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ABSTRACT 

The primary purpose of this study was to assess the viability of 

selected subsca1es of an educational beliefs survey for use in educa

tional planning and decision making. A secondary purpose was to 

determine if classroom practices of teachers in selected secondary 

schools were related to their instructional beliefs as measured through 

self-report instruments. 

Data collection involved two phases. The Teacher Beliefs 

Inventory was utilized for gathering data related to instructional 

beliefs. Demographic data was also gathered in the first phase of data 

collection. Teachers' instructional practices were assessed in phase 

two through use of the Instructional Practices Survey. These surveys 

were administered to secondary school teachers in one public school 

district in Pima County, Arizona. 

For each questionnaire, items were separately tabulated. The 

Teacher Control and Discipline and the Student Participation subsca1es 

of the Teacher Beliefs Inventory and the two Teacher-Centered and 

Student-Centered subscales of the Instructional Practices Survey were 

further analyzed. The subscales of each instrument were also combined 

as typologies in order to allow examination of the dimensions as 

interrelated rather than dichotomous factors. The surveys were analyzed 

independently and then in relationship to one another. 
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Analysis of variance results indicated significant relationships 

between belief types and both student-centered (£= .0001) and 

teacher-centered {£( .0001) practices. Chi-square analysis established 

a relationship between belief and practice typologies (£= .0003) but did 

not establish the nature of the relationship. Latent class analysis 

indicated the data could be explained with a three-class model consist

ing of two cells which specify high-low relationships between the 

subscales and one quasi-independence class into which remaining cases 

would fall. This finding was consistent with positions found in the 

literature that conditional hierarchies may exist among belief 

dimensions. 

The findings support the use of the two subscales of the Teacher 

Beliefs Inventory which were investigated in this study. Those 

subscales have been organized and labeled the Instructional Beliefs 

Survey. The survey has several potential applications for educational 

planning and decision making. Obtained results can be used in staff 

development, teacher preservice education, curriculum development and 

program selection, and instructional supervision. 



CHAPTER I 

INTRODUCTION 

Widespread knowledge of the general field of school effectiveness 

research surfaced at a time when several major reports challenged 

schools to improve education in America. A Nation At Risk, certainly 

one of the most prominent among numerous national reports, was released 

on April 26, 1983. The report indicted public school systems for 

failing to properly educate the youth of America. Declining test scores 

on standardized achievement scores, low expectations for students, and 

poor management of time within the schools were cited among major 

concerns about our public education institutions (National Commission on 

Excellence in Education, 1983). 

Extensive research efforts had occurred throughout the 1970's in 

an effort to identify "schooling practices and characteristics 

associated with measurable improvements in student achievement and 

excellence in student behavior" (Blum, 1984, p. 1). Teacher behaviors 

were among the many elements of schooling which were investigated. Some 

believe that by systematizing the learning process through effective 

instructional management systems greater numbers of students will 

realize success (Zakariya, 1983). A multitude of school improvement 

programs have been developed in an attempt to capitalize on the school 

and teacher effectiveness findings. These programs range from local 

efforts to nationally developed programs {see Sparks and Sparks, 1984; 

1 



Kelwynn Group, 1984). 002 of the most well-known systems is Madeline 

Hunter's model of instruction. Some districts have revised their 

teacher evaluation criteria to include assessment of the specific 

elements of Hunter's instructional model (Glendale, 1986). 

Rationale for the Study 

2 

Many educators question the manner in which results from teacher 

effectiveness research efforts have been moved into practice. A crucial 

question in the determination of effective teaching traits is how is 

effectiveness judged and by whom? "Any criteria of effectiveness are 

obviously affected by the criterion setter's educational goals" (Ker

linger, 1967a, p. 655). A review of the literature conducted by Dobson, 

Dobson, and Koetting (1982) concluded that the majority of research into 

teacher effectiveness has been conducted without any reference to under

lying philosophical assumptions. Soar and Soar (1976) state that "we in 

educational thinking tend to ignore complexities and to seek simple 

answers to complex questions" (p. 266). 

All too often, leaps are made from (a) correlational findings, to 

(b) the assumption of causal relationships between factors, to (c) 

translation of the observed processes into rules of conduct or behavior 

for all teachers. Researchers, legislators, school administrators, 

grant writers and others associated with teachers all can be party to 

this practice for a variety of reasons (Fenstermacher, 1979). "At a 

time when educators are being pressured to account for quality by 

specifying and measuring teaching competencies, it is tempting to adopt 

a list of specific behaviors as certainties" (Costa, 1984). However 



well intended, such actions may be detrimental to teaching (Fenster

macher, 1984). 

The nature of educational organizations is held to affect school 

practices. Therefore, contextual factors related to education should 

not be ignored in studies of schooling (Bentzen, Williams, and Heckman, 

1980; Fenstermacher, 1979; Gideonese, 1984; Good lad , Sirontik, and 

Overman, 1979). 

3 

Approaches which provide a pattern to classroom instruction are 

referred to as "models of teaching" (Joyce and Weil, 1980). The 

model(s) of teaching utilized by a teacher can depend on a variety of 

factors. The educational objectives, type of student, context of the 

setting, subject, and number of learners are all considerations which 

influence the choice of teaching models and strategies (Gansneder, 

Caldwell, Morris, Napier, & Bowen, 1977; Peterson, 1979; Colbert, 1984). 

Adoption of any new teaching model or strategies depends upon a 

teacher's willingness to change existing behaviors (Brandt, 1982). Such 

choices made by teachers may be based on personal or professional 

criteria (Berliner, 1986). Among other reasons, teachers may be 

resistant to change if they are philosophically opposed to new 

techniques being advocated, feel the costs or efforts are too high, or 

perceive procedures are grounded in theory rather than practicality 

(Sparks and Sparks, 1984). "Teacher behavior is recognized as an 

important factor in teaching and learner outcomes, but how teachers 

behave and what they do is directed in no small part by what they think" 

(Shulman and Lanier, 1977, p. 44). 



A major concern for administrators and others involved in educa

tional decision making and planning might well be consideration of the 

beliefs which teachers hold about their primary role in the class-

4 

room. These beliefs are reflective of the educational philosophies, 

learning theories, belief systems and mindscapes of the teacher. They 

provide "an integrated personal view that serves to guide the individ

ual's conduct and thinking" (Good, 1973, p. 419). The basic belief sys

tems of teachers act as "a kind of psychological filter which renders 

the individual selective in making discriminations as to what is 

attended to, admitted into, and kept out of one's environment" (Bauch, 

1984, p. O. Beliefs "are not thought about very much, for they are 

assumed to be true" (Sergiovanni, 1985, p. 6). 

Considerable interest in the field of teacher beliefs was present 

in the 1960's. A current resurgence of attention to teacher beliefs may 

be related to research in the area of teacher thinking and an emerging 

acceptance of ethnographic methodologies in educational research (Mayer, 

1985). Mayer points out that much of the past work in the area of 

teacher beliefs focused on the development of instruments to measure 

beliefs. He concludes that, as a result, the practical value of past 

research in the area of beliefs has been unclear and suggests that 

research about teacher beliefs adopt a more utilitarian approach. 

Gideonese (1984) holds that educational inquiry is a subset of 

behavioral and social inquiry which, by nature, possesses certain 

characteristics. The primary characteristics of educational inquiry 

which he discusses are: an almost limitless number of difficult, if not 

impossible, variables to control; the complexity of relationships among 

------------



those variables; a lack of precision in language which influences 

interpretation; the inescapability of value considerations; and the 

influence of human consciousness once attention has been called to a 

topic. If we will accept that varied groups or individuals may have 

varied perspectives, each legitimate but fundamentally different, he 

believes that educational inquiry can generate situationally specific 

information which can be used in decision making. 

Significance of the Study 

5 

The results of this study will hopefully add to the existing body 

of knowledge related to teacher beliefs through information provided by 

teachers in selected secondary schools. Secondly, identification of an 

easily administered method of assessing teacher beliefs can assist 

school administrators with decision making and planning. Insights about 

teacher beliefs might be applied to a variety of decision related 

situations such as the delivery of staff development activities or the 

selection and implementation of educational programs. Furthermore, 

individual results obtained through belief surveys may enable teachers 

to reflect upon their own instructional beliefs systems and practices. 

Statement of Purpose 

The primary purpose of this study was to assess the viability of 

the beliefs inventory utilized in this study for use in educational 

decision making and planning. A secondary purpose was to determine if 

classroom practices of teachers,in selected secondary schools related to 

their instructional beliefs as measured through self-report instruments. 



Objectives of the Study 

The following objectives provided direction for this study: 

1. Collect descriptive data about instructional practices and 

beliefs of select secondary school teachers in one Pima 

County, Arizona school district through the use of 

self-report questionnaires. 

2. Analyze self-reported instructional beliefs of secondary 

school teachers. 

3. Examine the ability of selected subscales of the Teacher 

Beliefs Inventory to predict self-reported instructional 

practices of secondary school teachers. 

6 

4. Consider the use of selected subscales of the Teacher Beliefs 

Inventory for administrative decision making and planning in 

areas of staff development, curricular change, and 

instructional supervision. 

Assumptions Underlying the Study 

For purposes of this study, the following assumptions were made: 

1. Teachers would accurately report their typical instructional 

beliefs and practices. 

2. The self-report questionnaires utilized in this study were 

reliable and valid instruments. 

Limitations of the Study 

1. This study was limited to secondary school teachers in two 

high schools and two junior high schools in one Pima County, 

Arizona school district. 
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2. The conclusions drawn from this study cannot be widely 

generalized. 

Definitions of Terms Used 

Beliefs: "Ideas, doctrines, tenets, etc. that are accepted as 

true on grounds which are not immediately susceptible to rigorous proof" 

(Houston, 1984; p. 25). 

Effective Schooling Research: "Research which identifies 

schooling practices and characteristics associated wita measurable 

improvements in student achievement and excellence in student behavior" 

(Blum, 1984, p. 1). 

Instructional Practices: Methods and strategies utilized by a 

teacher to guid~ and direct the learning experiences of students. 

Junior Hiih Schoo]: A school separate from an elementary or 

senior high school which includes grades seven and eight. 

Model of Teachini: A "plan or pattern that can be used to shape 

curriculum (long-term courses of studies), to design instructional 

materials, and to guide instruction in the classroom and other settings" 

(Joyce and Weil, 1980, p. 1). 

Staff Development: Planned inservice instructional programs for 

the purposes of promoting participant growth, new understandings, 

increased job competence, and changes in professional behavior (Rogus, 

1982). 

Secondary School: A school which includes grades seven, eight, 

nine, ten, eleven and twelve or any combination of those grade levels. 

Self-Report: Information about an individual reported solely by 

that individual. 
L:' .... ,)' 
~. 



Senior High School: A flchool division which includes grades 

nine, ten, eleven and twelve. 

Student-Gentered Instruction: Instruction characterized by low 

levels of teacher determined structure. 

8 

Teacher: An individual certified to teach in the State of 

Arizona who is assigned the responsibility "of guiding and directing the 

learning experiences of students in an educational institution ••• " 

(Good, 1973, p. 586). 

Teacher-Gentered Instruction: Instruction characterized by a 

high degree of teacher determined structure. 

Teacher Effectiveness Research: Research which identifies 

classroom processes used by teachers that demonstrate the ability to 

improve student learning on predetermined outcome measures. 

Organization of Remaining Chapters 

Chapter 2 presents a review of the literature related to teacher 

beliefs and practices. It includes a brief discussion of the importance 

of considering beliefs in education. The presence of belief systems is 

next addressed. An examination of literature related to beliefs and 

practice includes specific attention to the areas of staff development, 

curricular change p educational administration, and students. Finally, 

the assessment of beliefs through direct observation and self-report 

techniques, both personal interview and paper-pencil, concludes the 

review of the literature in Chapter 2. 

The research procedures for this study are discussed in Chapter 

3. The sample involved in this study, descriptions of each of the two 
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questionnaires utilized in this study, procedures utilized in collection 

of data, and methods of data analysis are sectioils included in the 

chapter. 

The findings of the research data are presented and discussed in 

Chapter 4. Chapter 5 examines the findings in relationship to the 

purposes of this study and discuss implications resulting from the 

findings. The chapter concludes with recommendations for further 

research in the area of teacher beliefs and practices. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Many of those who have written about teacher beliefs hold that 

belief systems influence the way people perceive the world (Sergiovanni, 

1985; Harvey, 1970; Kerlinger and Pedhazer, 1968) and, consequently, the 

manner in which they react and respond to the situations (Bentzen, 

Williams and Heckman, 1980; Bauch, 1984; Wheling and Charters, 1969). 

The importance of research in this field is uncontested in recent 

literature (Munby, 1982). Therefore, this chapter will discuss briefly 

the importance of considering belief systems. The presence of beliefs, 

influence of beliefs on practice, and methods of assessing beliefs will 

be the focal points of this chapter. 

The Importance of Considering Beliefs 

The importance of 'belief systems in teaching is explained by 

Hogben who concludes that teachers "must strongly believe in what they 

are doing, because their daily practices and decisions are rarely 

followed by pupil improvement which can be tied unequivocably .0 those 

practices and decisions" (cited in Sergiovanni, 1985, pp. 13-14). 

Teaching behaviors are held to be an expression of the teacher's 

beliefs regardless of whether this expression is conscious or 

unconscious (Dobson and Dobson, 1983). The beliefs of teachers may 

concern curriculum, the nature of the teaching task, pupils, and 

appropriate classroom behavior (Dunkin and Biddle (1974). 

10 
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Consideration of the relationships among educational beliefs and 

instructional practice becomes important when teacher behavior is viewed 

as intentional. "Slippage between intention and action is a pervasive 

threat to effective teaching" (Rohrkemper, 1982, p.78). When the inten

tions of a teacher do not fit with practice, problems are perceived to 

be in the external world rather than in the teacher's internal framework 

(Sergiovanni, 1985). 

Bauch (1984) supports a viewpoint shared by others who have 

investigated the area of teachers' beliefs. She writes, "Educational 

change and school improvement will be increasingly facilitated at the 

practical level as we gain insight into teacher beliefs and use that 

information to help teachers reflect on their classroom behavior for the 

purpose of improving it" (p. 21). 

Researchers have found implications of belief systems for staff 

development, curricular innovation and change, supervision and 

administration, and students. Each of these areas will be discussed in 

this chapter. 

Presence of Belief Systems 

A review of the literature leads this author to the conclusion 

that some teachers operate from a belief system while others do not. 

Studies by Buchman, Miller, and Brown were discussed by Mayer (1985) in 

relation to this point. Buchman concluded that many teachers do not 

possess sophisticated ways of thinking about teaching and, therefore, 

don't operate from a belief system. Buchman finds the focus of efforts 

of teachers without defined belief systems to be concrete. Miller 

surveyed 520 teachers and prospective teachers. He found only 9.8% had 



what he termed a theoretical affiliation and 32% had an educational 

orientation. The remaining majority of those in Miller's study had no 

definable belief system. 
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According to Mayer (1985), Brown's works indicate that teachers' 

thinking may be lacking in complexity. This results in their reliance 

on an eclectic approach in their teaching. Dobson and Dobson (1983) 

find that substantial research indicates that relatively few teachers 

have well defined internal philosophies which guide their teaching. 

The nature of a teacher's belief system, or lack thereof, is seen 

to have either a positive or negative effect on the quality of instruc

tion. Beliefs provide "a sense of purpose that drives practice" (Mayer, 

1985, p. 4). Teaching without a set of beliefs proceeds randomly. 

Inconsistencies in behavior may be attributable to inconsistencies in 

teacher beliefs (Munby, 1982). 

Dobson and Dobson (1983) offer several explanations as to why 

attention to an examination of beliefs is neglected: time needed for 

reflection and dialogue; perceived abstractness of values; external 

direction of the teacher's role by those in authority; and reductionism 

resulting from a technological, or scientific, view of teaching. 

Beliefs and Practice 

Bauch (1984) describes several perspectives about teacher belief 

systems and behavior including the influence of beliefs on conceptual 

development and attitude formation. According to Bauch (1982a), studies 

relating beliefs to practice have consistently shown that classroom 

practices differ with different educational belief systems. A discus

sion of general findings related to the association between beliefs Bnd 



behaviors will follow. Other, more specific belief/behavior relation

ships will be discussed later in this chapter. 
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Several researchers have also concluded that much of the 

differences observed in teacher behaviors can be attributed to 

differences in beliefs systems (Mayer, 1985). Following an examination 

of background information pertinent to one reported research effort 

Harvey, White, Prather, and Hoffmeister (1968) concluded that the 

results of the study could "more parsimoniously and directly be 

attributed to differences in teachers' beliefs systems than to possible 

sociological correlates" (p. 164). 

Many researchers have concluded that teacher beliefs are 

generally consistent with their teaching behaviors. Classroom 

observations of teachers in studies by Harvey and his associates (1968) 

indicated that behaviors were consistent with the belief pattern of the 

teacher. Clements (1984) found that beliefs predict outcomes but n~t in 

a simple manner. Specific beliefs form composites which provide consis

tency between stated beliefs and observed behaviors. Pearson (1985) 

also observed that the association of beliefs into clusters gives 

coherence to observed behaviors of teachers. 

In a review of the literature related to teacher beliefs and 

practices, Mayer (1985) discusses several studies which have found 

congruency among teac"hers' beliefs and practices. He concludes that 

teachers' beliefs influence the context in which learning occurs and 

that the organization of beliefs a teacher holds is the primary factor 

that determines whether or not congruence exists between beliefs and 

practice. 
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Other research, however, suggests only minimal, if auy, relation

ships between beliefs and practice. Munby (1982) cites reports of 

research on teacher beliefs and decision making which concluded that 

teacher beliefs had very little effect on preinstructional decisions. 

In one of these reports, Duffy concluded external influences such as 

students, commercial material and the desire or need to maintain a 

smooth flow in the classroom were the three factors having the greatest 

influence on practice. He further concludes that the philosophy inher

ent in the text replaces the teacher's personal beliefs. 

In reflecting on reports which failed to demonstrate 

relationships between beliefs and practice, Munby (1982) calls for a 

reassessment of the research itself. He staCes that "since it is so 

obviously the case that the perspective we hold influences what we see 

and do, it is extraordinary to think teachers are in some way exempt 

from this human failing. Either the instrument is inappropriate or the 

model, or both" (p. 24). 

Relationships of Beliefs to Staff Development 

Fenstermacher (1979) suggests that research be moved into prac

tice not through transformation into rules of behavior but through the 

introduction of research findings to teachers as a means of encouraging 

the development of, what he terms, objectively reasonable beliefs. "If 

evidence is to have a transforming effect on a teacher, it must in some 

way be related to, or bear upon, the subjectively reasonable beliefs of 

the teachers to whom it is presented" (p. 172). 

Teachers have been described as "truth-makers." That is, they 

rely more on the results of personal experiences in establishing truths 

------------_ .. _--_ .. ---------_ .. _--



than they do on theory. Researchers, on the other hand, have been 

described as "truth-seekers" (Hogben, cited in Sergiovanni, 1985). "A 

thematic problem arises from assuming that teachers and researchers 

share perceptions" (Munby, 1981, p. 10). 

Teachers make decisions about instruction within a complex 

framework (Gideonese, 1984; Dunkin & Biddle, 1974; Fenstermacher, 
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1979). The "webbedness" of their world lacks the discreteness which 

might be found in the researcher's world (Sergiovanni, 1985). Shalveson 

writes that "'some evidence available to teachers may conflict with 

perceptions of their teaching ability. In this case, they might ignore 

the information, discount it, or distort it to maintain a consistent 

self-image'" (cited in Munby, 1981; p.3). 

Researchers are often concerned with seeking or generating 

knowledge. The major challenge to educational researchers may be that 

of getting the "truth-makers" to accept and appropriately utilize those 

knowledges (Fenstermacher, 1979). 

Staff development activities are one means of attempting to in

crease job competencies and bring about changes in professional behavior 

(Rogus, 1982). Staff development efforts targeted to areas which are 

not in accord with the instructional beliefs of teachers may have little 

utility. Staff developers must recognize that "intervening into the 

real world of schools means operating within an essentially uncontrolla

ble context, one in which accurate statements of direct cause and effect 

[between training and student improvement] are at best difficult to 

make" (Scollay and Everson, 1985, p. 206). Due to the complexity of the 
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teacher's world, training is only one factor which may influence teacher 

behavior. 

Following their research into the association between classroom 

objectives ann activities, Gansneder et ale (1977) conclude that simply 

providing teachers with skill specific training may not be "sufficient 

for changing teacher behavior in the classroom unless teacher beliefs 

about what is important" are also addressed in training (p. 197). 

Pearson (1985) recommends that, because of the influence of belief 

clusters on classroom behaviors, "teaching methods should not be taught 

mechanistically. Rather, methods should be taught in a way that recog

nizes that individual teachers have individual belief systems and that 

teaching methods should correspond to these different systems" (p. 143). 

Rose and Medway (1981) suggest that staff development activities 

be directed to belief systems pertinent to the topic of training before 

any specific instructional methods are introduced. Moody and Amos 

(1982) have experienced success in utilizing information about teachers' 

beliefs into professional development activities. Participants "rated 

the activities as extraordinarily useful in providing them with 

additional insights into behaviors which could enhance their teaching 

effectiveness" (p. 6). 

Relationships of Beliefs to Curricular Change 

The long term use of any curricular innovation depends upon the 

teacher's willingness to continue such practice. "Direct instruction is 

currently in fashion, and supported by a large body of research. Its 

permanent place in teaching reading and reading comprehension will 
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depend, however, not only on impressive research but on whether teachers 

feel that it is best for their classrooms and their students" (Lehr, 

1986, p. 708). 

The teacher's values, beliefs, and competencies are all factors 

involved in the planning of teaching (Bauch, 19828). Results from a 

national research project headed by John Good1ad in the late 1970's, A 

Study of Schooling, indicate that the teacher's own background and 

interests, along with student interests and abilities affected the 

curriculum decisions in 75% of the teachers studied. District 

consultants, parent councils, state tests, and teacher unions had little 

influence (Klein, Tye & Wright, 1979). 

Curricular decisions made by teachers have some long range 

implications. Harvey became involved in research about teacher belief 

systems and practices in response to the needs he saw for a changing 

society. He felt skills necessary in a changing society would be open

ness, sensitivity to change, ability to deal with stress, adaptability, 

flexibility, and creativity. Education and, therefore, teachers were 

seen to playa major role in the development of those skills. The vast 

majority of teachers involved in his studies had belief systems which 

did not foster the development of such skills. Instead, they held 

beliefs systems characterized by high levels of concreteness, positive 

attitudes toward tradition, and inflexibility (Harvey, 1970). 

The work of Harvey and his associates provides one explanation 

for the findings of Cuban (1983). Cuban examined teaching practices 

from 1890-1980. He found that the traditional, teacher-centered, 

methods of instruction have persisted despite numerous attempts to 



affect change. He found that innovations moving toward a more 

student-centered, less teacher-centered approach to instruction have 

been short-lived. 
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The traditional nature of teaching materials has been documented 

in the research conducted for A Study of Schooling. More than half of 

the students in 83 high school English and language arts classes 

reported traditional books, worksheets, etc. were the only type of 

instructional materials utilized by their teachers. Less than half 

indicated that less traditional materials, such as audio-visual 

resources, were used during instruction. Over forty percent (41.7%) of 

the students reported films were used for instruction. Only 3.6% 

indicated the use of television in their classes. Observations of the 

researchers were consistent with student reports (Benham, Giesen, and 

Oakes, 1980). 

Mayer (1985) discusses several studies which support the 

contention that teacher beliefs may neiatively interact with curriculum 

innovations. One of these was a study conducted by Olsen (1981) 

involved an innovative science curriculum that was oriented toward an 

inquiry approach. According to Mayer, Olsen found that teachers did not 

have "a language for explaining the innovations in this program and, as 

a result translated the program into their own frame of reference ••• 

[which] served to shipwreck the innovations inherent in the program" 

(Mayer, 1985; p. 9). 

A similar study conducted by Bussis, Chittenden, and Amarel 

(1976) examined the use of teaching centers in the implementation of an 

open-classroom approach. The majority of teachers involved in this 
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study had beliefs incompatible with open-cbes!'oom approach,esj 33% had 

curriculum beliefs opposed to such approaches while 50% had 

child-related beliefs which were inconsistent with the philosophy 

inherent in the program. Many of these teachers continued with 

traditional instructional methods following inservice training. uthers 

who did not believe in open-classroom approaches utilized the program 

but manifested anxiety over classroom management. The authors concluded 

that teachers must have philosophical commitment to an innovative 

program if it is to be successfully implemented. 

Reflecting on work in the area of beliefs and curriculum 

innovation, Mayer (1985) states that "the conclusion the researchers 

draw is that teacher beliefs will have a rubber-band effect on practice 

when teachers are confronted with a teaching method that contains 

embedded beliefs not consistent with the teachers' own. The teachers' 

tendency will be to return to a practice that is more consistent with 

his belief system" (pp. 9-10). This leads him to further conclude that 

the stated beliefs of the teachers must be considered by curriculum 

planners and implementors when advocating curricular innovations. 

Relationships of Beliefs to Educational Administration 

Education beliefs also appear to affect administrative 

practices. Personnel,selection, evaluation, and supervision have all 

been shown to be influenced by belief systems. Harvey (1970) found that 

principals who held positive attitudes towards tradition and 

institutions gave more weight to the clubs and organizations to which an 

applicant belonged than to the academic records of the individual. 
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Kerlinger and Pedhazer (1968) conducted a study based upon the 

hypothesis that perceptions of a good or effective teacher were 

influenced by the individual's own attitudes towards education. Results 

of their study showed that the selection of teachers was influenced by 

an individual's attitudes about desirable traits of teachers. Those 

with progressive attitudes towards education selected teachers with 

traits compatible with that bias; those with traditional attitudes based 

their judgments of effectiveness around traditional traits. 

Teacher evaluation is affected by the compatibility of the 

beliefs of the teacher and the supervisor. Inferences drawn from the 

evaluation of a teacher should take into account the evaluator's 

educational orientation as well as an understanding of the criteria of 

effectiveness utilized in the evaluation (Kerlinger, 1967a). Teacher 

evaluators might be advised to develop an awareness about what and for 

whom teaching methods are believed to be effective (Peterson, 1979). 

The common assumption of shared perceptions between the evaluator 

and the teacher is often a false one. "We assume that when we code a 

teacher's utterance to a class as a management one, then it was 

delivered as one and heard as one" (Munby, 1982, p. 11). Munby feels 

that an understanding of the teacher's understanding and intent of 

actions is necessary. Discrepancies between the supervisor's perception 

and the teacher's understanding and reasoning can lead to erroneous 

assumptions. The value of supervision may increase if the framework 

from which the teacher operates becomes a focal point from which 

reflection on behaviors, beliefs, and improvement of practice occurs 

(Sergiovanni, 1985). 
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Relationships of Beliefs to Students 

The reflection of educational beliefs in the actions of teachers 

appears to effect the educational experiences of students. Harvey et 

al. (1968) conclude that "the classroom behavior of the teachers and the 

students are significantly related" (p. 163). Their research did not 

determine the nature of causality, but discussion of several related 

factors leads to the conclusion that teacher factors playa larger role 

than either organizational climate or student influence. 

Bauch (1982a, 1982b) conducted one of the most comprehensive 

analyses in this area. The educational beliefs and practices of 

elementary teachers involved in A Study of Schooling were examined. 

Bauch, a member of the A Study of Schooling staff, utilized data 

obtained from teacher questionnaries and interviews, classroom 

observations, and student surveys in her examination of the relationship 

between teacher educational belief typologies and classroom process 

variables. Scores obtained on the Teacher Discipline and Control and 

Student Participation subscales of the Teacher Educational Beliefs 

Inventory were utilized to classify teachers into four educational 

belief typologies. These were given the labels of Autocrats, 

Strategists, Laissez-Faires, and Democrats. 

Autocrats (high control, low participation) were viewed as 

control oriented. These teachers emphasized conformity, a 

back-to-basics curriculum, intellectual growth, generalized rather than 

individualized evaluation criteria, textbooks and commercial materials. 

They deemphasized student choices, interaction, individualization, 

personal growth, student independence, use of media, an~ group processes. 
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Strategists (high control, high participation) were seen as 

management oriented. Control of class activities, basic skills develop

ment, and conformity type behavioral goals were all emphasized. Unlike 

autocrats, however, they also emphasized class discussions projects, 

dramatizations, and student led and teacher-student cooperative 

activities. 

The third group, laissez-faires (low control, low participation), 

were categorized as having a neutral orientation to the teaching role. 

They favored student autonomy and independence, small group over whole 

group instruction, and moderate levels of student directed and teacher 

student cooperative activities. Additionally, they favored basic skills 

development, lecturing without media, and the prescribed curriculum. 

They deemphasized activities which stimulated greater student partici

pation. They appeared to abdicate a portion of'teacher control without 

active provision of situations which encouraged student participation 

and responsibility. 

Democrats (low control, high participation) were oriented to 

student involvement in decision making and involvement. Teachers in 

this group consistently emphasized personal development over intellec

tual development. They also emphasized student autonomy and independ

ence, student leadership, thinking, individualized criteria, informal 

evaluation, a variety of teaching methods, and student directed and 

teacher-student cooperative activities. They deemphasized basic skills 

as being most important to the education of students, a prescribed 

curriculum, conformity, rules, formal evaluation, and control. 
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Bauch's examination of the data in relation to thpoe typologiea 

led her to conclude the Teacher Control dimension related to teacher 

planning and goal setting and that the Student Participation subsca1e 

related to teacher interactive behaviors with students (1982a, 1982b). 

She further determined "that teachers' educational beliefs have a 

distinct bearing on their teaching behaviors and thereby on their 

teaching effectiveness. For example, democrats and strategist were more 

likely to demonstrate interactive teaching behaviors considered 

effective" (Bauch 1982b, p. xiv). 

Harvey and his associates (1968, 1970) examined the relationships 

between student performances and certain teacher characteristics. They 

hypothesized that the educational performances would be better among 

students of teachers demonstrating greater abstractness and 

resourcefulness along with less dictatorialness and punitiveness. 

Teachers were classified as either concrete or abstract based upon 

SCores on the This I Believe and Conceptual Systems Test instruments. 

Teachers in the concrete category showed less resourcefulness, and were 

more dictatorial and punitive, though not significantly so, than 

teachers grouped into the abstract category. 

The results of their research showed that teacher resourcefulness 

and abstractness were positively correlated with student cooperation, 

involvement, activity and achievement and negatively correlated with 

student concreteness. Conversely, teacher dictatorialness and 

punitiveness negatively correlated with student cooperation, 

involvement, activity, achievement, and helpfulness and positively with 

student concreteness. 
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In assessments of student perceptions (grades K-6) about 

teachers, students rated those teachers who emphasized social elements 

and personal relationships highest on a factor termed "Fostering 

Hostility" [in students] (Harvey, 1970). Harvey concludes that teachers 

in this category tended to use laissez-faire policies which resulted in 

less structure and more absence of direction than students were able to 

handle. Excessive lack of teacher direction may have negative effects 

on students (Soar and Soar, 1976, Harvey, 1970). 

Willower (1975) found evidence of increased levels of student 

unrest and alienation along with higher student suspension and 

absenteeism rates where teaching faculties had higher custodial orienta

tions. This is not to be construed to imply that teacher-oriented 

methods are necessarily detrimental to students. Harvey (1970) noted 

that student reactions to different types of teachers vary according to 

the characteristics of the students. Evidence of self-esteem gains in 

task oriented settings where a warm emotional climate exists can be 

found in the literature (Soar and Soar, 1976). 

This last statement is consistent with some findings which Bauch 

did not anticipate in her analysis of some of the data from ~ Study of 

Schooling. Her investigation showed no differences in teacher-student 

affective interactions related to any of the belief typologies. This 

finding was based upon data obtained through classroom observations of 

external expression of affective behaviors as well as student reported 

affective attitudes (Bauch 1982b). 

However, this finding is not surprising when other data from the 

Teacher Educational Beliefs Inventory is considered. Wright (1980) 
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reports that the highest levels of agreement among all of the items of 

the inventory were on the two student welfare items. Regardless of 

orientation to other philosophic viewpoints, teachers consistently held 

progressive views regarding teacher concern for student welfare. As 

noted by Bauch (1982b), differences in classroom climate may be 

attributable to the attitudes of the teacher to students rather than to 

any specific teaching action which may be observed. 

The findings of these researchers reflect the complexity and 

difficulty in establishing the extent to which beliefs influence 

teaching in a manner which can be said to more or less desirable for 

students. While teacher beliefs do seem to influence what they do in 

the classroom, "it seems necessary to caution the use of teachers' 

beliefs as a potential guide in predicting educational outcomes" (Bauch 

1982b, p. 171). 

Assessment of Beliefs 

Early efforts to assess the educational beliefs of teachers 

placed beliefs upon a bipolar continuum representing dichotomous terms. 

Analysis of such approaches found them to be lacking. A study by 

Kerlinger (1967b) supported the notion that educational attitudes were 

present in at least two relatively independent dimensions and cast doubt 

upon the view that su~h attitudes could be placed on a bipolar continuum. 

Wbeling and Charters (1969) deveioped a questionnaire which 

includes many of the questions from Kerlinger's early instruments. 

Their instrument was considered to be more sophisticated than previous 

instruments in that it attempted to assess mUltiple aspects of the 

-,-------- - . __ . - .. - ...... - .. -- -_ .. _- -_. __ ._-_._-----
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individual's belief system. The instrument emphasized cognitive aspects 

of teaching and was based upon complex interrelated concepts rather than 

a continuum. 

They held that many components of beliefs may not appear on a 

bipolar continum because of some conditional hiera~chy (1969). A recent 

study by Pearson (1985) would support this statement. Pearson noted 

examples in which specific behaviors appeared to be incongruent with 

stated beliefs. However, when those behaviors were examined in terms of 

other more relevant or dominant beliefs the behaviors were congruous. 

He suggests that attention be given to examining how belief clusters 

interact with one another. 

Others researchers such as Bauch, Brown, Olsen, and Munby have 

utilized multidimensional approaches to the examination of teacher 

beliefs. Views of beliefs as complex and interrelated has resulted much 

of the practical progress into teacher beliefs (Mayer, 1985). 

Direct Observation 

If deliberate consideration of the instructional beliefs of 

teachers is to occur, those beliefs must be identified. School 

administrators have mUltiple opportunities for direct observation of 

teachers. Information gained through their observations of teachers, 

both in and out of the classroom, could be valuable in the 

identification of educational beliefs. 

Direct observation of teachers is not without problems. The 

presence of observers in the classroom is known to influence the 

behavior of those observed (Bauch 1982b). Medley and Metzel (1963) 
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point out other constraints of direct observation. These include 

atypical behaviors on the part of teachers when observers are present, 

varied levels of observer skills, and costs [both time and monetary] 

associated with such efforts. Additionally, a lack of shared perception 

between the observer and teacher may create problems. Without an 

understanding the the teacher's intentions, the possibility of 

misinterpretation of the observed behaviors exists (Munby, 1982). 

Direct observation in the classification of teachers as either 

teacher-centered or student-centered was successfully utilized in a 

study by DeLuca and Downs (1979). Science supervisors observed teachers 

in numerous classroom and nonclassroom systems prior to assignment of 

either of the two classification. The repeated contacts in various 

situations was believed to have reduced the influence of atypical 

behaviors which might have been observed by the supervisors. 

Self-Report Measures 

An alternate method of assessing beliefs is through the use of 

self-report measures. A substantial number of studies indicate teachers 

can accurately describe their own instructional beliefs and practices 

(Evertson, Sanford, and Brophy, 1980; Traub & Weiss, 1982; Rose and 

Medway, 1981; Whitmore, 1974; Bauch, 1984). The findings of these and 

other researchers give confidence to the use of self-report measures as 

a means of obtaining information about teachers from teachers, 

particularly when data is grouped. This last conclusion may be of 

particular use for staff development considerations since such 

activities typically are presented to groups of teachers rather than on 

an individual basis. 
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Hook & Rosenshine (1979) reviewed eleven studies examining the 

accuracy of teachers' reports of their classroom behavior. They 

concluded that in studies which examined specific classroom behaviors 

clear relationships were not shown. They recommended against acceptance 

of teacher reports of specific activities as indicative of actual 

practice. Studies which examined larger dimensions such as individual

ization or variety of activities showed mixed levels of accuracy. Their 

review indicated studies which grouped teachers along a continuum such 

as formal/informal or structured/flexible resulted in accurate 

depictions of group behaviors. Their review also noted that the number 

of significant correlations between teacher and observer reports was 

greater in studies which had greater numbers of classroom observation 

per teacher. 

In a study of English and math teachers in Texas junior high 

schools, a combination of self-report questionnaires, personal 

interviews, and classroom observations occurred (Evertson, Sanford, and 

Brophy, 1980). The authors conclude that the teacher self-reported 

responses on questionnaire and interview formats were generally 

consistent with practices observed in the classroom. "This general 

consistency lends credence to the teacher self-reports of instructional 

practices in the questionnaire and interview" (p. 9). 

Validation measures for the Dimensions of Schooling Questionnaire 

(DISC) yielded significant correlstions between teacher and observer 

ratings. The DISC required both low and high inference judgments. "The 

high inference data indicate a moderate to substantial degree of corre

spondence between the ratings of teachers and observers, contrary to 

._-----------_. 
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what the Hook and Rosenshine review would lead us to expect" (Traub & 

Weiss, 1982, p. 18). They conclude "that teacher self-reports may 

provide a better source of data about teaching than previously believed" 

(p. 20). 

Personal interviews. Self-reported information can be gathered 

in at least two manners. One is personal interviews; the other, paper 

and pencil inventories. The use of personal interviews to determine 

belief systems has been utilized in the determination of teachers' 

beliefs (Mayer, 1985; Munby, 1981). Mayer discusses several types of 

personal interview techniques. These include the use of the Kelly grid 

technique, Q-sort methods, and interviews in conjunction with other 

ethnographic methods of investigation. He contends that face-to-face 

interviews allow for a more complex, personal understanding of beliefs 

than do paper and pencil inventories. 

Munby (1982) describes his research efforts utilizing variations 

of the Kelly grid technique. The technique used by Munby involved 

asking the teacher to describe teaching behaviors which would be 

observed in his/her c!&bSroom. These responses were written down on 

cards and then grouped by the teacher. These groupings (constructs) 

were then factor- analyzed for further clarification. A second 

interview was held with the teacher. This second meeting provided for 

further exploration of the constructs. Each session with the teacher 

took about ninety minutes. Benefits of this method of interviewing 

appear to be use of the teacher's own language patterns and the 

opportunity of the interviewer and researcher to share in discussion and 

clarification of beliefs. 
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Paper-penci1 measures. 
, ! 

Paper-pencil inventorfes have ah·:> been 
( 

successfully used in educational beliefs research. Rose and Medway 

(1981) found that teachers' beliefs in their control over student 

outcomes as measured through the self-report Teacher Locus of Control 

Scale was significantly correlated with teacher classroom behaviors. In 

ad hoc testing of the validity of the Teacher Attitude Inventory, 

Whitmore (1974) reports researchers "had observed formally and informal-

1y in the classroom on numerous occasions •••• The self-reports from 

individuals were apparently accurate, since they were consistent with 

the experimenter's informal observations" (p. 29). Research conducted 

by Bauch (1982a, 1982b, 1984) further supports the accuracy of 

self-reported information obtained with paper-pencil inventories. 

Conclusions. Each of these methods of gathering self-report data 

has advantages and disadvantages. During personal interviews, the 

subject can ask for clarification and is not restricted to predetermined 

language (Mayer, 1985). They also allow the interviewer to probe 

responses for further clarification and to control the order in which 

questions are answered. Drawbacks of this approach include the time 

involved and high costs. Additionally, the interviewer may influence 

the respondent's answers through verbal or nonverbal cues (Vi1adas, 

1982). Administrators, staff development providers and teachers may not 

have the amount of time needed to conduct the type of interviews 

suggested by either Mayer or Munby. 

Paper and pencil inventories hold the advantages of low cost, 

high attainable quality, and ease of sampling. "The more personal the 
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question, the more suitable for mail surveys, provided you promise 

anonymity and the respondent can answer the questions unaided" (Viladas, 

1982, p. 218). Disadvantages include the inability to probe further 

into answers, a lack of control over the sequence in which questions are 

answered, and the fact that it is easier for a subject to say "no" to a 

piece of paper than to a personal interviewer. According to Viladas, 

this last factor can be somewhat countered through use of cover letters, 

guarantees of anonymity and provision of return envelopes. Addition-

ally, subjects may not interpret questions as intended by the author 

(Mayer 1985). He contends that paper-pencil inventories present 

problems of validity because the author has imposed a scheme of heliefs 

and language upo~ the respondent. 

"There is no evidence to support the view that face-to-face 

interviews are inherently better than ••• [paper-pencil] questionnaires. 

They are simply more appropriate to certain occasions" (Viladas, 1982, 

p. 201). The factors of time, cost, quantity, quality of data, 

sampling, and expected response rate should be weighed against the 

strengths and weaknesses of each method of data collection. 

Summary 

This chapter presented a review of the literature related to 

teacher beliefs and practices. It included a brief discussion of the 
.. 

importance of considering beliefs in education. The presence of belief 

systems was next addressed. An examination of the literature related to 

beliefs and practice including specific attention to the areas of staff 
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development, curricular change, educational administration, .~nd students 

was the next section to follow. Finally, the assessment of beliefs 

through direct observation and self-report techniques, both personal 

interview and paper-pencil, concluded this review of the literature. 

The research indicated that some teachers operate from a belief 

system while others do not. It is held that the presence of absence of 

a belief system can positively or negatively impact instruction. A 

belief system is seen to provide a sense of purpose and direction to 

teaching which does not occur in the absence of a belief system. 

The importance of considering belief systems was discussed in 

relation to the need for tea(~hers to believe in what they do since 

evidence of cause and effect relationships rarely occurs in a teacher's 

daily life. Whether consciously or unconsciously, beliefs are expressed 

in the behaviors of teachers. Beliefs can relate to a variety of condi

tions related to teaching such as curriculum, students, and classroom 

behavior standards. Insights gained about teacher beliefs are believed 

to have many practical implications for education. 

The relationship between beliefs and practice has been generally 

held to be congruent. While the majority opinion is that behaviors are 

consistent with beliefs, it was noted that not all researchers have 

agreed with this opinion. The question of methodology and instrument

ation was raised in relation to these findings, however. 

Four specific areas of practice and their relationships to 

beliefs were discussed: staff development; curricular change; 

educational administration; and students. Factors other than training 
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may influence a teacher's behavior. It was recommended that researchers 

and staff developers take into account the influence of beliefs on 

teacher behaviors. 

Secondly, the beliefs of teachers appear strongly related to 

acceptance of curricular change. Teacher beliefs have been related to 

continuance of traditional methods of teaching and resistance of 

change. Consideration of stated beliefs was also advised for curriculum 

planners and implementors. 

Beliefs and their relationships to the selection and evaluation 

of teachers were next discussed. These areas of educational 

administration may be influenced by the similarities or differences 

between the administrator's and teacher's belief systems. 

Finally, the influence of teachers' beliefs systems on students 

was examined in this section. Relationships between teacher beliefs and 

students were found in both the provision of learning opportunities and 

development of specific behaviors in students in elementary classes. 

The research does not conclude that teacher-student affective inter

actions are particularly affected by any specific belief type. Use of 

teacher belief types to predict educational outcomes was cautioned 

against. 

Assessment of teacher beliefs has evolved from attempts to place 

beliefs on bipolar continuums to examination of beliefs as complex and 

interrelated dimensions. Direct observation is one method than has been 

used in the assessment of beliefs. Problems associated with direct 

observation were noted. Self-reports have been established as a 

reliable means of assessing beliefs. Personal interview and 
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paper-pencil measures are two methods of gathering self-reported 

information, and each method has its strengths and limitations. This 

section concluded that the selection of one of these methods should take 

into consideration the strengths and weakness of each method and the 

specific situation in which they are to be applied. 



CHAPTER 3 

RESEARCH PROCEDURES 

This study was both descriptive and exploratory in nature. One 

objective of the study was to describe teacher beliefs as measured on 

selected subscales of the Teacher Beliefs Inventory. A second objective 

was to examine the ability of the selected subscales to predict self

reported instructional practices. From the findings related to those 

two objectives, consideration of selected subscales of the Teacher 

Beliefs Inventory possible uses for administrative decision making and 

planning in areas of staff development, curricular change, and 

instructional supervision would occur. 

The research procedures utilized during this study are covered in 

this chapter. The sample studied, descriptions of each of the two 

questionnaires utilized in this study, procedures for data collection, 

and methods of data analysis will be discussed. 

The Sample 

Subjects participating in this study were from one school district 

1n Pima County, Arizona. The district is a medium sized district with a 

student population of approximately 11,500 students. The district might 

be described as an urban/suburban district as its boundaries overlap city 

and county boundary lines. The student population served by this district 

is very diverse in terms of economic background, ranging from very low to 

extremely high family income levels. The ethnic make-up of the student 
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population is predominately Anglo (82%). Hispanics constitute 13% of 

the population, Blacks and Asians 2%, and Native Americans 1%. The 

academic achievement of the district is consistently above average at 

all levels as measured by state mandated standardized test scores. The 

mission of the district focuses on both productivity and satisfaction. 

A primary goal which has been adopted by the district's Governing Board 

of Education is the development of a sense of self-worth in students. 

Subjects included in this study were certified teachers assigned 

classroom duties at the two junior high and two senior high schools of 

that district. Questionnaires were administered during the summer of 

1986. Those teachers who notified their school administrators they 

would not be available during that time period were excluded from the 

study. The available sample for this study consisted of 274 teachers. 

The Questionnaires 

The questionnaires were administered in two phases. Responses 

were separately obtained in relation to two major areas: instructional 

beliefs and instructional practices. The Teacher Beliefs Inventory, 

developed for use in A Study of Schooling, was the instrument utilized 

for gathering data for the instructional beliefs portion of the study. 

A section to obtain demographic information was developed and included 

along with the Teach~r Beliefs Inventory in the first phase of data 

collection. The second phase of data cdllection involved the use of the 

Instructional Practices Survey which was a modification of the 

Elementary Science Teacher's Preference questionnaire developed by 

DeLuca and DOWDS (1979). 
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These two instruments were selected for use in this study, in 

large part, because of procedures which had been used in validating the 

instruments. In addition to statistical validation of the instrument 

items, self-repo~ted responses had been shown to be consistent with the 

data obtained through direct observation. The Teacher Beliefs Inventory 

was used to classify teachers according to belief types. Various 

methods, including classroom observation and student surveys, showed 

consistency between teacher belief types and classroom practices. The 

Elementary Science Teacher's Preference measured self-reported instruc

tional practices which were found to be consistent with supervisors' 

classifications of teacher behavior patterns as teacher-centered or 

student-centered. Each of these instruments will be discussed in the 

sections to follow. 

Varied levels of observer skills and costs, both time and 

monetary, were among the constraints associated with direct observation 

which were discussed in Chapter 2. These factors may make the use of 

direct observation as the primary means of identification of belief 

types impractical. As noted in Chapter 1, the practical nature of past 

research efforts in the area of teacher beliefs has been unclear. Mayer 

(1985) suggested a more utilitarian approach in this area. 

In this study, one instrument had been shown to measure belief 

types which were found to be consistent with classroom practices. The 

second instrument had demonstrated consistency between self-reported 

instructional practices and supervisor labeling of belief patterns. If 

the Teachers Belief Inventory subscales could be shown to predict 

responses on the Instructional Practices Survey, the results would 



support the use of an easily administered method of assessing teacher 

beliefs. Practical applications could include use of the survey 

instrument at the local school level. This would facilitate a more 

utilitarian direction in research in the area of teacher beliefs. 

Teacher Beliefs Inventory 
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The Teacher Beliefs Inventory utilized in this study was develop

ed for use in A Study of Schooling. The Teacher Beliefs Inventory 

incorporated the works of Kerlinger, Wheling and Charters, Coughlan, and 

Bishop (Sirotnik, 1979; Bauch, 1982b). The instrument was used to 

gather data from over 1300 teachers participating in the national sample 

of schools involved in that study. Appendix A contains a copy of the 

Teacher Beliefs Inventory. 

Researchers involved in A Study of Schooling analyzed the data in 

several different manners. Sirotnik (1979) initially examined the data 

on three major subscales: Basic Subjects and Skills; Student Participa

tion; and Teacher Discipline and Control. As a result of his analysis 

of the data, Sirotnik recommended inclusion of a fourth beliefs 

dimension, Student Concern, which could be used as a parallel to a 

dimension of "Teacher Concern" which was present in student classroom 

climate measurements. 

These four categories were established through cluster and factor 

analyses. The results of those analyses were combined with the informed 

judgements of the researchers to ensure scales which were both 

inter-correlated as well as content-relevant. Sirotnik (1979) explains 

the legitimacy of this method of decision making by noting that the 



study involved the examination of complex phenomena through what were 

"essentially measurements by fiat" (p. 3). 
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Wright (1980), another member of the A Study of Schooling staff, 

analyzed the data obtained with the Teacher Beliefs Inventory on 

traditional and progressive subscales. The Basic Subjects and Skills 

and the Teacher Control and Discipline subsca1es examined by Sirotnik 

comprised the Traditional scale. The Student Concern and Student 

Participation subsca1e items made up the Progressive scale. 

Both Sirotnik and Wright pointed out that the wording of items 

may have influenced factor loadings. Traditional viewpoints were 

represented in all but one of the Teacher Control and Discipline and the 

Basic Subjects and Skills subca1es. Progressive viewpoints were 

imbedded! in the Student Participation and Student Concern subsca1e 

items. They each note that this may have confounded response style and 

content interpretation (Sirotnik, 1979; Wright, 1980). Nevertheless, 

item assignment to specific factors was made based upon "general 

clustering tendencies wh11e acknowledging the possibility of response 

style processes ••• " (Sirotnik, 1979, p. 43). Wright (1980) recommended 

that the data be analyzed in relation to other data available through 

the research project. 

Bauch, also a member of the A Study of Schooling staff, looked at 

the Teacher Control and Discipline and Student Participation subsca1es 

as interrelated dimensions of teaching (1982a, 1982b). Scores obtained 

on two subsca1es of the Teacher Educational Beliefs Inventory were 

utilized to classify teachers into educational belief typologies. 

Scores on each subsca1e were determined to be high or low in relation to 
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the mean score of elementary teachers participating in the study. Four 

belief typologies were studied: Autocrat (high teacher, low student); 

Strategist (high teacher, high student); Laissez-Faire (low teacher, low 

student); and Democrat (low teacher, high student). 

Bauch utilized data obtained from the Teacher Beliefs Inventory, 

teacher interviews, classroom observations, and student surveys in an 

examination of the relationships between the educational beliefs and 

classroom practices of elementary school teachers. She contended that 

the teaching behaviors for each of these groups could be similar yet 

dissimilar as a function of beliefs. Discriminate analyses were 

utilized to test this hypothesis. The resulting correlations were 

moderate yet did indicate a pattern which indicated beliefs, as 

classified above, are related to classroom practices in differing 

manners related to each belief pattern. 

Bauch's examination of the data led her to conclude the Teacher 

Control and Discipline dimension related most closely to teacher 

planning and goal setting while the Student Participation subscale was 

most predictive of interactive behaviors with students (1982a, 1982b). 

Additional findings from her studies are discussed in Chapter 2. 

The method of examining these belief factors as separate, yet 

interrelated, concepts took into account many of the concerns about the 

assessment of beliefs which surfaced during the review of the litera

ture. Additionally, the congruence of responses on the belief 

typologies and classroom practices influenced the selection of this 

instrument for the assessment of instructional beliefs in this study. 

----------------- ---
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The congruence of the other subscales on the Teacher Beliefs 

Inventory with practice has not been established. Therefore, only the 

Teacher Control and Discipline and Student Participation subscales would 

be considered in the examination of the ability of the Teacher Beliefs 

Inventory to predict the instructional practices secondary school 

teachers in this study. The decision was made to administer the 

complete Teacher Beliefs Inventory in order to allow for examination of 

the subscale organization for the sample group involved in this study. 

Instructional Practices Survey 

The Instructional Practices Survey (Appendix B) utilized in this 

study was a modification of the Elementary Science Teachers' Preference 

questionnaire developed by DeLuca and Downs (1979) for the purpose of 

measuring differences between teacher-centered and student-centered 

instructional techniques. 

Questionnaire items for the Elementary Science Teachers' 

Preference survey were developed by the authors to reflect 

characteristics of teacher-centered and student-centered aspects of 

teaching. The characteristics of each of those techniques were drawn 

from the works of Butzow and Davis; Dewey; Hurd and Gallagher; Karplus 

and Thier; and Renner, Stafford, and Ragan. Forty-six (46) questions 

were originally developed. 

Content validation of the Elementary Science Teachers' Preference 

occurred through the use of a panel consisting of 15 science supervisors 

representing 15 different school districts in Iowa. The panel had 96% 

agreement about proper classification of the original 46 questionnaire 

-----~--------------------
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items into teacher-centered and student-centered categories. Based upon 

comments received during the validation process, 4 items were dropped 

and several questions reworded leaving a total of 42 items on the 

questionnaire, 21 in each subscale. 

The revised questionnaire was administered to 112 elementary 

science teachers. These teachers had been identified by science 

supervisors as either teacher-centered or student-centered. Item 

analysis was conducted to identify items which could discriminate 

between teacher-centered and student-centered teachers as weil as 

maintain reliability and content validity. As a result of this 

analysis, the number of items was reduced to a total of 26, 13 on each 

of the two subsca1es. Spearman-Brown estimates of reliability were .92 

for the combined subscales, .83 for the teacher-centered subscale, and 

.89 on the student-centered subscale. Predictive validity was also 

established. Two slightly different methods were utilized in this 

regard. Predictive validity was indicated by .50 and .55 phi 

coefficients. 

In describing the development of the Elementary Science Teachers' 

Preference questionnaire, DeLuca and Downs wrote that the statements 

"were not content nor situation specific; they were rather general. In 

this way the test would have application to teaching science in general, 

rather than be limited to a small segment,of content and few teaching 

situations" (p. 154). 

The non-situational nature of survey items was desired in the 

selection of an instrument which could be used for the instructional 

practices segment of this study since it was to be administered to 



teachers in a wide variety of teaching assignments. This investigator 

was given permission by Dr. Downs to modify the Elementary Science 

Teachers' Preference questionnaire to fit the needs of this study. 

Changes consisted of modifying the survey directions, rephrasing some 

items to reflect the experiences of a secondary level teacher, and 

eliminating the specific references to science. 

Data Collection Procedures 
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The nature of the study was discussed with the superintendent of 

the school district by the investigator, who is an employee of the 

district. Based upon the possible usefulness of the information 

resulting from this study to the district, it was decided that the 

district would not only participate in the study but also serve as 

sponsor for the study. Secretarial help and mailing assistance were to 

be provided by the school district. 

The intent of the study was discussed with the building principal 

of each participating school. Prior to the end of the 1985-86 school 

year, teachers at each participating school were informed of the general 

nature of the research study and survey procedures to be utilized. 

Teachers who would not be available during the Summer months were 

excluded from mailing lists. 

The Teacher Belief Inventory was mailed to 274 teachers in early 

July with a letter further explaining the intent of the research and 

procedures involved in data collection and assured respondents of 

anonymity. This was particularly important because the researcher is 

employed in the district. Questionnaires were assigned a number code to 

allow the two parts of the questionnaire to be matched. This number 

--- -------
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code was also explained in the letter. Return envelopes were provided. 

One hundred sixty-four surveys were returned by the requested deadline. 

Follow-up letters, a duplicate survey form, and return envelope were 

sent to 110 teachers who had not returned the Teacher Beliefs Inventory 

by the requested date. An additional 65 surveys were returned after the 

follow-up letters were sent. 

Approximately five weeks after the original surveys had been 

mailed, the Instructional Practices Survey was mailed to the 229 teach

ers who had responded to the Teacher Beliefs Inventory. The letters 

accompanying the survey thanked respondents for their assistance with 

the first phase of data collection and again asked for their cooperation 

in completing the second survey instrument. One hundred seventy-two 

completed surveys were returned within the requested timeframe. Again, 

follow-up letters were sent, resulting in the return of an additional 50 

surveys. Both the Teacher Beliefs Inventory and Instructional Practices 

Survey were returned by 222 (81%) of the original 274 teachers in the 

sample group. 

Analysis of Data 

The data obtained in this study were tabulated and computer 

analyzed. Each item on the two questionnaires was separately 

tabulated. Prior to computation of subsca1e scores, each questionnaire 

was factor analyzed resulting in exclusion of three items from the 

Teacher-Centered Practices subsca1e of the Instructional Practices 

Survey. Pearson product correlations were computed between the 

subsca1es of the two instruments. Each subsca1e was also examined by 
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the demographic variables of schooling level, teaching assignment, 

gender, years teaching experience, and certification utilizing analysis 

of variance procedures. 

Belief typologies were computed on the basis of Teacher Beliefs 

Inventory subscale median scores. The Teacher-Centered Practices and 

Student-Centered Practices subscales were considered separately and then 

explored as interrelated factors. This allowed for consideration the 

existence of four practice typologies. Median scores were used to 

establish the four classifications. Presence or absence of consistency 

between practice and the belief typologies investigated in Bauch's 

studies was examined. Cross tabulations and latent class analysis were 

used in this portion of the investigation. 

Summary 

This chapter discussed the research procedures used in this 

study. Characteristics of the district from which the sample was drawn 

and a description of the ,sampling method was presented. Discussion of 

the questionnaires utilized in this study presented the rationale for 

selection of the two particular instruments along with a description of 

the Teachers Beliefs Inventory and the Instructional Practices Survey. 

Data collection procedures and methods used in the analysis of data 

constituted the concluding sections of this chapter. 

---------------------------



CHAPTER 4 

PRESENTATION AND ANALYSIS OF THE DATA 

Analysis of the data revealed a significant relationship between 

educational beliefs and instructional practices. This chapter describes 

the findings and the various methods of analysis used to examine the 

data. This chapter presents the data from each of the questionnaires 

utilized in the study as well as the results of analyses of the rela

tionships between the educational beliefs and instructional practices. 

Characteristics of the Sample 

The sample for this study consisted of 274 junior and senior high 

school teachers in one Pima County, Arizona school district. The survey 

instruments used in this study were administered in two parts during the 

summer of 1986. A total of 222 (81%) of the sample returned the Teacher 

Beliefs Inventory and Instructional Practices Survey. 

Responses on the questionnaires were coded to allow for computer 

input. Three surveys had more than two items missing on the subscales 

of the Teachers Beliefs Inventory and were excluded from further 

analysis. An additional 22 had either 1 or 2 responses missing. Scores 

on the completed subscale items were computed for these participants and 

found to be not significantly different from those with fully completed 

surveys. Due to the number of fully completed surveys which had been 

returned and the modest number of partially completed surveys, this 
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examiner decided to also exclude this group of 25 surveys from further 

analysis. 

completed. 

The remaining 197 surveys were returned with all items 

These cases provided the data analyzed in this study. 
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Demographic informatiou was collected about the respondents' 

gender, total years teaching experience, teaching assignment (majority 

assignment if teaching more than one subject), teaching certification, 

and teaching major. An item was included in the demographic section of 

the survey to assess whether a large number of teachers were teaching in 

an area outside of their major field. Only 15 teachers indicated they 

were teaching a subject different from either their undergraduate or 

graduate majors. Due to this limited number, no subsequent analyses 

relative to college major were conducted. Demographic characteristics of 

the sample are provided in Table 1. 

Instructional Beliefs Survey 

The six response categories on the Teacher Beliefs Inventory 

ranged from Strongly Agree to Strongly Disagree. Num~rical scores 

descending from 6 for Strongly Agree to 1 for Strongly Disagree were 

assigned to each item. Fr~quency distributions for each of the items 

included on the Teacher Beliefs inventory indicate a negative skew in 

most items. The standard deviations indicate a moderate spread of 

responses on the items in general. The data also show that the full 

range of responses was utilized on all items of the Teacher Beliefs 

Inventory. Table 2 presents the mean and standard deviation for each 

item. 



Table 1. Demographic Characteristics of Sample 

DEMOGRAPHIC CHARACTERISTIC 

SAMPLE SIZE 

GENDER 

Male 
Female 

SCHOOLING LEVEL 

Junior High School 
Senior High School 

YEARS EXPERIENCE 

1- 3 
4- 9 

10-15 
16-50 

CERTIFICATION 

Elementary 
Secondary 
Both 

TEACHING ASSIGNMENT 

Business 
Computers 
English 
Fine Arts 
Foreign Language 
Home Economic s' 
Social Studies 
Industrial Arts 
Math 
Health & Physical Education 
Science 
Non-Departmental 
Special Education 

---------------------_._- -_ .. --- ._----

N 

197 

90 
107 

59 
138 

20 
63 
63 
51 

11 
166 

20 

10 
3 

39 
9 
7 
6 

19 
12 
20 
27 
22 

7 
16 

% 

100.0 

45.7 
54.3 

29.9 
70.1 

10.2 
32.0 
32.0 
25.9 

5.6 
84.3 
10.2 

5.1 
1.5 

19.8 
4.6 
3.6 
3.0 
9.6 
6.1 

10.2 
13 .7 
11.2 
3.6 
8.1 
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Ta.ble 2. Teacher Beliefs Inventory Item Frequencies 

Item Mean Standard Deviation 

1. Teacher control 5.15 1.10 

2. Teacher voice 1.70 1.05 

3. Ability to synthesize 4.13 1.56 

4. Teacher praise 5.35 .88 

5. Emphasis on order 4.16 1.35 

6. Basic information 3.52 1.42 

7. Teacher interest 4.94 1.12 

8. Orderly classroom 4.27 1.40 

9. Teaching techniques 4.67 1.12 

10. Student participation 4.18 1.31 

11. Keep students busy 4.20 1.26 

12. Student choice 4.28 1.08 

13. Student selections 3.34 1.17 

14. Prior knowledge 3.57 1.22 

15. Student motivation 3.89 1.34 

16. Student supervision 3.79 1.15 

17. Basic subjects 3.57 1.51 

18. Student punishment 4.85 1.29 

19. Classroom control 3.86 1.37 

20. Freedom of movement 3.16 1.42 



Subscale Analysis 

This study focused on two subscales of the Teacher Beliefs 

Inventory: Teacher Control and Discipline, and Student Participation. 

Prior to analyzing the responses of this sample on those subscales, a 

factor analysis of all four subscales of the Teacher Beliefs Inventory, 

Teacher Control and Discipline; Student Participation; Basic Skills and 

Subjects; and Student Concern. This analysis was conducted to assess 

the appropriate classification of all original items on the Teacher 

Beliefs Inventory onto separate subscales. The results of the factor 

analysis for all items of the Teacher Beliefs Inventory indicated the 

subscale classifications as determined in A Study of Schooling were 

appropriate for the sample involved in this study. 
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The items within the Teacher Control and Discipline subscale and 

within the Student Participation subscale were then combined for 

analysis. This was done because those two subscales were under 

consideration for use as a separate instrument. Table 3 presents the 

results of a factor analysis rotating two factors (which account for 

approximately 92% of the total variance of the 12 items). The factor 

loading matrix has bee3 grouped by subscales for ease of analysis. The 

Teacher Control and Discipline items are listed first and are separated 

from the Student Participation items by the broken line which appears in 

the middle of the table. 

Subscales scores were next computed. The mean score of the total 

sample was 4.33 on the Teacher Discipline and Control subscale and 3.77 

on the Student Participation scale. The mean, median, and standard 

deviation for each subscale are indicated on Table 4. 

--- ------------



Table 3. Teacher Beliefs Inventory 
Two-Factor Factor Analysis of the Teacher Control and 
Discipline and the Student Participation Subscale Items 

Factor Factor 
Item 1 2 

Teacher control -.26558 .51186 

Emphasis on order -.34335 .37707 

Orderly classroom -.16747 .65346 

Keep students busy .03791 .61022 

Student supervision -.03401 .35819 

Student punishment -.21363 .49833 

Classroom control .01435 .32916 
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-------------------------------------------------------------------------
Student participation 

Student choice 

Student selections 

Student motivation 

Freedom of movement 

.78064 

.71982 

.51333 

.55728 

.28326 

.00281 

.04145 

-.18269 

-.10804 

-.22238 
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Table 4. Teacher Beliefs Inventory Subscale Scores 

Subscale Mean Median 
Standard 
Deviation 

Teacher Control and Discipline 4.33 4.34 .75 

Student Participation 3.77 3.78 .85 

Subscale scores were separately calculated for the junior high 

and senior high school teachers. The scores of the junior and senior 

high school teachers involved in this study were compared with the mean 

scores obtained from A Study of Schooling (Wright, 1980). The data 

indicate that the beliefs of the teachers involved in this study are 

similar to those of high school and junior high school in other parts of 

the country. Table 5 presents this comparison. 

Belief Typologies 

The Teacher Control and Discipline and the Student Participation 

subscale scores were used to classify teachers into the four belief 

typologies -- Autocrats, Strategists, Democrats, and Laissez-Faires 

examined in Bauch's studies (1982a, 1982b). 

Teacher 
Control 
Belief 

High 

Low 

Student Participation Belief 

Low High 

Autocrats Strategists 

Laissez-Faires Democrats 

Figure 1: Teacher Belief Typologies 



Table 5. Teacher Beliefs Inventory 
Subscale Comparisons with A Study of Schooling Sample 

Subscale Number 

TEACHER CONTROL AND DISCIPLINE 

District Junior High Teachers 
District Senior High School Teachers 

A Study of Schooling Junior High Teachers 
A Study of Schooling High School Teachers 

STUDENT PARTICIPATION 

District Junior High Teachers 
District Senior High School Teachers 

A Study of Schooling Junior High Teachers 
A Study of Schooling High School Teachers 

59 
138 

392 
655 

59 
138 

392 
655 

Mean 

4.35 
4.32 

4.59 
4.38 

3.95 
3.69 

3.75 
3.80 
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Standard 
Deviation 

.76 

.75 

.71 

.82 

.80 

.86 

.89 

.86 
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In Bauch's studies, the mean score was used as the point from 

which determination of classification into a typology was made. Re

spondents who had mean scores close to the mean on either subscale were 

not classified into any belief typologies. This was done to allow for 

examination of those cases which represented relatively extreme beliefs. 

In the current study, the median score was used as the cutting 

point. Use of the median score would somewhat counter the negative skews 

noted in the frequency distributions. An equal number of teachers would 

be considered high or low on each subscale through the use of median 

scores. Belief scores were computed for all respondents. No '~uffer 

range" around the median was established to allow for exclusion of any 

respondent. This was decided primarily because of the hope that this 

study would have practical implications. If the instrument were to 

eventually be used by administrators, it would not be advisable to 

systematically exclude teachers. It was necessary to look at the 

relationships among all teachers involved in the study, not just those 

who fell at the more extreme ends of each subscale. Table 6 indicates 

the distribution of teacher into the four belief types. 

Table 6. Distribution of Teacher Belief Typologies 

Typology N % 

Autocrat 54 27.4 

Strategist 43 21.8 

Laissez-Faire 35 17.8 

Democrat 65 33.0 



Instructional Practices Survey 

Teacher self-reported instructional practices were gathered with 

the Instructional Practices Survey. The five response options were 

Strongly Agree, Agree, No Opinion, Disagree, and Strongly Disagree. 

Scores assigned ra,nged from 5 for Strongly Agree to 1 for Strongly 

Disagree responses. As on the Teacher Beliefs Inventory, a slight 

negative skew is present among the responses. The full range of 

responses was used on 22 of the 26 items. The remaining 4 items 

contained responses in 4 of the 5 response categories. The frequency 

distributions for respondents on the Instructional Practices Survey are 

presented in Table 7. 

Subscale Analysis 
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Factor analysis was particularly important for the Instructional 

Practices Survey as it was a modification of another instrument, the 

Elementary Science Teacher's Preference survey. Following Kaiser 

normalization, seven principal factors were indicated. Two factors 

accounted for 62.4% of the variance. The survey items were then 

analyzed on a two-factor forced loading to assess the appropriateness of 

assignment to either the teacher-centered or student-centered 

subscales. This analysis indicated 3 items, #7, #19, and #23, were 

questionable. The loadings may have been very appropriate in the 

original instrument but were determined to be inappropriate for this 

sample and were extracted from the subscales analyzed in this study. 

These three items were all on the teacher-centered subscale of the 
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Table 7. Instructional Practices Survey Item Frequencies 

Item Mean 

1. Hands-on involvement 4.22 
2. Variety of materials 4.42 
3. Students interact 4.10 
4. Orderly environment 3.65 
5. Fixed body of knowledge 2.23 
6. Student interests 3.89 
7. Teacher content 4.23 
8. Quiet classroom 2.79 
9. Seat work 2.56 

10. Small groups 3.63 
11. Student communication 3.87 
12. Teach facts 3.18 
13. Inquiry process 4.18 
14. Student movement 3.74 
15. Work with students 3.23 
16. Correct answers 3.09 
17. Evaluation of work 4.01 
18. Student exploration 4.11 
19. Student presentations 3.44 
20. Lecture approach 3.16 
21. Seek answers 4.10 
22. Recall answers 2.84 
23. Paper-pencil evaluation 2.31 
24. Same time 3.11 
25. Teacher focus 2.94 
26. Use of manipulatives 3.19 

~--.--- --" -------------- ----_.- -~~-----.-------

Standard Deviation 

.95 

.72 

.84 
1.02 
1.02 

.89 

.84 
1.10 
1.03 

.97 

.98 
1.04 

.75 
1.07 
1.14 
1.16 

.88 

.75 
1.02 
1.15 

.65 
1.06 
1.15 
1.12 
1.07 
1.01 
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Elementary Science Teacher's Preference survey. This left 13 items on 

the student-centered subsca1e and 10 on the teacher-centered subsca1e. 

Following exclusion of these three factors, a two-factor factor analysis 

was again computed. Table 8 presents the results of that analysis. For 

purposes of illustration, items have been rearranged by subscales. The 

broken line indicates the split between the teacher-centered subscale 

items (listed first) and the student-centered subscale items. As can be 

seen, the items from each subscale load on different factors. 

The items which were retained from the original 26 items were used 

to compute Teacher-Centered Practices and Student-Centered Practices 

subscale scores. The mean, median, and standard deviation for each 

subscale are included in Table 9. 

Table 9. Instructional Practices Survey Subscale Scores 

Subscale Mean Median 

Teacher-Center~d Practices 2.96 2.91 

Student-Centered Practices 3.90 3.93 

Practice Typologies 

Standard 
Deviation 

.64 

.46 

In the exploration of relationships between belief and practice 

responses, the possibility of interrelationships between teacher-

centered and student-centered practices was raised. As noted in Chapter 

2, it has been held that the most promising findings related to teacher 

beliefs have resulted from viewing beliefs as interrelated. It appeared 

worthwhile to investigate the possibility of similar associations 

.------ -----------~----. ------------------



Table 8. Instructional Practices Survey 

Two-Factor Factor Analysis After 3 Items Removed 

Item 

Orderly environment 
Fixed body of knowledge 
Quiet classroom 
Seat work 
Teach facts 
Correct answers 
Lecture approach 
Recall answers 
Same time 
Teacher focus 

Hands-on involvement 
Variety of materials 
Students interact 
Student interests 
Small groups 
Student communication 
Inquiry process 
Student movement 
Work with students 
Evaluation of work 
Student exploration 
Seek answers 
Use of manipulatives 

------- ------- ------ -

Factor 
1 

-.13308 
-.10339 
-.29206 
-.08842 
-.04681 
-.04438 
-.17775 

.04767 
-.28460 
-.25807 

.42500 

.42886 

.59099 

.31257 

.68130 

.66712 

.27143 

.39476 

.48926 

.21046 

.39310 

.23996 

.51888 

Factor 
2 

.50109 

.55590 

.43102 

.51524 

.53632 

.59352 

.62220 

.43141 

.39825 

.55470 

.03645 
-.08744 
-.19886 
-.16442 
-.22722 
-.21845 
-.06378 
-.10469 
-.02549 
-.10512 
-.10912 
-.04315 

.04234 
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between classroom practice patterns. Practice typologies were computed 

in the same manner as the belief typologies. 

Teacher
Centered 
Practices 

High 

Low 

Student-Centered Practices 

Low High 

Practice Type A Practice 

Practice Type C Practice 

Type B 

Type D 

Figure 2: Instructional Practice Typologies 

Median scores were used as the criterion point for assignment 

into high or low classifications. As this portion of the investigation 

was purely exploratory, labels were not assigned which would attempt to 

characterize any of the resulting typologies. Table 10 presents the 

distribution of subjects by practice typologies. 

Table 10. Distribution of Teacher Practice Typologies 

Typology N % 

Practice Type A 64 32.5 

Practice Type B 32 16.2 

Practice Type C 38 19.3 

Practice Type D 63 32.0 

Relationships of Beliefs and Practices 

Relationships between beliefs and practices were examined in 

several different manners. First, on a subscale to subscale basis, 

---~-----"."- -

59 



60 

secondly, from belief typology to practice subscales, and finally, belief 

typology to practice typology. 

Subscale Comparisons 

Pearson product correlations were computed between the four sub

scales examined in this study. As would be expected, the subscales on 

each instrument correlate negatively with one another. The Teacher 

Control and Discipline scale negatiyely correlated with the Student 

Participation scale (r= -.32, ~= .001). The Teacher-Centered Practices 

subscale negatively correlated with the Student-Centered Practices 

subscale (r= -.36, ~= .001). 

Results of this analysis also indicate varying levels of 

relationships between the beliefs and practices subscales. The Teacher 

Control and Discipline subscale was positively correlated with the 

Teacher-Centered Practices subscale (r= .48, ~= .001), and negatively 

correlated with the Student-Centered Practices subscale (r= -.15, 

~= .02). The Student Participation subscale of the Teacher Beliefs 

Inventory positively associated with the Student-Centered Practices 

subscale (r= .39, ~=.001), while negatively correlating with the 

Teacher-Centered Practices scale (r= -.29, ~= .001). 

Table 11 presents the intercorrelational matrices for the 

subscales. These relationships would indicate that the instructional 

beliefs subscales are predictive of corr'esponding instructional 

practices and somewhat less predictive of practices in another dimension 

of classroom practice. 



Table 11. Pearson Product Subscale Correlations 

Subscale 

Teacher Control and Discipline (TCD) 
Student Participation (SP) 
Teacher-Centered Practices (TCP) 
Student-Centered Practices (SCP) 

** ~= .02. * ~= .001. 

SP 

-.32** 

TCP 

.48** 
-.29** 

Relationships of Belief Typologies to Practice Subscales 

SCP 

-.15* 
.39** 

-.36** 

The relationship of belief types to instructional practices is 

also similarly associated. Analysis of variance was computed for the 

relationships between the belief types and instructional practice 

subscales. The results indicate a significant relationships between 

belief types and both student-centered, ~(3, 193) = 7.21» ~= .0001, and 

teacher-centered instructional practices, ~(3J 193) = 13.28, ~< .0001. 

This analysis establishes an association between belief typologies 

established and classroom practices as measured by the instruments used 

in this stud),. 

Relationships of Belief and Practice Typologies 

The relationship between belief and practice typologies was 

examined by conducting tests of statistical independence. (See Table 

12). Chi square analysis establishes a relationship between belief and 

practice typologies. ~2(9, ~ = 196) = 30.8, ~= .0003. It does not, 

however, tell what the relationship is. 

Post hoc tests using latent class analysis methods (see Gordon, 

1983) were conducted in attempts to determine the nature of the 

relationship. These procedures are used to examine categorical 
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Table 12. Cross Tabulation of Belief Typologies and Practice Typologies 

Belief Type 

Autocrat 

Strategist 

Laissez-faire 

Democrat 

A 
RTLS 

27 

1--' 

18 

11 

8 

64 

~= 30.80, df= 9, ~= .0003 

Practice Type 

B 
RTHS 

11 

8 

3 

10 

32 

C 
LTLS 

7 

6 

10 

15 

38 

D 
LTHS 

9 

11 

11 

32 

63 

54 

43 

35 

65 



variables. The goal of latent class analysis is to determine what 

structure accounts for the distribution of data in cells. Different 

claGs models were fit to the data. 
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A five-class latent class agreement model, in which the diagonal 

cells of the distribution plus one quasi-independence class were 

specified, did not determine an underlying structure. One explanation 

of the nature of the relationships between the belief and practice 

typologies emerged when a model was applied to what might be considered 

"core subjects", i.e., English, foreign language, math, social studies, 

and science. Results of that examination indicate the data can be 

explained with a three-class model consisting of two cells which specify 

a high-low relationships between the subscales and one quasi

independence class into which remaining cases would fall. 

Relationships between beliefs and practice have been established 

but have also been described as complex. Wheling and Charters (1968) 

and Pearson (1985) discuss conditional hierarchies which may influence 

the relationships of beliefs and practices. The results of this 

analysis are consistent with their explanations. 

Where one factor is cl~arly stronger than the other, establishing 

a hierarchical relationship among the dimensions, a congruence between 

belief type and practice type exists. Practice typologies tend to fit 

with corresponding belief typologies when one dimension of the belief is 

above the median and the other dimension below the median. For example, 

teachers fitting into the categories which have been labeled by Bauch 

(1982a t 1982b) as autocrat or democrat will tend to fall into Practice 

Types A or D, respectively. 
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When the belief dimensions are either both above or both below 

the median, failing to establish a clear heirachical relationship among 

dimensions, the realtionships between belief and practice typologies are 

not as clear. Rather than fitting into practice type which is parallel 

to the belief type, i.e, Type B for the strategist category and Type C 

for the laissez-faire grouping, practice types tend to be distributed 

across all categories. 

Demographic Considerations 

Each subscale was analyzed in terms of schooling level (junior or 

senior high school), gender, years experience, assignment, and certifi

cation demographic variables. Analysis of variance procedures were used 

to examine teacher belief and practice subscales in respect to those 

demographic variables. 

The Student Participation belief subscale was significantly 

related to gender (~= .01), assignment (~= .01), and certification 

(~= .05). The Teacher Control and Discipline subscale was related to 

teaching assignment and certification but only at a probability level 

of .10 level. Schooling level and years of teaching experience were 

not demonstrated to be related to either belief subscale. 

Somewhat similar patterns of relationships existed among the 

practice subsca1es. Relationships among the Student-Cent~red Practice 

subscale were established with gender (R= .06) and assignment (~~ .0005). 

Schooling level (~= .04), gender (~= .0001), and assignment (~= .0001) 

were related to the Teacher-Cetitered Practices subsca1e. 
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Significant relationships were shown when beliefs typologies were 

cross tabulated with demographic variables. Table 13 presents a break

down of each demographic variable by belief typology. Chi-square 

statistic was used in determination of probability levels for 

associations between demographic variables and belief typologies. 

Gender and certification were related to belief typologies (~= .05, .01 

respectively). Probability levels of .23 for years of experience and 

.42 for schooling level were indicated. While possible to calculate 

associations between assignment and typologies, results would be 

spuriously high due to small cell frequencies. 

A similar examination of demographic variables as related to 

teaching types occurred. Table 14 presents the distribution of each 

variable by practice typology along with the chi-square statistic and 

probability level. Gender (~= .01) was the only demographic· factor 

significantly related to practice typologies. Years experience, 

schooling level, and certification did not demonstrate significant 

associations with practice typologies. 

Summary 

This chapter presented the results of the data. Data from each 

instrument were analyzed by individual item, subscale, and typology 

groupings. The item analysis indicated a slight negative skewness among 

the distribution of most items. 

Subscale scores on each of the two surveys were computed. The 

scores on subscales obtained from teachers in this study did not differ 

substantially from the much larger group of teachers involved in the 

national sample groups for A Study of Schooling. 



Table 13. Distribution of Belief Typologies by 
Demographic Characteristics 

Characteristic Be lief Typology 
Autocrat Strategist Laissez-Faire 

% % % 

SCHOOLING LEVEL ~= 2.83, ~= .42 

Junior High School 28.3 21.0 20.3 
Senior High School 25.4 23.7 11.9 

GENDER -x:= 7 .95, ~= .05 

Male 32.2 22.2 22.2 
Female 23.4 21.5 14.0 

YEARS EXPERIENCE -x.2= 11. 70, ~= .23 

1- 3 10.0 40.0 25.0 
4- 9 25.4 l7 .5 15.9 

10-15 27.0 25.4 17.5 
16-50 37.3 15.7 17.6 

CERTIFICATION ~2=10.63 , ~= .10 

Elementary 9.1 36.4 18.2 
Secondary 29.4 21.7 19.3 
Both 20.0 15.0 5.0 
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Democrat 
% 

30.4 
39.0 

23.3 
41.1 

25.0 
41.3 
30.2 
29.4 

36.4 
29.5 
60.0 



Table 14. Distribution of Practice Typologies by 
Demographic Characteristics 

Characteristic Practice Typology 
TvpeA Type B Type C 

% % % 

SCHOOLING LEVEL -x.2=4.30, E.= .23 

Junior High School 34.1 18.8 18.8 
Senior High School 28.8 10.2 20.3 

GENDER -X:=10.51, E.= .01 

Male 42.2 18.9 14.4 
Female 24.3 14.0 23.4 

YEARS EXPERIENCE 12= 5.14, E.= .82 

1- 3 35.0 15.0 15.0 
4- 9 31.7 11.1 25.4 

10-15 30.2 22.2 14.3 
16-50 35.3 15.7 19.6 

CERTIFICATION --x.2= 9.20, E.= .16 

Elementary 18.2 18.2 36.4 
Secondary 34.9 17.5 18.1 
Both 20.0 5.0 20.0 
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Type D 
% 

28.3 
40.7 

24.4 
38.3 

35.0 
31.7 
33.3 
29.4 

27.3 
29.5 
55.0 



Items on each survey instrument were factor analy~ed. The 

results indicated that the items on the Teacher Beliefs Inventory were 

appropriately classified into the two subscales of interest in this 

study. Based upon factor analysis results for the Instructional 

Practices survey, which was a modification of the Elementary Science 

Teachers' Preference survey, three items were extracted. 
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The two belief subscales were examined as interrelated factors to 

generate four belief typologies labeled by Bauch (1982a, 1982b) as 

Autocrats, Strategists, Laissez-Faires, and Democrats. The distribution 

of belief typologies reflected higher proportions of teacher in the two 

subscales having one factor above and one factor below the median 

(autocrat and democrat classifications) than typologies in which both 

factors were either above or below the median (strategist and 

laissez-faire labels). 60.8% of the teachers in this sample had 

responses which were classified as autocrats or democrats while 39.2% 

were classified as strategists or laissez-faires. 

To allow further exploratory analysis, practice subscales were 

also fit into a similar model to generate practice typologies labeled A, 

B, C, and D. Labels which would characterize therse labels were not 

otherwise assigned. Examination of these practice typologies to the 

belief typologies resulted in demonstration of a relationship between 

belief and practice typologies which was significant but somewhat 

unclear. Latent class analysis indicated the data could be explained 

with a three-class model consisting of two cells which specify a 

high-low relationships between the subscales and one quasi- independence 

class into which remaining cases would fall. This finding 

~---~------------------- .. -------.-.... 



was consistent with positions found in the literature that conditional 

hierarchies may exist among belief dimenisions. 
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Demographic variables consisting of gender, certification, level 

of schooling (junior or senior high school) and years of teaching 

experience were examined relative to both belief and practice subsca1es 

and typologies. Gender consistently related to both beliefs and 

practices. Certification was somewhat related to beliefs but not to 

practice. Statistical analyses indicated that schooling level was 

significantly related to only the Teacher-Centered Practices subsca1e. 

Years of teaching experience was not shown to have significant 

relationships with either beliefs or practices among the sample studied. 

------- -------- ----~-



CHAPTER 5 

SUMMARY AND DISCUSSION 

The primary purpose of this study was to assess the viability of 

the beliefs inventory utilized in this study for use in educational 

decision making and planning. A secondary purpose was to determine if 

classroom practices of teachers related to their instructional beliefs 

as measured through self-report instruments in selected secondary 

schools. 

One objective of the study was to describe teacher beliefs as 

measured on selected subscales of the Teacher Beliefs Inventory. A 

second objective was to examine the ability of the selected subscales to 

predict self-reported instructional practices. From the findings 

related to those two objectives, consideration of possible uses of 

selected subscales of the Teacher Beliefs Inventory for administrative 

decision making and planning would occur. 

This chapter will present the findings in relation to each of 

those objectives. Additionally, a discussion of implications resulting 

from the findings will occur. The chapter will conclude with 

suggestions for further research. 

Summary of Findings 

This first objective of the study was to describe the belief 

patterns of s2condary teachers in one Pima County, Arizona school 

district as measured on the Tea.~her Control and Discipline and Student 
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Participation subscales of the Teachers Beliefs Inventory. The results 

were considered in several manners. 

Subscale scores on each of the two surveys were computed. The 

scores on subscales obtained from teachers in this study did not differ 

substantially from the much larger group of teachers involved in the 

national sample groups for A Study of Schooling. Responses on the 

Instructional Practices Survey indicate higher agreement with the items 

on the Student-Centered Practices subscale than on the Teacher-Centered 

Practices subscale. 

Items on each survey instrument were factor analyzed. The 

results indicated that the items on the Teacher Beliefs Inventory were 

appropriately classified into the two subscales of interest in this 

study. Based upon factor analysis results for the Instructional 

Practices survey, which was a modification of the Elementary Science 

Teachers' Preference survey, three items were extracted. 
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The two belief subscales were examined as interrelated factors to 

generate four belief typologies - Autocrats, Strategists, 

Laissez-Faires, and Democrats. The distribution of belief typologies 

reflected higher proportions of teacher in the two subscales having one 

factor above and one factor below the median (autocrat and democrats 

classifications) than typologies in which both factors were either above 

or below the median (strategists and laissez-faires). 60.8% of the 

teachers in this sample had responses which were classified as autocrats 

or democrats while 39.2% were classified as strategists or 

laissez-faires. 

-----------_._---



72 

Elementary school teachers who fit those typologies were 

described in the following manner by Bauch (1982b): Autocrats (high 

control, low participation) were viewed as control oriented. These 

teachers emphasized conformity, a back-to-basics curriculum, intellec

tual growth, generalized rather than individualized evaluation criteria, 

textbooks and commercial materials. They deemphasized student choices, 

interaction, individualization, personal growth, student independence, 

use of media, and group processes. Thi~ description is not unlike that 

of behavior associated with teacher-centered methods of instruction 

(Hemphill, 1982). 

Strategist (high control, high participation) were seen as 

management oriented. Control of class activities, basic skills 

development, and conformity type behavioral goals we.re all emphasized. 

Unlike autocrats, however, they also emphasized class discussions 

projects, dramatizations, and student led and teacher-student 

coop~rative activities. This description falls into a category of 

instruction which combines teacher-centered and student-centered 

instructional methods described by Hemphill (1982). 

The third group, laissez-faires (low control, low participation), 

were categorized as having a neutral orientation to the teaching role. 

They favored student autonomy and independence, small group over whole 

group instruction, and moderate levels of student directed and teacher 

student cooperative activities. Additionally, they favored basic skills 

development, lecturing without media, and the prescribed curriculum. 

They deemphasized activities which stimulated greater student 

participation. They appeared to B.bdicate a portion of teacher control 
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without active provision of situations which encouraged student partici

pation and responsibility. Bauch's conclusions related to this group 

was that they were inconsistent due to lack of high commitment to any 

belief dimension. 

Democrats (low control, high participation) were oriented to 

student involvement in decision making and involvement. Teachers in 

this group consistently emphasized personal development over intellec

tual development. They also emphasized student autonomy and independ

ence, student leadership, thinking, individualized criteria, informal 

evaluation, a variety of teaching methods, and student directed and 

teacher-student cooperative activities. They deemphasized basic skills 

as being most important to the education of students, a prescribed 

curriculum, conformity, rules, formal evaluation, and control. These 

teachers might also be classified as student-centered (Hemphill, 1982). 

Demographic variables consisting of gender, certification, level 

of schooling (junior or senior high school) and years of teaching 

experience were examined relative to both belief and practice subscales 

and typologies. Gender was consistently related to both beliefs and 

practices. Certification was somewhat related to beliefs but not to 

practice. Statistical analyses indicated that schooling level was 

significantly related to only the Teacher-Centered Practices subscale. 

Years of teaching experience was not shown to have significant 

relationships with either beliefs or practice among the sample studied. 

Predictive Ability of Teacher Beliefs Inventory 

Results of this study indicate that the Teacher Control aud 



Discipline and Student Participation subscales are predictive of 

classroom practices which are si.milar to that belief. Belief subscales 

ar~ only minimally predictive of instructional practices which do not 

relate to the belief type. 
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The ability of the belief typologies to predict reponses on 

i.nstructional practices subscales was established through analysis of 

variance methods. The relationship of belief typologies to the 

student-centered dimension was significant (p= .0001). Random 

probability of the relationship between belief type and teacher-centered 

practices was .0001. These findings support of the use of the Teacher 

Beliefs Inventory subscales to predict instructional practices. 

While not an original intent of the methods of investigation, 

practice subscales were also interrelated to allow for an exploratory 

examination of the possibility of a belief type to predict an 

instructional type. Relationships between belief and instructional 

typologies were established at a p= .0003 level. The nature of the 

relationship is somewhat unclear, however. 

Post hoc analysis using latent class analysis models indicated 

the data could be explained with a three-class model consisting of two 

cells which specify a high-low relationships between the subscales and 

one quasi-independence class into which remaining cases would fall. 

This finding was consistent with the positions found in the literature 

that conditional heirarchies, which may influence the relationships 

between beliefs and practices, exist. 

Practice typologies tend to fit with corresponding belief 

typologies when one dimension of the belief is above the median and the 
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other dimension below the median. The autocrat and strategist classifi

cations fit within this pattern. 

The relationship of the belief typology to a similar practice 

typology for the teachers classified as strategists and laissez-faire 

teachers is less clear. For these teachers, both belief dimensions are 

either above or below the median. Rather than consistently fitting into 

a parallel practice type, i.e, Type B for the strategist and Type C for 

the laissez-faire, they tend to have practice types which a~e 

distributed across all categories. The Teacher Control and Discipline 

and Student Participation subsca1es were shown to be to predictive of 

instructional practices on a general basis. 

Discussion 

The finding that a relationship between belief and practice 

typologies are significant but the nature of that relationship somewhat 

unclear might be explained in a manner similar to that provided in 

interpretation of scores on the Performax Personal Profile System which 

identifies behavioral patterns. Psychologists working with that program 

explain that when two the scores on the inventory indicate two of the 

categories are either very high or very low, it indicates the person is 

in a transition state. Further research might consider this as a 

possible explanation for the relationships found in this study. 

Examination of general behavior patterns and educational beliefs would 

be interesting. 
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The skewness of the distributions on the Student-Centered Practice 

scale indicate patterns of behavior which would actively involve students 

in classroom instruction. This could be an indication that teachers in 

this district are thinking and acting in accordance with the mission 

.statement of the district which targets both productivity and satisfac-

tion as important to the provision of a quality education. The promo

tion of student self-worth also would be facilitated by such beliefs and 

behaviors. 

Also pertinent to the goals of this particular district is the 

nonsignificance of years experience as a factor in predictive responses 

on the any of the subscales. The results of this study would indicate 

that practice does not become more or less teacher-or student-centered 

as individuals continue thsir teaching careers. 

This may be due to the district's use of the Selection Research 

Inc. Teacher Perceiver Interviaw, often referred to simply as the SRI, 

as part of its hiring process. The interview questions measure the 

valu~s of prospective teachers. The district has used that test as an 

employment screening device for the past 12 years. This would account 

for many, but not all of the teachers involved in this study. The 

district philosophies regarding satisfaction and self-worth may also 

influence the beliefs and practices of teachers of the district. 

Implications for Practice 

The focus of the study was on the identification of an easily 

administered method of assessing beliefs. The results of this study 



support the use of the two subscales of the Teacher Beliefs Inventory 

subscales investigated in this study. Those two subscale have been 

organized and labeled the Instructional Beliefs Survey in Appendix C. 

This survey could be used to assess teacher beliefs with minimal 
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effort. The Instructional Beliefs Survey is brief and would necessitate 

very little time for administration. Responses could be hand or 

computer scored. Possible applications of the Instructional Beliefs 

Survey follow. 

Implications for Staff Development 

The first of area of application to be discussed will be staff 

development. Staff development efforts seldomly attend to the 

philosophy or rationale behind the activity or program. Teachers may be 

skeptical of new ideas presented through staff development programs and 

view them as just the latest "bandwagon" (Manciet, 1986). Initially, 

behaviors may be more easily modified than beliefs or attitudes 

(Willower, 1975) but change will not be lasting unless the teachers 

accept the practice as good for their students (Lehr, 1986). 

Through use of the Instructional Beliefs Survey, teacher beliefs 

can become a consideration in staff development. The responsibility for 

identifying the philosophical underpinnings of particular programs will 

rest with the staff developers. Such consideration of the biases of 

training activities will exhibit a regard for the opinions and 

experiences of teachers. Trainers can teach skills with methods which 

allow for flexibility in application and provide an explanation of the 

rationale and research behind new skills. Teacher acceptance of the new 



or recycled ideas might occur from a rational, informed position rather 

than one of passive or active acceptance or resistance. The 

effectiveness of inservice activities might be measured by attitudinal 

changes as well as behavioral change. 

The Instructional Beliefs Survey may also provide useful in 

teacher preservice education. Oftentimes, both undergraduate and 

graduate students have more of an interest in what they consider 

practical activities rather than those that are theory-oriented. 

Perhaps very little practicality is seen in theory related activities 

because those individuals have either never, or at least not recently, 

examined their own beliefs about education. Utilization of an 

educational beliefs inventory can have many of the same applications as 

the use of learning style inventories. They are not intended to change 

people's natural tendencies, but do develop an awareness of how oneself 

and others react to their environments. 

Implications for Curricular Change 

The second major area in which assessment of teachers' 

instructional beliefs may be applied is that of curricular change. 

Adoption of programs without examination of their fit to the belief 

systems of the implementors of such programs increases their chance for 

failure. 
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We often hear of the benefits of ~~rticipatory management 

techniques. Terms such as "ownership" and "buy-in" are often used as 

reasons why teachers seem to more readily implement ideas they have had 

a hand in choosing or designing. It may be worth considering whether it 

is as simple as the notions of "ownership" or "buy-in" that make 



participatory management effective or if it is actually the notion of 

"custom-made" which is they key element. People who have a hand in 

selecting or designing their futures also are provided with an 

opportunity, consciously or unconsciously, to tailor programs to fit 

their beliefs. 
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Individual beliefs are not the only factor in selection of design 

of programs. It would be naive to think that beliefs are the sole 

determinant of behaviors. The belief systems of individuals must be 

blended with the beliefs and values of the organization within which 

they exist as well as with situation factors which may be present. 

Curriculum planners and developers have been advised to consider 

the stated beliefs of teachers when selecting or presenting curriculum 

innovations. Use of the two belief subscales studieo in this 

investigation could provide a useful information for examining 

compatibility between packaged programs and teacher beliefs. If 

compatibility does not exist, modifications in the packaged program 

could be made which would enhance changes for successful implementation. 

Another option would be to provide evidence that the program is flexible 

enough to be adapted to individual needs. Finally, the possiblility of 

not adopting a program, even if it is the hottest thing on the market, 

exists 

Implications for Instructional Supervision 

The third aspect related to beliefs and practices which will be 

related to the use of the subscales of the Teacher Beliefs Inventory is 

the area of instr.uctional supervision. Administrative decision-making 
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has been shown to be influenced by the belief system of both the 

administrator and the employee. Administrators can use this instrument 

to develop an awareness of their own belief patterns as well as those 

held by their staff members. Supervisory activities, such as clinical 

supervision conferences, may be more productive when adm~nistrators have 

an understanding of their own as well as their teachers' beliefs. 

Survey results can also serve as a tool for helping teachers to 

develop self-understandings. Following administration and scoring of 

the beliefs inventory, general discussion of beliefs and their 

implications for teaching can occur. Teachers could be asked to reflect 

on their own beliefs and might be challenged to justify practices in 

light of their beliefs. 

Further Research 

This study was intended to add to the existing body of knowledge 

related to teacher beliefs through information provided by teachers in 

selected secondary schools. Secondly, an easily administered method of 

assessing teacher beliefs which could assist school administrators with 

decision making and planning would hopefully be supported by the 

findings. 

The results of this study related to those two intents have been 

covered. One aspect of the findings suggest a need for additional 

research. It might be interesting to have further information available 

regarding eclectic instructional practice patterns. Questions to be 

considered could be: Does a conditional hierarchy exist among the 

beliefs of those individuals?; Was the decision to be eclectic 



purposeful?; or Did the blend result from adapting personal preferences 

as a result of organizational pressures? 
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There are several areas related to educational beliefs which were 

beyond the intent or scope of this research. A question in this field 

which has been asked by many other researchers concerns the nature of 

the relationship between beliefs and practices. Does practice grow from 

beliefs or do beliefs change as a result of practice? Questions of 

qualitative differences in instruction as a function of belief types 

have also been raised. Is teaching effectiveness/ineffectiveness 

affected by belief type? A problem which will appear in research 

efforts attempting to answer that question will be the definitions and 

criteria of effectiveness and ineffectiveness. 

Concluding Remarks 

This chapter presented a summary of the findings resulting from 

the data gathered for this study. The findings support the use of the 

Teacher Control and Disc~p1ine and Student Participation subsca1es of 

the Teachers Beliefs Inventory for assessment of teacher beliefs. The 

two subsca1es have been combined and are presented in Appendix C as the 

Instructional Beliefs Survey. 

Practical application of the beliefs as related to practice has 

been relatively rare or, at least, has not appeared frequently in the 

literature. It would be hoped that through the use of the Instructional 

Beliefs Survey, which can be administered at the local school level and 

either hand or machine scored and tallied, increased attention to the 

beliefs systems of teachers will occur. 



APPENDIX A 

TEACHER BEUEFS INVENTORY 

SECTION I: Instructional Beliefs 

Please indicate the extent to which you agree or disagree with each statement. There are 
no right or wrong answers to these statements. Different teachers have different viewpoints 
and we are interested in your opinions. 

Answer each item by marking an 'X' in the box under the alternative that best expresses 
your feeling about that item. Mark ~ answer for each item. 

1. Good teacher-student relations are enhanced when it is clear that the 
teacher, not the students, is in charge of classroom activities.................. 0 0 0 

2. As long as they have control CNer teaching in their own classrooms, it is 
not necessary for teachers to have a voice in school administrative 
affairs ........................................................................................................ .. 

3. The learning of basic facts is less important in schoofing than acquiring 
the ability to synthesize facts and ideas into a broader perspective .......... 

4. Leaming is enhanced when teachers praise generously the 
accomplishments of individual students ..................................................... . 

5. There is too great an emphasis on keeping order in most classrooms ......... .. 

6. Learning is essentially a process of increasing one's store of information 
about the various basic fields of knowledge .............................................. .. 

7. The best leaming atmosphere is created when the teacher takes an active 
interest in the problems and affairs of students ....................................... . 

8. An orderly classrooom is the major prerequisite to effective leaming ...... .. 

9. Effective learning depends primarily upon the use of adequate instruc-
tional techniques and resources ................................................................ .. 

10. Students initiation and participation in planning classroom activities are 

000 

ODD 

ODD 

DOD 

ODD 

DOD 

DOD 

ODD 

essential to the maintenance of an effective classroom atmosphere ........... 0 0 0 

11. Students must be kept busy or they soon get into trouble .............................. 0 0 0 

12. When students are allowed to participate in the choice of activities, 
discipline problems are generally averted ................................................. 0 0 0 
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ODD 

DOD 

DOD 

DOD 

DOD 

DOD 

DOD 

DOD 

DOD 

DOD 

DOD 



13. When given a choice of activites, most students select what is best for 
them ...................................................................................................... ODD 

14. In planning their work, teachers should rely heavily on the knowledge 
and skills students have acquired outside the classroom.... ... ........ ....... 0 0 0 

15. Student motivation is greatest when students can gauge their own 
progress rather than depending on regular evaluation by the teacher.. 0 0 0 

16. Students need and should have more supervision than they usually get.. 0 0 0 

17. Before students are encouraged to exercise independent thought they 
should be thoroughly grounded in facts and knowledge about basic 
subjects ................................................................................................ 0 0 0 

18. !n the interest of good discipline, sludents who repeatedly disrupt the 
class must be firmly punished ............................................................. 0 0 0 

19. Proper control of a class is amply demonstrated when the students 
work quietly while the teacher is out of the classroom ...................... 0 0 0 

20. Students are motivated to do better work when they feel free to move 
around the room while class is in session ........................................... 0 0 0 

SECTION II: Demographic Information 

Please complete each of the following items. 

1. ___ Male ____ Female 

2. Total years teaching experience: ___ _ 

3. Current subject area assignment: (If teaching more than one subject, please 
indicate majority assignment:) ______________ _ 

4. Certification: ___ Elementary ____ Secondary 

5. Teaching major: ___________________ _ 

---.. ----~.------

000 

000 

000 

000 

000 

000 

000 

ODD 
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APPENDIXB 

INSTRUCTIONAL PRACTICES SURVEY 

Directions: this survey pertains to Instructional practices of teachers. Answer each item 
by marking an ·X· In the box under the alternative that best Indicates how the statement reflects 
your typical clat;sroom practices and behaviors. There are no right or wrong, belter or worse 
answers. 

Be sure to respond to ~ statement, do not leave any blank. Mark only one answer to each 
lIem. 

~ 
If 
is Ei 
~ ~ .~ 

g> 

~ 8-e 
t'i5 ~ 

1. In my classes, the emphasis is on having students leam through hands-on 
involvement ................................................................................................ 0 0 0 

2. In my teaching, I try.to express the importance of having students 
experience a variety of instructional materials ........................................ 0 0 0 

3. In my class, I structure the aciivities to capitalize on the principle that 
0 0 0 students learn a great deal from interacting with each other .................... 

4. I try t~ utilize mainly those classroom activities that ensure an orderly 
enVironment ................................................................................................ 0 0 0 

5. I feel that it is very important for students in my classes to Ie.am to view 
the subject as a fixed body of knowledge ..................................................... 0 0 0 

6. I try to provide maximum opportunity for students to learn according to 
0 0 0 their own interests and abilities ............................................................... 

7. I feel, as a teacher, that a strong background in content knowledge is 
necessary to be a successful teacher ........................................................... 0 0 0 

B. In practice, I adhere to the belief thaI learning takes place best in a quiet 
classroom .................................................................................................... 0 0 0 

9. In my classes, when working with low achieving students, I utilize 
controlled seat work in the form of using handouts, reading, and copying 
notes from the board .................................................................................... 0 0 0 

10. I usually provide a setting for learning where students may Work in small 
groups, discuss their different points of view, and analyze their finding .. 0 0 0 

11. The way I teach, students are usually working together, therefore oral 
communication and cooperation between students are necessary ................. 0 0 0 

12. When teaching, I generally concentrate on the factual nature of the 
subject .......................................................................................................... 0 0 0 
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ct 
~ 

~ 
g> 
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0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 

0 0 
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~ 
m ~ 
is .~ 

OJ « 
~ 

~ 
~ 

~ g II! 
OJ 
c:: e e 

(j) is ~ ~ (j) 

13. One of my major goals is to help students experience the inquiry process. 0 0 0 0 0 

14. I believe that students should be allowed to talk and move freely about the 
classroom when performing hands-on activities .................................... 0 0 0 0 0 

15. When teaching, most of my time is utilized in working with students on a 
0 0 0 0 0 one-to-one basis andlor in small groups ................................................. 

16. One of my most important tasks in class is to provide correct answers to 
students' questions ..... ........ ..... ..... ......... .......... ........ ................ ................ 0 0 0 0 0 

17. When I evaluate students' work, I place as much emphasis on the process 
used by the student to arrive at the answer as I do on the answer ........... 0 0 0 0 0 

18. Allowing students to explore for themselves is an important aspect of the 0 0 0 0 0 way I teach .... :: .......................................................................................... 

19. When I teach, one of my important teaching techniques is to have a small 
number of students present demonstrations andlor information to the 

0 0 0 0 0 rest of the class ........................................................................................ 

20. When teaching, I rely heavily on the lecture-demonstration approach ...... 0 0 0 0 0 

21. As a teacher, I think of myse~ as an individual who helps students seek 0 0 0 0 0 answers to their own questions ................................................................ 

22. One of the most important goals for me as a teacher is to prepare students 
so they may recall correct answers to related topics .............................. 0 0 0 0 0 

23. Evaluation of students' progress in my classroom is achieved almost 
entirely by their performance on pencil-and-paper tests ...................... 0 0 0 0 0 

24. I usually try to have all students in the classroom leam the same facts and 0 
concepts at the same time .......................................................................... 0 0 0 0 

25. As a teacher, I am generally the focus of attention in most leaming 
situations ................................................................................................... 0 0 0 0 0 

26. My classroom approach to teaching is based on the use of large quantities 0 
of manipulative materials to be used by the students ............................... 0 0 0 0 



APPENDIX C 

INSTRUCTIONAL BELIEFS SURVEY 

SECTION I: 

Please indicate the extent to which you agree or disagree with each of 
the following statements. There are no right or wrong answers to 
these statements. Different teachers have different viewpoints and we 
are interested in your opinions. 

Answer each item by marking an "X" in the box under the alternative that 
best expresses your feelings about that item. Mark only one answer for 
each item. 

1. Good teacher-student relations are enhanced 
when it is clear that the teacher, not the 

Q) 
Q) 

Q) I-l 
Q) b'I 
I-l ,c:x: 
b'I 

,c:x: ~ 
...-i 

~ Q) 
...-i .jJ 
b'I I'(j 
I=: I-l 
0 Q) 
I-l ro 
.jJ 0 
Cf.l :a: 

Q) 
Q) 
I-l 
b'I 

,c:x: 

~ 
...-i 
ro 
r--i 
or-! 
~ 

Q) 
Q) 
I-l Q) 
b'I Q) 

Q) I'(j I-l 
Q) til tJl 
I-l or-! I'(j 
tJ, Cl til 
I'(j or-! 
til ~ Cl 

or-! ...-i 
Cl Q) ~ 

.jJ ...-i 
~ I'(j tJ1 

r--i I-l I=: 
ro Q) 0 
r--i ro I-l 
or-! 0 .jJ 

:a: ~ Cf.l 

students, is in charge of classroom activities •• ( )( )( ) ( )( )( ) 

2. There is too great an emphasis on keeping order 
in most classrooms •••••••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 

3. An orderly classroom is the major prerequisite 
to effective learning ••••••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 

4. Students initiation and participation in planning 
classroom activities are essential to the main-
tenance of an effective classroom atmosphere •••• ( )( )( ) ( )( )( ) 

5. Students must be kept busy or they soon get into 
t roub Ie ••••••.•••.••••••••.••••••••.•••••••••••• ( ) ( ) ( ) ( ) ( ) ( ) 

6. When students are allowed to participate in the 
choice of activities, discipline problems are 
generally averted ••••••••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 

7. When given a choice of activities, most students 
select what is best for them •••••••••••••••••••• ,( )( )( ) ( )( )( ) 
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Q) 
(1) 
1-1 Q) 

Q) tJ1 Q) 
Q) Q) It! 1-1 

Q) 1-1 Q) (/) tJ1 
Q) ~ 1-1 -r-! rtl 
1-1 Q) C'l Cl fIJ 

~ 
Q) It! -r-! 

~ 1-1 (/) ~ 0 
r-i tJ1 -r-! r-i 

~ Q) ..:x: 0 Q) ~ 
r-i +J +J r-i 
tJ1 It! ~ !>1 It! C'l 
s:: 1-1 r-i r-i 1-1 s:: 
0 Q) ro ro Q) 0 
1-1 ro r-i r-i rtj 1-1 
+J ~ -r-! -r-! 0 +J 
tI) .... :a: ~ tI) 

"'"' 
8. Student motivation is greatest when students can 

gauge their own progress rather than depending 
on regular evaluation by the teacher ••••••••••• ( )( )( ) ( )( )( ) 

9. Students need and should have more supervision 
than they usually get •••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 

10. In the interest of good discipline, students who 
repeatedly disrupt the class must be firmly 
punished ...••.........•••.••••••....••...••.•.. ( )( )( ) ( )( )( ) 

11. Proper control of a class is amply demonstrated 
when the students work quietly while the teach-
er is out of the room •••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 

12. Students are motivated to do better work when they 
feel free to move ~round the room while class is 
in session ••••••••••••••••••••••••••••••••••••• ( )( )( ) ( )( )( ) 
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