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Abhs*tract

This studv was desiqred o investigats whether +eachers
Who Caceive training and thep implefent nore effactive
ihgttﬁéiiahai ﬁraa%iCés change in the reasors +hey offer for
their PEFDC*LVPP=CS._ CdmﬁériEShé wern made hetween U6
teachers who were trained in and 1mplnmpn+9d mastery
learnina tachniquﬁs, Ard S0 similar teachers who could rot
Bé ificlided ir 455.4réirirq; The results 6? a multivariate

iyéié of variarce showed that the mas+ery learnqu

DJ |

che rs attached 1nchased importance *to teaching prac*xces

ard behav:ors in explainirg their éffééfiﬁpness after they

had implamented +hese techniques: Furthermore; there was a

significant reduction in the importance mastery learning
o persorality factofs. The implications

or staff development ars discissed.:
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2
sthe Rffects of Mastery Learning on the REasons

_ } Do _. o } . ]
Teachers usually offer a wide variaty of reasons when
asked +to explain their effectiveness in the classroom. Some

of the reasons they offer typically describe persoral

characteristics or aspects of their personalities: Other

behaviors: While both petsonalify and behavior factors are
teaching practices and hehaviors are gererally mote Stromqly
and more consistertly related +o student learning and,
hence, to teachers'! effectiveness in the classroom (BRrophy,
1979; Gusksy £ %astor, 1983; Medley, 1977). As a result,
teaching bahaviors are the focus of the vast majority of
instrictional improvemert programs. IR most cases these
éffdrtglara‘dés&qnéd to help teachers make sppéific_cﬁanges
in their classroom behaviors in order to erhance the
learning of +ﬁhir«54059nfs (Stallings, 1980).

the success of

DI
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although marv studies have investigat

various ins*ructional improvement programs in. heipirng

"trachars to make specific changes in their teaching, few

have assessed the concomitart effects these efforts might
have upon teachers: There is some evidence that indicates

wher teachers adopt more effective instructioral rractices
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and qain evidence of increasedl learning among Ehéif

| Eéééﬁiﬁé (Guaskey, in ﬁfﬁéS); Other research has SHGih that >
under. quxlar corditions, teachers are also less

able to

| is a réSﬁit 0f *their faéchinﬁ (Gggkéy, 1932;.
; relatively 7ifti5 is known about the affects of such efforts
| or tRacksrs' sxplanation s for their sffactive That is,
wher tééchérs bacone fore effective as a resilt of making

<\

eness.

specific chanaes in their teaching, do they then explain

their effectiveness differently?
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] ' This study was dasigned to investigate
ﬁﬁiéﬁp”t'iiéﬁ of

149

irstrnctional improvemernt program and. the
new instructional techniques on teachers' explanations of
r effectivermss ir *ke classroom: Tt was hypothesized
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as teachers learn about and adopt more effective -
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instructional practices, the reasons they give for their:

"1 |

str orger emphasis on teachirng

.n |

"effectiveress will reflect a
amphasSis on factors related to

behaviors ard a diminished
ies,

their persoral characteristics or persorali
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Theoretical Framework

Over +the past decade a wide varicty of preservice and
inservice education programs have heen specificatly devised
to enhanceé th~ instructional effectivensass of taachers.

Some of tha most éuCCﬁééful amorq *hese are prngrams

associated with mastery laarnind. inSt-uctional stratedies
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iBionm, idéé, iéﬁéj; A Poy alafment in the m
process is the use of fesdback and corrective activitiss

with each instructional uni+. U0Onder masterv learninqg,

- studerts are provided with reqular checks on their learding

proqress (feadback) in the form of short quizzes or
“formative" tests. These chucks are then paired with
soecific ccrrective activities that are desigred to help

students remedy any learning Aifficulties they mav be

experiercing: With the provision of carefully ptanted
fredback and appropriate corrective activities, mastary
learning theory Suqqests that 80 percent of students may

réébh the same high level of achievement ak+taired by orlv 20

percent of §tﬂﬁ§ht§ indar more traditional approaches to
- ‘ -
instriuctiorn, And irdeed, reviews Of magtéry learning

drama+1ca11y alferqu the 1earn1nq and requl+ant achievement

of students ir *hﬁlr classrooms (Bloc? kS Burns, 1976):

-~

Neff@cfxvnnpss of teachers. Atfpntxon was *hpn focused on




sxllanations teackars qive for their nffectiveness in the

classroom.

Subjects

The subhjects in this study were 96 intérmediate and high
school teachers from a large urhan school systems All of
these teachers volunteered to participate in an inservice
education workskop on mastery learning. For their

participation teachers were to he granted release time and
receive satarv lane-placement credit. fTha major teaching
assiqgnmernts of fhese teachers were in the areas of largunage

foreign
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mathematics, science, social studi
targuage (French ard spaniéhj:
Aacaise of limited rosources, not all of thess volunteers
could ‘ba included in +he workshop. Thermfore, 46 teachers
ﬁrdm schools with the largest number of +eachers |
voluntesring vere selected to participate ir the workshop.

The remairing 50 teachers were guaranteeded priority in
sslectior for future training workshops. Those teachers rot

The U6 selected teachers were fairly evenly dispersed
anmonqg the subject areas: All had taught at +he intermediate

h

=3
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or high school level for at least 3 years. ‘avarage
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'Again; the implemantation of mastery learning involved

‘two administrations o

Reasons for Effectiveness
6
aufibsr of years teaching experience was 1023.  The 50

teachers in

h

-+
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control group were comparahly dispersed
song the subject. areas and wers similarly experisnced
{average = 10.0 years).
Procedure

Wher they initially applied to participate in the
workshop, all 96 *eachers ware sent an information package
and a Drief questiornaire. Tn addition to demographic da+a,

one section of the questionnpaire asked the teachers to rate

50 statenen*s on a five-point Likert Scals. The statements

concerred fac*tors possihly related to a *teacher's

sffactivenass ir. the classroofi. Ten of the statements were

related to particular personality characteristics and *en
concerned specific tsaching behaviors (see Appendix) .

chers woere assured that their resporses +o these

3
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tatements would bhe confidential .and would have no bearirg
on their selection for *the workshop.

IS

'Six months later, after the teachers who participa'ed in

the workshop had an opportunity to implement the masterv

learning techriques ir their classes for one semester, the

me quastionnaire was administered again to all teachers.

e

s

""" - paired with

primarily *he regular use of formative test

n

specific corrective activities, Teachers' ratings from the

the guestionnaire constituted +he

th

fajor Aata for tha study.
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The first step in.aralyzing the data was t

reliability irdicec for the measurement scale
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the importarce of hoth persorality ard bhehavior factors,
saparate raliability coefficients were calculated for
personality Scale items and for behavior scale itans.
Crorbach alpha cosfficients for pre= ard post-treatment
administrations of parsonality scale itens were .B36 and
.871, respectively. For ore- and post-treatment
administrations of behavior scale, thay Fate .858 ard .861,
fespactivaly. These coefficients indicate that hoth scales
}iélded fairly reliable measures or each admiristratior.

The next step was to calculate means and standard
ieviations of the various measures. ~*h§§é are illustrated
in Table 1. A quick iRspectioh of these means reveals +hat

.iﬁi?iéi differences hetween mé§555§ and §65E56i EééEB§f§ |
were very sliqght: However, mastery teachers do appear ‘o
attach increased importance to hehavior factors after having
iGplenented mastery léarning.

Corralatiors were then calculated betweern the measures
for both pra- and post-treatment administrations of the

g

scales: These are-illustrated in Table 2. The correlatior
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coefficierts show that the measures are all moderately
corralated, -probablyv hecause of conceptual similarities.
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(MANOVA) procpdﬁré%. It order to precisely test for
1iffsroncas batwesn these groups over times, it Was necessary

to first transform the original measures; This was required
because of the withif-suhjects desiqn wikh respect to the
time factor (Finn, 1977). The ¢transformations were
conducted in the Follow1rq manner, First, the pre- ard
boSt-treatment scores for hoth the parsonality and hehavior

scales ware summed, These summed vartahlﬂs (SUM=PER and

SUM-BFH) provided the tests for the main effects of the

from +the post-+reatment scoras to yiéié a pra:pagt
diffefence. These differerce variahles (DTFF-PFR and
DI??;ﬁER) pr0V1de the tosts for thn +r°atment h?—iimh
interaction, +he principal test of interest for the study:
Tn the MANOVA procedires, ¥héff6ur”£ransf6rmed vétiéhiég
wore employesd as the set of dppendent measures, while
treatment was considered the sirgle design factor.

. The results of the HAVOVA -procedure are shown in Table 3.

The maltivariate F-statistic for the model is statistically

s U
cj“ .
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significant, irdicatinqg that tiiere aré;siqﬁificanﬁ
differances betwesn the mastary and control groups of
teachers. Whers these differences lie can be seen by
inspacting the univariate tests. These show that the

importance attached to personality factors (the DTYFF-PER
test), apparer+tly due %o the decline in mastery teachers!
ratinqgs.

The purpose of +his study was to investigate whether
teachers who receive training and then implement nmore
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nffective instructional practices in th

in terms of ‘the explarations they offer for their
effectivenass. The resul*s show that after inplenenting

mastery learning techniques ir their classrooms, teachers do
attach significantly greater importance to bahavior factors

in explaining their effectiveness and also attach 1ess
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importance to personality factors. K Apoarently teachers who ‘

to believe +hat behavidr factors are of greater importance

and personality factors are of somewhat less importance to

their effectiveness in the classroom.

These findirqgs have important implications for staff

Teachers who explair their effectiveness in the classroon
view the prospects of change or improvement rather
pussimistically. Such ¢teachers would prohahly He relnctart
to participate in instructional improvements that focus on

teaching hehaviors and will resd to bte helped to ses +h

D

importance of specific teéaching practices.

On +he other hand, behavior factors are far iéss stable
and'ieés resiSfaéi to charge. = Teachers who explain their __
effectivenass priMarily in terms of behavior factors are
‘therefore likely to be more optimistic regardirg change ard
iﬁﬁfé@éﬁéit; ?ﬁ%ihéfﬁéfé; teachers who implemeit techniques
greater importance to behavior factors, ﬁéﬁi& probably bhe

more conscious of their teachirnqg behaviors and more inclined

;[ﬂihz*» o : R . , o
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these results is 11m1+¢d to some

Q1.
i

The external validity

degree due EB the desiqn

ol
)

the studv; Sﬁééifiball?; all of
the *teachers included in the sfudy volun*eerod to

articinate in an iﬁééf%iéé workshop andf +her9foré; the-

el

findings are applicabile only to qlmtiar vo1un+99rs. ™

itior, the s-mple included onlv 1ntermed1ate and high

foT}

ad

school level teachers and caniot be gerprallzed to teachers

in the ﬁlementarv qradas. Hence, further studies invoivinq

a broader ranqge of teachers are recessary.
Additional research on teacher change is certainly
needed. In pérticuiér, research on ways to motivate and
Stimﬁiéfé teachers +o maké important changéé in their
classroon prac+109< and tnarhlnq behaviors is essential.:
Hopefully this study provides a useful first step for those

efforts.
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Table 1

] Mastery. Con trol.
N o _ {(n = 86) {(r = 50)
Variable | =+ s-eecccemmme—e e e e
,! X (sD) X (5D)
5 TTTTTTTTTRTTT
Pre-Persponality 39.32 (3.61) 39,21 (3.27
Pre-Behavior 50521 (3. 31) 40.70 (3.09)
Post -Parsonality 38.29 (4:23)° 395 59 (3545)
Post-Behavior 63:43 (3:56) 40 18 (2:90)
2:::--;;j:;::::-_;;:::;:_;Z__;_::_;:_:;-_.._;_-:.;;__;_Z;:;_Z__;Z;_
j
/
/ H
/ —
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/ Table 2

f _ o . L . S
" Intercorrelatiorns Alij(ii?.g the variables

tn = 96)
’:‘ N /
Variable Pre-Per Pre—ﬁéh Post-Per Post-Beh
_______-;__;;_-_;_________-;_____J _______________________________
Pre-per 1.000 2307 SU68 s 256
pre-Reh 1.000 2362 =518
Post ~-Per 1.000 207
Post-Beh N 1000
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- - ——— —— . ———— . —— — S D - - — — - D WD - —— T - - D - - - - - - —— - - - - o =

~ / .
. * constant 1 : = ) = = = -
freatment 1 . 10.68%% .30 6.20% - 5,99% 34, 35%*
: - ) Maan S L .
RéSiatir‘_il qy Squares 37.91 13.R9 31.38 9, 96
% p < .05
¥%¥ p < .01 .
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APPENSTX

Directions: For each of the following statements, please mark
how 1mnor+art you feel i* is to +h5 ﬁ%fﬁc%i@panss bf a fpachpr;

feeltnqs on the hlank 1n front of +tha sfafpmon

Completaly ~ ' Fxtremely
Unimportant ) , o ] Important
[=========-= | ==== - | =~====-=m=s | == =mmmm— - 1
1 2 3 4 5

nqtudenfq find the teacher vary kind and 1ikeable;

The tearher'q‘lnsfrucflonai materials are well orqanlzed.

1
2 ]

T Stud9n+s bPlLPVP the teacher is corsciertious.
g

. The teacher is a forthright individuals;

b___ 5. The teacher's classroonm ﬁfééédures are orderly and
- _ _business-like.
b___ 6. The teacher uses classroomnm. txmn pFF9c+1velyy

7. &l1ll studerts are actively 1vVo1ved in thae lnstructlon by

the teacher.
8. Students feel the teacher is a warm and carqu person.
9, The teacher rewards students for complp+1ng their work.
10. The teacher imsists that students correct all of their

learnirng errors.
1i. The teacher plans lessons very careFully.,f
12. The teacher is open and friendly to students.
13. The teacher is an even-tempered individual.

.18, The teacher encourages all studernts to par+1c1pafp 1n'

, the class._
15. Students believe thp tezchbr is aufhéntlr.

16.. The teachar regularly checks or each individual's

_ _learning progress.
. 17. students feel. the teach@r is an undprstandan person.

18. The teacher regqularly reviews difficult concepfs.

19. Students see the teacher as sympathe*:c.

- o - -- - —_——— = — —

——__ 20, The teacher is accnpttnc of student's personal fopllnqs.
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