate projects than in graduate projects (1.5).

° Team leaders in undergraduate pfpjects have had more
years of teaching experience in low-income/minority

schools (4. 7).

1m
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Undergraduate programs tend to have more minority
group professors than do graduate programs (2.1),

and graduatc programs tend to have more of the interns’
credits taught by white staff (4. 6).

Uandergraduate intexrns are not only taught by more
minority professors than interns at graduate programs,
but are also working in public schools which have a
higher percentage of black staff (10, 6).

There is no substantial difference between the
graduate and undergraduate programs in the extent

of course rgvision (6.1).

Graduate interns tend to feel they can be self-directed
in all aspects of the training program including inter-
pretation of the intern's teaching role. The.graduate

interns tend to operate as independent teachers in the

public school setting (9, 6).

Given the greater intern independence in graduate
programs, it is surprising that graduate and under-
graduate projects don't differ on the amount of
follow~-up of academic instruction done in the school
setting (13.3).

While undergraduate interns are not working inde-
pendently, they do work in an environment where team
leaders and cooperating tecachers have a similarity

of views regarding goals, curriculum development, and
supervision (9. 1), which is a positive environment.

As seen by the principal, undergraduate projects also
.involve school staff in cooperative decision-making
(14.2).
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[ N There was a tendency for principals at undergraduate
projects to see more cooperative decision-making
e occurring than do principals at graduate preojects (14.2),

° Both the university involvement and the public school
staff's support of the community component are higher
at undergraduate programs. There is no difference,
however, in the number of hours per week and diversity
of the community component (11.4) at graduate and
undergraduate programs.

Question e: Do exit skill levels vary by ethnic group, under-

graduate or graduate project level or with inter-
actions of these variables?

The question was answered by means of a two-way analysis of

- variance using six sample intern exit characteristics. The results
are presented in Table 50. .
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Table 50. Summary of Significant Differences in Exit Factors
Attributable to Ethnicity or Graduate v:s. Undergraduate Project Status

Direction of Sigaificant
Name of Exit Factor Difference

EX1.2 Interns' Perception of (no significant differences)
Importance of Bringing
- about Change in the School

EX2.1 Degree that Instructional graduates superior to under-
Choices are Given to graduates
Pupils

EX3.1 Introduction of Ethnically "other'' graduates superior
Relevant Curriculum _

EX4.3 Intern Attends to Response (no significant differences)
and Praises Child

EX5.5 Extent that Informal chicano graduates below
Authority Structure is Used average: black, white, and

"other' graduates high

EX7.4 Intern Perceives Reading chicano graduates very high;
Failure as Due to Teacher white and black graduates
and Poverty as Due to below average
Structural Problems in the
Socity
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- B. ImEications of the Phase I Studg

There are five conclusions we would draw from the data presented
~in this report. These conclusions are:

1. _For all interns, intern background and Teacher Corps
program characteristics were not good predictors of intern
exit skills. Stated differently, the relationship of intern
background and Teacher Corps program characteristic to
intern exit skills was not very sirong across all interns.

2. To the extent that intern background and Teacher Corps
program characteristics were related to intern exit skills,
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.

3. The sets of program characteristics that were most closely
associated with intern exit skills pertained to a) the pattern
of collaborative decision-making, b) the degree of program
integration (e.g., follow-up of coursework in public school
setting), c) the degree cf personalization of the program
for interns, and d) the community component for interns.

4, The extent that teacher competencies were specified and
used by the project was not closely related to any intern
exit skill. Other aspects of competency-based teacher edu-
cation, however, were among the best predictorsof intern
exit skills.

5. In two cases, important intern exit skills were negatively

related to each other,

These conclusions have implications for the future operation of the
‘Teacher Corps program and for future evaluations of Teacher Corps
projects. However, because PTTA is only now studying the effective-
ness of Teacher Corps graduates as well as conducting further analysis
of the Phase I data, the discussion of implications will be limited.

The low level of relationship between intern background, Teacher
Corps program aud intern exit skills should not be riewed as indicating
that Teacher Corps is failing in its mission to prepare teachers, Instead,
this finding should be viewed in the context of the general state of know-
ledge about teacher training effectiveness which can be _ummarized as
follows:
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® Training packages can develop specific skills in teachers.

® Large-scale training programs, to date, have only rarely
| been significantly related to teaching skills.

® Not much is known about what teaching skills or attitudes

are helpful to low~-income/minority group children although
this knowledge has increased dramatically in the last five
years,

In this context, the findings are typical for studies of large-scale

training programs.

In this study, intern background characteristics were relatively
unimportant in predicting exit skills. It may be that the backgrounds
of interns were too similar (to each other) or that background wasn't
important after two years of school-based training. We would need to
use pre/post testing and control groups to rule out these possibilities
more conclusively. However, the data do suggest that training can make
a difference, esgpzcially for specific ethnic groups of interns on specific
exit skills.

It is significant that the aspects of the training program that are
related to exit skills have to do with collaborative decision-making,
program integration, degree of personalization of the pfogram for interns
and the community component of the program. We would argue:

1. Regular teacher education programs do not excel at colla-

borative decision-making, program integration, program

personalization or the involvement of the community in the
training of teachers.

2. As inservice teacher education-bcomes more important
and as public school systems and teachers! unions enlarge
their role in the training of teachers, these program char-
acteristics become more critical to the success of training
teachers. °

Consequently, it becomes more important for the Teacher Corps exper-

icnce in these matters to be shared with others.

Another aspect of the Tcacher Corps training program that was
discussed in the conclusions pertait%ed to the use of teacher competencies
by the projects. The extent that competencies were used was not closely
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related to any—ef—the“e*’;t skills although it was negatively correlated
(-.60) with the interns’ perception that the prowra.m allowed them to be
self-directed.

There are several reasons why the extent that competencies were
used may not have been closely related to any of the exit skills. At
many of the projects, the competencies were not clearly specified and
any written statement of competencies did not correspond closely to the
competencies revealed through interviews with key project staff,
Second, the competencies may have been too site-specific for anacross
Project evaluation. It appears that any future evaluation of the use of
competencies by projects ought to have the following as features of that
evaliuation:

° A thorough analysis of the relationship between written

statements of competencies and the skills actually taught

at a project. It appeared that Teacher Corps project staff had
many important competencies in mind and that the actual
program did attempt to bring these about. However, the
competencies were not clearly articulated; certamly not in
written form.

° A focused attempt by the projects to fully develop their
program to bring about these ~ompetencies. Such an
attempt would require more uollar resources for program
deve “hpment than is currently available at most projects
and, most likely, would require outside technical assistance.

] A pre-planned research design gaturing pre and post-testing,
control groups and, hopefully, several Erojects where the
same dependent variables (teaching skills) were taught and
where independent variables were varied in a pre-planned
fashion,

This evaluation could consist of a series of mini-experiments each with
a program development and evaluation component,

Whatever the direction of future development/evaluation efforts in
this area, it should be pointed out that the use of competencies is not
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synonymous with competency-based teacher education. As Teacher
Corps projects used this concept, it had‘ four defining features:

* The specification of teacher competencies in the program--
the extent to which the project has specified teacher com-
petencies and corresponding assessment criteria.

° The_individualization and perso.ialization of the program--
tae extent to which the project provided for differing
learning rates and styles and the.extent to which trainees
could share in decisions about the kind of training they
would receive as well as support of their growth as persons.

® The field-centeredness of the program--the extent to which
the instruction of interns took place in school or community

settings and related to the realities of these situations.,

) The use of systems design and empirical data in the _program-=--

the extent to which the training program is systematic in
integrating curriculum elements and is data-dependent both
in monitoring intern progress and in program performance.

Thus while the extent that competencies were used was not closely
related to any exit skills, the individualization and personalization of the
program and the programmatic integration of the project were among
the program characteristics that were most closely associated with the
intern exit skills. This finding represents an advancement of the research
about the practice and utility of compute'ncy-based teacher education.

Finally, these conclusions have implications for the development of
teacher training prograins that are better able to develop.a teacher's skills.

However, a further analysis of the Phase I data is needed before the

implications of Phase I can be fully explored. Such a further analysis
is currently underway, therefore, implications for the future develop-
ment ci teacher training programs will not be discussed here, and
will be reported under separate cover.
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