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ABSTRACT 

It was the purpose of this study to describe changes in 

teaching behavior as perceived by the participants of a teacher 

intern program. This study was a formative evaluation of the 

teacher intern program in Globe, Arizona. The formative evalua

tion seeks relationship among the phenomena observed, provides 

data for reorganizing and improving the program being studied, 

and establishes categories, hypotheses, and research procedures 

for empirical verification. This evaluation must take place prior 

to the summative evaluation being possible. 

A Teacher Intern Policy approved by the Arizona State 

Board of Education has mandated a program of assessment and super

vision for first and second year teachers. Following this mandate 

the Arizona Board of Regents formed a consortium of representa

tives from the three state universities, representatives of the 

Arizona Education Association, the American Federation of Teach

ers , the Arizona School Administrators, Inc., the Arizona School 

Boards Association, and the Arizona State Board of Education. 

The Globe Public Schools approached the consortium re

questing to be a test site for a pilot program in which the three 

universities would collaborate on a model delivery system for 

small towns or rural areas remote from the universities' campuses. 

viii 
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The data concerning the individual participant's percep

tions as to the effectiveness of the program and recommendations 

for modifications to the program were reported relative to the 

following questions derived from the statement of the problem: 

(1) Will the intern teacher perceive himself as more competent 

because of his participation in the intern program? (2) Will the 

helping teacher .be able to identify improvement in the teaching 

behavior of the intern teacher as a result of the intern program? 

(3) Will the university representative be able to identify im

provement in the teaching behavior of the intern teacher as a re

sult of the intern program? (4) Will the intern teacher report 

the intern program as helpful to the improvement of his profes

sional performance? (5) Will the intern teacher perceive the 

assistance of the helping teacher as beneficial? (6) Will the 

intern teacher perceive the assistance of a university represen

tative as helpful? (7) Will a participant perceive the program 

organization of the intern program as being efficient? 

The following methods were employed for gathering data: 

(1) Personal interviews were conducted by a university represen

tative; (2) a written questionnaire was distributed at the com

pletion of the spring semester; and (3) a four-day workshop, 

involving complete analysis of the year's program with projec

tions for the next year's program was conducted. 

According to the data gathered the intern teacher, the 

helping teacher, and the university representative perceived the 

intern program as helpful to the improvement of the professional 
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performance of the intern teacher. However, the helping teachers 

could not substantiate their perceptions because of insufficient 

observations of the intern's teaching. 

The intern teachers perceived the assistance of the help

ing teachers and the university representatives as being helpful. 

It was lamented, however, that because of inadequate released, 

time there were insufficient opportunities for the intern teach

ers and the helping teachers to work together. 

None of the participants reported that the organization 

of the program was efficient. However, plans were outlined in 

order to facilitate better and more efficient program organiza

tion in the future. 

The coming year's summative evaluation and.the projection 

as to the feasibility of state-wide implementation of such a pro

gram may have national significance. 

The program is unique because it is the only intern 

program that: (1) Requires cooperative planning with the school 

districts, teaching profession, and institutions of higher educa

tion, and (2) provides the teaching profession a voice in the se

lection of those entering teaching without legal designation as a 

profession. 



CHAPTER 1 

INTRODUCTION 

In 1974 in his opening remarks of a paper presented at a 

National Conference at the University of Houston, Barak Rosen-

shine (1974, pp. 138-139) made the following statement: 

Most papers on teacher education contain the embar
rassing recognition that the present scientific base for 
teaching and teacher education is primitive. That is, 
the number of studies which have looked at both teacher 
behavior and student outcomes is embarrassingly small. 
A diligent search will uncover less than a hundred stud
ies . The quality of many of these studies is question
able . The results are most useful for suggesting future 
research: the results of these studies are not suffi
ciently strong or clear to direct teacher training prac
tices of certification or evaluation of teachers. 

He further stated that he considered the number of stud

ies on teacher effectiveness to be insufficient to permit an 

evaluation of promise of this research. He solicited the genera

tion of more and improved research so that the promise of re

search and directions for future study might be evaluated more 

adequately. 

Even the conference task force which was concerned with 

issues relating to the evaluation of instructional strategies for 

this same conference in Competency Assessment, Research, and 

Evaluation had to admit that the best it could do was to identify 

six major problems (Weber and Flanders 1974, pp. 186-189). These 

1 
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problems are: operational definition, measurement, design and 

methodology, statistical analyses, and dissemination. In fact, 

". . .it suggested that solutions were only to be found in the 

commitment of greater effort to what remains one of education's 

greatest problems (Weber and Flanders 1974, p. 189)." 

Research on teaching is by no means a new enterprise. 

Several decades of work have seen the production of a number of 

reports by scholars regarding the nature of the teaching process 

and speculations about the characteristics of outstanding teach

ers . The National Institute of Education (1976, pp. 2-3) sum

marized the work over the past several decades as following these 

three stages: (1) early efforts tended to be primarily philo

sophical; teaching styles have been described in terms of partic

ular philosophical or psychological viewpoints; (2) later studies 

tended to emphasize personality attributes that were hypothesized 

to be related to excellence in teaching; as a result, numerous 

correlational studies were generated which related personality 

and other non-manipulable attributes with dependent measures of 

success; and (3) more recent efforts have attempted to identify 

generic teaching behaviors, i.e., behaviors which were effective 

regardless of the setting. 

For the study of classroom behavior, Medley and Mitzel 

(1963, pp. 79-81) made the following assumptions (not necessarily 

in this order): 
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1. What the teacher does has an important effect on what 
the pupil learns. 

2. If the behavior occurs in the classroom, it can be 
seen or heard by a properly trained observer. 

3. If anything is to be learned about classroom behav
ior, it is necessary to study behavior in the 
classroom. 

In the past several years, a movement has evolved to li

cense teachers on the basis of competence/performance rather than 

on the basis of satisfactory completion of approved teacher edu

cation programs at accredited colleges and universities. The 

assumption underlying this movement is that teachers do vary in 

the quality of their teaching efforts, and that these differences 

are observable. Unfortunately, while the competency-based ap

proach has led to greater understanding of issues associated with 

teacher training and licensing, the assumptions on which this ap

proach is based have not, to date received sufficient verifica

tion to warrant explicit restructuring of teacher training and 

licensing procedures in the United States. 

Performance accountability and the governance of entry 

into teaching still elude the teaching profession in the United 

States. Neither efforts by the profession nor by the government 

have resulted in wide-spread guarantees of these essential hall

marks of a profession. Perhaps by involving the profession, 

higher education, and the beginning teacher in an intern program 

subsequent to the baccalaureate teacher education program, the 

profession can cooperatively govern entry and have a voice in 
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developing an accountable professional, and at the same time pro

vide a continued focus on the research dealing with teacher 

effectiveness. 

Statement of the Problem 

How do the participants of a teacher intern program per

ceive the effect of the intern program in changing their teaching 

behavior? 

Questions Derived from Statement 
. of the Problem 

1. Will a new teacher perceive himself as more competent be

cause of his participation in the intern program? 

2. Will the helping teacher be able to identify improvement 

in the teaching behavior of the new teacher as a result 

of the intern program? 

3. Will the university representative be able to identify 

improvement in the teaching behavior of the new teacher 

as a result of the intern program? 

4. Will the new teacher report the intern program as help-

I ful to the improvement of his professional performance? 

5. Will the new teacher perceive the assistance of a helping 

teacher as beneficial? 

6. Will the new teacher perceive the assistance of a univer

sity representative as beneficial? 

7. Will a new teacher perceive the program organization of 

the intern program as being efficient? 
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Significance of the Study 

Widespread study and experimentation characterize Ameri

can teacher education and licensure today as the nation tries to 

reconcile new societal demands with economic and demographic 

realities. In the November 1976 issue of Legislative Briefs of 

the American Association of Colleges for Teacher Education 

(A.A.C.T.E.) recent certification practices in New York, Virginia, 

and Colorado were discussed. The major change in practices in 

these states is that upon graduation from the bachelor's degree 

program of teacher preparation a supervised internship is now 

required for teaching candidates. 

State mandates for teacher internships vary. Virginia's 

legislature delegates this responsibility to its State Board of 

Education. At the other extreme, New York delegates the develop

ment of internship programs to the collegiate institutions, al

lowing them to devise their own rationale and guidelines. 

Arizona tends toward the midpoint between these two. 

The Arizona State Board of Education is responsible for 

teacher certification and establishes its own regulations. In 

the internship mandate, the' Arizona State Board of Education 

delegated the recommendation for permanent certification to the 

local school district and the universities jointly. This joint 

responsibility of governance may make Arizona unique among the 

states. 
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In 1974, the Arizona State Board of Education wrote and 

approved the following policy. The implementation date was left 

open, however. The eventual implementation of the required in

tern program will have tremendous effect on every school district 

in Arizona. 

Policy Re Teacher Intern Policy 

The State Board, pursuant to ARS 12/102.20 issues a 
Temporary Certificate which is valid for two years and 
is non-renewable, designed to provide for the profes
sional improvement needs of the young developing pro
fessionals. During this two-year intern program, the 
teacher will have available the expertise of the dis
trict and the teacher training institution. Success
ful completion of four semesters of an intern program 
will culminize in a district and university recommen
dation of a basic certificate. 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 in
struction 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 (Arizona Consortium on Teacher 
Intern Policy 1974, n.p.). 

Basic to this novel and ambitious undertaking is a grow

ing conviction that teaching is a profession, and as a 
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profession, the practitioners should have a voice in determining 

who enters the profession and how they are prepared. The Arizona 

Consortium, an advisory committee composed of representatives of 

the three state universities and representatives of the Arizona 

Education Association, Arizona Federation of Teachers, Arizona 

School Boards Association, and the Arizona Department of Educa

tion, feel that this volatile issue is of prime importance. 

A schema—"Bases for Intern Training"—shows the interre-

latedness of three basic aspects of in-service education with the 

increasingly important issue of governance at both the state and 

local levels (see Figure 1). 

Basic to this schema is the commitment to shared gover

nance of the intern program by all the stake holders in educa

tion. The first parameter of governance is that set forth by the 

state. In the case of Arizona, the State Board of Education has 

mandated an "intern program" with its 1974 policy. On the local 

level, the school board, administrators, and teachers must be 

involved in planning and implementing a program designed to im

prove instruction. 

Within these two levels of governance, a three-faceted 

intern program would be developed. The bottom of the triangle 

allows selected assumptions to be agreed upon by each district 

and an institution of higher education. The delivery system 

might vary depending on the agreed upon assumption, whereas the 
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ASSUMPTIONS 
ABOUT 

IDEAL TEACHING 
. BEHAVIORS 

Figure 1. Schema: Bases of Residency Training 
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evaluation process would be dependent on both the assumptions 

and the delivery system. 

According to Rosenshine (1974, pp. 138-139), as stated 

previously, little progress has beê . made in the research studies 

dealing with teacher effectiveness. Medley and Mitzel (1963, 

pp. 79-81) suggested that teaching behaviors must be studied in 

the classroom. It can be noted then, that if teaching is to im

prove, teaching behaviors must be changed in the classroom 

setting. 

Over the past several years the State Board of Education, 

with its policy relating to the teacher intern program, mandated 

that a teacher intern program should be implemented in order to 

meet the professional improvement needs of the young developing 

professionals. 

By integrating the teacher intern program with the obser

vations made by Rosenshine, and Medley and Mitzel, teaching be

haviors could be studied and possible improvements in teaching 

could occur by using the classroom setting. 

Vital to this observation in the classroom setting is the 

implementation of the concept of formation evaluation (Scriven 

1974, p. 12). This concept would eventually assist in the prep

aration of the summative evaluation. 

Assumptions 

The following assumptions provided the basis for the 

program on which this study was based: 
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1. All behavior is lawful (Snygg 1959, p. 12). 

2. Behavior is completely determined by and pertinent to the 

phenomenological field of the behaver (Snygg 1959). 

3. Teaching behaviors are_observable. 

4. Individual intervention will be accompanied by teaching 

behavior changes. 

Limitations 

The following are recognized as limitations of this 

study: 

1. The sample size is limited by time and participating 

district. 

2. The participants in the study are volunteers. 

3. One cannot generalize the results of this study to a 

total body of teachers. Generalizations cannot be made 

even to a population of new teachers. 

4. Control of variables was not possible in an in-service 

program in the public schools. 

Definition of Terms 

1. Arizona Universities Internship Consortium: An advisory 

committee composed of representatives of the three state 

universities and representatives of the Arizona Education 

Association, Arizona Federation of Teachers, Arizona 

School Administrators, Inc., Arizona School Board Asso

ciation, and the Arizona Department of Education. 



Helping teacher: A certified staff member with three or 

more years experience in the profession and a minimum of 

two years in the district (Gose 1976, p. 13). 

Intern: A first- or.second-year certified staff member 

employed in an official position by the school district. 

Phenomenal field: Combs and Snygg (1949, p. 20) defined 

this as . . the entire universe, including himself, as 

it is experienced by the individual at the instant of 

actions." 

University representative: A faculty member of a teacher 

education institution who assumes responsibility for the 

intern program implementation and evaluation. 

Improvement in teaching behavior: Improvement as per

ceived by individual participants. 

Lawful behavior: Behavior that is completely determined 

by and pertinent to the phenomenological field (Snygg 

1959, p. 12). 



CHAPTER 2 

REVIEW OF THE LITERATURE 

In selecting areas of literature to be reviewed, three 

were determined to be essential in order to provide the neces

sary background for this study. These areas are: (1) phenom

enology, (2) teacher competence, and (3) teacher intern programs. 

The major emphasis of this study is based on the im

provement of professional performance. 

The phenomenological system of individual psychology has 

been selected in order to provide the theoretical framework for 

the helping approach used with the participants. Literature rel

evant to changes of attitude and behavior by individuals as 

viewed by phenomenology is reviewed in the first section of this 

chapter. Included are: (1) the basic postulates of the system, 

(2) the self-concept, (3) the role of the self-concept and its 

relationship to individual behavior, and (4) the helping 

relationship. 

The second area of literature to be reviewed relates to 

past attempts, historically, to identify the effectiveness of 

educators. 

In view of the fact that this study was based on a pilot 

intern program, the third section of this chapter reviews the 

12 
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literature relating to past or existing intern programs. The 

literature in this area is limited. In general, most intern pro

grams have been short-lived because of monetary reasons. 

Phenomenology 

Donald Snygg (1959, pp. 125) in The Phenomenological 

Problem devoted his chapter to "The Need for a Phenomenological 

System of Psychology." The basic postulates of the phenomenolog

ical system, according to Snygg (1959, pp. 12-13) were: 

1. All behavior is lawful or predictable. This is a 
necessary assumption of any system, since chance be
havior would be unpredictable. 

2. Behavior is completely determined by and pertinent 
to the phenomenological field of the behaving or
ganism. By phenomenological field ... is meant 
the universe, including himself, as experienced by 
the behaver at the moment of behaving. 

3. There is some relationship between the phenomeno
logical fields of different individuals. 

4. Greater precision of behavior is concomitant with 
greater differentiation of the phenomenological 
fields. Another characteristic of phenomenological 
fields is that they are fluid and shifting; their 
phenomena are continually reshaped and given new 
meanings by the character of the total 
configuration. 

5. The characteristics of the parts of the phenomeno
logical field are determined by the character of the 
field itself. More specifically, the direction and 
degree of differentiation are determined by the 
phenomenological needs of the behaver. The funda
mental need in phenomenological system appears to 
be the preservation of the organization and integ
rity of the phenomenological field and especially 
of that part of our tendency to remain unaware of, 
or to reject with motion, data inconsistent with 
our own beliefs. 
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6. Differentiation takes time; therefore the principal 
way to accelerate learning or change behavior is to 
arrange the situation so that the required differ
entiations are more readily acceptable or are 
unnecessary. 

Snygg (1959), and Combs, Avila, and Purkey (1971) viewed 

the advantages of the phenomenological system in the following 

manner: 

1. The prediction and control of individual behavior. 

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

planatory data. 

3. The view of immediate causation which permits the under

standing of behavior without the necessity of probing 

for historical causation. 

Self-Concept 

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

teraction and evaluation while others (Kelly 1962, Jersild 1965, 

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

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

unique to an individual. 

The theoretical point of view of phenomenology has also 

been called the personal, perceptual, or internal frame of 

reference. 

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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No one can ever observe a "real" self—his own or someone 

else's—directly. It can only be approached through the percep

tions of someone. An individual attempting to describe his own 

self can provide only an approximation of his "real" self; at any 

given time, only a part of the "real" self is "visible" to the 

individual. Another person attempting to describe someone else's 

self can only approximate the "real" self, for its very 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. Conceptual, the conception an individual has of his 

distinct characteristics. 

3. Attitudinal, the feelings an individual has about 

himself. 

The self is. both knower and known (Hamachek 1971 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). 

"The individual's self-concept consists not of a single 

perception of self; it consists of the persisting ways he sees 
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himself in the many life situations that he faces or might face 

(Perkins 1965, p. 450)." 

The perceptions an individual has about himself differ in 

important respects, according to Combs and Soper (1957, pp. 135-

136): 

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

or women, 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 nature of the self-concept and how it relates to the 

phenomenal environment and the phenomenal self is illustrated in 

Figure 2. . 

The phenomenal environment or perceptual field includes 

the phenomenal self and the self-concept and thus embraces 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 

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. 



PHENOMENAL 

PHENOMENAL 

SELF 

CONCEPT 

"A" 

SELF 

ENVIRONMENT 
("NOT SELF") 

Figure 2. The Phenomenal Environment, Phenomenal Self, 
Self-Concept 
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At the center of the phenomenal field is the self-concept 

(A). This central, most important aspect of the personality pro

vides 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 is an inference which makes it possible for us to 

deal with complex functions not directly observable. An indi

vidual then extracts from the phenomenal environment all concepts 

of self including those fundamental aspects of his phenomenal 

self 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. 

Role of the Self-Concept 
and Its Relationship to 
Individual Behavior 

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). 
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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) rationaliza

tion, (7) repression, (8) reaction formation, (9) displacement, 

(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 

mechanisms which are activated when threat is perceived by.the 

self diminish 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) noted that the availability of a helping 

person plays an important role in minimizing threat to the self 

and allows change to occur. 

The self is built almost completely on its relationship 

to others. Evidence shows that nothing resembling a self can be 

built without the 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 



20 

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 main

tenance and enhancement of his self-concept (Combs 1965 and Lecky 

1968). 

The Helping Relationship 

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 prob

lems arise when barriers impede the achievement of fulfillment. 

To help an individual overcome these barriers, it is necessary 

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

(see Figure 3). The individual has the necessary information 

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 
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A B 
(Goal) 

The person: striving 
toward fulfillment 

Barriers to 
fulfillment 

Self-fulfillment ex
pressed in more spe
cific and immediate 
goals 

Figure 3. Diagram of the Helping Problem 
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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 et al. (1969, pp. 10-18) the "self as instru

ment" concept of professional work was examined: It indicated 

that the professions of teaching, counseling, social work, pasto

ral care, nursing, and psychotherapy had one very common charac

teristic—that of spontaneous response to the client. Jackson 

(1965, pp. 10-13) has written about this aspect of teaching as 

the interactive phase. When the professional's immediate re

sponse to the client is most helpful, certain personal charac

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

effective helpers "tended to see themselves as more identified 

with others as having the capacity to meet the problems of life 

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 their 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 



23 

of internal security which makes it possible for persons 
who possess such views of self to behave with much more 
assurance, 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 them
selves to others as well. 

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 relation
ships I have a fascinating lifetime job ahead of me, 
stretching and developing my potentialities in the di
rection of growth. 

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

of the teacher is of prime importance (Gose 1976, p. 39). 

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 re

ported essentially positive views of self. The student teachers 

reported that they believed their supervisors viewed them more 

positively than they did themselves. The greatest congruence was 

noted between the student's self-perception and his judgment of 

his college supervisor's rating of him as a teacher. Of special 

interest is the fact that the supervisor spends much less time 

with the student than does his cooperating teacher. 
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Of the factors in the study associated with self-concept 

change in student teachers, Dumas (1969, p. 275) reported that 

successful 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 in the classroom tended to be 

associated with a positive change in the student teacher's 

self-perceptions. 

Walberg (1967, pp. 84-85) examined the structure of the 

self-concept in prospective teachers . He concluded that student 

teachers do not perceive themselves in the same sense 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 as being more interested in pupil-

centered learning activities (Gose 1976, p. 40). 

In summarizing the phenomenological system of individual 

psychology, it is implied that the self-concept is the central 

factor in determining behavior. Perceptions of self are observed 

to be long enduring, based in social interaction, and difficult 

to change. Facts which are inconsistent with the perceptions of 
* 

self are at times rejected with emotion. A review of the 
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literature has suggested that the change in an individual's per

ception of self might best be accomplished when the individual 

perceives himself as .being accepted and non-threatened. It would 

appear that a productive approach to a teacher intern program 

which would assist new teachers in changing their teaching behav

ior should be based on a helping relationship that is non-

threatening and enhance the intern's positive self-perception. 

Teacher Effectiveness 

In a speech in 1971, Donald M. Medley (1971, pp. 33-35) 

considered the problem of measuring teacher effectiveness from 

the point of view of an educational researcher. He examined two 

prevalent methodological approaches: evaluating the process and 

evaluating the product. The first approach involved the descrip

tion of a study which concluded that teachers rated high by su

pervisors and well-liked by pupils were not the teachers whose 

pupils showed the greatest gains and who judged themselves most 

effective. The second approach reviewed the problems of the re

liability and validity of tests and advocated giving up the idea 

of measuring teacher effectiveness in terms of pupil gains on 

tests.' The recent works of Flanders, Bellack, Smith, Hughes, and 

others concluded that the more dimensions of teacher behavior 

that can be measured and correlated with pupil gains, the more 

likely is the discovery of one dimension or more correlating with 

teacher effectiveness. 
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In chronologically reviewing the literature on teacher 

effectiveness, one encounters many interesting observations. 

In 1954, Joseph E. Morsh and Eleanor W. Wilder conducted 

a study of "Identifying the Effective Instructor," A Review of 

Quantitative Studies: 1900-1952. They concluded that the pre

dictors , traits and quantities assumed to be related to instruc

tor effectiveness, are intelligence, education, present 

professional information, and teacher examination scores . 

Robert S. Beecroft in 1955 studied the effectiveness of 

different training methods in school situations and reviewed 

studies on high school students, college students, and military 

personnel to observe the results of an objective investigation 

into the effectiveness of different training methods in school 

situations. The instructional aim was to inform the students of 

facts or principles in some subject matter. The review was pri

marily of the literature on training methods since 1940, and 

covered, among others, the utilization of instructional films, 

television, and discussion methods, and laboratory exercises. 

Also reviewed were discussions of various study techniques, pro

gram length, aptitude test results, repetition, testing, and re

view. It was found that over variegated subject matter there was 

no clear evidence of the superiority of one method of presenta

tion, and that effective instruction appears to depend largely on 

factors internal to the lesson, rather than on the method of pre

sentation. Repetition, precourse briefing of objectives and 
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summaries were among the factors which tended to produce effec

tive learning. Recommendations were made for research on the 

conduct of practical exercises and laboratory instructions, and 

also on the effect of conceptual and information type instruction 

on later performance in practical situations (Beecroft 1955). 

Donald Hoyt (1969) disclosed an evaluation experiment 

which attempted to discover the relationship between specific 

types of teacher behavior and success in teaching as shown by 

student progress in relation to defined objectives . Each student 

rated his progress in gaining factual knowledge, learning funda

mental principles, applying principles to practical problems, un

derstanding themselves, learning professional attitudes and 

behavior, developing skill in communication, discovering implica

tions of the course for personal and professional conduct, and 

developing greater cultural understanding and appreciation. Then 

58 items were used to evaluate teacher behavior and effective

ness, and chi-square analyses were performed on each item to de

termine significant differences between small, medium, and large 

classes. The findings indicated that at least 16 items appeared 

to be required in effective teaching, although they differed ac

cording to the size of class and type of objective. Broader ap

plication of this method of teacher evaluation is recommended, by 

making the materials and computer programs available to other 

institutions. 
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In a paper applying cost-effectiveness analytic tech

niques to decisions on teacher recruitment and retention, Henry 

Levin (1969), of the Stanford University Center for Research and 

Development in Teaching, discovered the following. The data were 

derived from the U. S. Office of Education's survey of equal op

portunity for the school year 1965-66. Evidence relating teacher 

characteristics to student achievement is combined with data on 

the costs of obtaining teachers with different characteristics . 

This evaluation suggested that recruiting and retaining teachers 

with higher verbal scores is five to 10 times as effective per 

dollar of teacher expenditure in raising achievement scores of 

students as the strategy of obtaining teachers with more experi

ence. Separate estimates were made for black and for white sixth 

graders in schools of the metropolitan north. 

The study of "Generality of Presenting Behavior in Teach

ing" by Jimmie C. Fortune (1975) was concerned with the identifi

cation and assessment of skills associated with teacher behaviors 

directed toward the presentation of content. The identification 

of the various skills was made through observation and isolation 

of teacher variations which result in student performance differ

ences on preconstructed criteria tests. The generality of teach

er behaviors was analyzed for different groups of learners, 

different packets of content, and a combination of these two, and 

an assessment study was made to ascertain the relationship of 

learner performances to supervisory ratings of participating 
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teachers. Adaptations of "Ryan's Classroom Observation Record" 

and the "Stanford Teacher Appraisal Guide of Teaching Competence" 

were used to gather the supervisory ratings data. The findings 

of the study imply generality over content packets across learner 

groups . The principal implication is that elementary teachers 

seem to present the same packet of content with similar success 

to different learner groups. No specific behavior was found to 

generally discriminate between extreme teachers, even though sev

eral common discriminating behaviors were found between any two 

of the three content areas. Positive correlations were found be

tween supervisory ratings and average student performance scores 

(Fortune 1975). 

To determine which common teaching problems cause the 

greatest concern or insecurity among prospective teachers, 445 

juniors (243 in 1962-63 and 205 in 1963-64) taking a secondary 

school methods course were asked to rank 12 major problems in the 

order in which they caused concern. The problems were compiled 

from these occurring frequently in textbooks on methods of teach

ing in high school. It was found that: (1) Students expressed 

the greatest concern over the problems of conducting the class 

session effectively, asking stimulating questions, supervising 

studies; (2) Other major problems in order of their ranking by 

the students were (a) motivating student learning, getting stu

dents to study and master their lessons, (b) teaching students to 

study, including helping them to read more effectively, remember 
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longer, and develop better work habits, (c) planning for teach

ing, such as planning courses, units of work and daily assign

ments, (d) adjusting instruction to slow, average, and fast 

learners, and (e) attaining and maintaining good classroom.dis

cipline; (3) A prospective teacher's major subject has little in

fluence on the inadequacies he feels toward the general problems 

of teaching; and (4) A course in methods of teaching can cause 

significant changes in a student's feelings of inadequacy toward 

some, but not all of the general teaching problems (Lueck 1965, 

pp. 29-37). 

The positive and negative factors that exist in the area 

of teacher evaluation were surveyed by Richard J. Harsh in Octo

ber 1970. The traditional aversions to evaluation which have 

created a negativistic environment of ambiguity and frustration 

in terms of educational improvement were discussed. The factors, 

processes, tenets, and characteristics of effective evaluation 

that have been developed in past and present educational research 

were enumerated. The paper presented specific criteria which 

would provide for a systematic progress that incorporates the 

positive aspects of evaluation by use of performance criteria and 

behavioral objectives. These criteria are seen as initiating a 

new trend in teacher role perception that offers more effective 

performance and measurement. Emphasis was placed on the differ

ential roles and styles of teaching that characterize the profes

sion today and greatly extend the parameters of the teaching 
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experience. The guidelines presented for a model for future 

evaluation emphasized teacher-student and teacher-administrator 

interaction and provided for increased utilization of individual 

skills, knowledge, and attitudes that result in a maximization of 

performance outcomes. By applying these principles through more 

precise systems of evaluation a more meaningful process of educa

tional accountability can be achieved (Harsh 1970). 

In view of past research, Barak Rosenshine (1974) in a 

study on Teacher Competency stated that there have been very few 

attempts to summarize the current state of our knowledge on 

teaching competencies. In this review, the correlational re

search on some 25 teaching competencies presented indicated that 

only nine of the 25 teaching variables were selected as the most 

promising for future research on the basis of results obtained to 

date. These nine most promising variables were selected from a 

review of the correlational literature. The nine variables are: 

1. Clarity of teacher's presentation 

2. Variety of teacher-initiated activities 

3 . Enthusiasm of teacher 

4. Teacher emphasis on learning and achievement 

5. Avoidance of extreme criticism 

6. Positive responses to students 

7. Student opportunity to learn criterion material 

8. Use of structuring comments by teacher 

9. Use of multiple levels of questions or cognitive 

discourse. 



Rosenshine (1974) indicated that the above list of most 

promising findings may at first appear to represent educational 

platitudes. Their value can be appreciated, however, only when 

they are compared to the variables which have not shown signifi

cant or consistent relationships with achievement to date. These 

variables are: 

Non-verbal approval 

Praise 

Teacher warmth 

Ratio of all indirect to all direct behaviors (1/D ratio) 

Number of different teacher behaviors (flexibility) 

Number of questions 

Questions classified into two levels 

Teacher talk 

Student talk 

Teacher experience 

Teacher attitude toward subject matter. 

Against these two lists, there is a much larger list of 

teacher competencies for which training is currently given. For 

most of these variables Rosenshine (1974) indicated that it has 

not been possible to locate more than one or two classroom-based 

studies. These variables include: 

1. Probing of student responses 

2. Selection of tasks to fit readiness level of pupils 

1. 

2 .  

3. 

4. 

5. 

6 .  

7. 

8 .  

9. 

10. 

11. 
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3. Motivating pupils' attending behaviors 

4. Establishing and maintaining rapport 

5. Providing feedback 

6. Conducting individual activities 

7. Presenting information 

8. Explaining subject matter 

9. Giving examples 

10. Using inductive strategies 

11. Using deductive strategies 

12. Pacing 
i 

13. Responding to student answers 

14. Preventing discipline problems 

15. Solving problems 

16. Giving homework 

17. Developing pupil self-concept 

18. Developing learning to learn skills 

19. Developing acceptance of responsibility 

20. Selecting instructional strategies 

21. Involving students in self-evaluation. 

The state of the arts according to Rosenshine (1974), is 

one indicating a lack of research. There simply do not exist 

enough studies about the relationship between teaching competen

cies and pupil achievement. 

In summarizing teacher effectiveness it is noted that the 

research attempting to identify behaviors and characteristics of 



effective educators presents somewhat conflicting evidence. It 

is also noted that those behaviors which are productive and ef

fective in certain situations might not be as effective in 

others . 

It would appear that there is a need for a systematic ap

proach to research on teacher effectiveness, including the devel

opment and testing of measurement instruments which would allow 

for cultural diversity and varying criteria. 

As Rosenshine (1974, p. 139) stated, "There have been in

sufficient studies to date. There needs to be more and improved 

research so that the promise of research in this area might have 

more direction for future study and be evaluated more 

adequately." 

Teacher Intern Programs 

Tanruther (1968, p. 7) indicated that 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 professional school curriculum, the apprenticeship was 

the primary means of preparing for a profession. 

Although a large number and variety of internships in 

teacher education were established after 1960, the concept of the 

internship has had a long history in American education (Gose 

1976, p. 18). 

During each historical period, social and economic con

ditions and teacher supply have had a definite effect on the 
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design and apparent effectiveness of internships in teacher edu

cation (Association for Supervision and Curriculum Development 

1968, p. 14). Many of the programs were designed because of the 

severe teacher shortage. 

Of the wide variety of programs established, most of them 

incorporated at least two common characteristics: the internship 

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

certificate and a degree, and the intern received a salary for 

services rendered. Many of the internships established during 

the period 1940-1967 received governmental financial aid or aid 

from private foundations . Some of these programs had as a primary 

objective the recruitment of liberal arts graduates with little 

or no undergraduate preparation in education rather than the im

provement of teacher effectiveness by providing additional, well-

integrated professional laboratory experience. 

By 1965 the need for program evaluation and modification 

was apparent. There was a lack of effective communication be

tween the sponsoring university and cooperating schools in exis

tence in many of the fifth-year and master of teacher programs. 

There also existed a lack of adequate financial support for this 

type of teacher education program as well as failure to design 

programs that could provide for a gradual induction into teaching 

that would indicate that the internship was an integral part of 

the total education program. The development of a unifying theo

ry of teacher education within which internships could be 
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evaluated and modified was needed. It is hoped that this histor

ical overview of the development of internships in teacher educa

tion 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 ones 

funded by outside agencies for specific periods of time. As soon 

as the funds were no longer available, the programs were termi

nated (Gose 1976, p. 19). 

A typical post-baccalaureate intern program would last 

for one or more years and would include considerable related 

course work. The intern would be supervised by master teachers 

under the guidance of professional university personnel. The in

tern' would also be paid and would qualify for a teaching creden

tial and would usually terminate the internship with a master's 

degree. The policy as established by the Arizona State Board of 

Education includes similar kinds of recommendations (Gose 1976). 

Five Intern Programs 

The literature indicates five intern programs which var

ied in their form and were somewhat unique. 

Temple University. Temple University had a three-

semester internship program. Those students who participated in 

the program were carefully screened liberal arts graduates with

out previous education courses . A six-week summer orientation 
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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 in

cluded two or three experienced teachers . The college supervisor 

visited weekly at the school and became the adviser to a team 

member called the master teacher. The college supervisor also 

conducted regularly scheduled seminars. Upon the successful com

pletion 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). 

University of Southern California. In the University of 

Southern California intern program, employment by a school dis

trict was a requirement for admission to the program. The intern 

candidate must have received a bachelor's degree in any disci

pline within two years prior to his application to the program. 

The summer preceding the intern's teaching assignment, the stu

dent registered for 10 units of work in school methods and cur

riculum, child development, the learning process, guidance, and 

directed teaching. .In the course of the following academic year, 

the intern enrolled in campus courses with emphasis on curriculum 

and methodology. These courses met on Saturday mornings. The 

summer following, eight units of audio-visual and directed teach

ing were completed. All units in the program were applicable 

toward the master's degree. 
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Evaluation was 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 intern's effectiveness. The ratings, so far, by 

the two groups were almost identical. However, the first-year 

project teacher underwent greater levels of anxiety than the non-

project participant and found his work and courses more physical

ly demanding (University of Southern California 1973). 

Stanford University. Stanford University's intern pro

gram accommodated 120 to 150 new participants each year. The 

aims of the program were to recruit outstanding candidates for 

high school teaching, to prepare them well, to launch them on 

their careers as successful teachers, and to follow their career 

progress and assist them in preparation for roles of leadership 

in education; 

The program serves as a vehicle of research and ex
perimentation with new concepts and procedures in teach
er 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 coopera
tion. The program also serves as a means of identifying 
and recruiting promising candidates for advanced gradu
ate degrees and careers of leadership in American educa
tion (Dwight Allen 1966, p. 296). 

The design of the program was a 12-month, continuously 

changing program which began in June. An intern, having a con

tinuous practice in teaching, had full responsibility for two 

classes during the entire academic year at one-third beginning 
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salary. He was provided the opportunity to participate in micro-

teaching during the summer quarter, followed by nine months of 

full internship. Each intern must have continually studied sci

entific and behavioral foundations of education, curriculum and 

instructional procedures, secondary education (curriculum, guid

ance, school organization, and administration), and relevant aca

demic innovations and procedures. There was continuous 

examination of classroom performance by a tutor-supervisor (mas

ter teacher) assigned to work with the intern for the entire 

period of the internship (Gose 1976, p. 22). 

A strong undergraduate major in the teaching field, a 

high level of academic competence, and a sound preparation in 

general education were required for this program. Stanford be

lieved that all of these factors were interrelated and that each 

reinforced the other. 

Tutor-supervisors, resident supervisors, senior profes

sors, students in the intern's classes, and the interns them

selves made assessments of the teaching performance. All of the 

evaluations were based on the "Stanford Teacher Competence Ap

praisal Guide," a guide that measured teaching effectiveness. 

Its major categories were aims, planning, performance, and evalu

ation. According to Dwight Allen (1966, pp. 296-300), it had 

acceptable validity, and satisfactory reliability. It could be 

used as an instrument of measurement; however, it was better used 

as a means of skill development and guidance. 
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Stanford's program involved total inquiry into the in

terns ' own behavior as well as that of peers and pupils . Con

tinuous research and experimentation at all levels contributed to 

the interns becoming innovators in their own classrooms. They 

examined and critiqued relevant studies as well as participate in 

investigations regarding their program. 

Mount St. Mary's College. Mount St. Mary's College had 

another interesting program. This program was established be

cause of an acute shortage of trained teachers of Spanish in Los 

Angeles. (Under California state law in the late sixties, Span

ish was a required subject in elementary schools.) At the same 

time, many Cuban refugees with good backgrounds could not find 

employment. The same situation prevailed later with regard to 

mathematics teachers and unemployed aerospace engineers. The 

college believed "that both the schools and the public would bene

fit from such a program. The intern program continues today in 

essentially the same format but in different instructional areas 

(Gose 1976, p. 23). 

St. Mary's provided course work and instruction, a par

tial tuition remission, and shared the salaries of coordinating 

supervisors and supervisory personnel. The Los Angeles School 

District provided a district coordinator and master teachers. 

The interns participated in pre-service course work, 10 

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

lowed each period. 

Even though the interns were under the full-time direc

tion of the master, they received seven-eighths salary. Full 

beginning teacher salary was paid during the last period when the 

intern had full teaching responsibility. Upon completion of the 

internship, 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). 

Arizona's Intern Program. In 1974, the Arizona State 

Board of Education wrote and approved the following policy; how

ever, the implementation date was left open. The eventual imple

mentation of the required intern program will have tremendous 

effect on every school district in Arizona. 

Policy Re Teacher Intern Policy 

The State Board, pursuant to ARS 12/102/20 issues a 
Temporary Certificate which is valid for two years and 
is non-renewable, designed to provide for the profes
sional improvement needs of the young developing pro
fessionals . During this two-year intern program, the 
teacher will have available the expertise of the dis
trict and the teacher training institution. 
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Successful completion of four semesters of an intern pro
gram will culminize in a district and university recommen
dation of a basic certificate. 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 in
struction ot concentrate on individual needs 

VII. Other instructional programs. 

Each teacher education institution is requested to sub
mit to the State Board of Education a two-year intern 
program for consideration and eventual approval by the 
State Board of Education (Arizona Consortium on Teacher 
Intern Policy 1974, n.p.). 

Following this mandate of the State Board of Education, 

the Arizona Board of Regents formed a consortium of representa

tives from the three state universities, representatives of the 

Arizona Education, the American Federation of Teachers, the Ari

zona School Administrators, Inc., the Arizona School Boards As

sociation, and the Arizona State Board of Education. In 

addition, a number of first and second year teachers participated 

in discussions. 

The Globe Public Schools approached the Consortium re

questing they be a test site for a pilot program in which the 

three universities would collaborate on a model delivery system 



for small towns or rural areas remote from the universities' cam

puses. This consortium project emphasized the professionaliza-

tion of the teacher and development of the two-year intern 

program for beginning teachers. 

Those interns who participated in the program were first 

and second year teachers. A pre-school workshop was conducted in 

order to familiarize the intern teachers with administrative pro

cedures and to assist them in the selection of a helping teacher. 

During the course of the year on a weekly basis the representa

tives of the three universities traveled to Globe in order to 

provide help and assistance to the intern teachers . The intern 

teacher, in the Globe program, is a fully paid teacher. He is 

assisted by a helping teacher, of his own selection, and a rep

resentative of one of the three major universities in the state. 

Advantages and Disadvantages 
of Intern Programs 

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

cated that those educators who have studied classroom teacher 

internships in depth have concluded that there are definite ad

vantages 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 insti

tutions have noted both favorable and unfavorable experiences 

with intern programs. Most interns believed a more intensive 

preparation prior to the internship was needed. This would 
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include a better orientation to the school system, the particular 

school, the 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 semi

nars believed the seminars were not sufficiently helpful in spe

cific teaching situations. 

Recruitment problems and coordination with the public 

schools were often difficult. Many of the intern master teachers 

or supervisors were ineffective as reported by the participating 

institutions. In most cases, the participating public schools 

tended to retain the good interns, making it necessary to con

tinuously find new available openings . 

The interns reported that the major advantages of the in

tern program indicated that the extended period of teaching time 

provided a better experience for initial beginners . Financial 

remuneration was also listed by interns as a major 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 that they believed that 

internships 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 this 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. x 

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 available literature on intern programs indicates 

that, regardless of the emphasis of direction taken, there are 

at least some general objectives which should be used as 
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guidelines . In a recent study of 32 internship programs in oper

ation, Klingele (1972, pp. 180-181) listed eight general objec

tives which would meet specific goals for an effective program in 

any institution: 

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 

laboratory experiences with formal course work 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. 
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8. A program must be cooperatively developed and adminis

tered. There must be increased coordination and effort 

on the part of both faculties (college and public school 

level). 

In summarizing the review of the literature on teacher 

intern programs it is noted that there have been past programs 

which were successful, but were discontinued because of a lack of 

funds. The literature also noted that there are presently in 

existence some intern programs which are producing positive 

results. 

It is to be noted also that there seems to exist a con

tinuing need to evaluate intern programs now in existence to de

termine the success of such programs as they relate to 

improvement of instruction. 



CHAPTER 3 

DESCRIPTION OF THE PROGRAM 

A policy approved by the Arizona State Board of Education 

has mandated a program of assessment and supervision for begin

ning teachers (Arizona Consortium on Teacher Intern Policy 1974). 

Following this mandate of the State Board of Education, the Ari

zona Board of Regents formed a consortium of representatives from 

the three state universities, representatives of the Arizona Educa

tion Association, the American Federation of Teachers, the Arizona 

School Administrators, Inc., the Arizona School Boards Associa

tion, and the Arizona State Board of Education. In addition, a 

number of first and second year teachers participated in discus

sions . The consortium was charged to increase the effectiveness 

and professionalism of beginning teachers through design of an 

internship program of the state. 

The reader's attention is referred to the Schema (Figure 

1) in Chapter 1 on page 8. This shows the interrelatedness of 

three basic aspects of in-service education with the increasingly 

important issue of governance at both the state and local levels . 

Basic to this schema is the commitment of the intern pro

gram to shared governance by all the stake holders in education. 
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The first parameter of governance is that set forth by the state. 

In the case of Arizona, the State Board of Education has mandated 

an "intern program" with its 1974 policy. On the local level, 

the school board, administrators, and teachers must be involved 

in planning and implementing a program designed to improve 

instruction. 

Within these two levels of governance, a three-faceted 

intern program would be developed. The bottom of the triangle 

allows selected assumptions to be agreed upon by each district 

and an institution of higher education. The delivery system 

might vary depending on the agreed upon assumptions, and the 

evaluation process would be dependent on both the assumptions 

and the delivery system. 

Guidelines 

After a semester of cooperative planning by helping 

teachers, intern teachers, and university representatives, the 

following guidelines were developed and submitted (Globe Project 

1975-1976, pp. 1-3): 

I. Selection, Training, and Assignment of Supervisors 

1. Helping educators will be selected on the basis 
of volunteering, administrator recommendation, 
peer recommendations, and administrative 
approval. 

2. Helping educators will be assigned to new teach
ers to provide information and assistance in the 
immediate survival skills and in "school 
administrivia." 



3. Help for specific instructional problems will 
be a process of mutual selection, initiated by 
the intern teacher and agreed upon by the ap
proved experienced teacher. 

4. All educators participating as supervisors and/ 
or helping personnel will have access to a 
training program designed to prepare them for 
the specific responsibilities they must assume. 
College credit will be offered for the training 
program. 

5. Supervisory and helping personnel will be se
lected as much for their ability to assist in 
the professional growth of an intern teacher 
as for their teaching competency. 

6. Released time will be provided whenever possible 
for educators who assisted intern teachers in 
proportion to the amount of additional responsi
bility assumed. 

Education and Supervision of Intern Teachers 

1. The program shall be conducted on site in Globe 
School District No. 1. 

2. Individual programs shall be developed coopera
tively by the intern teacher, educators who 
assist, and university teacher education 
personnel. 

3. Teachers, local administrators, and teacher edu
cation personnel shall work together as a team 
to provide the necessary supervision. 

4. Professional development of the intern teacher 
shall be considered a continuous process includ
ing assessment of progress and reevaluation of 
needs. 

5. Each intern teacher shall be eligible to receive 
three [3] hours of graduate credit for the com
pletion of each semester of approved education 
and supervision program. {Optional choice avail
able to participants as suggested by the Arizona 
Schoor'Foard Policy.] 
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6. The education and supervision program will focus 
on teaching competencies cooperatively identi
fied and selected to enhance the performance of 
the intern teacher. 

Ill. Process for Arriving at a Recommendation for the 
Basic Certificate 

[This process was simulated since the intern policy 
has not yet been implemented.] 

1. At any point during the two-year program, if un
satisfactory performance is identified, a special 
program of help shall be provided . 

2. Periodic statements of progress should be given 
by supervisory team [at least twice a semester] . 
If unsatisfactory performance during one semester 
is remedied the following semester, a satisfac
tory report will cover both semesters. 

3. Completion of the four semester resident teacher 
enrichment program and the recommendation for 
certification shall be cooperatively determined 
by the university and the local school district, 
each having one vote. 

4. Helping personnel [teachers] shall have input .into 
the decision but will not be the voting member for 
the district. 

5. Recommendation for the denial of the basic certi
ficate must be unanimous—a split vote results in 
recommendation for certification. 

6. The process of recommending for certification and 
employment will be approached separately. 

Program Rationale 

According to Combs, Avila, and Purkey (1971, pp. 210-212) 

the goal of helping processes is the production of more effective 

and satisfying relationships between the helpee and the world he 

lives in. This is brought about by a process of exploration and 

discovery of new meaning, a process also called learning.-
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The helping process usually deals with three aspects gov

erning learning. First, the conditions for confrontation must be 

brought into being. An atmosphere which makes exploration possi

ble needs to be established. Second, clients must be brought 

into dialogue with some new experience. This may be in the form 

of interaction with the helper, an encounter with some aspect of 

the outside world, or the acquisition of some new information 

through reading, talking, or other forms of communication. This 

is the information phase of the learning process. Third, the 

helpee must discover the personal meaning of his new information 

or experience for himself. This is the most crucial stage and 

the aspect in which helpers need to exert their greatest skill. 

Almost anyone is able to provide new information or experience. 

The special contribution of the professional helper, however, 

lies in his unique ability to deal with the first and third 

learning stages . In approaching this task, it appears that three 

general possibilities are open to him: authoritarian, laissez-

faire, and democratic. 

In an authoritarian relationship some individual is clear

ly in charge. The leader has almost total responsibility for 

what takes place—such as making the rules, applying rewards, and 

punishments, and generally determining what transpires. In its 

extreme form the leader is boss and is expected to know what is 

best for every individual. Followers are expected to do what 

they are told. 
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In a laissez-faire structure no one assumes responsibili

ty for leadership. Each individual "does his own thing." If 

there is a designated leader, he takes a "hands-off" attitude and 

contributes nothing but his own presence. 

The democratic relationship is characterized by mutual 

and developmental responsibility. Each individual is encouraged 

to participate in terms of his own talents and contributions . 

The leader offers guidance and understanding, and moves with the 

help and desire of each participant. This situation is charac

terized by mutual faith and trust, with all participants willing 

to allow others to make their own decisions and even, sometimes, 

to trust others to represent them by delegating authority to 

others . 

There have been many interesting studies conducted to as

certain the differential effects of these three types of organi

zation upon the behavior of participants . Lippitt and White 

(1952), for example, have found that groups operating under the 

authoritarian leadership were quite efficient in carrying out 

their tasks. When leaders left the group, however, group members 

became confused and at a loss as to what to do next. They had 

learned to rely completely on the leader for the answers to the 

problems. The permissive laissez-faire groups were poorest of 

the three types investigated. Group members were characterized 

by frustration, discontent, and boredom. They had no models to 

emulate and no quarter from which to receive help. As a 



consequence, such groups soon disintegrated with little or noth

ing accomplished. The democratic organizational structure seemed 

to be the most productive in these experiments. Participants be

came more involved and creative, and were generally more inter

ested and willing to take more active responsibility. 

Jack R. Gibb (1964) stated that people in the service 

professions often see themselves as primarily engaged in the job 

of helping others. Helping becomes both the personal style of 

life and the core activity that gives meaning and purpose to the 

life of the consultant, the therapist, the teacher, the lawyer— 

each is a helper. 

Gibb (1964) further stated that helping is a central so

cial process. The den mother, the committee chairman, the par

ent, the personal friend, the board member, the dance sponsor— 

each is a helper. 

Help, however, is not always helpful. It is possible 

that the recipient of the preferred help may not perceive it as 

useful. The offering might not lend to greater satisfaction or 

to better performance. Even less often does the helping process 

meet a more rigorous criterion—lead to continued growth on the 

part of the participants. 

Gibb (1964) continued by stating that a person may have 

varied motivations for offering help. He may wish to improve the 

performance of a subordinate, reduce his own guilt, obtain grati

tude, make someone happy, or give meaning to his own life. He 



may wish to demonstrate his superior skill or knowledge, induce 

indebtedness, control others, establish dependency, punish oth

ers, or simply meet a job description. These conscious or par

tially conscious motivations are so intermingled in the act of 

help that it-is impossible for either the helper or the recipient 

to sort them out. 

It appears at times that in certain cases the recipient 

of the help becomes more helpless and dependent, less able to 

make his own decisions or initiate his own actions, less self-

sufficient, more apathetic and passive, less willing to take 

risks, more concerned about propriety and conformity, and less 

creative and venturesome. It can also be noted that in some cir

cumstances following help the recipients become more creative, 

less dependent upon helpers, more willing to make risk decisions, 

more highly motivated to tackle tough problems, less concerned 

about conformity, and more effective at working independently or 

interdependently. Help may or may not lead to personal growth 

and organizational health. 

According to Gibb (1964), "help" is not always helpful— 

but it can be. Both the helper and the recipient can grow and 

learn when help is given in a relationship of trust, joint in

quiry, openness, and interdependence. Growth-centered helping 

processes lead to healthy groups and effective organizations. 

In establishing the helping relationship in the intern 

program it was decided that, according to past research, it would 
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be more productive to refer to the democratic organizational 

structure as outlined by Combs, Avila, and Purkey (1971, p. 211). 

It was anticipated that as long as a good helping teacher 

was working with an intern teacher a helping program would be es

tablished to assist the intern teacher. It was further antici

pated that this type of organization would automatically result 

in a relationship of trust, joint inquiry, openness, and 

interdependence. 

Sequence of Program Activities 

The following is the sequence of program activities taken 

at the Globe project: 

1. A pre-school workshop was held for all intern teachers. 

During the workshop the intern teachers were greeted by 

the new superintendent. The intern program was discussed. 

An orientation to the community of Globe, Arizona, fol

lowed . A presentation concerning the Apache Indian stu

dents attending Globe High School was made. The workshop 

concluded with an orientation of the respective buildings. 

It was during this time that building policies, forms, 

and calendars were discussed. Each intern teacher spent 

two and one-half days in the individual classrooms with 

or without the assistance of the helping teacher. 

2. It was the intent to assign a helping teacher to each in

tern teacher. 



3. There was one meeting with potential helping teachers . 

It was the purpose of this meeting to orient the helping 

teachers with their responsibilities . 

4. A visitation schedule was established by the university 

representatives. There were six university representa

tives . The intern teachers were divided among these six 

representatives—two representatives were assigned to the 

high school, one was assigned to the junior high/middle 

school, and three were assigned to the elementary schools. 

5. One day per week a university representative was in Globe 

for visitation, observation, and consultation with the 

interns and helping teachers . The visitation schedule 

was established primarily on the basis of the intern 

teacher request and identified need or needs . 

6. One general meeting of all intern teachers at all three 

levels was conducted with two additional meetings at the 

elementary level. At none of these meetings did any of 

the administrators of the district attend even though 

they were invited. 

7. Upon request of the high school department heads the uni

versity representatives assisted in the development of an 

observation system including a pre and post observation 

of intern teachers. 

8. One day was provided for each intern teacher to visit 

other classrooms within the Globe district or classrooms 



•in other districts. The intern teacher in consultation 

with the helping teacher, administrator, and the univer

sity representative selected a visitation site that made 

a maximum contribution to the improvement of his/her 

instruction. 

The teacher intern program has been dependent on the 

skills for giving help of the university representatives and the 

helping teachers in an unstructured setting. The university rep

resentatives endeavored to accept the responsibility for the 

classroom observations. 

The junior high/middle school was the only level that a 

definite time was established for meeting with the administra

tion. At the high school and elementary levels the meetings were 

held when the situation so demanded. 

At the conclusion of the activities of the year a Title 

IV proposal was written and accepted for continuance of the pro

gram for another year in order to validate its impact on the edu

cational process. 



CHAPTER 4 

RESEARCH PROCEDURES 

The focus of this dissertation was the study and evalua-
* 

tion of the Arizona Teacher Intern Program, Globe Project. Ac

cording to Gulick and Urwick (1937, p. 194), the study and 

evaluation of social phenomena is a three step process . 

1. Study and analysis of phenomena from which we may derive 

standard nomenclature, measureable elements, and rational 

concepts. 

2. Exploration and adaptation of an imaginative approach to 

the understanding and utilization of these social 

phenomena. 

3. Development of extensive scientific documentation based 

upon these analyses . 

Scriven (1974, p. 2) has entitled the first two steps as 

the process of formative evaluation and the third step as summa-

tive evaluation or evaluation of the final product. 

The formative evaluation seeks relationship among the 

phenomena observed, provides data for reorganizing and improving 

the program being studied, and establishes categories, hypotheses, 

and research procedures for empirical verficiation. 

59 
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These two phases of the total evaluation process are not 

independent and alternative processes of scientific study; they 

are mutually dependent phases of investigation, and one cannot be 

separated from the other without impairing the value of both. 

The formative evaluation must take place prior to the summative 

evaluation being possible. 

The Formative Evaluation 

The Globe Project was in the stage of development where 

the formative evaluation was the essential and appropriate evalu

ation for the moment with the summative evaluation yet to be com

pleted during 1977-78. 

Procedures must be congruent with principles and pur

poses . Research and evaluation techniques employed without such 

understanding are mere tinkering. Applied to the manipulation of 

things, the price of such fortutious approaches to problems may 

sometimes be justified; applied to human beings it is certainly 

unacceptable (Combs, flvila, and Purkey 1971, p. 273). 

The specific components of formative evaluation as out

lined by HampdenrTurner (1970, pp. 4-5) are: 

1. Relational facts not objective facts—while there are 

non-predictive theories such as the "Theory of Evolu

tion," it is widely felt that the capacity to predict and 

control the outcome of studies is a measure of how "sci

entific" an investigation is. Prediction is the basis of 

the hypothetic-deductive method. A theory or proposition 
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is tested by deducing that in those conditions covered by 

the proposition the predicted events will occur. In a 

controlled experiment the conditions can be created and 

varied systematically, thereby testing the range of the 

proposition, filling in the theory like a tapestry and 

adapting the objects of interest to the progressive logic 

of the calculations, instead of waiting perhaps for years 

for the natural combination of events . 

Hampden-Turner (1970) further explained that when the 

"objects of interest" become the human subjects of experi

mental social science the relationship between the inves

tigator and his universe appears rather one-sided. The 

requirement that the conditions of the experiment be 

carefully controlled so that they can be replicated or 

systematically varied places the experimental subjects in 

an environment entirely of the experimenter's choosing 

and where he can unilaterally control nearly all the 

variables. While the subject retains the capacity to 

confirm or to disconfirm the experimental hypothesis, 

this "feedback mechanism" is totally inadequate as judged 

by the customary social norms. What constitutes confir

mation or disconformation of the hypothesis is not usu

ally arrived at by mutual consent so that the "object" is 

"reacting" within the theoretical framework of which 

there may be little understanding "and which is 
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nine-tenths fixed in advance by the unilaterial fiat of 

the investigator. 

The exploring capacity—of concern is the knowledge that 

could not possibly emerge from such procedures . One can 

only get answers to those questions that he is asking. 

Questions about relationships of trust, equality, and 

dialogue between the investigator and his subject are not 

being asked, since they run counter to current concep

tions of good methodology. Power over people in a lab

oratory can only lead (if it leads anywhere) to a 

technology of behavior control. The results which flow 

from the unilateral inputs of the experimenter are only 

applicable to those exercising unilaterial inputs in cul

ture itself. If, on the other hand, men have the capac

ity to explore freely knowledge and support in ways that 

enrich their respective personalities, then the highly 

controlled experiment is not going to uncover this 

process . 

Hampden-Turner (1970, p. 5) believed that the mys

tique in which social science tries to envelop itself is 

actually a sign of failure. It is regarded as one of 

those false shirt fronts liable at any moment to roll up 

under the wearer's chin. There exists a need to question 

whether a science about human beings should be incompre

hensible to human beings, for it seems unlikely that an 
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incomprehensible social science can help human beings to 

heal, nurture, and enlighten one another. This being so, 

a "pure" social science, remote from lay understanding, 

will continue in its failure to uncover the growth in

herent in giving and receiving such understanding, and it 

will be regarded still as "merely applied" to the work 

that is done with real human beings . Degrees of abstrac

tion, reification, and deadness have become the status 

symbols of those who study living humanity—an extraor

dinary state of affairs. 

3. Value full investigation—not value free—another reason 

for the pecking order among scientists is that the more 

physical and less humane the investigation, the more pre

cise, invariable, deplicable, and hence "scientific" the 

predicted results will tend to be. There are two ways in 

which a social scientist can increase the precision and 

invariability of his results . The first is to so com

pletely control the experimental subject that the possi

bilities of alternative action are reduced. Hence a 

hungry pigeon in a cage will peck at corn with a high de

gree of invariability since he cannot get out and the al

ternative is starvation. The dogs constrained in harness 

in Pavlov's experiments with meat powder periodically 

blasted into their mouths had to salivate or choke. An

other way to increase precision is to study the least 
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conscious, value free, or salient activities in the lives 

of subjects, e.g., the eye blinks of beagle puppies or 

the unreflective purchase of detergents by housewives. 

Human skills, as Arthur Xoestler (1964, p. 38f) has 

observed, are consciously learned but later become "fixed 

sub-assemblies." We drive a car automatically while 

thinking about our next appointment, although driving ab

sorbed our total attention at first. What human beings 

regard as important and salient in their lives are their 

novel and non-repetitive activities, but what gives so

cial investigators the feeling of being scientists is 

their precise and invariable patterns of behavior 

(Hampden-Turner 1970, pp. 8-9). 

4. The synthesizing capacity--when man searches he may be 

looking for something to link, two or more information 

matrices and so create a systematic body of thought. 

Successful exploration can expand man's synthesizing and 

his experiential capacities. This expanded consciousness 

can in turn guide further exploration. ""-Synthesis* is more 

than the combination of parts; it can produce a totally 

new entity. 

Hampden-Turner (1970, p. 12) stated that the habit of 

scientific analysis has led social investigators into the 

so called "Humpty Dumpty dilemma." Humpty Dumpty not 

only labeled social reality unilaterally and arbitrarily, 
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"the question is . . . which is to be master—that's 

all," he finished up in thousands of fragments which no 

one could put together again. Social science takes the 

human mold and breaks it into parts—and of course the 

parts can have nothing to say about this because only a 

whole can talk back—but then the attempted resynthesis 

fails, and the same problem remains as "all the king's 

horses and all the king's men." 

He continued by stating that what social science has 

done is banish human purpose from its universe of dis

course. Purpose and process are destroyed in analysis, 

and a mathematical combination of the parts cannot bring 

them back. Today a social scientist who uses human pur

pose as an organizing entity will likely be accused of 

"vitalism," "anthropomorphic subjectivism" and "normative 

thinking," only a few of the epithets in the arsenal. 

Hence while life processes continue to face forward 

toward greater complexity, variety, and higher synthesis, 

the vast majority of social scientists continue to face 

backward, searching for the causes of present behavior in 

a myriad of separate incidents, group affiliations, eco

nomic conditions, and occupational roles. 

By studying relational facts not obj ective facts, the ex

ploring capacity, and value full investigation—not value free 

will lead to the synthesizing capacity. The development of any 



66 

project has to first result in the opportunity to synthesize all 

that has been learned in order to prepare for the summative 

evaluation. 

Formative Evaluation Procedures 

The concept for formative evaluation was implemented for 

studying and evaluating the Globe Project. The following methods 

were employed for gathering the data: 

1. A written questionnaire was distributed at the completion 

of the spring semester. Each participant in the program 

was given the opportunity to respond to the program via 

this questionnaire (Appendix A). 

2. Personal interviews were conducted by a university repre

sentative . Each participant in the program was provided 

the opportunity to orally express his impression of the 

Arizona Teacher Intern Program (Appendix B). 

3. A four-day workshop, involving complete analysis of the 

year's program with projections for the next year's pro

gram, was conducted. Those attending were selected in

tern teachers, helping teachers, and administrators, 

along with the university representatives . The adminis

trators, however, only attended one of the four sessions. 

The workshop was in session for a total of 22 hours. 



The organization of the workshop included: . 

May 13—this meeting was designed to elicit the major 

questions and concerns to be answered. The participants from all 

three levels, the elementary, junior high/middle school, and the 

high school, worked together in a brainstorming session. It was 

during this time that the workshop was outlined and priorities 

were established. 

May 14—the high school, junior high/middle school, and 

elementary school participants worked separately to endeavor to 

arrive at possible solutions and answers to the questions of the 

previous session. 

May 19—this meeting focused on the sharing and resolu

tion of major differences. The three levels worked jointly. It 

was decided that there were circumstances unique at each level. 

It was also concluded that because of the existing levels, ele

mentary, junior high/middle school, and high school, not all 

solutions would be adequate. 

May 20—this meeting was devoted and based on the resolu

tions arrived at in the previous meeting. During this session 

the next year's program blueprint was drawn and plans were out

lined for the implementation of the continuing program. 

In this formative evaluation phase of the Globe Project 

there was a definite problem in gathering data. Because the 

Globe School District was unwilling to make the participation in 

the program a condition of employment, the participation was 



entirely on a voluntary basis . fln intern teacher may have been 

involved in all, some, or none of the data gathering procedures, 



CHAPTER 5 

PRESENTATION OF DATA 

It was the purpose of this study to examine perceived 

changes in teaching behavior when intern teachers participated 

in a teacher intern program. 

The data concerning the individual participant's percep

tions as to the effectiveness of the program and recommendations 

for modifications to the program will be reported relative to the 

questions derived from the statement of the problem. 

The data will be presented using the responses to the 

personal interviews, written questionnaire, and the four-day 

workshop summaries as they apply to the specific questions. 

Because of the voluntary nature of the study, not all 

participants responded nor participated in each phase of the data 

gathering. Therefore, the totals may differ for each question. 

The totals may even be different for the different categories 

within each question. It is to be noted that substantiation or 

denial will come from the cumulative data gathered. 

1. Will an intern teacher perceive himself as more competent 

because of his participation in the intern program? 

69 
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Using the personal interview, 67% of those responding 

could see something that the program had contributed to specific 

competencies in the areas of-: (1) better classroom organization 

and control, (2) improved planning, (3) use of new materials, 

(4) greater variety of teaching approaches, and (5) more class

room structure. 

Utilizing the written questionnaire, 62% of those re

sponding stated that because of the intern program they felt that 

they were more competent in dealing with the classroom situation. 

The data from the personal interview and the written 

questionnaire seem to substantiate each other with more than 60% 

of those responding indicating that they perceived themselves as 

more competent because of participation in the intern program. 

2. Will the helping teacher be able to identify improvement 

in the teaching behavior of the intern teacher as a re

sult of the intern program? 

Seventy-eight percent of the interns responding to the 

personal interview could identify their helping teacher; 22% 

could not identify who the helping teacher was. 

One hundred percent of the helping teachers identified 

reported that the intern teacher had listed a specific area of 

concern on which to work. 

Fourteen percent of the helping teachers identified 

claimed that they could identify a specific improvement in the 
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teaching behavior of the intern teacher as a result of the pro

gram. The opportunity for visitations was extremely limited; 

therefore, 86% of the helping teachers identified could not sub

stantiate any specific improvement. 

3. Will the university representative be able to identify 

improvement in the teaching behavior of the intern teach

er as a result of the intern program? 

Using the personal interview, the university representa

tives reported that 67% of the intern teachers evidenced specific 

improvement in the teaching behavior as a result of the program. 

The intern teacher and the university representative did 

identify specific areas of concern from Rosenshine's (1974) nine 

variables as listed in Chapter 2. A specific program for im

provement including periodic observations was outlined by the in

tern teacher and the university representative. 

The university representative, unlike the helping teacher, 

had the opportunity to observe the pre and post classroom behav

ior of the intern teacher and to meet regularly with him. 

4. Will the intern teacher report the intern program as 

helpful to the improvement of his professional 

performance? 

Utilizing the personal interview, 89% of the intern teach

ers responding reported that the intern program was helpful in 

some way to the improvement of professional performance. Of these 
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89%, 94% stated that the pre-school workshop was helpful. One 

hundred percent of the intern teachers who visited another school 

reported that this was helpful. 

The percentages used in reporting these data are of those 

who responded to the written questionnaire and not the total in

tern teacher population. 

Fifteen percent of the intern teachers responding re

ported that the pre-school workshop was of great value; 54% 

reported that it was of some value; 8% reported that it was of 

little or no value; 23% reported that they did not participate in 

this part of the program. 

Fifty-four percent of the intern teachers responding re

ported that they had visited another school. Of the 54%, 100% 

indicated that the day of visitation in a classroom in another 

school system was of great value. Forty-six percent of the in

terns responding reported that they did not participate in this 

part of the program. 

The data from the personal interview and the written 

questionnaire seem to substantiate each other with approximately 

85% of those responding indicating that the intern program was 

helpful for the improvement of his professional performance. 

5. Will the intern teacher perceive the assistance of the 

helping teacher as beneficial? 



73 

Sixty-one percent of those responding to the personal in

terview reported that the assistance of a helping teacher was 

beneficial. However, it was lamented that because of insuffi

cient observations and released time there were not enough oppor

tunities for the intern teacher to work directly with the helping 

teacher. 

Out of those interviewed, 100% reported that the pre

school workshop provided an opportunity for the helping teacher 

to render assistance. 

Seventy-five percent of those responding reported that 

the helping teacher assisted primarily in terms of classroom man

agement, discipline, and organization. 

Twenty-five percent of those responding reported that the 

helping teacher provided teaching materials and other resources 

to assist in the teaching of specific subject matter. 

The percentages used in reporting these data are of those 

who responded to the written questionnaire and not the total in

tern teacher population. 

Nineteen percent of the intern teachers responding re

ported that the visitation and/or conferences with the Globe 

helping teachers were of great value; 36% reported that they were 

of some value; 27% reported that they were of little or no value; 

and 18% reported that they did not participate in this part of 

the program. 
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The data from the personal interview and the written 

questionnaire seem to substantiate each other with between 55% 

and 61% of those responding indicating that the assistance of a 

helping teacher was beneficial. 

6. Will the intern teacher perceive the assistance of a uni

versity representative as helpful? 

A total of 83% of those interviewed reported the assis

tance of a university representative as helpful in some way. Of 

those 83%, 87% indicated that the university representative was 

someone with whom they could talk who was detached from the sys

tem and this interaction proved to be a non-threatening oppor

tunity for catharsis. 

Of the 83% interviewed, 39% indicated that they had re

ceived specific help with resource materials, books, etc. 

Of the 83% interviewed, 28% indicated that they had re

ceived specific suggestions for teaching behavior in the class

room relating to classroom management, discipline, and student 

rapport which related directly to individual situations . 

On the written questionnaire, 31% of the intern teachers 

responding reported that the visitation and conferences between 

the intern teacher and the university representative were of 

great value; 54% reported that they were of some value; 15% re

ported that they were of little or no value; and 100% reported 

that they had participated in this part of the program. 
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Fifty-eight percent of those responding reported that the 

number of visits by the university representative were about 

right; 17% reported that they were too numerous; and 25% reported 

that there were too few. 

Fifty percent of those responding reported that the num

ber of conferences between the university representative and the 

intern teacher were about right; 10% reported that they were too 

numerous; and 30% reported that there were too few. 

The data from the personal interview and the written 

questionnaire again seem to substantiate each other with more 

than 80% of those responding indicating that the assistance of a 

university representative was helpful. 

7. Will a participant perceive the program organization of 

the intern program as being efficient? 

Of the intern teachers, helping teachers, and university 

representative interviewed, none reported the organization of the 

intern program as being efficient. 

The following questions and concerns were raised at the 

commencement of the four-day workshop with the indicated answers 

and responses as an outcome of the workshop. 

Q.l. What is the definition of a "new" teacher? 

A "new" teacher is anyone entering the Globe system for 

the first time. At the high school level it was concluded that 
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the "new" teacher would participate in the program for one year. 

Second year participation would be required only for those who 

were new to the profession. At the elementary and junior high/ 

middle school level it was concluded that upon completion of the 

pre-school workshop and the first six weeks of school, those with 

more than two years teaching experience would continue in the 

program by choice. However, those who were new to the profession 

would be required to participate in the total program. 

Q.2. Is the participation of new teachers compulsory for 

the pilot study? 

Yes, the participation of new teachers will be a condi

tion of employment. 

Q.3. What will be the format of the pre-school workshop? 

The pre-school workshop will include the following: 

(a) greeting by the superintendent, (b) an orientation to the 

city of Globe by the mayor, (c) a bus tour of the Globe area, 

(d) presentation of the calendar for the intern program, (e) 

building level orientation program for "administrivia," (f) one-

half day orientation for classroom management, organization, and 

discipline policy for each school, (g) two afternoons in indi

vidual classrooms working with the helping teacher. 

Q..4. Can a program be organized in such a way that 

structure exists and at the same time meet the individual needs 

of the new teacher? 
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The basic structure for such a program will be based on 

the following sequence: 

a. Orientation. This would include school policies, forms, 

administrivia, etc. It is possible that this phase would 

take two or three weeks, or more, depending on the indi

vidual teacher. 

b. Classroom organization, management, and discipline. It 

is possible that this phase would take two or three weeks, 

or more. It is possible that this phase could take as 

much as two years depending on the individual teacher. 

c. Improvement of instruction. The use of the nine vari

ables as outlined by Rosenshine (1974) in Chapter 2 would 

be the initial step for the identification of an area of 

concern. 

The helping teacher will be trained in order to efficient

ly assist the new teacher. 

Q.5. What are some ways to handle management and control 

problems of the intern program? 

It was decided by the participants of the workshop that 

there existed a need to establish a steering committee in order 

to expedite the management and control of the intern program. 

The official title of the committee is the Globe Consortium Com

mittee. The following organization and guidelines were 

established: 
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I. Function of the Committee 

A. Represents all levels of personnel involved in the 

proj ect. 

1. Seeks ideas and opinions from the total faculty. 

2. Shares the overview of the process of the project 

with peers. 

B. Decides—it becomes the major decision making body. 

Recommends procedures and needs. 

C. Manages—coordinates activities and resources avail

able and sees that timelines are met. 

II. Chairperson as leader 

A. Good rapport with staff, i.e., teachers and 

administrators. 

B. Presides over meetings. 

C. Initiates and monitors all activities of the 

committee. 

III. Representatives 

A. Three helping teachers—one elementary, one junior 

high/middle school, and one high school. 

B. Three new teachers—one elementary, one junior high/ 

middle school, and one high school. 

C. One administrator. 

D. One superintendent—ex officio. 

E. One university representative—ex officio. 
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F. One alternate for each helping teacher and intern 

teacher who will attend the committee meetings in the 

absence of the helping or intern teacher. 

Q.6. Does a helping teacher volunteer or are they 

assigned? 

A helping teacher is a volunteer. However, an outstand

ing teacher may be asked to participate in the program. The 

principal is an active participant in the selection of helping 

teachers. 

Q.7. When will the helping teacher and the intern teach

er get together? What time arrangements can be scheduled? 

As part of the calendar, a periodic meeting will be es

tablished in which the helping teacher, intern teacher, and the 

university representative will be together on a conference basis. 

Q. 8. Will the helping teacher have his teaching dis

rupted to assist an intern teacher? 

The university representatives, principals, assistant 

principals, and substitute teachers will provide the opportunity 

for the helping teacher to assist the intern teacher by assuming, 

on a substitute basis, the teaching responsibilities of the help

ing teacher. 

Q. 9. Is this on a one-to-one basis? For "administrivia," 

might it be one-to-five? If it is a curriculum matter, more than 

a one-to-one might give broader perspective. 
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Assistance for administrivia will be provided on more 

than a one-to-one basis . If it is a curriculum or improvement of 

instruction matter, more than a one-to-one would most likely of

fer a broader perspective. However, individual matteris will be 

on a one-to-one basis . 

Q.10. What delivery system approach is most effective 

and desired? 

In the development of the intern program, the last one-

half of the first year was devoted to group workshops. Teachers 

at all levels, K-12 met together to identify existing problems. 

Following this initial meeting there were weekly workshops for 

the teachers to meet jointly K-12. At the conclusion of the 

weekly workshops, a general workshop was conducted to summarize, 

conclude, and make specific suggestions for improvement. (In 

spite of the fact that there existed an opportunity to identify 

problems, it was concluded that individual teacher needs were not 

met.) 

During the second year of the intern program, it was es

tablished that the university representatives and the helping 

teachers would work with the individual teachers at each level. 

This approach also proved to be ineffective because of duplicat

ing efforts which resulted in wasted time. It also resulted in 

a loss of mutual support among the intern teachers. The intern 

teachers stated that they did not meet together and thus were 
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unable to interact with each other. They felt that small group 

meetings of intern teachers would be of great value. 

As a result of the workshop, it was resolved that the 

best approach would be a combination of the workshop approach and 

the individual approach; group work would be conducted with those 

having common backgrounds and concerns; individual programs would 

be established; and an opportunity would be provided for the in

tern teachers to work together in small groups. 

Q. 11. What types of data gathering instruments should be 

used? What should be the criteria for their selection? 

Criteria for data gathering instruments would vary with 

the focus and purpose of the visitation. Rosenshine's (1974) 

nine variables (see Chapter 2) would be the focus for observation 

and improvement of instruction. For- example: 

Variable 1, clarity of teachers' presentation would be 

observed by use of a pupil feedback questionnaire. 

Variable 2, variety of teacher initiated activities would 

be observed by use of a personal interview, and a teacher-kept 

daily log. 

Variable 3, enthusiasm of the teacher would be observed 

by use of a pupil feedback questionnaire. 

Variable 4, teacher emphasis on learning and achievement 

would be observed by the use of a pupil feedback questionnaire 

and an audio-tape analysis of a class session using a modifica

tion of Flander's Interaction Analysis. 
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Variable 5, avoidance of extreme criticism would be ob

served by use of a classroom observation by the university repre

sentative or the helping teacher and an audio-tape analysis of 

the class session using a modification of Flander's Interaction 

Analysis. 

Variable 6, positive responses to pupils would be ob

served by use of a classroom observation by the university rep

resentative or the helping teacher, an audio-tape analysis of 

the class sessiong using a modification of Flander's Interaction 

Analysis, and by a pupil feedback questionnaire. 

Variable 7, pupil opportunity to learn criterion material 

would be observed by use of a pupil feedback questionnaire, a 

personal interview, and a teacher-kept daily, log. 

Variable 8, use of structuring comments by the teacher 

would be observed by the use of a classroom observation by the 

university representative or the helping teacher and an audio

tape analysis of the class session using a modification of 

Flander's Interaction Analysis. 

Variable 9, use of multiple levels of questions or cogni

tive discourse would be observed by use of a classroom observa

tion by the university representative or the helping teacher and 

an audio-tape analysis of the class session using a modification 

of Flander's Interaction Analysis. 

Instruments for observing classroom management, organiza

tion, and discipline are still at the developmental stage. 



Q.12. Can the school calendar be known in advance? Can 

dates for the intern teacher program be included, particularly 

in-service days? 

The calendar dealing only with the activities of the in

tern program will be presented at the pre-school workshop with 

specific activities and dates listed. It is noted that there 

exists a need for careful coordination of this calendar with the 

regular school calendar. 

Q.13. How can "in-district" expertise be surveyed, in

ventoried, and known? 

The building representative will be responsible for sur

veying and inventorying the expertise on an "in-district" basis. 



CHAPTER 6 

SUMMARY AND CONCLUSIONS 

The purpose of this study has been to examine perceived 

changes in teaching behavior when intern teachers participate in 

a teacher intern program. 

In providing direction for the study, seven questions de

rived from the statement of the problem were established. 

1. Will an intern teacher perceive himself as more competent 

because of his participation in the intern program? 

According to the data' gathered by use of a personal in

terview and a written questionnaire, the majority of the intern 

teachers perceived themselves as more competent because of the 

intern program. The teachers indicated that they had developed 

better classroom organization and control, improved planning, 

more efficient use of new materials, implementation of a greater 

variety of' teaching approaches, and more classroom structure. 

2. Will the helping teacher be able to identify improvement 

in the teaching behavior of the intern teacher as a re

sult of the intern program? 

84 
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According to the acquired data from the personal inter

view, only a few helping teachers could identify an improvement 

in the teaching behavior of the intern teacher as a result of the 

program. The helping teachers were able to visit only on an ex

tremely limited basis because of insufficient released time, how

ever. Therefore, specific data were not collected and analyzed. 

Of those who assisted as helping teachers, a majority in

dicated that they felt there had been improvement in the teaching 

behavior of the intern teacher as a result of the intern program 

even though their personal observations could not be 

substantiated. 

3. Will the university representative be able to identify 

improvement in the teaching behavior of the intern teach

er as a result of the intern program? 

According to the data acquired by use of the personal in

terview, the university representative reported that a majority 

of the intern teachers showed specific improvement in the teach

ing behavior as a result of the intern program. 

4. Will the intern teacher report the intern program as 

helpful to the improvement of his professional 

performance? 

By use of the personal interview and the written ques

tionnaire, the majority of the intern teachers reported that the 
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intern program was helpful to the improvement of professional 

performance. 

The majority felt that the pre-school workshop was the 

most helpful in assisting in the improvement of professional 

performance. 

A majority also felt that the day of visitation to a 

classroom in another school system was of great value. 

5. Will the intern teacher perceive the assistance of the 

helping teacher as beneficial? 

According to the data gathered by use of the personal in

terview and the written questionnaire, a majority of the intern 

teachers perceived the assistance of the helping teacher as bene

ficial. It was lamented, however, that because of inadequate re

leased time there were insufficient observation and opportunities 

for the intern teacher to work closely and directly with the 

helping teacher. 

6. Will the intern teacher perceive the assistance of a uni

versity representative as helpful? 

By use of the personal interview and the written ques

tionnaire the majority indicated the assistance of a university 

representative as helpful. 

The majority of the intern teachers indicated that the 

university representative was someone with whom they could talk 
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in a non-threatening situation in which assistance was offered as 

requested. 

7. Will a participant perceive the program organization of 

the intern program as being efficient? 

According to the data gathered from the personal inter

view and the workshop held at the conclusion of the year, none of 

the participants reported that the organization was efficient. 

During the course of the workshop, as indicated in Chap

ter 5, many concerns and questions were resolved in order to fa

cilitate better and more efficient program organization for 

future use. 

The Globe Project 

During the past year the writer has worked closely with 

the Globe Project. As a result of "living with this project" he 

has perceived areas which he believes are essential for the fu

ture development of the program. These are individual perceptions, 

based on the writer's experiences, but not directly related to the 

questions derived from the statement of the problem. 

1. In-service programs for new teachers at Globe need both 

sequence and structure to be successful. The following 

sequence for delivery of essential help to new teachers 

appears feasible: 
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a. "administrivia"—forms, dates, school policies 

b. survival skills-curriculum and discipline 

c. improvement of instruction. 

An intern teacher will traverse this sequence at his own 

pace—one may be working on (c) in just six weeks, an

other might spend over a year on (a) and (b). 

2. A helping teacher and an intern teacher when asked to 

work together in the improvement of instruction phase 

appeared to be frustrated and threatened. They seemed to 

lack the confidence that is needed for the implementation 

of such a task. 

3. The helping program needs to be delicately balanced in 

such a way as to meet the needs of the intern teachers as 

a group, while also, in a unique way, fulfilling the in

dividual needs of those participating in the group. 

4. In the development of any program it is absolutely essen

tial that a formative evaluation continue in order to 

provide improvement and implementation of concerns so 

that the summative evaluation might not prematurely be 

concluded and thus inhibit the eventual validation of the 

program. 

The Arizona Intern Consortium 

Having worked with the Arizona Intern Consortium during 

the past year and one-halfs the writer has perceived the 
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following areas as essential for the future development of intern 

programs: 

1. A consortium approach—the involvement of all the stake

holders—is not only an effective and efficient method of 

planning but results in a bonus of good feelings among 

the various professional groups. 

2. To fulfill the obligations of the institution of higher 

education, there seems to exist a need to develop "educa

tional county agents." These educators will be employed 

by the universities and will represent the universities 

in the intern programs. They will, however, be stationed 

in county seats. The wide expanses of Arizona seem to 

make this geographical reassignment essential. 

3. The potential of an intern program is great. Those who 

have participated in the development and the pilot test

ing of the program observe that there must be cooperation 

among the educational organizations, a willingness of 

local school districts to experiment—to try something 

new, and most of all the commitment and enthusiasm of 

helping and beginning teachers. 

The Summative Evaluation 

What has been reported in this study', the formative, eval

uation process, certainly leads to a summative evaluation which 

will occur during the 1977-78 academic year at Globe, Arizona. 
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For over a year the planning and development of a model 

program has proceeded. The model program is now ready to be 

validated. Recently the Arizona State Board of Education ap

proved the funding of a Title IV proposal in order that this 

validation could proceed. 

Analyses of the evaluation data, basically, will be to 

discover whether intern teachers make measurable or observable 

changes in teaching behavior when participating in an intern pro

gram and whether they have positive attitudes toward the intern 

program. 

The next step of the program will be to tiy to relate a 

change in teaching behavior to student achievement and attitudes. 

The following procedures will be employed: 

1. For students in grades 1-8 the Stanford Achievement Test 

results will be used to study student achievement. For 

students in grades 9-12, pre and post departmental exams 

will be used when available and teacher-made exams will 

be used in all other instances. Specific subject matter 

achievement is not analyzed but the students' general 

level of success in that grade or in that subject matter 

will be compared before and after the helping program. 

2. Classroom observation and tape analysis system to be used 

in evaluating the intern program stem from the widely 

used Flanders' system for the analysis of verbal interac

tion in the classroom. Flanders' 10 categories of 



interaction have been modified by the addition of a more 

definitive analysis of teacher questions and pupil 

responses. 

3. Interviews and teacher diaries will be used in conjunc

tion with one another and will be related to the direct 

observations and tape analyses. The emphasis will be on 

two-way communication which should help insure a clear 

and valid picture of teacher effectiveness. In a three-

way conference among intern teacher, helping teacher, and 

the university representative, areas needing improvement 

will be identified. This identification will come about 

cumulatively through felt needs, administrative concerns, 

and the analysis of the intern's teaching by means of an 

evaluation program. Intervention to help the intern im

prove these areas of concern will be provided by the 

helping teacher and the university representative. The 

delivery system will be planned cooperatively. 

Recommendations for Future Research 

It appears to the writer that one of the most current 

items in educational research today is the study of teaching 

behaviors. 

It seems that past research has been leading down "blind 

avenues." Relating a single teaching behavior to any chosen 

measure of teaching quality has proved almost futile. 
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Research into individual systems of delivering help or 

therapy reveals unquestionably that behavioral changes on the 

part of the person being helped frequently, if not almost in

evitably, go far beyond the scope of the specific help or therapy 

being provided. 

Perhaps these clues indicate that teaching behaviors 

should be studied in clusters rather than as individual items. 

The writer, therefore, proposes: (1)' to describe, through a 

given observation system, a specific teaching behavior with which 

an individual teacher needs help, (2) to identify through a given 

observation system, a specific teaching behavior with which an 

individual teacher needs help, (3) to deliver that help on an in

dividual basis through the intern and teacher evaluation program, 

and (4) to describe the subsequent teaching behavior in order to 

discover what changes occurred in the target behavior and what 

concomitant behavior changes occurred. Those behavioral changes 

that occur beyond the target behavior will be identified as that 

individual's cluster of teaching behaviors. 

What Might an Intern Program Do to Improve 
American Teacher Education? 

Most importantly, an intern program commits the profes

sion to helping new teachers succeed. The intern program concept 

has the potential for reuniting all levels and interests of the 

profession in this task. The focal point is the assimilation of 

new practitioners into the profession. 
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The intern program would extend the teacher education 

program an additional two years, combining the university teacher 

education program and the profession during the last two years of 

a six-year,, thoroughly articulated, program. This working to

gether in the field for the supervision and continuing education 

of interns also would allow for the best possible feedback to the 

pre-service teacher education program. Communication and soli

darity within the entire professional would be fostered. 



APPENDIX A 

PERSONAL INTERVIEW FORMAT 

The interviews conducted by the university representative 

were based on the questions derived from the statement of the 

problem. 

1. Will an intern teacher perceive himself as more competent 

because of his participation in the intern program? 

2. Will the helping teacher be able to identify improvement 

in the teaching behavior of the intern teacher as a re

sult of the intern program? 

3. Will the university representative be able to identify 

improvement in the teaching behavior of the intern teach

er as a result of the intern program? 

4. Will the intern teacher report the intern program as 

helpful to the improvement of his professional 

performance ? 

5. Will the intern teacher perceive the assistance of the 

helping teacher as beneficial? 

6. Will the intern teacher perceive the assistance of a uni

versity representative as helpful? 

7. Will a participant perceive the program organization of 

the intern program as being efficient? 
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Answers were sought for each question by those partici

pants who were interviewed. Each participant was also encouraged 

to make any additional comments relating to the teacher intern 

program. 

Permission was requested for the interviews to be tape 

recorded, but the majority declined so the university representa

tive recorded the pertinent responses by taking notes. 



APPENDIX B 

WRITTEN QUESTIONNAIRE—INTERNS' PROGRAM REACTIONS 

Purpose and Rationale 

We are now at the end of Phase II of the Globe Intern 
Project—planning and pilot-testing a program of services to 
first/second year teachers. The next, and final phase of the 
project, is designed to validate the worth of the various ser
vices so that we may make our final set of recommendations to 
the State Board of Education and Regents. We need your help in 
assessing the relative merits of the things we have been trying 
to do. Your reactions will form much of the basis of our plan
ning for next year's "finale." Your most candid thoughts are 
sought. We want to emphasize and improve upon the things we've 
tried to do that have been helpful, and eliminate and/or radical
ly change those which have not helped. Your replies will be 
deeply appreciated and used. 

Instructions 

Do not put your name on this form. When you have com
pleted your reaction, put it in the attached envelope, seal the 
envelope and give it to any member of the staff. Thank you very 
much. 

A. Some of the activities and services which the intern program 
included are listed below, please mark as follows: 

1—of great value to me 
2—of some value 
3—little or no value 
4—I did not participate in this part of the program 

. 1. the pre-school workshop 

2. visitations and conferences between intern and uni
versity representative 

3. visitations and/or conferences with Globe helping 
teachers 
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4. a day of visitation in a classroom in another 
school system 

5. the opportunity to enroll for a university credit 
course 

6. materials, resource persons and/or ideas brought to 
me by a university representative 

B. The intent of this section is to get a more in-depth look at 
some of the activities noted above. For each we have some 
specific questions for your attention. We also would appre
ciate additional open-ended comments about them if you care 
to add such. 

1. The pre-school workshop: 

a. Length—was too short , too long , about 
right length . 

b. Organization—too much "meeting," too little chance 
to do my own individual planning , too much in
dividual planning time, too little time for "meet
ing" , about the right proportion of each . 

2. Visitations by university representativê ): 

a. Number—too many , too few , about the right 
number . 

b. Scheduling—the procedures followed were O.K. , 
I would have preferred that the staff member 

c. The best thing(s) about the visitations 

d. Suggestions for improving the visitation process 
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3. Conferences between intern and university representative: 

a. Number—too many , too few , about the right 
number . 

b. Scheduling—the procedures followed were O.K. , 
I would have preferred that of the university 
representative 

c. Other comments: 

C. General comments: As a further aid in our planning for next 
year, it would be most helpful if you would react to three 
"big" questions—(1) what needs do you perceive that new 
teachers have which were not met very well by this year's 
program; (2) which needs of the new teacher were met rather 
successfully by the program; and '(3) specific suggestions 
you would make to improve the program for next year. 

1. New-teacher needs not well met: . 

2. New-teacher needs which were met: 

3. Specific suggestions for improving the program: 
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ence ," Jouraâ _of_Teacher̂ _Ed̂  ̂ Vol. 19 (Summer 
1968), 187-191. 

Tanruther, Edgar M. Clinical Experiences in Teaching for the 
Student Teacher or Intern. New York: Dodd and Mead, 
1968. 

University of Southern California. 1973 Catalog. Los Angeles: 
University of Southern California, 1973. 

Walberg, Herbert J. "The Structure of Self-Concept in Prospec
tive Teachers," Journal of Educational Research, Vol. 61 
(October 1967), 84-86. 

Weber, Wilford A., and Ned Flanders. "Task Force on Evaluating 
Instructional Strategies," Competency Assessment, Re
search, and Evaluation, ed. W. Robert Houston. Houston: 
University of Houston, March 1974. 

Whitelaw, John B. The Potentialities of the Paid Teaching In
ternship . Washington, D. C.: Office of Education, U. S. 
Department of Health, Education and Welfare, October 
1965. 


