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ABSTRACT 

It was the purpose of this study to develop a paradigm 

which was consistent with (1) the Arizona State Board of Educa

tion's Teacher Intern Policy 15-102.20, and (2) the guidelines 

established by the Arizona Teacher Intern Consortium, and which 

was internally based on the phenomenological philosophical ra

tionale. The study sought to provide direction for the develop

ment of a teacher intern program prior to the implementation date 

of the Arizona State Board of Education's Intern Policy. 

Administrators and teachers from the Sahuarita Unified 

School District No. 30 and University of Arizona staff were se

lected to participate as members of a steering committee in the 

paradigm development. The steering committee met weekly for a 

semester. The components of the teacher intern paradigm devel

oped by the steering committee were: (1) the selection, train

ing, and assignment of supervisory and helping personnel, (2) the 

education and supervision of beginning teachers, and (3) the pro

cess for arriving at a recommendation for the basic certificate. 

The paradigm developed consisted of the above three major 

components and subcomponents specifically outlined as follows: 

1. The selection and organization of the steering committee. 

a. Functions of steering committee 

b. Qualifications 

viii 
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c. Membership representation 

d . Process of selection 

e . Term of office 

f. Compensation 

2. The selection, training, and assignment of helping 

teachers. 

a. Functions of helping teachers 

b. Qualifications 

c. Process of selection 

d. Training 

e. Assignment of helping teachers to interns 

3. The education and supervision of the intern teacher con

sisted of preschool in-service, as well as in-depth in-

service, throughout the two-year program. The supervision 

of the intern teacher is based on Taba's model for curric

ulum development which is: 

a. Diagnosis of need 

b. Formulation of objectives 

c. Selection of content 

d . Organization of content 

e. Selection of learning experiences 

f. Organization of learning experiences 

g. Determination of what to evaluate and of the ways and 

means of doing it 

In considering supervision of the intern teacher, the 

priorities are for the individual needs of each teacher. 
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4. Process for arriving at a recommendation for the basic 

certificate. The steering committee and university per

sonnel will arrive at the decision for certification. 

Upon completion of the paradigm, the study sought to de

velop a suitable evaluation procedure to ascertain if the para

digm was conceptually defensible. A panel of experts was selected 

from the Arizona State Consortium. A questionnaire was submitted 

to each member soliciting his/her opinion as to the consistency 

and practicality of the paradigm. 

The panel of experts, while finding some inconsistencies 

in the paradigm, did not feel that these would significantly af

fect the operation of the paradigm. They also found the paradigm 

practical in its proposed implementation and that it met the Ari

zona State Board Policy and State Consortium guidelines . 

Recommendations for further research included: pilot 

testing of the paradigm in the Sahuarita Unified School District 

and other Arizona school districts; evaluation of the effective

ness of the paradigm in improving teacher performance; development 

by the three state universities of adjunct professorships or cred

it waivers to local district staff for maintaining continuous lo

cal district contact; development of specific programs both 

locally and at the university for preparation of helping teachers; 

and the budgeting of appropriate monies by the Arizona State Leg

islature to aid in implementation and maintenance of the paradigm. 



CHAPTER 1 

AREA OF CONCERN 

There has been considerable concern over the traditional 

method of continuing in-service of the beginning teacher. 

According to Tanruther (1968, p. 25 7), 

When a young man or woman accepts a teaching position, 
he or she discovers that significant opportunities and 
responsibilities accompany membership in that profession. 
To become a capable teacher requires considerably more 
thought and effort than need be expended in completing a 
teacher education curriculum and locating a position. 

In the past, the beginning teacher has exited from the 

university with the burden of maintaining up-to-date skills. The 

continuing maintenance of skills has been left to the local dis

trict or the initiative of the teacher. The university's role 

has been to offer additional course work or serve as consultants 

to the local district upon request. Most local districts have 

not kept pace with an ongoing in-service program. 

Since most state departments of education are concerned 

with continuing update of teaching competency, they have estab

lished requirements of advanced study for certification renewal. 

The coordination of the entire profession has left much to be 

desired in efforts of teacher preparation and continuous 

in-service. 

1 



2 

"Even the best program of teacher education, including 

student teaching and/or the internship, cannot fully prepare one 

to become a thoroughly competent teacher in a specific teaching 

situation. Continued preparation is essential to success in any 

profession.and especially in teaching (Tanruther 1968, p. 257)." 

In answer to these concerns, the Arizona State Board of 

Education, in January, 1974, approved a teacher intern policy 

which would change the certification procedures for beginning 

teachers. Following is the policy: 

Policy re Teacher Intern Policy 

The State Board, pursuant to ARS 15-102.20 issues a 
Temporary Certificate which is valid for two years and is 
non-renewable, designed to provide for the professional 
improvement needs of the young, developing professionals. 
During this two-year intern program, the teacher will 
have available the expertise of the district and the 
teacher training institution. Successful completion of 
four semesters of an intern program will culminate in a 
district and university recommendation of a basic cer
tificate. The instructional programs may include: 

I. Conference after observations; 
II. Informal discussions with local and university 

experts; 
III. Evening and summer seminars; 
IV. Content course work; 
V . Reading assignments; 
VI. Independent projects providing individual instruc

tion to concentrate on individual needs; 
VII. Other instructional programs. 

Each teacher education institution is requested to 
submit to the State Board of Education a two-year intern 
program for consideration and eventual approval by the 
State Board of Education [SBE Approved 1-7-74—A.G. 
approved 1-27-74] (Arizona State Board of Education 1974, 
n.p.). 

No date of implementation of this policy has been formulated. 
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Following State Board action in January, 1974, on the in

tern policy, a consortium, during 1974-75, developed guidelines 

for use by local school districts and teacher training institu

tions in the establishment of beginning educator programs. The 

consortium consisted of representatives from the three universi

ties of Arizona, Arizona Education Association, Arizona Federa

tion of Teachers, a beginning teacher, State Department of 

Education, Arizona School Administrators, Inc., and the Arizona 

School Boards Association. 

An outcome of the consortium was the proposal of a new 

title for the intern program called the Starting Teacher Enrich

ment Programs (STEP). The following are the guidelines: 

Starting Teacher Enrichment Programs—STEP 

The purpose of STEP is to provide each beginning teacher 

with a cooperatively developed program of continued learning ex

periences during his first two years of teaching, culminating in 

the earning of a Basic Teaching Certificate. 

The STEP must be flexible enough to meet the needs of 

both the local school district and the beginning teacher. Equal

ity of teaching experience and opportunities should be made avail

able to all beginning teachers regardless of geographical 

location. A key element for the success of the program is a com

mitment by the state to adequate and continuous funding. The 

program shall be developed cooperatively by the local school dis

tricts and the Arizona universities, and credits earned through 



one university shall be accepted at each of the other Arizona 

universities. Each individual beginning teacher's program shall 

include supervisory help, analysis of needs, experiences for the 

improvement of professional performance, and procedures for the 

recommendation of the basic certificate. Upon completion of the 

STEP, a beginning teacher shall receive a basic certificate. 

Definitions (for the Purpose 
of This STEP Program) 

Local school district includes representatives of the 

local board of education/trustees, local district administration 

and the local representative educational organization. 

Beginning teachers—all regularly contracted first- and 

second-year teachers teaching with a temporary certificate. 

Arizona universities—institutions of higher education 

which offer approved graduate programs of teacher education. 

In formulating the program of continued professional de

velopment, districts and universities should consider three es

sential components: 

I. The selection, training, and assignment of supervisory 

and helping personnel. 

II. The education and supervision of beginning teachers. 

III. The process for arriving at a recommendation for the 

basic certificate. 
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Guidelines 

I. Selection, training, and assignment of supervisory and 

helping personnel. 

A. Local school districts and the universities shall 

agree upon the procedures for selecting, assigning, 

and training the educators who will assist beginning 

teachers. 

B. Additional compensation or released time shall be 

provided for educators who assist beginning teachers 

in proportion to the amount of additional responsi

bility assumed. 

C. Supervisory and helping personnel should be selected 

as much for their ability to assist in the profes

sional growth of a beginning teacher as for their 

teaching competency. 

D. All educators who participate as supervisors and/or 

helping personnel should have been involved in a 

training program designed to prepare them for the 

specific responsibilities they must assume. 

E. If the situation and the numbers of available helping 

personnel allow, the beginning teacher should be pro

vided the opportunity to participate in the selection 

of the helping personnel with whom he works. 
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II. Education and supervision of beginning teachers. 

A. The program shall be conducted primarily on site at 

the local district. 

B. Each individual program shall be developed coopera

tively by the beginning teacher, educators who as

sist, and university teacher education personnel. 

C. Teachers, local administrators, and teacher education 

personnel working together as a team are to provide 

the necessary supervision. 

D. Professional development of the beginning teacher 

shall be considered a continuous process including 

assessment of progress and reevaluation of needs. 

E. Each beginning teacher shall be eligible to receive 

three (3) hours of graduate credit for the completion 

of each semester of the approved education and super

vision program. 

F. A minimum of four (4) additional units or its equiva

lent shall be earned by the beginning teacher during 

the two years of the program. The nature of these 

additional experiences will depend on the needs of 

the beginning teacher as assessed in his cooperative

ly developed program. 

G. The education and supervision program should focus on 

teaching competencies cooperatively identified and 

selected to enhance the performance of the beginning 

teacher. 



7 

III. Process for arriving at a recommendation for the basic 

certificate. 

A. At any point during the two-year program, if unsatis

factory performance is identified, a special program 

of help should be provided. 

B. Periodic statements of progress should be given by 

the supervisory team (at least twice a semester). If 

unsatisfactory performance during one semester is 

remedied the following semester, a satisfactory re

port will cover both semesters. 

C. Completion of the four-semester beginning teacher en

richment program and the recommendation for certifi

cation shall be cooperatively determined by the 

university and the local school district, each having 

one vote. 

D. Helping personnel shall have input into the decision 

but may or may not be the voting member for the 

district. 

E. Recommendation for the denial of the basic certifi

cate must be unanimous—a split vote results in rec

ommendation for certification. 

F. The processes of recommending for certification and 

employment must be approached separately. 

G. If certification is denied, the appeal procedure uti

lized by the Professional Practices Advisory Commit

tee is recommended. 
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Step I 

(a) Examples of experiences for which additional units or 

points may be granted are listed below. It is recom

mended that prior approval of the experiences be obtained 

from the local district and the university, although evi

dence must subsequently be submitted showing that experi

ences for which prior approval has been granted have been 

satisfactorily completed. 

(1) College courses and related work. 

(2) Clinical experiences. 

(3) Attendance at selected professional meetings. 

(4) Attendance at lectures by persons with expertise in 

the area for which certification is requested. 

(5) Systematic, purposeful observation during visits to 

schools. 

(6) Volunteer work in professional organizations or situ

ations having relevance to the function for which 

certification is requested. 

(7) Development of demonstrations or curriculum innova

tions for use with student teachers or in in-service 

programs. 

(8) Creative endeavor (art, music, writing) related to 

the individual's professional function. 

(9) Publication of professional articles in a profession

al journal in an appropriate field. 



(10) Maintenance and evaluation of an annotated log or 

record of activities with a class or group outside 

the regular school situation. 

(11) Travel relevant to the professional function. Prior 

approval of this experience must be obtained. 

(12) Exchange situations to gain experience with students 

at another age, ability, socio-economic level or in 

another subject for which the teacher is qualified. 

(13) Attendance at and participation in in-service meet

ings with opportunity for staff members in various 

roles (college faculty, community persons) to work 

together. 

(14) Participation in in-service meetings to include ac

tive staff planning and involvement (demonstrations 

with student exhibits, explanation of special or new 

techniques). 

(15) Direct involvement, individually or within a group, 

to research, plan, and implement innovative educa

tional practices. 

(16) Planning and production of television or other spe

cial programs for use in schools. 

(17) Additional kinds of experiences may be approved. 

Among these may be experiences especially appropriate 

for a particular school district or a particular edu

cation function. 



Rationale for the Study 

As in any new program, it is important to develop a para

digm. The State Board, by not setting an implementation date, 

allows the local school districts and universities an opportunity 

to develop a specific paradigm. The intern policy established 

by the State Board of Education also affords the opportunity for 

the entire education profession to work cooperatively toward the 

improvement of the profession and improvement of classroom 

instruction. 

During 1975-76, the State Board of Education and the Ari

zona State Board of Regents have sought districts to pilot test 

the beginning educator program in conjunction with the state uni

versities . Arizona State University will work with the Tempe 

School System, Northern Arizona University will be working with a 

district to be selected, and The University of Arizona with the 

Sahuarita Unified School District. All three universities will 

develop a program jointly with the Globe School District. 

Statement of the Problem 

The study encompasses the cooperative development and 

evaluation of a teacher intern paradigm in the Sahuarita Unified 

School District No. 30 with The University of Arizona, incorporat

ing as guidelines the State Board of Education Teacher Intern 

Policy 15-102.20. This paradigm will serve as the basis for co

operatively developed programs which will provide teachers with a 

continuity of learning experiences during the first two years of 
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teaching. The paradigm will also make provision for the granting 

of the Arizona Basic Teaching Certificate upon successful comple

tion of the program. 

Objectives of the Study 

The following objectives were utilized in providing di

rection for the study: 

1. Development of a philosophical rationale for the paradigm 

to be developed. 

2. Development of a teacher intern paradigm to include the 

components: 

a. selection, training, and assignment of supervisory 

and helping personnel; 

b. education and supervision of beginning teachers; 

c. process for arriving at a recommendation for the 

basic certificate. 

3. Development of effective evaluation procedures to assess 

the legitimacy of the intern paradigm. 

Procedures for the Study 

In accomplishing the objectives of this study, the follow

ing procedures were utilized: 

1. Search the literature on the philosophical approaches for 

the continued in-service training of beginning teachers. 

2. Select administrators, university teachers, and intern 

representatives who will participate in the paradigm 

development. 
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3. Build cooperative guidelines for the Sahuarita paradigm. 

4. Identify or develop suitable evaluation procedures to 

ascertain if the paradigm is conceptually defensible. 

a. These procedures will include identification of a 

panel of experts. 

b. Establish a paradigm that is internally consistent 

with its philosophical premises as judged by the 

panel of experts. 

Assumptions 

For the purposes of this study, the following assumptions 

made: 

1. That the paradigm developed will comply with the policies 

established by the Arizona State Board of Education, 

State Department of'Education, and the Consortium on the 

Intern Policy. 

2. That selected administrators, university and local teach

ers, and intern representatives will wish to participate 

in the paradigm development. 

3. That beginning teachers will, in good faith, desire to 

improve their skills by participating in the intern 

program. 

4. That a major goal of the entire profession is for the 

improvement of professional performance. 
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Limitations of the Study 

The limitations of this study were as follows: 

This study will be limited to the Sahuarita Unified 

School District, and results may not necessarily apply to schools 

outside that district. 

Definitions of Terms 

Intern teacher—a first- or second-year certified staff 

member employed in an official teaching capacity by the school 

district. 

Helping teacher—a certified staff member with three or 

more years' experience in the profession and a minimum of two 

years in the district. 

In-service—all the activities and experiences planned by 

the school district to provide educators the opportunity to im

prove professional performance. 

University liaison—a faculty member of a teacher educa

tion institution who assumes responsibility for input into the 

intern program at the local school district level. 

Certification—authorization to teach by the Arizona 

State Department which indicates that the prospective teacher has 

completed an approved teacher preparation program. 

Paradigm—a conceptual framework which includes law, 

theory, application, and instrumentation; which defines the le

gitimate problems and methods for succeeding generations of 

practitioners. 



Philosophy—principles that furnish the rationale for the 

paradigm. 

/ 

Setting for the Study 

The Sahuarita Unified School District No. 30 is located 

approximately 20 miles south of Tucson, Arizona. It is a large 

geographic district encompassing 607 square miles. As of the 

1975 census, the area population was approximately 3,500. 

The student population, K-12, is 1,215. Four bordering 

elementary school districts bus 235 high school tuition students 

to the Sahuarita District giving a total student body of 1,550. 

The student population is 20% Mexican-American, 80% Anglo. 

The major industries of the district are copper mining, 

cattle ranching, and pecan and cotton farming. The assessed 

valuation of the district is $155 million. 

There are two elementary schools, one junior high school, 

and one high school in the district. A staff of 100 teachers and 

administrators serve the students and community. 

Justification for the Study 

The particular internship program envisioned for Arizona 

far exceeds any program of the past or present in the States. 

There are many problems implied with development of a paradigm, 

implementation, and administration of such a program. A few of 

these problems are: 



1. Cost and financing 

2. Enrollments in Arizona's teacher education institutions 

3. Continuing education of beginning teacher 

4. University staffing 

5. Number of interns involved 

With these and other problems involved in developing a 

paradigm, it is believed that there is justification in concen

trating on paradigm building. If an effective paradigm can be 

developed, then the implementation stage and evaluation of the 

program will be smoother and more comprehensive. 

Organization of Remaining Chapters 

• Chapter 2 presents a review of literature relative to 

past and present teacher intern programs. The chapter also pre

sents literature from the phenomenological frame of reference on 

which the paradigm is philosophically based. Descriptions of 

self-concept, the effect of self in relationship to individual 

behavior, and the helping relationship are also included in this 

chapter. 

The research procedures for this study are discussed in 

Chapter 3. Included are the procedures for selecting administra

tors, university teachers, and intern representatives who partici

pated in the paradigm development. The procedures also include 

the identification and development of an evaluation system to 

ascertain if the paradigm is conceptually defensible. Presented 



16 

in this chapter are those procedures for the identification of a 

panel of experts who will judge whether the paradigm is internal

ly consistent with its philosophical premises. 

The development of the paradigm is presented in Chapter 

4, both in narrative and diagram form. Also presented are the 

narratives from the panel of experts as they relate to the para

digm's internal philosophical consistency. 

Chapter 5 presents the findings, recommendations, and 

summary of this study. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This chapter consists of selected literature and includes 

the following sections: (1) Teacher Intern Programs, and (2) The 

Phenomenological Frame of Reference. 

There was limited literature in relationship to past or 

existing intern programs. Usually, for monetary reasons, most 

intern programs were short-lived. 

However, because of extensive literature appearing in re

cent years which has dealt with phenomenology, it was necessary 

to be quite selective in reviewing pertinent publications. This 

researcher selected those studies and theoretical constructs 

which were most closely related to the development of the 

paradigm. 

Teacher Intern Programs 

According to Tanruther (1968, p. 7), the internship ex

perience is an essential part of the preparation for every pro

fession. Until professional preparation was made a part of the 

college or professional school curriculum, the apprenticeship was 

the primary means of preparing for a profession. 

17 
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Although a large number and variety of internships in 

teacher education were established after 1950, the concept of the 

internship has had a long history in American education. The de

velopment of internships in education can be divided into three 

eras: 1900-1930, 1930-1940, and 1940-1967. 

During each of these periods, social and economic condi

tions and teacher supply had a tremendous effect on the design 

and apparent effectiveness of internships in teacher education 

(Association for Supervision and Curriculum Development 1968, 

p. 14). Many of the programs were established because of the 

severe teacher shortage. 

Although a wide variety of programs were established, 

most of them had at least two common characteristics: the in

ternship was part of a program leading to the attainment of a 

teaching certificate and a degree, and the intern received a sal

ary for his services. A large number of the internships estab

lished during the period between 1940-1967 received financial aid 

from a governmental agency or a private foundation. Many had as 

a primary objective the recruitment of liberal arts graduates 

with little or no undergraduate preparation in education rather 

than the improvement of teacher effectiveness by providing addi

tional, well-integrated professional laboratory experience. 

By 1965, the need for program evaluation and modification 

was apparent. In many of the fifth-year and master of teaching 

programs, there was a lack of effective communication between the 
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sponsoring university and cooperating schools, ineffective super

vision of interns, a lack of adequate financial support for this 

type of teacher education program, and failure to design programs 

that provided for a gradual induction into teaching and that con

ceived of the internship as an integral and vital part of the 

total education program. There was a need for the development of 

a unifying theory of teacher education within which internships 

could be evaluated and modified. It is to be hoped that an his

torical overview of the development of internships in teacher 

education will facilitate the establishment of such a theory. 

The literature is limited on the number and types of in

tern programs. All internship programs in institutions of teach

er education throughout the country have not been reported. 

Those programs most commonly reported in the literature were 

those funded by outside agencies for specific periods of time. 

As soon as funds were no longer available, the programs were 

terminated. 

The typical post-baccalaureate intern program lasts for 

one or more years and includes considerable related coursework. 

The interns are supervised by master teachers under the guidance 

of professional university personnel. The intern is also paid 

and qualifies for a teaching credential and usually terminates 

the internship with a master's degree. The policy as established 

by the Arizona State Board of Education would include similar 

kinds of recommendations. 
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Although intern programs vary in their form, the litera

ture presents four which are somewhat unique. Temple University 

developed a three-semester internship program. The students who 

entered the program were carefully screened liberal arts gradu

ates without previous education courses. A six-week summer ori

entation program was followed in the fall by the assignment of 

the intern to a teaching position at full pay in a local school 

district. The intern became a member of an instructional team 

which included two or three experienced teachers. The college 

supervisor visited the school weekly and became the adviser to a 

team member called the master teacher. The college supervisor 

also conducted regularly scheduled seminars. Upon the successful 

completion of the three semesters, the intern received a master's 

degree in education. An integral part of this program was the 

matching of the intern with an experienced teacher (Butterwick 

1960). 

Currently, at the University of Southern California, em

ployment by a school district is required before admission is 

granted to its intern program. The intern candidate must have 

earned a bachelor's degree in any discipline within two years 

prior to application to the program. During the summer preceding 

the starting of his teaching assignment, the student registers 

for 10 units of work in school methods and curriculum, child de

velopment, the learning process, guidance, and directed teaching. 

During the following school year, the intern enrolls in campus 



courses devoted to curriculum and methods. These courses meet on 

Saturday mornings. The following summer, eight units of audio

visual and directed teaching are taken, fill units in the program 

are applicable toward a master's degree. 

Evaluation is carried out by matching ratings of begin

ning teachers in the school system who received the usual under

graduate teacher education preparation with the principals' 

ratings of the interns' effectiveness. Thus far, the ratings by 

the two groups have been almost identical. However, the first-

year project teacher undergoes greater anxiety then the non-

project teacher and finds his work and courses more physically 

demanding (University of Southern California 1973). 

The Stanford University intern program accommodates 120 

to 150 new interns per year. The aims of the program are to re

cruit outstanding candidates for high school teaching, to prepare 

them well, to launch them on their careers as successful teach

ers, and to follow their career progress and assist them in pre

paring for leadership roles in education. 

The program serves as a vehicle of research and ex
perimentation with new concepts and. procedures in teacher 
education. It is a laboratory for the preparation of 
teacher educators [a tutor-supervisor is in charge of 
five to eight teacher interns]. The Stanford program is 
a vehicle for closer university-public school cooperation. 
The program also serves as a means of identifying and re
cruiting promising candidates for advanced graduate de
grees and careers of leadership in American education 
(Dwight Alien 1966, p. 296). 

The design of the program is continuously changing, and 

the program lasts for 12 months beginning in June. An intern, 
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having a continuous practice in teaching, has full responsibility 

for two classes for the entire academic year at one-third begin

ning salary. He is also provided the opportunity to participate 

in micro-teaching during the summer quarter, followed by nine 

months of full internship. Each intern must continually study 

scientific and behavioral foundations of education, curriculum 

and instructional procedures, secondary education (curriculum, 

guidance, school organization and administration), and relevant 

academic innovations and procedures. There is continuous exami

nation of classroom performance by a tutor-supervisor (master 

teacher) who works with the intern for the entire period of the 

internship. 

Requirements for this program include a strong undergrad

uate major in the teaching field, a high level of academic compe

tence, and a sound preparation in general education. Stanford 

believes that all of these factors are interrelated and that each 

reinforces the other. 

Assessment of teaching performance is made by the tutor-

supervisors, resident supervisors, senior professors, students in 

the intern's classes, and the interns themselves. All of the 

evaluations are based on the Stanford Teacher Competence Apprais

al Guide, a guide that measures teaching effectiveness. Its 

major categories are aims, planning, performance, and evaluation. 

According to Dwight Allen (1966, pp. 296-300), it has acceptable 

validity and satisfactory reliability. It can be used as an 
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instrument of measurement; however, it is better used as a means 

of skill development and guidance. 

Stanford's program involves total inquiry into the in

terns' own behavior and that of their peers and pupils. Because 

of the continuous research and experimentation at all levels, the 

interns have become innovators in their own classrooms. They 

have learned to examine and critique relevant studies as well as 

to be participants in investigations regarding their program. 

Another interesting program is that of Mount St. Mary's 

College. This program was set up when there was an acute short

age of trained Spanish teachers in Los Angeles. (Under Califor

nia state law in the late sixties, Spanish was a required subject 

in the elementary schools.) At the same time, there were many 

Cuban refugees with good backgrounds and no jobs. The same situ

ation prevailed later with regard to mathematics teachers and un

employed aerospace engineers. The college believed that both the 

schools and the public would benefit from such a program. The 

intern program continues today in essentially the same format but 

in different instructional areas. 

The college provided coursework and instruction, a partial 

tuition remission, and shared the salaries of coordinating super

visors and supervisory personnel. The Los Angeles school district 

provided a district coordinator and master teachers. 

The interns participated in pre-service coursework, 10 

weeks of observation and study, 10 weeks in participation and 
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study, and then 10 weeks of teaching and guidance. Evaluation 

followed each period. 

While the interns were under the full-time direction of 

the master teacher, they received seven-eighths salary. During 

the last period when they had full teaching responsibility, they 

received full beginning teacher salary. When the internship was 

completed, the successful interns were granted standard certifi

cates to teach in the public schools. 

The interns worked under a master teacher, under a dis

trict coordinator, and under the guidance of a college supervi

sor, all of whom acted as intern evaluators. 

. . . according to the systematic evaluations made 
by principals, master teachers, and coordinators, prac
tically all internees were rated equal to experienced 
teachers. Many were rated superior by far. The same 
opinion was expressed in unsought responses from stu
dents, parents, and administrators (Claridge 1974, 
p. 5). 

In his search of the literature, Claridge (1974) indi

cated that those educators who have studied classroom teacher in

ternships in depth have concluded there are definite advantages 

and disadvantages to internship programs (Bishop 1948, Harap 

1962, Whitelaw 1965, Dwight Allen 1966, and Klingele 1972). 

Claridge (1974, p. 6) stated that both interns and in

stitutions have noted favorable and unfavorable experiences with 

intern programs. Most interns believed a more intensive prepara

tion prior to the internship was needed. This included a better 

orientation to the school system, the particular school, the 
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faculty, and the administration. Interns required to undertake 

concurrent academic work believed the pressure to keep up with 

the course requirements was too heavy for successful learning to 

take place. Interns required to attend weekly seminars believed 

the seminars were not sufficiently helpful in specific teaching 

situations. 

Institutions reported recruitment problems, coordination 

with the public schools was often difficult, and many of the in

tern master teachers or supervisors were ineffective. In most 

cases, the participating public schools tended to keep the good 

interns, making it necessary to continuously find new available 

openings. 

Major advantages reported by the interns indicated that 

the extended period of teaching time provided a better experience 

for initial beginners. Financial remuneration was also listed by 

interns as an advantage. 

Perhaps the most applauded advantage reported was the 

closer cooperation and understanding developed between the teach

er preparation institutions and the local districts. Although 

only high-caliber students were allowed to participate in the • 

programs, many institutions indicated they believed that intern

ships could also be successful with weaker students. 

For the learner internships provide: 

1. A longer period of time in which to achieve scholarly 

and practical competence. 



2. Recognition of his status as a learner during initial 

periods of practice. 

3. Increased opportunities to integrate theory and practice 

under the guidance of both theoreticians and 

practitioners. 

4. Increased opportunities for participation in professional 

responsibility outside the classroom. 

5. Opportunity to participate in the life of the community. 

6. Financial assistance during the professional period. 

The potential advantages of these internship plans to 

schools and colleges include: 

1. Built-in avenues of cooperation for preparation and 

follow-up. 

2. Time for planning and evaluation in the basic load. 

3. Addition of research specialists to staffs. 

4. Up-grading of staff through participation in research 

and in two-way consultation and participation in both 

institutions (McCuskey 1961, p. 92). 

The literature on intern programs indicates that, regard

less of the emphasis or direction taken, there are at least some 

general objectives which should be used as guidelines. In a re

cent study of 32 internship programs in operation, Xlingele 

(1972, pp. 180-181) listed eight general objectives which would 

meet specific goals for an effective program in any institution: 



27 

1. A program must stress individualization. There are vari

ous types of graduates and undergraduates and special 

students seeking certification, tenure, etc. Therefore, 

it must be a flexible program to meet individual needs. 

2. A program must be an integral phase of the institution's 

teacher education program. It must be implemented with 

relationship to professional education courses, student 

teaching, and lab experiences. 

3. A program must be operational with adequate and continu

ous financial support. 

4. A program must be educationally legitimate. 

5. A program must provide increased realism of the profes-

sional teaching experience. There must be an interaction 

of ideas and experiences among interns so as to develop a 

realistic concept of what teaching is. 

6. A program must provide for continuous integration of lab

oratory experiences with formal coursework before, during, 

and following the internship. 

7. A program must provide improved supervision. There must 

be a cooperative effort between the school system and the 

university. 

8. A program must be cooperatively developed and adminis

tered. There must be increased coordination and effort 

on the part of both faculties (collegfe and public school 

level). 



28 

In summary, Arizona's intern program, as presented in the 

guidelines, has several differences when comparing it to other 

intern programs reported. First of all, the program will be 

state wide, involving every local school district and the three 

universities, while other intern programs have been affiliated 

with a single university. 

The Arizona teacher intern will be a regularly contracted 

and certified teacher whose salary will be paid through regular 

school budgeting. The Arizona intern program will also involve 

every first- and second-year teacher in the state. Most other 

programs were on a limited basis only and were financed through 

a grant. 

These differences pose many questions such as: How will 

the local district and the university staff the program with 

master teachers, administrative supervisors, and university per

sonnel? And how will they be able to finance such an undertak

ing? Hopefully, pilot programs will answer these and other 

questions. 

The Fhenomenological Frame of Reference 

The basic frame of reference utilized for this study was 

the phenomenological approach in developing the paradigm. In

cluded in this section are (1) the self-concept, (2) the percep

tions of self in relationship to individual behavior, and (3) the 

helping relationship. 
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The Self-Concept 

In the phenomenological system, behavior is observed from 

the reference of the individual. When seen from this view, the 

determinants of behavior of the individual are the unique percep

tions of himself and his environment—the meanings which have for 

him (Combs and Snygg 1959). 

The basic postulates of the Phenomenological System 

(Snygg 1959, pp. 12-13) are incorporated in the two following 

paragraphs. 

In the phenomenological field, all behavior is considered 

to be lawful or predictable. Behavior is completely determined 

by and pertinent to the phenomenological field of the behaving 

organism. Snygg indicated the phenomenological field as being 

the universe, including himself, as experienced by the behavior 

at the instant of action by the behaving organism. There is some 

relationship between the fields of different individuals, but 

this relationship is not open to direct observation. 

Increased learning is concomitant with greater differen

tiation of the phenomenological field. According to Snygg (1959), 

additional characteristics of the phenomenological field are that 

they are fluid and shifting, continually reshaping themselves and 

taking on new meaning. These characteristics as parts of the 

phenomenological field are determined by the needs of the behaver. 

There is an apparent fundamental need to preserve the organization 

and integrity of the phenomenological field, particularly that 



part of the field which is the phenomenal self. Therefore, we 

have the tendency to remain unaware of or to reject data incon

sistent with our beliefs. Since differentiation takes time, the 

primary method to increase the rate of learning or change behav

ior is to arrange the situation so that the required differentia

tions are either acceptable or unnecessary. 

As seen by Snygg (1959) and Combs, Avila, and Purkey 

(1971), the advantages of the phenomenological system are: 

1. The prediction and control of individual behavior. 

2. The use of descriptive data rather than casual or explan

atory data. 

3. The view of immediate causation which permits the under

standing of behavior without the necessity of probing for 

historical causation. 

This theoretical point of view has also been called the personal, 

perceptual, or internal frame of reference. 

Gordon (1968) viewed the self as a complex process of in

teraction and evaluation while others (Kelly 1962, Jersild 1952, 

and Sherif 1968) described the self as an organization of the ex

periences, ideas, values, attitudes, and commitments which are 

uniquely an individual's. 

The Perceptions of Self 

Self perceptions are descriptive, value laden, and of 

varying degrees of importance. They range from very vague to 

extremely clear (Combs and Snygg 1959, pp. 123-126). 
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According to Combs, Avila, and Purkey, the self-concept 

is all those aspects- of the perceptual field to which we refer 

when we say "I" or "me." It is that organization of perceptions 

about self which seems to the individual to be who he is. It is 

composed of thousands of perceptions varying in clarity, preci

sion, and importance in the person's peculiar economy. "There

fore, the most important single factor affecting behavior is the 

self concept (Combs, Avila, and Purkey 1971, p. 39)." 

For each person, then, their self-concept is how they 

view themselves as to who they are. However, the perceptual psy

chologist would state that no one can even observe a "real" self, 

either his own or someone else's directly. It can only be ap

proached through the perceptions of some other individual. An 

individual considering the prospect of describing his own self 

can only approximate his "real" self, for only a part of the 

"real" self is visible to the individual. Any person attempting 

to describe another's "self" can also only approximate the "real" 

self. The "real" self's existence is a philosophical question 

(Combs and Soper 1957, pp. 134-135). 

Jersild (1965) described components of the self as 

(1) perceptual, the way an individual perceives himself, (2) con

ceptual, the conception an individual has of his distinct charac

teristics, and (3) attitudinal, the feelings an individual has 

about himself. The self is both knower and known (Hamachek 1971 
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and James 1968), which includes both the organization of that 

which is known and the process of knowing. 

The self-concept is visualized as an organization of 

ideas, an abstraction, a Gestalt, a unique pattern of percep

tions. In spite of being an abstraction, the self-concept has a 

feeling of absolute reality to the individual (Combs, Avila, and 

Purkey 1971). 

An individual's perceptions about himself vary in impor

tant respects, according to Combs and Soper (1957, pp. 135-136). 

1. Some are more central, such as conceiving of self as man 

or woman, and are more resistant to change. Other con

cepts of self are less strongly defended because they do 

not seem so important in a particular organization. 

2. Concepts of self will vary in sharpness or clarity. At 

any moment we observe a human being, we will find the 

concepts of self which he holds to vary from those which 

are clear and sharp to those so vague and fuzzy as to be 

inexpressible even by the person himself. 

The basis for the phenomenal field and how it relates to 

the environment and self is illustrated in Figure 1. 

The phenomenal environment or perceptual field includes 

all of a person's perceptions of himself and the world around 

him. 

The phenomenal self is the point of orientation for the 

individual's every behavior. It is the frame of reference in 
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Figure 1. The Phenomenal Environment, Phenomenal Self, and 
Self-Concept 
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terms of which all other perceptions gain their meaning. The 

self-concept consists of those perceptions of self which are the 

very essence of the individual. At the center of the phenomenal 

field is the self-concept (A). This central, most important as

pect of the personality provides the individual the symbol or 

generalization of self which aids in perceiving and dealing with 

self. It is his attempt to reduce his self organization in order 

to perceive and manipulate it effectively (Combs and Snygg 1959, 

p. 126). 

Circle (B) is seen as representing all the perceptions an 

individual has about himself regardless of importance. The phe

nomenal self as a discrete physical entity does not exist. The 

phenomenal self is an inference which makes it possible for us to 

deal with complex functions not directly observable. An individ

ual may then extract from the phenomenal field those concepts of 

self which are fundamental aspects of his phenomenal self and 

which seem to the individual to be "he" in all times and at all 

places (Combs and Snygg 1959, p. 127). 

The most outer circle of the phenomenal field encompasses 

the phenomenal environment (C) which includes all of an individ

ual's perceptions. The perceptions included are those about him

self and those outside himself or the not self. 

The Effect of Self in Relationship 
to Individual Behavior 

The self is built almost entirely on relationship to 

others. Evidence shows that nothing resembling a self can be 
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built without presence of others. Therefore, if self is achieved 

through social contact, it has to be understood in terms of 

others (Kelly 1962, p. 9). 

According to Kelly (1962, p. 10), "the self consists of 

an organization of accumulated experience over a whole life 

time." A great deal of the self has been relegated to the uncon

scious and forgotten; however, it does not mean that it cannot 

readily be brought back. The critical matter is not so much what 

you are, but what you think you are. Kelly (1962, p. 10) stated 

that, "In order for a person to be fully-functioning, when he 

looks at self, as he must, he must see that it is enough—enough 

to perform the task at hand. He must like what he sees, at least 

well enough for it to be operational." The individual perceives 

those aspects of his environment that are necessary for the 

maintenance and enhancement of his self-concept (Combs 1965 and 

Lecky 1968). 

The phenomenal self is the frame of reference which gives 

meaning to all other perceptions. It is the point of orientation 

for each individual's behavior. The more closely an experience 

is perceived as being related to the phenomenal self, the greater 

effect it will have upon behavior (Combs and Snygg 1959). 

When threat to the self is perceived, consistency is 

maintained by defense mechanisms which can limit the phenomeno-

logical field when used to extremes (Hamachek 1971). Among these 

limiting factors are (1) denial of reality, (2) fantasy, 



(3) compensation, (4) introjection, (5) projection, (6) rational

ization, (7) repression, (8) reaction formation, (9) displace

ment, (10) emotional insulation, (11) regression, and (12) 

sublimation. 

For change to occur in behavior, change must occur in 

perceptions of the self-concept (Rogers 1959). The defense mech

anisms which are activated when threat is perceived by the self 

narrow and distort perceptions. The self-concept, as it exists 

at the time of threat, is less capable of change and growth 

(Combs and Soper 1957). 

Landsman (1967) indicated the availability of a helping 

person plays an important role in minimizing threat to the self 

and allowing change to occur. 

The Helping Relationship 

This study was concerned with developing a paradigm for 

Arizona's teacher intern program. An integral component of the 

system is the helping relationship between experienced teachers 

and the intern. 

The establishment of a helping relationship to facilitate 

change and growth in individual behavior has been advocated by 

Gibb (1964), and Combs, Avila, and Purkey (1971). 

At any moment, each individual is in some kind of goal-

related behavior. How well he achieves that goal depends on the 

richness and extent of his perceptual field and the resources he 

can bring to bear on the resolution of the problem. Human 



37 

problems arise when barriers impede the achievement of fulfill

ment. To help an individual overcome these barriers, it is nec

essary for a helper to have access to the perceptions of the 

individual (see Figure 2). The individual has the necessary in

formation while the helper does not (Combs, Avila, and Purkey 

1971). 

Gibb (1964) suggested that certain characteristics of a 

helping relationship are necessary to minimize perceived threat, 

allow the helper access to the necessary information, and aid the 

individual in the discovery of meaning. Those characteristics 

are: (1) reciprocal trust, (2) cooperative learning, (3) mutual 

growth, (4) reciprocal openness, (5) shared problem solving, 

(6) autonomy, and (7) experimentation. 

In a series of studies conducted at the University of 

Florida by Combs and his associates (1969, pp. 10-18) the "self 

as instrument" concept of professional work was examined. It was 

asserted that the professions of teaching, counseling, social 

work, pastoral care, nursing, and psychotherapy had one very com

mon characteristic—that of spontaneous response to the client. 

Jackson (1965, pp. 10-13) has written about this aspect of teach

ing as the interactive phase. When the professional's immediate 

response to the client is most helpful, certain personal charac

teristics appear to be present. Gooding (1969, p. 35) found that 

"effective teachers tended to see themselves as more identified 

with others, as having the capacity to meet the problems of life 
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Figure 2. Diagram of the Helping Problem 

successfully, as being someone who is dependable, as having dig

nity and integrity, and as being likable and attractive." In 

summarizing data from the other studies in this series, Combs et 

al. (1969, p. 35) concluded that a major characteristic of the 

good helper "seems to be the existence of an essentially positive 

view of self." They (1969," p. 74) explained this by stating: 

[A positive view of self seems to be characteristic] 
of self-actualizing personalities as reported in the 
literature. A positive view of self provides the kind of 
internal security which makes it possible for persons who 
possess such views of self to behave with much more as
surance, dignity, and straightforwardness. With a firm 
base of operations to work from, such persons can be much 
more daring and creative in respect to their approach to 
the world and more able to give of themselves to others 
as well. 
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Rogers' comments clearly have implications for looking at the 

self perceptions of teachers. He (1958, p. 15) suggested: 

The degree to which I can create relationships which 
facilitate the growth of others as separate persons is a 
measure of the growth I have achieved in myself. In 
some respects, this is a disturbing thought; but it is 
also a promising or challenging one. It would indicate 
that if I am interested in creating helping relationships 
I have a fascinating lifetime job ahead of me, stretching 
and developing my potentialities in the direction of 
growth. 

When teaching is viewed as a helping activity, the self-concept 

of the teacher is of prime importance. 

Although the theoretical basis for studying the self-

concept of teachers appears to be established, empirical data 

gathering directed in this area is just beginning. The following 

studies are representative of those efforts. 

The self-concept of student teachers had been the subject 

of several recent studies. Soares and Soares (1968, pp. 187-191) 

investigated the self-concept of student teachers as related to 

perceptions of college supervisors and cooperating teachers. It 

was found at the end of student teaching that the prospective 

teachers reported essentially positive views of self. The stu

dent teachers reported that they believed their supervisors saw 

them more positively than they viewed themselves. The greatest 

congruence was between the student's perception of himself and 

his judgment of his college supervisor's rating of him as a 

teacher. This is especially interesting in light of the fact 

that the supervisor spends much less time with the student than 

does his cooperating teacher. 
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In a study of the factors which could be associated with 

self-concept change in student teachers, Dumas (1969, p. 275) re

ported that student teaching can generally be associated with 

positive views of self. Of the 106 prospective teachers partici

pating in the study, 71% reported a more positive self-concept at 

the end of student teaching than at the beginning. In terms of 

actual changes in self-perceptions during student teaching, how

ever, only those teaching English classes showed significant 

change in a positive direction. Dumas also found that the pres

ence of the cooperating teacher tended to be associated with a 

positive change in the student teacher's self-perceptions. 

Walberg (1967, pp. 84-86) examined the structure of the 

self-concept in prospective teachers. He concluded that student 

teachers do not perceive themselves in the same dimensions that 

(1) pupils see teachers, or (2) that they see school teachers in 

general. They saw teachers in general as being more concerned 

with knowledge, and themselves more interested in pupil-centered 

learning activities. The role-self conflict discussed earlier in 

this chapter appeared to be a factor in this study. 

The studies reviewed cannot be considered conclusive evi

dence of the relationship between the beginning teacher and the 

helping teacher. However, the responsibility of the helping 

teacher is to provide a climate in which the beginning teacher's 

own need for growth can achieve optimal expression. The dis

covery of meaning is a human problem. The helper must be willing 
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and able to use his self to stimulate and encourage growth in 

another self (Combs, flvila, and Purkey 1971). 

Summary 

The phenomenological frame of reference provided the ba

sic philosophical premise for this study. This implies that the 

self-concept is the central factor in determining behavior. The 

self is essentially a social product arising out of experiences 

with people, with the perceptions of self being seen as relative

ly enduring and difficult to change. It appears that changing an 

individual's perception of self might best be accomplished in an 

environment where the individual perceives himself as accepted as 

an integral part of the organization. It would appear that a co

operative relationship between the beginning teacher and helping 

teacher can provide a realistic opportunity for change to occur 

in the perceptions and behavior of individuals . 



CHAPTER 3 

• PROCEDURES FOR THE STUDY 

The objectives that were utilized to provide direction 

for this study are: (1) development of a philosophical rationale 

for the paradigm to be developed, (2) development of a teacher 

intern paradigm to include the components: (a) selection, train

ing, and assignment of supervisory and helping personnel; (b) edu

cation and supervision of beginning teachers; (c) process for 

arriving at a recommendation for the basic certificate, and 

(3) development of effective evaluation procedures to assess the 

legitimacy of the intern paradigm. 

Setting for the Study 

The Sahuarita Unified School District No. 30 is located 

approximately 20 miles south of Tucson, Arizona. It is a large 

geographic district encompassing 607 square miles. As of the 

1975 census, the area population was approximately 3,500. 

The student population, K-12, is 1,215. Four bordering 

elementary school districts bus 235 high school tuition students 

to the Sahuarita District, giving a total student body of 1,450. 

The school population is 20% Mexican-American, 80% Anglo. 

42 
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The major industries of the district are copper mining, 

cattle ranching, and pecan and cotton farming. The assessed 

valuation of the district is $155 million. 

There are two elementary schools, one junior high school, 

and one high school in the district. A staff of 100 teachers and 

administrators serve the students and community. 

Personnel data is provided in Appendix B on the staff of 

100 teachers including the probationary or tenure status of 

teachers, years in the profession, degrees, credits above the 

degree, age, level or subjects taught, and major and minor areas 

of their degree. 

In summarizing the personnel data, there are 39 proba

tionary teachers and 61 tenure teachers. The teaching staff 

would average eight years in the professional area with an aver

age staff age of 37. Forty-seven of the staff have B.A. degrees 

with 43 of this number having college hours beyond a bachelor 

degree. Of the 53 teachers with master's degrees, 34 have col

lege hours beyond the master's. 

The staff is basically young; however, most have a number 

of years of teaching experience as well as continuing their own 

education. 

The philosophy statement, beliefs and policies, and the 

role of the teacher as developed by the district are as follows: 

The Philosophy of the Sahuarita School District, in 
accordance with the ideals of our American heritage, is 
to provide equal educational opportunities for all 



students. As a result, our efforts are directed toward 
the development of a personalization of instruction pro
gram which will encourage each individual to realize his 
full potential. In directing our efforts toward this 
goal, consideration is given to existing variations in 
individual capacities and interests. 

Individual differences are desirable in any society 
and especially so in a society as complex as ours. In 
a homogenous, static society the planning and administra
tion of appropriate schools for its members would be 
relatively simple and easily obtainable. Our American 
society, however, is neither homogenous nor static. 

Therefore, the educational program will be compre
hensive, innovative, and flexible in order to adjust to 
the rapid changes of today's world. To survive in a 
rapidly changing society, the school staff works with 
parents and community groups to further a positive atti
tude of all students toward learning. 

This education will provide a Sahuarita student with 
the basic tools necessary for success in our democratic 
society as well as the means to enrich his life and those 
of others (Sahuarita Unified School District No. 30 
1974, n.p.) 

A Statement of Beliefs and Policies 
Adopted by the Sahuarita Administration 

Administrators and Supervisors. Administrators and 
supervisors influence to a major extent the climate with
in which educational programs evolve and function. If a 
system of personalization is to succeed, administrators 
and supervisors must understand such a system; they must 
help to provide a school and community environment that 
will encourage personalized instruction. 

We Believe That: 

If a school system chooses to implement a program of per
sonalization of instruction, school administrators and 
supervisors have a responsibility 

1. To assist in obtaining the resources that will make 
personalization possible such as physical facilities, 
personnel, equipment, and instructional materials. 



2. To support a policy of continuous student progress 
with the achievement of learning objectives and per
formance goals as criteria for student exit from a 
course in lieu of time spent in a given course. 

3. To support a policy of time utilization and flexi
bility that will encourage the use of individual 
procedures . 

4. To encourage teachers—through such activities as 
in-service education and graduate study—to develop 
a better understanding of and greater expertise in 
personalized instructional procedures. 

5. To develop an effective public relations program 
that will interpret the school's personalized in
structional program to the community served by the 
school. 

6. To develop an understanding of the merits of per
sonalized instruction and the means by which person
alization can be accomplished at all levels of 
educational activity—elementary and secondary. 

» 

7. To exercise leadership in acquainting teachers with 
different systems of personalization of instruction 
and the specific methods of instruction that lend 
themselves to personalization. 

8. To help teachers—through planned programs of under
graduate and graduate study and through programs of 
in-service and field service activities—in the 
preparation, use, and evaluation of instructional 
materials with an emphasis on personalized instruc
tional procedures. 

9. To encourage teachers to work cooperatively with 
guidance counselors and other personnel in develop
ing a schoolwide or systemwide program of 
personalization. 

Teachers . The responsibility for translating any sys
tem of personalized instruction into a viable educational 
experience rests with the classroom teacher. Therefore, 
teachers must be aware of the rationale of personalized 
instruction and must be willing to utilize the methods 
and procedures by which personalization of instruction 
can be achieved. 



We Believe That: 

When instruction is to be personalized, teachers have 
a responsibility 

1. To become informed about the philosophy and appro
priate uses of personalization of instruction. 

2. To develop, refine, and research appropriate materi
als , methods, techniques, and evaluation procedures 
that provide for continuous student progress. 

3. To recognize each student's needs, interests, and 
abilities when formulating appropriate objectives 
preparatory to personalizing instruction. 

4. To provide a variety of learning options, which may 
be either individual or group in nature, to accommo
date individual learning styles of students . 

5. To provide learning environments that will encourage 
and promote student self-management and responsibility. 

6. To work cooperatively with teachers representing other 
areas of instruction to develop a cross-disciplinary 
approach to personalization of instruction. 

7. To provide opportunities for student interaction with 
others . 

8. To provide a model of personalized instruction in 
their own classrooms. 

The Role of the Teacher. In our efforts to view and 
treat children as individuals, it must be recognized that 
teachers, too, are individuals and, as such, present a 
wide variety of intellectual and psychological traits 
that uniquely suit them for successful performance in dif
ferent kinds of teaching situations and with different 
kinds of students. 

A fundamental idea that has a profound effect upon 
teacher behavior is embodied in the proposition that good 
teaching is that which increases the opportunities for 
self-learning. Such a proposition does not make the func
tion of the teacher less important but rather enhances it. 
Instead of being a presentor of information, the teacher 
shifts to a role which involves making some important 



decisions, continually, about what a student should do 
next, where he is headed, how he is doing and others of 
this general nature. In addition, the teacher's role 
as an adult mentor, guide, and model takes on added im
portance. Instead of working in a single classroom 
where he instructs a group of 30 to 40 students who are 
pursuing -a common course of study, the teacher becomes 
an organizer and director of learning which is taking 
place in a number of locations and with students engaged 
in a variety of learning activities . The scheduling of 
these groups is a flexible matter and depends on the 
teacher's judgment of the student's perceived needs for 
assistance. 

It is the function of the administration to provide 
in-service education programs that will help all teachers 
develop the ability to work successfully in a variety of 
teaching-learning situations. 

Keeping Up With Change. In order to effect the type 
of school program indicated by the philosophy of the 
school, we believe it is necessary to keep abreast of 
changes in our society. 

We attempt to maintain a forward-looking atmosphere 
by advocating: 

A. In-service workshops and training. 

B. Free academic climate. 

C. Inter-staff communication. 

D. Innovative atmosphere. 

E. Contact with resource persons. 

F. Study of current professional literature. 

G. Professional conferences. 

H. Taking appropriate course work (Sahuarita Uni
fied School District No. 30, 1974, n.p.) 

The development of the paradigm is based, first of all, 

on the phenomenology frame of reference. When viewing phenom

enology, the important characteristics utilized for this study 
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were the self-concept, the effect of self in relationship to in

dividual behavior, and the helping relationship. The interrela

tionship of these three areas is vital when considering the 

problems of an individual changing his perceptions of self. This 

change can best take place when an individual perceives himself 

as being accepted as part of the organization. 

Second, the paradigm development was based on the poli

cies established by the Arizona Teacher Intern Consortium. The 

new title for the intern program as established by the consortium 

was the "Starting Teacher Enrichment Programs or STEP." 

In establishing policies for STEP, the consortium formu

lated three essential component parts of the overall policy: 

first, the selection, training, and assignment of supervisory and 

helping personnel; second, the education and supervision of be

ginning teachers; and finally, the process for arriving at a rec

ommendation for the basic certification. 

This study has incorporated these policies as guidelines 

for the paradigm development. 

Selection Process and Organization 
of Steering Committee 

Each principal from the four schools was asked to accept 

volunteers for the steering committee, and the respective teach

ing staffs were to select a representative from each building, 

one to be a beginning teacher. The local teacher education asso

ciation was asked to select a member from their group. The 
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superintendent asked for volunteers from the building level ad

ministration, and selected one to serve. Dr. Paul Alien, a mem

ber of the state consortium, was asked to select a university 

representative. The superintendent represented the eighth member 

of the steering committee. 

Rationale 

The major purpose of the steering committee was to devel

op a teacher intern paradigm and to establish the intern teacher 

program's policies. Second, the steering committee would act as 

a liaison between the local school district and the university, 

the State Department, and the State Board of Education. The com

position of the steering committee is shown in Figure 3 . 

Organization 

The steering committee's members established an extension 

course in conjunction with The University of Arizona during the 

period in which the paradigm was to be developed. Each member of 

the steering committee received three hours' university credit 

which could be applied toward both district salary schedule credit 

and university degree programs. The committee met each Wednesday 

afternoon for 13 weeks. The committee selected a chairman and 

recorder. 

Paradigm Development 

In the first meeting of the steering committee, Dr. Paul 

Allen and Dr. Don Clark (Department of Secondary Education, 



P (Probationary Teacher) 
T (Tenured Teacher) 

Teacher/ 
School Status 

Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major in 

Degree 
Minor In 

Degree 

1 - H.S. T 10 MA 33 34 Hlstorv History/ Phv*. Frt. 

2 - Jr. Hi T 9 MS 36 35 Reading English Business Ed. 

3 - Jr. HI T 9 MA 30 33 Lang. Arts 
Elem. Ed. 
Counseling „ 

4 - Elem. T 3 BA 21 26 3rd Grade Elem. Ed. 

5 - Elem. P 2 BA 6 24 2nd Grade Elem. Ed. 

6 - Element ary Princ ipal 

7 - Univers ty Staff f Member 

8 - Superin endent 

Figure 3. Certified Personnel Chart—Steering Committee 



University of Arizona) were invited to discuss the Arizona Intern 

Teacher Program. 

The intern policy as established by the State Board of 

Education (Chapter 1) was presented. As a result of the policy, 

Dr. Allen indicated that the consortium was formed to study the 

policy in depth. The policy and guidelines of the STEP program 

which was developed by the consortium was presented to the steer

ing committee. The essence of this initial meeting was clarifi

cation and general discussion concerning the Board's Policy and 

the consortium's STEP program. 

During the next two meetings of the steering committee, 

it was decided to further clarify the role, function, and proce

dures of the steering committee. The following was the outcome 

of these meetings: 

A. Qualifications for Steering Committee Membership 

B. Member Representation 

The committee indicated that larger districts would have 

to organize a steering committee by some other means, possibly by 

attendance areas . 

C. Functions of Steering Committee 

D. Procedures for Selection of Committee 

There was much discussion regarding the amount of time 

the steering committee members, helping teacher, and beginning 

teachers would be spending on this program over and beyond the 
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normal work day. As a result, there was great concern over com

pensation to these staff members. It was felt an appropriate 

stipend or in-service hours credit on the salary schedule would 

be an equitable method of remuneration. The staff favored most 

heavily the in-service credit on the salary schedule because of 

its long-range effect on their salary. 

Other considerations during these sessions were of re

leased time for committee members to evaluate the program. Uti

lization of substitute teachers was suggested during the 

implementation stage. Of major concern and discussion with the 

committee was whether school districts could afford the intern 

program. It was felt that the concept was important enough to 

merit a high priority ranking in each school district. 

During the next meeting of the steering committee, the 

discussion centered around.how to progress from here. The com

mittee decided to establish an outline using the STEP policy 

components as major headings. 

Those major components are: (1) the selection, training, 

and assignment of helping personnel; (2) the education and super

vision of beginning teachers; and (3) the process for arriving at 

a recommendation for the basic certificate. 

The committee established the following outline to aid it 

in proceeding in a logical format: 

I. Selection, training, and assignment of helping personnel 

A. Functions 

B. Qualifications 



53 

C. Process of selection 

D. Training 

E. Assignment of helping teachers 

Education and supervision of beginning teachers 

Process for arriving at a recommendation for a basic 

certificate 

Concentration during the next seven meetings was centered 

on the above outline. Periodically, the developing paradigm was 

presented to Dr. Paul Alien and Dr. Don Clark for comments and 

suggestions . 

The outline provided the necessary direction for the para

digm development. The committee completed the outline, and it is 

presented in Chapter 4 as a paradigm for a teacher intern program. 

An area of concern that generated more than the usual 

discussion was the assignment of the helping teacher to the intern 

teacher. The committee's primary concern was that the intern 

teacher be able to select a helping teacher. However, the logic 

of the intern not being familiar with the existing staff sug

gested the principal making the initial assignment, with consid

eration being given this problem as the paradigm is implemented. 

Education and Supervision 
of Beginning Teachers 

The committee felt that of most value in aiding the in

terns to start their professional careers would be in-service 

II. 

III. 
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days with special attention directed to them. Therefore, the in

tern teacher in-service would begin three days prior to all staff 

members reporting for their four days of in-service at the start 

of the year. During these three days, the helping teachers and 

steering committee members would be present to carry out their 

various functions of the in-service. 

The education component of the intern paradigm during 

this time would consist of specific information about the para

digm, school district, and curriculum components. 

The committee felt strongly that this initial in-service 

time would be most beneficial to all concerned. The administra

tion would not be facing the entire staff during these days . 

The beginning teacher on the steering committee indicated 

that another appropriate time for beginning teachers was after 

school had been in session approximately a month. As a conse

quence, the steering committee made provision for an in-service 

day at the beginning of the second month and identified some 

major areas to be covered during the course of that day. 

The steering committee spent considerable time discussing 

the supervision of the beginning teacher, A major decision by 

the committee was that the entire profession should be responsi

ble for the supervision and evaluation of the beginning teacher. 

However, of concern to the committee was that the basis of evalu

ation as it pertains to Arizona's House Bill 2064 not be con

nected with the supervision of beginning teachers for 



recommendation for certification. The committee was more than 

willing to supervise for recommendation for certification. Pro

cedures were developed to ensure that supervision under the 

provisions of the intern program be kept separate from district-

established policies relating to House Bill 2064. 

Process for Arriving at a 
Recommendation for Basic 
Certification 

The beginning teacher in the State of Arizona would ini

tially receive a two-year temporary certificate. At successful 

completion of the two-year teacher intern program, a basic cer

tificate would be granted. In keeping with the guidelines estab-

lisged by the consortium, the steering committee developed a 

specific procedure for gathering information, arriving at deci

sions , and making recommendations. 

The steering committee decided to present the proposed 

interm paradigm to all of the district first- and second-year 

teachers at the next two steering committee meetings. During the 

presentation, suggestions for improvement of the paradigm were 

solicited by the steering committee from the district's 14 first-

and second-year teachers . The steering committee at its final 

meeting revised the paradigm as presented in its final form in 

Chapter 4. 

A visual time line (see Figure 4) is presented below, 

indicating each session and the components and tasks of develop

ing the intern paradigm as formulated by the steering committee. 



Session Task Responsibility for Implementing 

1 Presentation of State Board of Education Teacher Intern Policy and the 
Arizona Consortium policies and guidelines of the STEP program. 

Presentation by Dr. Paul Allen 
and Dr. Don Clark (University 
of Arizona 

2 Development of the role and function of steering committee members, 
their qualifications, member representation, selection of. 

Central office administration 

3 Establishment of components of Intern paradigm and outline for direc
tion for proceeding with development. 

Steering Committee 

4 Development of selection, training, and assignment of helping teachers 
component. 

Steering Committee 

5 Revision of session 4 procedures. Steering Committee 

6 Development of education and supervision of beginning teacher 
component. 

Steering Committee 

7 Revision of session 6 procedures. Steering Committee 

8 Development of second year supervision of intern teacher program. Steering Committee 

g Development of process of arriving at recommendation for basic 
certificate. 

Steering Committee 

10 Revision of session 8 and 9 procedures. Steering Committee 

11 Presentation of intern paradigm to all district 1st and 2nd year teachers. Steering Committee 

12 Solicited input for improvement of intern paradigm from all 1st and 2nd 
year teachers. 

Steering Committee 

13 Revised intern paradigm Into final format. Steering Committee 

14 Present to all district teachers. Steering Committee and 
Principals 

Figure 4. Time Line of Paradigm Develo'pment 
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As previously stated, the phenomenological frame of ref

erence was used as the philosophical premise for the intern para

digm development. In developing effective evaluation procedures 

to assess the legitimacy of the intern paradigm, a panel of ex

perts was identified. Dr. Paul Allen, as a member of the state 

consortium on the Starting Teacher Enrichment Program, was asked 

to select the panel. The following individuals were selected: 

1. Dr. John Bell, Arizona State University 

2. Dr. Paul Allen, University of Arizona 

3. Dr. Charles F. Cardinell, Northern Arizona University 

4. Mr. Robert Frazier, Arizona Education Association 

5. Dir. Sondra Stevens, American Federation of Teachers 

Each member of the panel of experts was presented a copy 

of Chapter 4 of this study. Each was asked to write a statement 

of their views as to whether the intern paradigm is internally 

consistent with the philosophical premises of phenomenology. 
i  

The panel's statements appear at the close of Chapter 4. 

Summary 

This chapter dealt with the procedures used in the devel

opment of the teacher intern paradigm. The development of the 

paradigm was based on (1) the philosophical premise of phenome

nology as a frame of reference, (2) the Arizona State Board of 

Education Teacher Intern Policy ARS 15-102.20, and (3) the Ari

zona Teacher Intern Consortium suggested guidelines. The 
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paradigm was developed for first- and second-year teachers in the 

Sahuarita Unified School District for the 1976-77 school year. 

Descriptions of the school district, the certificated staff, and 

philosophy of the Sahuarita Unified School District were also 

presented. Procedures for checking the internal validity of the 

paradigm were described at the close of the chapter. 



CHAPTER 4 

PRESENTATION OF THE PARADIGM 

The purpose of this study was the cooperative development 

of a teacher intern paradigm in the Sahuarita Unified School Dis

trict No. 30 with The University of Arizona, incorporating as 

guidelines the State Board of Education Teacher Intern Policy 

15-102.20, and State Consortium guidelines. This chapter will 

present the following components: 

1. The selection and organization of the Steering Committee. 

2. The selection, training, and assignment of helping 

personnel. 

3. The education and supervision of the intern teachers. 

4. The process for arriving at a recommendation for the 

basic certificate. 

5. The evaluation of the internal consistency of the 

Paradigm. 

The phenomenological frame of reference provides the ba

sic philosophical premise for this study. In phenomenology, the 

self-concept is considered the central factor in determining be

havior. Since the self is a social product rising out of experi

ences with people, it is expected that a cooperative relationship 

59 
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between the beginning teacher and helping teacher can provide an 

opportunity for change.in the perceptions and behavior of the 

intern teacher. 

The Selection and Organization of 
the Steering Committee' 

Functions of the Steering 
Committee 

The initial function of the steering committee was to de

velop an intern paradigm. However, within the paradigm itself, 

the steering committee performs the following functions: 

1. Establish and revise teacher intern paradigm policies and 

procedures. 

2. Serve as a liaison between the local district and the 

university. 

3. Serve as a liaison between local district and the State 

Department of Education and State Board of Education. 

4. Review each intern teacher's progress. 

5. Make final recommendation on local district's vote for 

certification of each intern teacher. 

6. Coordinate in-service programs for helping and intern 

teachers. 

7. Evaluate the intern paradigm. 

8. Serve as resource group to building level administrators, 

helping teachers and intern teachers. 

Figure 5 is a visual model of the Steering Committee Component. 
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University 

State Department 
of Education 

Steering Committee State Board 
of Education 

< > 

Building Level Administrator 
Helping Teacher 

Intern 

Figure 5. The Steering Committee Component of the Paradigm and 
Its Interaction Position 
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Qualifications 

In selecting the steering committee, the following mini

mum qualifications are considered to be important for each 

member: 

1. Has three years' teaching experience at his respective 

level. 

2. Demonstrates continuing effort toward professional growth. 

3. Is interested and willing to work with helping and intern 

teachers. 

4. Is sensitive to the needs of others. 

5. Works well with people. 

6. Is able to evaluate objectively his own ability and 

progress. 

7. Has had successful teaching experience in the present 

teaching field. 

Member Representation 

The membership of the steering committee should represent 

the various levels of teaching and administrative positions of 

the district. The steering committee is composed of: 

1. One representative from each building. 

2. One representative from the local teacher's education 

association. 

3. One principal. 

4. One representative from the university. 

5. The superintendent. 
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Process of Selection 

When considering the selection process of each of the 

seven representatives, the following format is to be utilized. 

I. Teacher representatives 

The building level administrator accepts the names of 

teachers by two methods: 

A. Volunteer to the building administrator. 

B. By nomination to the building administrator. 

Final selection of each teacher representative is by vote 

of the respective building level staff. 

II. The local teachers' education association representative 

is to be selected in the following manner: 

A. Volunteers to' the association president. 

B. By nomination to the association president. 

Final selection of this representative is to be voted 

upon by the association members. 

Ill. Principal 

The superintendent shall solicit volunteers from the ad

ministration or by nomination and select the 

representative. 

IV. University representative 

This representative shall be selected in mutual agreement 

between the above members of the steering committee and 

the university. 



64 

Term of Office 

Each steering committee member shall serve initially 

for two years. The high school and one elementary school teacher 

and the principal representatives shall be replaced during even-

numbered years. The junior high school and Sopori elementary 

teacher and local education association representative shall be 

replaced during odd-numbered school years. The steering commit

tee shall select a chairman and recorder each year. 

Compensation 

The members of the steering committee will be compensated 

either by a stipend or by credit for in-service hours on the dis

trict salary schedule. The district will also allocate funds for 

substitute teachers for the committee when released time is 

required. 

The Selection, Training, and Assignment 
of Helping Personnel 

Functions of the 
Helping Teachers 

Within the paradigm, the helping teacher will perform the 

following functions: The helping teacher 

1. coordinates his/her assigned individual intern teacher 

program. 

2. serves as a liaison to the building level steering com

mittee representative. 
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3. submits formal progress reports on the intern teacher to 

the steering committee. 

4. participates in the in-service program for the intern 

teacher. 

Following is a visual model of the helping teacher component 

(Figure 6). 

Qualifications 

In the selection of helping personnel, the following 

qualifications are to be considered important: The helping teach

er shall 

1. have at least three years' experience with two years in 

the local school district. 

2. demonstrate continuing effort toward professional growth. 

3. not be a member of the steering committee. 

Other qualifications suggested by the School of Educa

tion, Auburn University (Puckett 1971) are: 

Personal Qualities of the Helping Teacher: 

1. Is interested in and enjoys teaching. 

2. Knows and practices democratic values. 

3. Works well with people. 

4. Is sensitive to the needs of others. 

5. Is creative, willing to experiment, and to evaluate his/ 

her own teaching. 

6. Is a mature, well-adjusted person. 



Steering Committee Member 

•N 

Teaching Staff Helping Teacher Intern Teacher 

Building Administrator 

Figure 6. The Helping Teacher Component of the Paradigm and 
Its Specification Position 
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7. Is willing to accept ideas as well as give them. 

8. Meets existing situations with a positive attitude. 

9. Is able to evaluate objectively his own ability and 

progress. 

10. Possesses good appearance and health. 

• Professional Qualities of the Helping Teacher; 

1. Holds an undergraduate degree in the field taught. 

2. Is interested in doing advanced study. 

3. Holds a professional certificate in his field. 

4. Has had successful teaching experience in the present 

teaching field. 

5. Is interested and willing to work with interns. 

6. Is able to provide a variety of experiences for the 

intern. 

7. Participates in school and community activities. 

Process of Selection 

The selection of helping teachers adheres to the follow

ing process, keeping in mind the above qualifications: 

1. Teachers may volunteer to the building level principal. 

2. Staff members may nominate potential helping teachers. 

3. The principal may request participation. 

4. The principal selects cadre of helping teachers. 
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Training 

The in-service program for helping teachers will require 

a specific time line as was indicated in Chapter 3. The identi

fication of specific tasks, strategies, responsibilities for each 

task, and time deadlines are strongly suggested . 

The following tasks should be accomplished during the 

training of helping teachers: 

I. Review Local District Policies and Procedures such as, 

A. The local district evaluation instrument relative to 

House Bill 2064. 

B. Local district educational philosophy and goals. 

C. Budget procedures. 

II. Supervisory Skills 

A. Techniques of climate development. 

B. Interpersonal relationship training. 

1. Values' clarification. 

C. Review intern teacher progress report instrument. 

(See Form #3, Appendix C.) 

D. Characteristics' of a Good Teacher (Hamachek 1969). 

E. "Is Help Helpful?" (Gibb 1964). 

F. The Helping Relationship. 

G. Techniques of Observation. 

H. Techniques for Conferencing. 

I. Identifying Skills and Priorities . 



J. Determining Competency and Interest. 

K. Micro Teaching. 

III. Review general building procedures and programs. 

fl. Utilization of resource and specialists programs. 

B. Utilization of media center. 

C. Review building level teacher handbook. 

D . Review parent conference procedure. 

E . Update knowledge of community. 

IV. Review continuous progress curriculum format and 

development. 

V. Introduce helping teachers to Teacher Intern Program. 

Assignment of Helping 
Teachers 

From each building level cadre of helping teachers, the 

principal will make assignments to intern teachers . Upon request 

from either party, the principal will reassign helping teachers. 

Normally, the intern teacher should make the selection; however, 

the new teachers may find this difficult until they have worked 

with the entire staff for a period of time. 

The helping teachers will receive compensation for their 

services in the form of a stipend or credit for in-service hours 

on the salary schedule. 
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The Education and Supervision 
of the Intern Teacher 

Education of Intern Teacher 

This component of the paradigm consists of the in-service 

program at the local level that is to be conducted over the two 

years of the internship. The foll<3wing procedures should be 

utilized: 

I. Prior to the opening of school and the reporting of all 

staff members for pre-school in-service, the steering 

committee members, helping teachers, and intern teachers 

will report for three days of in-service, fill staff mem

bers involved will be compensated at the rate of $25 a 

day. The interns' in-service at this time will consist 

of the following introduction to: 

A. the intern paradigm. 

B. district philosophy and goals. 

C. district policies and procedures. 

D. general building procedures. 

E. continuous progress curriculum development. 

F. report cards and district grading system. 

G. bus tour and explanation of community. 

H. professional growth through professional 

organizations. 

I. visitation to each school in the district. 
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J. student evaluation and diagnosis. 

K. subject area or grade level meetings. 

During the next four days, when all staff members report, 

the intern teachers will follow the format in which all district 

staff members participate. This will consist of building level 

meetings, department or grade level meetings, receiving of class 

lists, and preparation for the start of the school year. 

At the end of the first month of school, substitutes will 

be hired in order to provide released time for the intern and 

helping teachers. On this particular day, the following activi

ties will occur: 

I. All intern teachers during scheduled time will have an 
* 

opportunity for interpersonal activities. This would in

clude the opportunity to share ideas, concerns, problems, 

and reactions among themselves. 

II. The helping teachers will then conduct in-service on the 

following: 

A. Parent-teacher conferences . 

1. phoning 

2. conference techniques 

3. student progress reports 

4. procedures for Spanish-speaking parents' 

conferences. 

B. Review building procedures . 

C. Discuss intern reactions and concerns. 
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III. In-service planned by steering committee and university 

personnel will consist of: 

A .  Dealing with special students in the classroom. 

B. Diagnostic teaching. 

C. Class and workshop recommendation by university staff 

for credit. 

D. In-service activities as requested by interns and 

helping teachers. 

IV. Other operational procedures. 

A. Ordering and requisitions procedures. 

B. Material, equipment, and textbook selection 

procedures. 

Figure 7 is a visual model of the Intern Teacher Component. 

Supervision of Intern Teacher 

Taba's model for curriculum design states that curricula 

are designed so that students may learn. Taba (1962, p. 12) went 

on to say that because the backgrounds of students vary, it is 

important to diagnose the gaps, deficiencies, and variations in 

these backgrounds. The model, which follows, is applicable to 

the intern program. 

Step 1: Diagnosis of needs 

Step 2: Formulation of objectives 

Step 3: Selection of content 

Step 4: Organization of content 
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Helping Teacher 

Intern Teacher 

Steering Committee Principal 

University Personnel 

Figure 7. Intern Teacher Component of Paradigm and Its 
Interaction Position 



Step 5: Selection of learning experiences 

Step 6: Organization of learning experiences 

Step 7: Determination of what to evaluate and of the 

ways and means of doing it. 

In considering supervision of the intern teacher, the 

major concerns are for the individual needs of the school dis

trict's students and for each individual teacher. The intern 

teacher paradigm is based on the premise of individualizing the 

educational program of each intern teacher as much as possible. 

This individual program will be outlined after the first formal 

evaluation process and would be a continuous, on-going process 

throughout the second year of the paradigm. Utilizing Taba's 

model, a program developed cooperatively by the intern and help

ing teacher would emerge for the education and supervision during 

the second year of the paradigm for each individual intern. 

The continuous supervision of intern teachers is a most 

important component, particularly when the major outcome is con

sidered during supervision: 

I. Visitations—Evaluation 

A. Planned Visits 

1. Administrator 

a. two per semester 

b. one video tape option 
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2. Helping Teacher 

a. two per semester 

b. one video tape option 

The helping teacher will complete with the intern 

teacher Form 1 of the evaluation instrument (Appendix 

C). The intern teacher must be present at the view

ing of the .tapes. The control of the tapes is in the 

hands of the intern teacher. The helping teacher and 

intern teacher will complete Form 3 of the evaluation 

instrument (Appendix C) to ba submitted to the steer

ing committee. 

3. University observer 

a. one per semester 

b. second observation upon request 

c. one video tape option 

After all three have observed, the three meet with 

the teacher for a conference as soon as possible, 

utilizing Form 3 of the evaluation instrument (Appen

dix C). Teachers should write down plans and objec

tives for the observation day to be given to the 

observer (Appendix C, Form 2). 

B. Unplanned Visits—should be a continuous, on-going 

process for supporting the beginning teacher. 
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II. Process for Arriving at a Recommendation for Basic 

Certificate 

The final requirement of the State Board of Education In

tern Policy is the decision on whether a teacher, after 

two years in the intern program, will be granted a basic 

certificate which will enable him to continue in the edu

cation profession in Arizona. 

The following criteria represent this component of 

the paradigm: 

A. Statements of progress shall be given by the supervi

sory team twice a semester. If unsatisfactory per

formance during one semester is remedied the following 

semester, a satisfactory report will cover both 

semesters. 

B. Successful completion of the four-semester beginning 

teacher enrichment program and recommendation for 

certification shall be cooperatively determined by 

the university and the local school district. 

C. Recommendation is to be made March 1 of the second 

year by the steering committee and the university. 

D. The steering committee, upon review of the intern 

teacher's progress, will submit the local district's 

vote for certification to the local district 

superintendent. 

E. In case of a tie, the recommendation will be for 

certification. 
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F. The district superintendent will convey the decision 

to the teacher certification office. 

Evaluation of the Internal Consistencies 
of the Teacher Intern Paradigm 

In order to evaluate the consistencies of the paradigm, a 

panel of experts was identified. The panel was selected from 

membership of the State Consortium and included: 

1. Dr. Paul Allen, University of Arizona 

2. Dr. John Bell, Arizona State University 

3. Dr. Charles Cardinell, Northern Arizona University 

4. Dr. Sondra Stevens, American Federation of Teachers 

5; Mr. Robert Frazier, Arizona Education Association 

On July 1, a three-question questionnaire was sent to 

each member of the panel (see Appendix A). Included with the 

questionnaire was the paradigm developed and .a preliminary draft 

of Chapter 4 of this study. 

Four of the five panel members responded to the question

naire. Because of time limitations, one member was unable to 

respond. A summary of the panel's reactions is found in the fol

lowing paragraphs . 

The first question was stated as follows: Would you 

please read the paradigm and judge it for its internal consisten

cy in relationship to the phenomenological philosophy? Indicate 

those specific areas of inconsistency that you find . 
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The consensus of the panel indicated that inconsistencies 

occur in the operational components of the paradigm. The deci

sion making process, visitation schedules, and observation in

struments all have aspects that are inconsistent with the "pure 

application" of the phenomenological theory. While these incon

sistencies do exist, the essence of the program is the phenomeno

logical emphasis on the helping relationship. One panel member 

pointed out that "the proof of the pudding will be in the selec

tion and training of the helping teachers and the application of 

the helping process." Another member's opinion was that there 

was nothing in the paradigm that would specifically interfere 

with the application of the phenomenological approach. 

The second question was: Please give your reaction to 

the practicality of implementing the paradigm in local districts 

of Arizona. 

It was agreed by all four respondents that the paradigm 

was well organized, and as a consequence, would provide a prac

tical approach for local school districts . 

One member stated that the paradigm was a wonderful basis 

for an individualized program to be implemented in the widespread 

dispersal of interns in Arizona. A concern was expressed by the 

same respondent that size and geographic location of school dis

tricts might necessitate modification in the paradigm. Other 

members of the panel suggested that the cost of the paradigm de

veloped in Sahuarita may or may not be justified by the results . 



In response to the final question, Please state your 

opinion as to whether the procedures as outlined in the paradigm 

satisfies the Arizona State Board of Education's Intern Policy, 

ARS 15-102.20 and is consistent with the guidelines established 

by the consortium, the panel members were in agreement that the 

paradigm satisfies both the policy and guidelines. 

Summary 

This chapter presented a description of the paradigm and 

its component parts and an evaluation of that paradigm by a panel 

of experts. 

The components of the paradigm are as follows: 

1. The selection and organization of the steering committee. 

2. The selection, training, and assignment of helping 

personnel. 

3. The education and supervision of the intern teachers. 

4. The process for arriving at a recommendation for the ba

sic certificate. 

5. The evaluation of the internal consistencies of the 

paradigm. 

For each of the components, a detailed outline was pre

sented, indicating organizational procedures, functions of per

sonnel, and techniques utilized. 

The panel of experts, while finding some inconsistencies 

in the paradigm, did not feel that these would significantly 



affect the operation of the paradigm. They also found that the 

paradigm was practical in its proposed implementation, and that 

it met the State Board Policy and Consortium guidelines . 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND 
RECOMMENDATIONS 

Summary of the Study 

The purpose of this study was to develop a paradigm based 

upon the Arizona State Board of Education's Teacher Intern Policy 

15-102 .20 and the guidelines established by the State Consortium 

on the Teacher Intern Policy. Since the State Board of Education 

had not set an implementation date for the teacher intern policy, 

the State Board of Education and the Arizona State Board of Re

gents sought districts to pilot test the intern policy. Arizona 

State University was to work with the Tempe School System, North

ern Arizona University was to be working with a school district 

to be selected, and The University of Arizona with the Sahuarita 

Unified School District No. 30. All three universities would 

develop a program jointly with the Globe School District. The 

Sahuarita Unified School District felt it necessary to develop 

a paradigm prior to implementing the teacher intern policy. The 

paradigm is to be implemented during the 1976-77 school year. 

In providing direction for the study, the following ob

jectives were utilized: (1) development of a philosophical ra

tionale for the paradigm to be developed, (2) development of a 

81 
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teacher intern paradigm to include the components: (a) selec

tion, training, and assignment of supervisory and helping per

sonnel; (b) education and supervision of beginning teachers; 

(c) process for arriving at a recommendation for the basic cer

tificate, and (3) development of effective evaluation procedures 

to assess the legitimacy of the intern paradigm. 

The phenomenological approach to understanding and pre

dicting human behavior was selected as the philosophical ratio

nale and basic frame of reference for the development of the 

paradigm. As indicated by Combs and Snygg (1959), this point of 

view assumed that the individual behaves in terms of his percep

tions of himself and his environment. 

A steering committee composed of Sahuarita teachers and 

administrators and University of Arizona professors was selected 

to participate in the paradigm development. The steering commit

tee built guidelines for the Sahuarita paradigm. Upon completion 

of the paradigm, it was submitted to a panel of experts. The 

panel of experts consisted of Dr. Paul M. Allen, Dr. Charles F. 

Cardinell, Dr. John Bell, Dr. Sondra Stevens, and Mr. Robert 

Frazier. The panel judged the paradigm on its internal consis

tency with its philosophical premises and the State Board of 

Education intern policy and State Consortium guidelines . Also 

evaluated by the panel was the paradigm's practicality for im

plementation in the school districts of Arizona. 
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Summary of the Paradigm 

The paradigm developed consisted of the following compo

nents and subcomponents: 

1. The selection and organization of the steering committee. 

a. Functions of the steering committee 

b. Qualifications 

c. Member representation 

d. Process of selection 

e. Term of office 

f. Compensation 

2. The selection, training, and assignment of helping 

teachers. 

a. Functions of helping teachers 

b. Qualifications 

c. Process of selection 

d. Training 

e. Assignment of helping teachers to interns 

3. The education and supervision of the intern teacher con

sisted of preschool in-service as well as in-depth in-

service throughout the two-year program. The supervision 

of the intern teacher is based on Taba's (1962) model for 

curriculum development which is: 

a. Diagnosis of need 

b. Formulation of objectives 

c. Selection of content 



d. Organization of content 

e. Selection of learning experiences 

f. Organization of learning experiences 

g. Determination of what to evaluate and of the ways and 

means of doing it 

In considering supervision of the intern teacher, the 

priorities are for the individual needs of each teacher. 

4. Process for arriving at a recommendation for the basic 

certificate. The steering committee and university per

sonnel will arrive at the decision for certification. 

Conclusions 

In evaluating the paradigm in relationship to the phenom-

enological frame of reference, inconsistencies were noted by the 

panel of experts. However, panel members indicated that these 

inconsistencies would not specifically interfere with the appli

cation of the phenomenological approach. One panel member stated 

that this is justifiable in the rationale of uncertainty as pro

posed by Niels Bohr (in Moore 1966). 

Bohr suggested a new way of looking at the problem of 

conflicting theories in physics. In an attempt to justify the 

simultaneous existence of dual theories, he presented the princi

ple of complementarity. This principle, in essence, states that 

it is possible to accept both the wave theory and the quantum 

theory as valid, not simultaneously, but alternately. He 



indicated that both are useful for a better understanding, but 

are mutually exclusive if applied at the same time. 

It is the opinion of this researcher that the same prin

ciple can be applied to the inconsistencies indicated in the 

paradigm in relationship to phenomenology versus other philo

sophical approaches . 

Two other considerations in evaluating the paradigm were 

its practicality for other local school districts and whether it 

met the State Board Policy and State Consortium guidelines. 

Panel members felt the paradigm was practical for imple

mentation in local school districts of Arizona and met the cri

teria of the State Board's Policy ARS 15-102.20 and State 

Consortium guidelines. 

It has generally been stated by the panel that the para

digm is practical for other school districts. However, it must 

be kept in mind that the paradigm was developed by Sahuarita Uni

fied School District personnel. This implies that other local 

school districts must consider the size and location of the dis

trict, available resources, and cost factors. The above-

mentioned factors may result in modifications to the paradigm 

presented in this study prior to its implementation in other 

local school districts . 

In conclusion, it is the opinion of this writer that the 

entire education profession (teachers, administrators, and 



university personnel) must function cooperatively in order to 

help ensure the success of the Arizona Intern Policy. 

Recommendations 

Because of the implications in the development and imple

mentation of this paradigm, the following recommendations are 

offered: 

1. That the paradigm be pilot tested in the Sahuarita Uni

fied School'District during the 1976-77 school year. 

2. That procedures be developed to evaluate the effective

ness of the paradigm in improving teacher performance as 

identified and perceived by the intern and helping 

teachers. 

3. That districts of various sizes utilize the paradigm as 

a basis for development of intern programs in their dis

trict. Careful monitoring procedures should be developed 

to assess the effectiveness of the paradigm. 

4. That, because of increased demand for university person

nel required by the paradigm, the three state universi

ties develop adjunct professorships, credit waivers to 

local district staff, or other appropriate methods for 

maintaining continuous field contact. 

5. That specific programs, both locally and at the universi

ty, be developed for the preparation of helping teachers. 



That a specific cost study be conducted to determine to

tal financing of the paradigm and the cost per intern 

teacher. 

That, if the Arizona State Board Policy is to be imple

mented, appropriate monies be budgeted by the Arizona 

State Legislature to aid in the implementation and main

tenance of the paradigm. 
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^a/zuazita Jbo&oo C H îihict e^Vo. 30 • 

p. o. BOX ze 
SAHUARITA. ARIZONA 83629 

June 23, 1976 

(name) 
(address) 

Dear 

The Sahuarita Unified School District is currently working with The Uni
versity of Arizona in the development of an intern paradigm for the 
intern teacher policy established by the State Board of Education. In 
the process, X am also completing my dissertation which is entitled "A 
Paradigm for Arizona's Teacher Intern Policy." 

The selection of a jury of experts to judge certain consistencies of 
the paradigm is a part of the process of paradigm development. I would 
like to ask you to participate as a member of this jury. The jury would 
consist of five members of the State Consortium and they are: 

1. Dr. Paul Allen 
2 . Dr. John Bell 
3. Dr. Charles F. Cardinell 
4. Mr. Robert Frazier, AEA 
5. Dr. Sondra Stevens, AFT 

Your participation would be greatly appreciated. 

Would you please respond individually to the three questions that are 
enclosed? Also included is additional information which should provide 
sufficient background for you (Chapter 2 of the dissertation—Search of 
Literature and Chapter 4—Presentation of the Paradigm). Your response 
to the questions by July 9, 1976 would be most beneficial. 

In a conversation with Paul Alien, it was suggested that a possible 
group meeting of the jury members be established to discuss the para
digm. However, please respond to the questions individually prior to 
a group meeting. Dr. Allen indicated that he would contact each of you 
in the next two weeks to discuss this meeting. 

Dr. Don Clark, University of Arizona, is director of the study. 

Sincerely, 

Kenneth F. Gose 
Superintendent 

Dr. Paul M. Allen 

Dr. Donald C. Clark 

fed 
ends. 
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Questionnaire 

Would you please read the paradigm and judge it for its in

ternal consistency in relationship to the phenomenological 

philosophy? Indicate those specific areas of inconsistency 

that you find. 

Please give your reaction to the practicality of implementing 

the paradigm in local school districts in Arizona. 

Please state your opinion as to whether the procedures as 

outlined in the paradigm satisfy the Arizona State Board of 

Education's Intern Policy, ARS 15-102.20. 
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CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) (Grades K-5) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major In 

Degree 
Minor In 

Degree 

1 P 3 BA 18 25 Special Ed. Elem. Ed. Phvs. Ed. 

2 P 3 BA 15 31 1st Grade Speech 
French 
Special Ed. 

3 T 4 • BA 30 28 2nd Grade Elem. Ed. 

4 P 1 BA — 22 Elem. Chorus Music Ed. __ 

5 P 6 BA 1 a  28 4th Grade Elem. Ed. Home Ec. 

6 T 15 MA 36 2nd Grade Elem. Ed. Elem. Ed. 

7 T 21 BA 45 48 Reading Elem. Ed. heading 

8 T 7 BA 15 39 5th Grade Elem. Ed. 

9 T 3 BA 6 26 P.E. Phys. Ed. French 

10 T 12 BA 45 47' 3rd Grade 
Agriculture 
Elem. Ed. 

11 T 3 MA 14 40 4th_ Grade Elem. Ed. 

12 T 19 MA 48 45 4th Grade Elem. Ed. t li.'jtory 

13 T 12 BA 32 62 5th Grade Elem. Ed. Zoolociv 

14  T 3 BA 21 26 3rd Grade Elem. Ed. 

15 P 30 BA 58 1st Grade Elem. Ed. Readina 

16 P 2 BA 30 28 Spec. Ed. Elem. Ed. Spec. Ed. 

17 T 11 MA — 62 Spec. Ed. spec. Ed. 



CERTIFIED PERSONNEL. CHART 
P (Probationary Teacher) (Grades K-5) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major In 

Degree 
Minor In 

Degree 

18 P 1 BA 3 29 2nd Grade Elem. Ed. Psychology 

19 T 8 MA — 42 3rd Grade Elem. Ed. Psychology 

20 T 6-1/2 MA — 29 1st Grade Elem. Ed. — 

21 P 5 BA 6 36 1st Grade Elem. Ed. Home Ec. 

22 T 10 MA 48 2nd Grade Elem. Ed. __ 

23 T 13 MA 6 59 4th Grade Elem. Ed. r t 

24 T 8-1/2 MA 3 41 3rd Grade Elem. Ed. Guidance 

25 T 4 MA 36 5th Grade Elem. Ed. Spanish 

26 T 8 MA 49 5th Grade Elem. Ed. Science 

27 P 4 MA — 28 Spec. Ed. Elem. Ed. Spec. Ed. 

28 T 5 BA 47 34 Media Elem. Ed. Library 

29 P 2 BA 6 24 2nd Elem. Ed. ___ 

30 P 4-1/a BA — 30 Kindergarten Elem. Ed. 

31 T 9 BA 30 45 4th Grade Elem. Ed. 

32 P 1 BA 15 29 Reading Spec. Ed. 

33 T 18 MA 58 54 Kindergarten Home Ec. Elem. Ed. 

34 T 20 MA 3 51 Phys. Ed. Elem. Ed. Soc. Set. 

35 P 2 MA 24 Spec. Ed. Spec. Ed. Elem. Ed. 



CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) . (Grades 6-8) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major In 

Degree 
Minor In 

Degree 

1 T 9 MS 36 35 Reading 
English 
Reading Business Ed. 

2 T 26 MS 3 53 
English 
Social Studies Elem. Ed. History 

3 T 10 MA 51 
Social Studies 
Math Elerp. Ed. 

4 T 5 BA 24 2g Phys. Ed. Phys. Ed. Social Studies 

5 P 3 BA 12 33 English English History 

6 P 7 MA 3 29 Math/Science Math Science 

7 P 2 BA 3 26 Lang. Arts English Lang. Arts 

8 P 7 MA — 35 Ind. Arts Ind. Arts Special Ed. 

9 P 2 BA 15 34 Art Art — 

10 P 28 BSE 23 52 
Lang. Arts 
Math Elem. Ed. English 

11 T 9 MA 30 33 Lang. Arts 
Elem. Ed. 
Counselinq 

12 T 3 BA 15 25 Lang. Arts Spanish Enqlish 

13 T 

I. ' 

5 BA 28 31 Social Studies History Spanish 

14 T 10 MA 57 Science Zoology Chemistry 

15 P 2 BA 6 25 Phys. Ed. Phys. Ed. Biology • 

16 T 10 MA g 37 Math Math Physical Sci. 

17 P 8 MA — 50 Media Humanities Ed. Technoloc 



CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) (Grades 6-8) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major In 

Degree 
Minor In 

Degree 

18 P 3 BA 9 33 Math/Science Elem. Ed. Science 

19 P 18 BA 45 42 Home Ec. Home Ec. English 

20 P 1 MA 45 35 Spec. Ed. Psychology Clinical Psy. 

21 T 12 MA 10 54 English History Enqllsh 

22 T 19 MA 45 42 Spec. Ed. English Spec. Ed. 

23 T 14 MA 3 42 Counselor Elem. Ed. Course linq 

, 



CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) , (Grades 9-12) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major in 

Degree 
Minor In 

Degree 

1 P 2 BS 5 24 Science Btoloqv Chemistrv 

2 T 17 MA 35 48 Librarian 
History 
Library Scl. Social Studies 

3 P 1 BA 30 25 Spec. Ed. 
History 
SDeclal Ed. Fducatinn 

4 T 16 MA 51 59 Readina 
Comseling 
Readina Enalish 

5 T 4 BA 33 40 
Drama 
Journalism SDanlsh Drama 

6 T 11 MA 2 33 Counselor 
Ind. Arts 
Counselinq Aori culture 

7 T 5 MA 2 36 Science Bloloqy Gen. Science 

8 T 13 BA 45 55 English English French 

9 T 15 MA 30 42 Biology Bio. Science Math 

10 T 5 MA 44 Welding Ind. Arts Drafting 

11 P 5 BA IS 29 Spec. Ed. History Sociology 

12 T 10-1/2 MA — 33 History History Phys. Ed 

13 T 10 MA 20 34 Bus. Ed. Bus. Ed. General Bus. 

14 T 9 MA — 50 English History English 

15 P 3 BA 18 25 Social Studies Social Studies Special Ed. 

16 P 7 BA 22 38 Ind. Arts [nd. Arts Phys. Ed. 

17 T 9 BA 30 36 Phys. Ed. Phys. Ed. Social Studies 



CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) _ (Grades 9-12) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major Iri 

Degree 
Minor In 

Degree 

18 T 4 BA 9 35 Bus. Ed. Bus. Ed. 1_1 

19 P 16 MA — 39 Music Music English 

20 P 3 BA 28 Social Studies Phys. Ed. Sociology 

SI P 1-1/2 BS 9 28 Phys. Ed. Phys. Ed. Health 

22 T 4 BA 16 26 Social Studies History Government 

23 T 14 MA 36 40 Science Phys. Sci. Math 

24 T 8 MA 21 42 Math/Science Physics Math 

25 T 11 MA — 33 Spanish Spanish English 

26 T 7 BA 30 40 Math Math Physics 

27 T 3 BA 13 24 Spec. Ed. Spec. Ed. Education 

28 T 9 MA 2 51 Home Ec. Home Ec. General Scl. 

29 P 2 BA 5 25 Social Studies Social Studies Journalism 

30 T 6 MA 7 29 Phys. Ed. English Phys. Ed. 

31 T 11 MA 17 33 Auto Ind. Arts Auto 

32 P 3-1/a MA __ 29 Athletic Dir. Phys. Ed. Biology 

33 P 6 MS 15 39 English English Russian 

34 P 10 MA 45 36 English English Psychology 



CERTIFIED PERSONNEL CHART 
P (Probationary Teacher) (Grades 9-12) 
T (Tenured Teacher) 

Teacher Status 
Years In 
Profession Degree 

Credits 
Above 
Degrees Age 

Level 
or 

Subjects 
Major In 

Degree 
Minor In 

Degree 

35 T 10 MA 5 32 Math Math Phys. Ed. 

36 P 5 MA 28 Phys. Ed. Ptv/s. Ed. Math 

37 P 1 BA — 25 English English History 

38 - P 5 BA 18 28 Spec. Ed. Spec. Ed. Education 

39 T 12 MA 3 37 Ind. Arts Ind. Arts Social Scienc 

40 T 25 MA 45 64 English • English History 

41 T 7 MA — 28 Art Art Phys. Ed. 

42 T 9 MA 4 45 Counselor Counseling Psychology 
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SAHUARITA UNIFIED SCHOOL DISTRICT 

TEACHER INTERN PROGRAM 

1. Diagnostic Report Sheet 

Intern Teacher 

School 

Subject Area/Grade Level 

Helping Teacher 

Diagnostic Procedures Utilized: (Please list.) 

a. As a result of these procedures, we have identified the following 
areas of concentration: (Please list.) 

Signed 
Intern Teacher Date 

Helping Teacher Date 

3 copies: 1 - Steering Committee 
1 - Intern Teacher 
1 - Helping Teacher 

Form #1 



SAHUARITA UNIFIED SCHOOL DISTRICT 
TEACHER INTERN PROGRAM 

2. Program Development Sheet 

Intern Teacher School 

Helping Teacher Subject Area/Grade Level 

OBJECTIVES PROGRAM Est. Time MONITORING PROCEDURES Completion 
Date 

3 copies: 1 - Steering Committee Signed _____ 
1 - Intern Teacher Intern Teacher Date 
1 - Helping Teacher 

Helping Teacher Date 
H O 
H 
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SAHUARITA UNIFIED SCHOOL DISTRICT 

TEACHER INTERN PROGRAM 

3. Final Report Sheet 

Intern Teacher 

Helping Teacher 

1. Our objectives for this year were: (Please list.) 

2. The program we developed was: 

3. The evaluation of this program showed; 

I have read this report and I disagree 

Signed: _____________________ 
Comments: 

School Subject/Grade Level 

Signed 
Intern Teacher Date 

Helping Teacher Date 

3 copies: 1 - Steering Committee 
1 - Intern Teacher 
1 - Helping Teacher Form #3 
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